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Abstract
Multilingual Student Agency in one CLIL School: Evidence from Post-Soviet
Kazakhstan

This qualitative study examines the challenges faced by secondary school students in
Kazakhstan in Content and Language Integrated Learning (CLIL) classrooms where STEM
(science, technology, engineering and mathematics) courses are taught in English. With a
particular focus on students from the leading CLIL institution in Kazakhstan, Bilim
Innovative Lyceum (BIL), the study explores how students cope with emotional and
intellectual challenges by using agency to move beyond them. The study used a qualitative
multiple case study approach following a grounded theory design; the research involved
semi-structured interviews and classroom observation with 13 students. The results show that
in addition to academic challenges such as language adaptation, vocabulary acquisition, and
transition from Kazakh/Russian to English their learning process is further complicated by
emotional challenges such as language anxiety, fear of criticism, peer comparison, and test-
related stress. Despite these challenges, students exercise their agency and demonstrate
resilience, using a variety of strategies such as organizing their own learning, using digital
resources (ChatGPT, YouTube, Duolingo), and structured study of textbooks helps ensure
comprehension. Teacher assistance and peer cooperation are fundamental instruments for
academic achievement. Over time, many students become more confident, some even select
English over their mother tongue for STEM degrees because of the long-term effects. The
research reveals how in a CLIL setting students actively create their own learning process and
overcome linguistic and cognitive obstacles. These real-world implications for CLIL
practitioners and policymakers in Kazakhstan and such environments help contribute to the

broader conversation about multilingual education, understanding students’ adaptive methods



helps teachers create more inspiring classrooms that promote topic mastery as well as
linguistic competence.
Keywords: CLIL, STEM, multilingual, language adaptation, Language Learning Strategies,

Academic challenges, self-regulated learning



Anaarna
CLIL mMekTenTepinaeri KONt CTyAeHTTEpP areHTTiri:
nocrkeHectik Kazakcranaarol qaJesaep
byt camansl 3eprreyne Kasakcranaarsl opTa MEKTEN OKYIIBIIAPBIHBIH MTOH YKOHE Ti
OoiibiHIIa MHTErpanusuianFal oKbITy (CLIL) chiHBINTaphIHIA KE31€CETIH KMBIHIBIKTAPhI
KapacThIpbLIasl, oHga STEM (kapaTbliblCTaHy FHUTBIMAAPEI, TEXHOJIOTHUS, HHKCHEPHS )KIHE
MaTeMaTHKa) KypCTaphbl aFbUIIIBIH TUTIHIE OKBIThLUIA b 3epTTey KazakcTanaarsl sKeTeKII
CLIL mexemeci Bilim (BIL) uHHOBanMsIIBIK JHUIICHiIHIH OKYIIBUIAPbIHA SPEKIIIE HA3ap
ayJapajibl )KoHe OKYIIbLIAPIbIH SMOIIMOHAIIBI )KOHE WHTEIUICKTYIIBIK KABIH IBIKTAP IbI
KEHY YILI1H 03 epKIHAIKTepiH Kajai maiananaTelHbIH 3epTTeiai. 3epTTey OipHeme
MBICAJIJIAPFa HET13/IereHIICTI )KOHE TEOPHUSUIBIK HETI13/ICIITeH AU3aiH bl KOJIaH b,
3eprreyre 13 OKyIIbIMEH JKapThllail KYPhUIBIMIIAIFAH CyX0aTTap *oHE ChIHBIITAFbI
Oaxplnaynap eHriziiai. HoTmkenep akaneMusiblK KUBIHIBIKTapAaH 0ackKa, MbICANIbI, TUITe
OeitiMzeny, co3/1iK KOPIbl MEHIepY jKOHE Ka3ak/OpbIC TUACPIHEH aFbUIIIBIH TiJiHE aybICy
CHUSIKTBI, OKY MPOIIECI YMOIIMOHAN/IBI KHUBIHBIKTAPMEH, COHBIH 1IIIHAE TIIIK Ma3achI3/bIK,
CBIHHAH KOPKY, CBIHBINITACTAPBIMEH CANIBICTBIPY KOHE TECTKE OAMIaHBICTHI CTPECC CUIKTHI
MOCENIeTIEPMEH OJIaH opi KypAeneHeTiHIH kopceTeai. OChl KUBIHABIKTapFa KapaMacTaH,
OKYIIBbLIAp 63 EPKIHAIKTEPIH KOPCETE 1 )KOHE dPTYPIIi CTpaTErHsIapAbl KOJIJaHa OTHIPHIII,
TO3IMIUTIK TAaHBITAAbI, MBICAIIBI, 63 OKYJIAPbIH YHBIMAACTHIPY, HU(PIBIK pecypcTapibl
(ChatGPT, YouTube, Duolingo) maiinanany, aig OKy/IbIKTapabl KYPBLIBIMIIBI TYPIE OKY
TYCIHIKTI KAMTaMachl3 eTyre keMekTece1i. MyFaliMHIH KOJJaybl ’KoHE ChIHBINTACTHIPHIMEH
BIHTBIMAKTACTBIK aKaJIEMUSITBIK JKETICTIKTEp YIIIH HETi3T1 Kypanaap O0ibIn Ta0bLIaIb.
VYakbIT oTe KeJe KOINTEreH OKYIIbLUIap e3/epiHe ceHiMIi 6oma Tycei, kenbipeynepi y3ak
Mep3imi acepiiepre Oaitnanbsictel STEM nopeskecin aiy yIniH aHa TiJIiHEH T'epi aFbUILIBIH

TiniH Tangaiael. 3eprrey CLIL opTachkinaa OKymIbUIapAbIH 63 OKY MpOoIleciH OeJICceH/ Il TYpAe
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KaJIBINITACTHIPATHIHBIH JKOHE TIIK )KOHE KOTHUTHBTIK KEAEPTiIep/al Kanai >KeHEeTIHIH
kepcetenai. bys HakTel HoTKeep KazakcTanaarsl sxoHe yKkcac opTanapaarsl CLIL
MPAKTUKTEP1 MEH casicaTKepJiep YIIiH KenTial 011iM Oepy Typasbl KEHIpEK Juaiorka yiec
Kocajbl. OKymbUIapIbIH OeHiMIeTy 9IiCTEpPIH TYCIHY MYFaTiMIEpre MOHI MEHIepYTe JKOHE
TUIIIK KY3bIPETTUTIKTI TaMBITYFa BIKITAJ €TETiH MaOBITTaHIBIPATHIH CHIHBITITAP KYPYFa

KOMEKTECE].
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AHHOTAIUA
MHorosi3pI4HO€ CTyIeHYeCK0e AaTeHTCTBO B
mkoaax CLIL: nanubie n3 nocrcoserckoro Kazaxcrana
B 3TOM KaueCTBEHHOM HCCIICIOBAHUN PACCMATPUBAIOTCS MPOOJIEMBI, C KOTOPBIMHU
CTAJIKUBAIOTCS YYCHUKHU CPEHUX Ko B Ka3zaxcrane B kiaccax HHTETPUPOBAHHOTO
oOyuenus o npeamety u 136Ky (CLIL), rne kypest STEM (ecrecTBeHHBIC HAayKH,
TEXHOJIOTUH, MHKCHEPHS U MaTEMATHKa) MPETNOIA0TCS Ha aHTIIMHCKOM si3bike. Ocoboe
BHUMaHHE yJenseTcs yueHukam Benyuiero yupexxaenus CLIL B Kazaxcrane,
uHHOBanuonHoro juies Bilim (BIL), B uccnenoBanuu nzydyaercsi, Kak y4eHUKH
CIIPABJISIFOTCS C SMOIIMOHATILHBIMU M UHTEIUICKTYaJIbHBIMU MPOOJIEMaMH, UCIIONB3YS CBOOOTY
JEWCTBUH ISl X MIPEOI0JICHUs. B ucciie1oBaHIH UCTIOIB30BAJICS MTOIX0/] C HECKOJIBKUMH
pUMEPaMHU, ciielyss 000CHOBAHHOMY TEOPETUYECKOMY JHM3aiHY; UCCIICJOBAHNE BKITFOUAIO
MOJTYCTPYKTYPHUPOBAHHBIC HHTEPBBIO C 13 ydeHHKaMU U HAOJIOICHHE 32 KJIACCOM.
Pe3ynbTaThl MOKa3bIBAIOT, YTO B JJOMIOJIHEHHE K aKaJeMUYSCKUM MTPOOIeMaM, TAKKMM Kak
SI3BIKOBAS aJaNTaIusl, IPHOOPETEHUE CIIOBAPHOTO 3araca U Mepexo/i ¢ Ka3axCKOro/pyccKoro
Ha aHTJIMHCKUH, UX TIPOIecC 00YUYCHHUS elile OOJIbIIE OCIOKHICTCS IMOIMOHATBHBIMU
mpoOJieMaMy, TAKMMHU KakK S3bIKOBasi TPEBOKHOCTb, CTpaxX KPUTUKH, CPABHEHHE CO
CBEPCTHHKAMH U CTPECC, CBSI3aHHBIN ¢ TecTaMu. HecMOTpst Ha 3TH MPOOJIeMbl, YYCHUKH
MIPOSIBJISIFOT CBOKO CBOOO/IY JIEHCTBHIA U IEMOHCTPUPYIOT YCTOHYHUBOCTb, UCTIONB3YS
pa3IM4YHbIE CTPATETHHU, TAKHE KaK OPraHU3aIusl COOCTBEHHOTO O0YYCHHS, HCIIOJIb30BAHHE
mudposbix pecypcos (ChatGPT, YouTube, Duolingo), a ctpykTypupoBaHHOE H3ydeHHE
y4eOHUKOB TIOMOTaeT 00ECIIeYUTh MOHNMaHKe. [IOMOIIb YUUTENS U COTPYIHUIECTBO CO
CBEPCTHHKAMH SIBJISIFOTCS. OCHOBOITOJIATAIOLIMMH HHCTPYMEHTAMH JIJISl aKaJIEMHUUECKUX
noctrkeHuit. Co BpeMEHEeM MHOTHE CTY/ICHTBI CTAHOBSITCS 00JIe€ YBEPECHHBIMH, HEKOTOPBIC

Jla’ke BBIOMPAIOT aHTIIUICKII BMECTO POIHOTO sA3bIKa 71 nostyueHus crenenn STEM u3-3a
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nonrocpouHbix ¢ dexToB. MccnenoBanue mokaspiBaet, kak B cpeae CLIL cTyneHTsr akTHBHO
CO3JIAIOT CBOM COOCTBEHHBIH MPOIIecC 00YUEHUS U IPEOI0JICBAIOT SI3IKOBBIC M KOTHUTHBHBIC
MPETSATCTBYSL. DTH pealibHbIe TocieAcTBus 1iis paktukoB CLIL n nonutrukoB B Kazaxcrane
Y TIOZI00OHBIX Cpeax MOMOTal0T BHECTH BKJIAI B O0JIee IMUPOKUH pa3roBOp O MHOTOSI3BIYHOM
00pa3oBaHNK, TOHUMAHHE aIATHBHBIX METOJOB CTYICHTOB ITOMOTAET YUUTEIISIM CO3/1aBaTh

Ooiee BIOXHOBJIAOMIUE KJIIACCHI, KOTOPBIC CHOCO6CTBy1-OT OCBOCHHIO TEMBI, a TAKXKEC

SI3BIKOBOM KOMIICTCHII MU,
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Chapter 1: Introduction

This chapter introduces the study that investigates the challenges that students
confront in CLIL (Content and Language Integrated Learning) contexts, and their agency
and strategies enacted to address these challenges, particularly in STEM (Science,
Technology, Engineering, and Mathematics) topics taught in English, in Kazakhstan. The
chapter begins with relevant background information including a brief history of events
that led to the implementation of CLIL in the Kazakhstani educational system. The
research problem and questions, the purpose and significance of the study are also
presented later in the chapter.

CLIL is an umbrella term that refers to the European approach to bilingual
education, specifically focusing on using an additional language to learn and teach both
content and language (Coyle et al., 2010; Garcia et al., 2009). Furthermore, based on this
definition, two significant attributes of CLIL can be discerned. The first notable
characteristic is the incorporation of an “additional language.” Many scholars often link
the additional language in CLIL solely with the teaching and acquisition of a foreign
language, commonly English (Marsh, 2002). However, the Eurydice, (2006) study “CLIL
in Schools in Europe” states that CLIL has two objectives: promoting the local language

and enhancing the teaching and acquisition of foreign languages.

A second distinctive feature of CLIL is its emphasis on both language and content,
which aligns well with the multilingual educational objective of imparting knowledge in
the target language, as articulated by Fortanet-Gomez (2013). Eurydice (2006) highlights
that the simultaneous emphasis on language and content results in the emergence of a
distinct teaching methodology, where the non-linguistic curriculum is not only taught in
the foreign language but also facilitated via it. Although many distinct characteristics have

emerged in the teaching and learning of foreign languages with the introduction of CLIL,



Coyle et al. (2010) contend that CLIL is not a novel model of language or subject
instruction. Instead, they propose that it is a creative integration of both, indicating that
every education system possesses all the essential fundamental components for

implementing CLIL, albeit in different ways.

Students' agency has become a crucial concept in education, serving as both an
objective and a method to direct learners and assist them in navigating unfamiliar
situations (OECD, 2018). It encompasses employability skills (Griffiths et al., 2018),
collaboration skills (Bell, 2010), digital competencies (lloméki et al., 2016), and a capacity
for lifelong learning (Biesta & Tedder, 2007). The concept of human agency has been
extensively examined in scholarly works. One viewpoint, the social-cognitive approach,
considers agency as the intermediary element connecting intentionality, self-reflection, and
self-efficacy (Bandura, 2006). Agency may be defined as the ability to persevere and make
decisions, including determining how to complete tasks and seize opportunities, especially
in the face of challenges (Bandura, 2006). Research indicates that self-efficacy impacts
motivation and cognition by influencing students' interest in tasks, perseverance in doing
tasks, objectives, choices, and use of cognitive, metacognitive, and self-regulatory
techniques (Bandura, 2001; Zimmerman, 1995). Another viewpoint on agency is a
sociocultural approach that conceptualizes agency as the potential to act mediated by

society (Ahearn, 2001).

Background Information

Following the fall of the Soviet Union in 1991, Kazakhstan, the last Soviet republic
to formally proclaim its independence, has seen a substantial shift in language policy.
Despite the historical multilingualism of the nation (Smagulova, 2006), the Kazakh
language did not take precedence before independence as Russian was the dominant

language in all components of public life (Kakenov, 2017). The Republic of Kazakhstan



now attaches high importance to multilingualism in modern society. Nursultan
Nazarbayev, the inaugural President of Kazakhstan, stressed the need of establishing
Kazakhstan as a globally acknowledged highly educated country, with a population that is
fluent in three languages: Kazakh (the official language), Russian for international
communication, and English for effective integration into the global economy

(Amangeldina et al., 2014, p. 3).

Despite Kazakh and Russian being the now dominant languages in the country,
government officials have actively prioritized the introduction of English proficiency in
the educational system through the implementation of the “Trinity of Languages Program”
aimed at enhancing the skills of a new generation to compete more effectively on the
global stage (Neuendorf, 2016). In 2007, the Kazakhstani Ministry of Education and
Science initiated the implementation of multilingual education (Kulsariyeva et al., 2017),
which was first implemented in three pilot bases, namely 33 “Daryn” pilot schools, 20 NIS
(Nazarbayev Intellectual Schools), and 30 BIL (Bilim Innovation Lyceums) of all
educational levels. By implementing three languages as instructional languages, both NIS
and BIL adhere to the robust paradigm of trilingual education. The educational institutions
offer study programs in Kazakh, Russian, and English, focusing on STEM disciplines
taught in English (Kulsariyeva et al., 2017 as cited in Aubakirova et al., 2019; Mindetbay,

2021; Zhussipbek, 2019).

Trilingual Education in Bilim-Innovation Lyceums (BILS)

Among the three educational institutions mentioned above, Bilim-Innovation
Lyceums are prestigious schools in Kazakhstan which specifically cater to exceptionally
talented students. The first three BILs (formerly known as Kazakh-Turkish Lyceums) were
founded under the auspices of the Kazakh-Turkish Education Foundation, in Turkistan,

Kokshetau, and Almaty in 1992 (Yakavets, 2014). At present, there are a total of thirty-



four residential Institutions of Learning (BILs) functioning nationwide. These BILs were
initially designed as residential schools catering exclusively to male students between the
ages of 13 and 17 (grades 7 to 11). However, currently, there are twenty-six BILs in total
offering gender-segregated education, with twenty schools for boys and six schools for
females (Hajar et al., 2023). Each of these institutions is financially supported and
overseen by both the Ministry of Education and Science and the Bilim-Innovation

International Social Foundation.

For the last four years, the CLIL technique has been used at the BIL schools
(llyassova, 2022). Nevertheless, the implementation of CLIL in the Kazakh educational
system has not been thoroughly examined, although it is seen as a novel methodology in
the nation. Despite being often considered the fundamental theory of trilingual education
in the nation, CLIL was not included in significant official education policy papers
(Karabassova, 2018). However, state schools have been using this approach for
extracurricular classes. At this point, the outcomes have been favorable, and the
implementation of CLIL in the Kazakh educational system has had a useful influence
(Huertas-Abril & Shashken, 2021). The study conducted by Vitchenko (2017) confirmed
this finding while examining the application of CLIL in the Nazarbayev Intellectual
Schools. These schools are intended to serve as an experimental platform for the
advancement and execution of contemporary learning programming models in the national
education system.

At BILs, the curriculum includes instruction in two primary languages: scientific
topics in English and social sciences in Kazakh. According to Karabassova (2020), about
half of the teaching from Grade 7 onwards is conducted in English, while the other portion
is in Kazakh. The Bilim Innovation Lyceums now provide classes in Kazakh, Russian, and

English languages (Mindetbay, 2021; Zhussipbek, 2019). Turkish is taught as an



independent language discipline. Another notable characteristic of the Bilim Innovative
Lyceums is the incorporation of the natural-mathematical cycle curriculum topics and
interdisciplinary integration, along with the implementation of advanced educational
programs, the use of cutting-edge technology, and innovative methodologies such as the
Flipped Classroom. Additionally, BILs use a range of Project-Based Learning (PBL)
(Koshegulova & Mindetbay, 2020) and CLIL educational approaches (llyasova, 2022) to

help students acquire 21st century skills.

Research Problem

The establishment of Content and Language Integrated Learning (CLIL) in
Kazakhstan is a component of a wider educational restructuring that seeks to improve
students' ability to speak many languages, especially English, while also imparting subject-
specific knowledge in fields like STEM (Dearden, 2014). As CLIL programs proliferate
nationwide, it becomes more and more crucial to comprehend the influences that drive
students to participate in these programs, the obstacles they face, and how they act

agentively in overcoming these obstacles.

Prior studies on CLIL extensively highlight its advantages, such as enhanced
language skills and comprehension of subject matter (Dalton-Puffer, 2011; Lasagabaster &
Sierra, 2009; Lasagabaster, 2017), as well as disadvantages and the impact of CLIL
adoption on student motivation (Arribas, 2016; Oxbrow, 2018). Nevertheless, there is
limited data about how students experience CLIL, especially in multilingual environments
such as Kazakhstan. In addition, whereas the written literature extensively covers the
academic and linguistic difficulties associated with studying STEM courses in a non-native
language (Mehisto et al., 2008), studies are scarce on students' subjective perceptions and

reactions toward these difficulties.



Although the agency of teachers in Content and Language Integrated Learning
(CLIL) has been extensively studied (Gruber & Mercer, 2022; Montgomery & DeCosta,
2024; Pappa et al., 2019) with a specific emphasis on how teachers manage the challenges
of presenting material in a second language and adjusting their teaching methods, the
notion of student agency has been relatively overlooked. Student agency refers to the
capacity of students to exercise autonomy, make decisions, and influence their learning
experiences (Bandura, 2006). This is especially important in multilingual environments
where learners must achieve proficiency in both language and subject matter. This research
aims to address these gaps by investigating three key aspects of the CLIL experience in

Kazakhstan.

Purpose of the Study

The purpose of this study is to look at how students use their agency to navigate
and overcome the challenges of studying STEM topics in a language other than their first.
Furthermore, the research aims to focus on the strategies they use to manage and minimize
challenges in their learning process. By concentrating on agency, this study hopes to give
insights into how students exert control, make choices, and take initiative in their
educational path, contributing to a better understanding of multilingual student experiences

in CLIL contexts.

Research Questions

The following questions were examined in this study:

1. What challenges do Kazakh students face while learning STEM subjects in English
through CLIL?

2. How do the students exercise their agency to deal with these challenges?



Significance of the Study

First, by offering empirical information from a distinct setting, the results of this
study will enhance the expanding corpus of research on CLIL and multilingual education.
An emphasis on student agency introduces a fresh aspect to CLIL research, which has
traditionally focused on language acquisition and outcomes related to content learning.
This research will enhance our comprehension of how students negotiate and impact their
learning in multilingual settings, therefore refining the theoretical and practical debates on
Content and Language Integrated Learning (CLIL). Second, this research advances the
overarching objective of fostering student-centered learning by emphasizing the active
participation of students in their educational experiences. Educational stakeholders may
enhance student engagement, empowerment, and success in the challenging setting of
CLIL by acknowledging and promoting student agency. Finally, the findings obtained
from this study may provide valuable guidance to educational officials and curriculum
designers in Kazakhstan and other multilingual environments. By comprehending the
incentives, obstacles, and methods that students use to exert their agentive power,
educational authorities may develop curricula that are more accommodating and adaptable

to the requirements of multilingual learners.

Outline of the Thesis

The thesis contains six chapters: the introduction, the literature review, the
methodology, the findings, the discussion and the conclusion. The first chapter introduces
the study's focus on Content and Language Integrated Learning (CLIL) in Kazakhstan,
outlining the research problem, purpose, questions, and significance. The second chapter
critically reviews the literature on CLIL, multilingual education, and student agency. The

third chapter describes the research methodology, including design, data collection,



analysis, and ethical considerations. The fourth chapter presents findings related to the
challenges faced by students and their agentive responses. The fifth chapter discusses these
findings in light of existing research. The sixth chapter concludes by addressing the

research questions, noting limitations, and offering recommendations for stakeholders.



Chapter 2: Literature Review

The present study investigates the obstacles that students confront in CLIL
contexts, and their agency and strategies enacted to address these challenges, particularly
in STEM topics taught in English, in Kazakhstan. The review of the literature first defines
the concept of agency and the model of CLIL. It concentrates on both Kazakhstani and
international research studies that focus on CLIL. However, due to lack of studies
primarily on student agency in the Kazakhstani context, the review of empirical research
relies on both local and international studies for the following themes: agency and
language learning strategies. The chapter concludes with a summary.
Definition of Agency

The complex definitions and components of human agency are predictably
reflected in research on student agency. Although there is no universally accepted
definition of the term (OECD, 2020), the literature generally agrees that student agency is
a capacity based on beliefs and personal abilities that enable deliberate actions for
learning, facilitated by the circumstances of the specific environment (Raffo & Roth, 2020;
Schoon, 2018). Consequently, the theoretical concepts from Bandura's (2001) and
Emirbayer and Mische's (1998) models of agency could be translated and implemented in
an educational setting. Another prevalent observation in research on student agency was
the power hierarchical relationship between students and educators. Redistributing power,
voice, and choice from the teacher to the student, thereby allowing the student to have
more agency, has been identified as a challenge that requires balancing and redefining the
roles of both students and teachers (Charteris & Smardon, 2019; Cook-Sather, 2020).
When instructors delegate more authority to students by being receptive to student

leadership and input (Adie et al., 2018; Smith et al., 2016), providing relational support
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(Martin et al., 2017; Monk et al., 2013), and supporting autonomy (Lingard et al., 2003,

Martin, 2004), they promoted more chances for student agency to thrive.

There are three main categories of research on student agency: models of student
agency (Knight et al., 2018; Raffo & Roth, 2020; Vaughn et al., 2020), studies that
examine how student agency influences other variables (Anderson et al., 2019; Martin et
al., 2017), and studies that examine how other factors influence student agency (Du et al.,
2022; Jiang et al., 2022I; Stolp et al., 2022; Vare, 2021). Each of these categories will be

explored in the next three subsections of the chapter.

Factors that Enable and Constrain Student Agency

This section of the literature review will present studies that examined how various
factors impacted student agency. Two qualitative studies analyzed the impact of
institutions on students’ agency (Flickiger et al., 2018; Mick, 2011) and found that
students' agency is eroded as they go through the formal years of school due to
bureaucratic curricular requirements, as pointed out by both Mick (2011) in Belgium and
Fluckiger et al (2018) in Australia. This comes under macro-structural influences on
schools and educators (Raffo & Roth, 2020). Similarly, Charteris and Smardon (2019)
looked at school-level influences on student agency. Interviews with administrators of
elementary and senior schools in New Zealand provided the data for their research on the
impact of creative classroom environments on students' sense of agency. Students at these
progressive schools were able to have meaningful conversations with their instructors,
which led to improvements in the school's curriculum, evaluation practices, and physical
space that supported student learning. Martin (2016) also notes that student agency may be

best fostered via two-way communication between students and teachers.
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Other international studies on the influence of institutional and contextual variables
on student agency are pertinent to my research on CLIL settings in Kazakhstan. Mick
(2011) in Belgium and Fluckiger et al. (2018) in Australia found that bureaucratic
pressures, such as strict curricular systems, might diminish students' agency. This raises
crucial questions regarding how such institutional limits may affect Kazakh students,
particularly those pursuing STEM topics in English. CLIL programs present additional
challenges, such as language barriers and cognitive load (Dalton-Puffer, 2011; Doiz et al.,
2013), which may further limit students' ability to exercise agency. In contrast, as
discussed by Charteris and Smardon (2019) in their study of school-level influences in
New Zealand, innovative classroom settings and two-way communication between
students and instructors may promote student agency by enabling students to influence
curriculum and assessment methods (Charteris & Smardon, 2019; Martin, 2016). This
shows that promoting conversation and flexibility in Kazakhstani CLIL courses may help

students overcome the combined obstacle of learning in a foreign language.

However, unlike previous research conducted in English-speaking monolingual
contexts, the Kazakhstani setting provides a unique multilingual environment in which the
function of Kazakh, Russian, and English languages complicates how students exercise
agency. While studies have investigated the influence of institutional limits on agency, few
have focused on how multilingual education systems like Kazakhstan impact students'

abilities to manage learning problems.

Teaching Methods that Contribute to Agency

There has been a limited but increasing amount of research on teaching methods
that contribute to student agency. One common method of interest for STEM education
researchers in promoting student agency is project-based learning (PBL). According to

Bell, (2010) and Kokotsaki et al., (2016), project-based learning (PBL) is a teaching and
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learning approach in which students work together to learn about a subject and address a
real-world problem. This approach offers students choice, opportunity for cooperation, and
the development of concrete skills to solve a problem significant to them (Bell, 2010;
Blumfield et al., 1991; Revelle, 2019). Research has shown that project-based learning
(PBL) helps students become more self-reflective and autonomous while having no
negative effect on standardized test results (Bell, 2010; Darling-Hammond et al., 2020).
Attard et al. (2021) found that PBL's student-centered, interactive design promotes student
agency because students are prompted to think creatively and critically before taking
action (Stolk & Harari, 2014). This exemplifies the goal-oriented components of student

agency (Jiang et al., 2022, Revelle, 2019; Vare, 2021).

The element of choice in project-based learning (PBL) provides students with
opportunities to act autonomously. Among other things, lessons using the project-based
learning (PBL) approach might include instructors giving or supporting student options in
areas such as the project's fundamental question, role allocations, problem-solving
methodologies, and accessible resources (Blumfield et al., 1991). According to Nariman
and Chrispeels (2016) when students are given more freedom and opportunity to express
themselves in class, the teacher's function changes to that of a facilitator and guide.
Students are given more agency when given choices, which means that teachers are
transferring part of their authority to them (Vare, 2021). The research on project-based
learning (PBL) and its capacity to foster student agency is important to my study of student
agency in CLIL settings in Kazakhstan. PBL, like CLIL, focuses on student-centered, real-
world problem-solving, giving students choice and control in their learning processes
(Bell, 2010; Kokotsaki et al., 2016). These elements— student choice, collaborative
problem-solving, and instructor facilitation could be as important in CLIL classrooms,

where students must acquire both subject matter and a second language (English). In
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particular, the autonomy and reflection encouraged by PBL, as stated by Darling-
Hammond et al. (2020) and Attard et al. (2021), may assist students in CLIL contexts in
developing solutions for managing language issues while addressing demanding STEM
topics. Furthermore, Nariman and Chrispeels (2016) highlight the teacher's role in
facilitating student autonomy, which suggests a parallel in CLIL environments, where
teachers must balance supporting language acquisition with content learning, allowing
students to exercise agency by choosing their learning strategies. By investigating the
obstacles faced by students in CLIL settings, my research will contribute to the discussion
of how agency might be promoted in multilingual, content-driven learning contexts such as

those in Kazakhstan.

Advantages and Disadvantages of Student Agency

Students feel more in control of their education when they have agency in their
learning, and this may boost their motivation and active participation. This is supported by
Ryan and Deci's (2000) Self-Determination Theory, which contends that autonomy is a
major source of intrinsic motivation that improves learning results. Moreover, independent
decision-making, critical thinking, and problem-solving are all encouraged by student
agency. It creates an atmosphere in which students actively participate in their education
and make decisions about it rather than only being passive consumers of knowledge
(Fielding, 2001). This may be especially helpful in CLIL contexts, where students need to
develop critical cognitive skills while navigating both language and subject problems
(Coyle et al., 2010). Gaining agency also may result in a stronger feeling of accountability
and control over one's education, which can carry over into life beyond school. According
to Bandura's (1997) theory of self-efficacy, continuous personal development results from
having faith in one's ability to influence the learning process (Bandura, 1997). Several

studies highlight that student agency enhances learning performance and learning pleasure
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(Blair, 2009; Crick et al., 2015; Rappa & Tang, 2017; Reeve & Tseng, 2011). However,
However, Luo et al. (2019) found that the greatest student performance and assessment
ratings were recorded during the in-class session with the least amount of student agency.
This suggests that in this particular setting, there was less learner autonomy and more
instructor presence. If the pre-class preparation was already self-regulated, the teacher-led
in-class teaching may provide students with the much-needed framework and scaffolding
for their learning inquiry (Raes & Schellens, 2016). This research supports the claim that
the instructor’s role remains significant in student-centered learning environments (Kim et
al., 2014) and emphasizes the correlation between cognitive appearance and pedagogical

presence (Shea & Bidjerano, 2009).

CLIL

CLIL (Content and Language Integrated Learning) is an umbrella term that refers
to the European approach to bilingual education, specifically focusing on using an
additional language to learn and teach both content and language (Coyle et al., 2010;
Garcia et al., 2009). Furthermore, based on this definition, two significant attributes of
CLIL can be discerned. The first notable characteristic is the incorporation of an
“additional language.” Many scholars often link the additional language in CLIL solely
with the teaching and acquisition of a foreign language, commonly English (Marsh, 2002).
Moreover, CLIL is an educational strategy that uses a second language to teach academic
disciplines such as geography or mathematics (Coyle et al., 2010). Its primary goal is to
improve students' language competence while they gain information and abilities in

numerous academic fields (Mehisto et al., 2018).

By using the target language as the primary medium of instruction, CLIL
classrooms enable students to engage with discipline-specific content and communicate

successfully (Kewara & Prabjandee, 2018; Lasagabaster & Sierra, 2010; Lopriore, 2020).
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CLIL may be content-driven (Villabona & Cenoz, 2022) or language-driven (Chumbay &
Ochoa, 2020) based on educational context and aims. CLIL promotes authentic materials
(Wolff, 2003), cooperative strategizing (Wilkinson, 2018), adaptable evaluation techniques
and feedback (DeBoer & Leantjev, 2020), techniques for language support (Mahan, 2022)
and cooperative strategizing (Wilkinson, 2018) instruction that is differentiated (Roiha,
2014). Research indicates that CLIL may enhance students' language, topic understanding,
and cognitive abilities (Lasagabaster & Beloqui, 2015; Martin de Lama, 2015) . By
actively utilizing the language to understand and convey concepts related to their subject
areas, CLIL students enhance their language proficiency (Dalton-Puffer, 2013). In
addition, by using their target language knowledge in academic contexts, CLIL learners
enhance their cognitive, critical thinking, and problem-solving skills (Harrop, 2012;
Dalton-Puffer, 2013). The practical applicability of language learning in real-world
situations has been shown to increase CLIL students' motivation and engagement.
Ultimately, CLIL students develop international awareness and global perspectives
through engagement with diverse subject matter across multiple language and cultural
frameworks (Doiz et al., 2014). As a major part of European education policy (King, 2018)
and a global phenomenon in bilingual education, CLIL is a method that fosters

international cooperation and education.

A second distinctive feature of CLIL is its emphasis on both language and content,
which aligns well with the multilingual educational objective of imparting knowledge in
the target language, as articulated by Fortanet-Gomez (2013). The simultaneous emphasis
on language and content results in the emergence of a distinct teaching methodology,
where the non-linguistic curriculum is not only taught in the foreign language but also
facilitated via it (Eurydice, 2006). Although many distinct characteristics have emerged in

the teaching and learning of foreign languages with the introduction of CLIL, Coyle et al.
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(2010) contend that CLIL is not a novel model of language or subject instruction. Instead,
they propose that it is a creative integration of both, indicating that every education system
possesses all the essential fundamental components for implementing CLIL, albeit in

different ways.

CLIL in Kazakhstan

Some Asian countries, including China (Lo & Lin, 2015; Wei & Feng, 2015) and
Kazakhstan (Karabassova, 2019, 2018; Satayev et al., 2022), are promoting CLIL as an
educational approach, with government support. Kazakhstan is a pioneer in using CLIL as
a teaching method for numerous courses in the post-Soviet area and continues to lead the
way in Central Asia (Parra & Abdiyeva, 2021). After gaining independence from the
USSR in 1991, there were significant changes and upheavals in education, particularly in
teaching methods (Mahon & Murphy, 2019). Since then, the government has recognized
the need for multilingualism in a globalized culture and encourages the use of English,
Kazakh, and Russian in secondary schools (Satayev et al., 2022). As a result, Kazakhstan
was the first nation in the Central Asian region to implement a strategy that prioritized
trilingualism in education. This created the foundation for Kazakhstan's adoption of CLIL,
which expanded throughout the period of trilingual education in schools from 2000 to
2019 (Karabassova, 2020). In 2006, trilingual instruction was implemented in a few pilot
schools. Since then, a nationwide network of specialized educational institutions has been
established to support this endeavor, including schools with trilingual teaching such as

Bilim Innovation Lyceums, and Nazarbayev Intellectual Schools.

Student Experiences in CLIL settings in Kazakhstan
After discussing the general backdrop of CLIL and its implementation in

Kazakhstan, it is critical to investigate how students study STEM courses in English in these
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settings. Kazakhstan's specific linguistic and educational context presents students with

unique obstacles, especially when it comes to understanding both topic and language.

Several studies investigated the effects of CLIL education on students and
instructors alike. Concerning beneficial student outcomes, it was discovered that CLIL
enhances student motivation, provides different task types, and integrates topic knowledge
with language (Huertas-Abril & Shashken, 2021). Furthermore, students saw CLIL as an
excellent way to improve language abilities and get interested in topics (Yesmuratova &
Shayakhmetova, 2021). Likewise, participation in CLIL has been shown to boost student
motivation, chances of success, and pedagogical abilities (Shabdenova, 2021). Moreover,
in higher education, it was observed that students were more interested in learning via
CLIL and that university students' grammar and listening abilities improved when a CLIL
method was combined with formal language training (Nurdillayeva & Zhuman, 2021;

Sataev et al., 2022).

However, students faced some challenges. These include the task's time-consuming
nature and students’ limited linguistic competency. Students often find it difficult to
comprehend the material being taught in a second language, which may make it difficult
for them to engage fully in class activities. Students may also lack confidence in their
ability to participate if they feel self-conscious about making errors in front of their
classmates (Em, 2021; Satayev et al., 2024; Shabdenova, 2021; Yesmuratova &
Shayakhmetova, 2021). In addition, Karabassova (2009) found that CLIL programs lacked

adequate classroom management, communication opportunities, and student participation.

Scholars have investigated more about teachers experiences and agency in CLIL
settings the world over (Banegas, 2012; McDougald, 2023; Segura, 2023; Villabona &

Cenoz, 2022; Yuan & Lo, 2023) and in Kazakhstan (Em, 2021; Golovchun et al., 2017,
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Huertas-Abril & Shashken, 2021; Kakenov, 2017; Karabassova, 2022b; Karabassova &
San Isidro, 2020; Maximova, 2020; Mehisto et al., 2022; Omarbekova, 2020; Shraiber &
Ovinova, 2017; Shabdenova, 2021; Vitchenko, 2017). However, there is not much
research that mainly focuses on student experiences and agency. Furthermore, according to
Idrissova et al. (2015), there is a lack of comprehensive understanding of how subject
issues are taught in classrooms using English, as well as educational research.
Implementing trilingual education may be impeded by disagreements and disputes as well
as insufficient knowledge and educational research among significant stakeholders
(Baitukenov, 2016). Many international studies recognize the importance of examining
learners' perspectives since they play a crucial role in the field of education (Dalton-Puffer

et al., 2009). This further highlights the need for the present study.

Language Learning Strategies

In this section, language learning strategies (LLS) and their definitions will be
presented. This is relevant for this study because when students exercise their agency,
particularly in CLIL settings they may use certain language learning strategies to learn

content through second or foreign languages.

Wenden (1987) provided one of the clearest descriptions of learning strategies by
describing it as “the various operations that learners use to make sense of their learning”
(p. 7). Likewise, Oxford’s (1990) defines learning strategies as “specific actions taken by
the learner to make learning easier, faster, more enjoyable, more self-directed, more
effective, and transferable to new situations” (p. 8). Moreover, every learning process
therefore necessitates the adaptation of a strategy to accomplish the primary learning
process (Hardan, 2013). Learning techniques are an essential component of both teaching
and learning (O'Malley & Chamot, 1990). Consequently, lack of proper learning strategies

is one of the reasons why many students are unable to learn because they are not taught or



evaluated in a manner that helps them meet their learning objectives (Sternberg, 1999).
This led to the creation of the theory of successful intelligence to address this issue and
support these students' successful learning (Sternberg, 1999). Referring to successful
learning, the majority of research on learning techniques focuses on the concept of
successful learners. Rubin’s (1975) research on learning techniques focused on the
methods of successful learners, claiming that once found, such strategies may be made
accessible to less successful learners. Moreover, when students are engaged in a learning
activity, they have multiple resources that they employ in various ways to complete or
solve the assignment, which may be referred to as a learning strategy. This explanation
may be too complex for some to grasp, thus it may be simpler to define learning strategy
as learning skills, learning-to-learn abilities, thinking skills, problem-solving skills, or, in
other words, the ways that learners use to consume, store, and retrieve information

throughout the learning process. Learning strategies are not just relevant for learning
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languages but can be used to learn other subjects like mathematics, chemistry, and biology.

Language Learning Strategies

Since the early 1970s, language learning techniques have gained a great deal of
attention due to their critical role in language acquisition. Numerous academics have
provided varying definitions of language learning techniques, with an emphasis on how
students handle the information they are given and the types of tactics they use. Many
scholars have varied definitions of language learning techniques. An early description of
language learning strategies was provided by Rigney (1978), who described them as the
often deliberate actions or behaviors that language learners use to improve the gathering,
storing, recalling, and applying of new knowledge. Regarding language acquisition
techniques, Oxford et al. (1989) share the same concept as Rigney (1978). According to

them, language learning techniques are used to improve and speed up language
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acquisition. They stated that language learning strategies are defined as activities,
behaviors, stages, or tactics, such as locating language partners for conversation or
providing self-encouragement to address challenging language tasks, used by learners to

improve their learning.

Taxonomy of LLS
A multitude of scholars have attempted to categorize LLS (Oxford, 1990; O'Malley
et al.,1985; Wenden & Rubin, 1987, etc.). Nonetheless, these classifications exhibit several

similarities.

The most renowned is Oxford's (1990) “taxonomy of language learning strategies.”
She categorized them into two primary classifications: direct and indirect LLS. She asserts
that direct methods are intentionally used by the learner, whereas indirect tactics are
utilized automatically by pupils. Within the initial group, she categorized three subgroups
of LLS: memory strategies that facilitate information retention, cognitive strategies
employed by learners to comprehend the learning process, and compensation strategies
that assist students in overcoming language barriers that hinder communication. The
second group included three distinct categories: metacognitive methods that enable
learners to regulate their learning process, affective strategies about the emotional
dimensions of learners, and social strategies used to improve communication in the foreign
language. Another notable categorization is that proposed by O'Malley et al. (1985).
However, they did not distinguish between direct and indirect tactics. They categorized
LLS into three primary groups: cognitive strategies associated with particular learning
activities, metacognitive strategies that assist students in planning and managing their

learning processes, and socio-affective strategies that facilitate communication with others.
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Local and International Studies on LLS

Recent international studies on language learning strategies (LLS) provide insight
into student behavior. Tai and Zhao (2024) studied 1239 Hong Kong university students
and found that students developed metacognitive and social strategies (e.g., self-regulation,
peer collaboration) in English. Similarly, Habok et al. (2022) studied 1,159 Hungarian
secondary school students and found that their cognitive, metacognitive, and social
strategies, as well as English language acquisition, improved. These insights, however,
need to be considered within the unique trilingual (Kazakh, Russian, English) CLIL
environment in Kazakhstan. In higher educational institutions in Kazakhstan, Kuttubayeva
(2022) found that the use of digital tools by students and peer support were key to
improving student success in learning English. Toktarova (2024) reported that the students
in her study used direct (cognitive, memory) and indirect (metacognitive, social) strategies
to get psychological support and achieve confidence in academic language use. These
studies focused on students in higher education institutions, while Hajar’s (2024) study
studied 11th grade students’ use of LLS in BIL secondary schools in Kazakhstan. Using
Dornyei’s L2 Motivational Self System as a framework, he found that students
demonstrated their agency by applying effective learning strategies, and seeking support
through paid private tutoring. The present study is similar to Hajar’s (2024) work with
secondary school students in Kazakhstan but is different in terms of its focus on students

from two different grade levels emphasizing the unique contribution of this research.

Summary
Student agency research is complex, taking into account a wide variety of affecting
elements and settings. Student agency is described as the potential, based on beliefs and

skills, to engage in purposeful acts in learning that are influenced by external influences.
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Studies on agency often divide the notion into three categories: agency models, agency's

effect on other variables, and how external circumstances affect agency itself.

Teaching approaches such as Project-Based Learning (PBL) have been found to
promote agency by providing choice and autonomy, with instructors enabling student-led
inquiry. This promotion of autonomy is critical in CLIL (Content and Language Integrated
Learning) classes, where students study subject matter as well as a second language. CLIL,
which originated in Europe, adds an extra language to teach material, making Kazakhstan's

extensive adoption a pioneering move in Central Asia.

CLIL gives unique insights into agency in Kazakhstan, where students encounter
regionally specific language and educational barriers. Limited teacher skills and a lack of
appropriate resources hinder CLIL implementation, emphasizing the need for more study
into how students exercise agency in these circumstances. Language Learning Strategies
(LLS), which are behaviors that make learning simpler, quicker, and more self-directed,
assist students in topics such as math, chemistry, and biology in navigating the combined

obstacles of content and language in CLIL contexts.

This comprehensive knowledge of agency, teaching techniques, and learning
strategies emphasizes the importance of agency in multilingual educational environments,
highlighting the necessity for future research into these dynamics in CLIL settings in
Kazakhstan. Additionally, these concepts form the basis of the grounded theory design

which will be explained in the following chapter.
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Chapter 3: Methodology
Introduction
This chapter presents information related to the research design, site, sample as
well as the data collection and data analysis procedures. Ethical considerations are also

presented along with a chapter summary.

Research Design

A comprehensive research design is vital in the research process. The choice of the
research design is determined by its ability to effectively address the research goals,
objectives, and questions (Cohen et al., 2018). This research aims to give a thorough
knowledge of the role of agency in choosing schools, challenges, and agency techniques
that characterize the student experience in Kazakhstani CLIL settings. Considering the
specific objectives and inquiries of the research, a qualitative methodology was used for
this study. Furthermore, this approach enabled the researcher to investigate the above topic
and acquire a more profound understanding of a central phenomenon (Creswell, 2012).
The qualitative technique is ideal when the researcher aims to investigate how humans
comprehend, encounter, interpret, and generate the social world (Sandelowski & Barroso,
2007). Moreover, this method is extremely helpful for comprehending not only the
occurrence itself but also the manner and rationale behind it, providing vital insights that

numerical data cannot give.

Within the qualitative research paradigm | employed a case study research method,
which focuses on a program, event, or action engaging people rather than a group
perspective (Creswell, 2014). Additionally, Simons (2009) argues that case study is
advantageous as a research design because it is flexible and not limited by time or
methodology (p. 23). In essence, this research design may be executed over a few days or

extend over many months, depending on the duration of the research project. However, a
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significant critique facing the application of case studies in empirical inquiry is its limited
ability to generalize research results. This is because researchers, particularly those who
focus on a single example, have little evidence to support their claims (Flyvbjerg, 2011).

In response to this critique, the objective of doing a case study is to enhance and generalize
ideas (analytic generalization) rather than to simply document frequencies (statistical

generalization) (Yin, 2009, p. 15).

Additionally, this research utilizes a Grounded Theory approach to investigate the
notion of student agency in secondary education that uses CLIL in Kazakhstan. The
selection of Grounded Theory was based on its ability to facilitate the creation of a theory
that is firmly grounded in the experiences and viewpoints of the participants. This is
crucial considering the limited investigations into student agency in CLIL settings in
Kazakhstan (Charmaz, 2014; Glaser & Strauss, 1967). This methodology enables the
identification of patterns and correlations within the data, without being limited by
preexisting theory or assumptions, therefore providing a novel and situation-specific
comprehension of student agency (Charmaz, 2006). Moreover, the grounded theory
approach is characterized by its inductive, comparative, iterative, and participatory nature.
The techniques of grounded theory include systematic and adaptable instructions for
gathering data in order to develop hypotheses directly from the found evidence (Charmaz,
2006). The grounded theory approach starts with inductive data, employs iterative
techniques of alternating between data and analysis, utilizes comparison methodologies,
and maintains active interaction and engagement with both the data and the developing

analysis.

Sample
This research seeks to examine how students in secondary schools exert agency in

the organized but dynamic setting of CLIL courses. The study of agency in adolescents in
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educational contexts in Kazakhstan is particularly intriguing due to the ability to negotiate
intricate social, intellectual, and linguistic environments. In the Kazakhstani context,
students from BIL are a great group for examining agency, because they learn in a unique
multilingual setting. Students in BIL schools study four languages (Turkish, Russian,
Kazakh, English). Agency, in this case, becomes a tool that enables students to adapt, take
ownership of their learning process, and succeed in a demanding educational framework.
The present research used a purposeful sample technique to deliberately choose
participants and concentrate on certain individuals or locations in order to investigate the
agentic student experience in Kazakhstani CLIL settings (Creswell, 2014). Likewise,
application of purposive sampling, as advised by Patton (2015), facilitates the
incorporation of participants who are most inclined to provide comprehensive and
appropriate information about the research inquiry. Thus, for this research, I recruited 13
students under the age of 18 from one Bilim Innovation Lyceum school. The selection of
13 participants for interviews and classroom observations was deliberate, taking into
account the need for a well-rounded sample size that enables a thorough qualitative
investigation of student agency, while also guaranteeing a varied representation of student
experiences in CLIL environments. In addition to being enrolled at BIL, The participants
were required to meet two criteria: (a) they had to have been studying the CLIL course for
a minimum of one year; and (b)they had to be enrolled in 8" or 10" grades. . | established
this minimum duration of subgroups' participation in the CLIL course to ensure students
demonstrate a significant degree of understanding of the concepts being studied.
Furthermore, adolescents, at a crucial period of development, demonstrate a notable rise in
independent learning and autonomy, making them an excellent cohort for investigating
student agency (Zimmerman & Schunk, 2011). Participant information is provided in

Table 1 below.
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Table 1

Participant Information

Participants Grade Gender
Participant 1 8 Male
Participant 2 8 Male
Participant 3 10 Female
Participant 4 10 Female
Participant 5 10 Female
Participant 6 10 Female
Participant 7 8 Female
Participant 8 10 Male
Participant 9 10 Male
Participant 10 10 Male
Participant 11 10 Female
Participant 12 8 Female
Participant 13 10 Male

Concerning the optimal number of participants in case studies, Yin (2014) suggests
that a range of 6 to 10 participants may be adequate to capture variation without requiring
a large amount of data for analysis. This is particularly true for semi-structured interviews,
which are characterized by their detailed nature and the researcher's ability to ask
questions with some flexibility. The case study technique is also very beneficial for
comprehending the contextual elements that impact student agency, including school
culture, methods of education, and relationships among peers. Although the intended
number of participants for this study was 10, | soon realized that | need to recruit more

participants as some of the male students gave very short responses. For this reason, a total
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of 13 people were selected to participate in the data-gathering process of this thesis

research.

Research Site

The research was conducted at one of the elite schools and mixed gender BIL
which is located in the north of Kazakhstan. Because of their combination of subject
matter knowledge and language study, BIL schools qualify as CLIL institutions.
Emphasizing studying both the subject content and the foreign language simultaneously,
BIL teaches STEM courses like mathematics, physics, and biology in English in line with

the basic ideas of CLIL.

Moreover, there is an additional rationale for choosing the BIL. While renowned
NIS schools were the first to embrace the CLIL approach and subsequently disseminate
their skills and knowledge to other schools, BIL schools have been the first to use EMI
since 1992. They are internationally recognized as one of the leading educational
institutions in Kazakhstan that use the CLIL methodology. Moreover, whereas there was
is much research on CLIL in NIS, there was is just a limited number on BIL. Based on the
above-specified criteria, the BIL was chosen to examine student agency in CLIL

classrooms.

Data Collection Tools

The data for this case study were collected via classroom observations and
interviews. Classroom observations offered contextual knowledge of how student agency
was exercised in the natural environment of CLIL courses. The observations focused on
students' encounters in CLIL courses, their views of autonomy (agency), engagements
with instructors and classmates, and their strategies for processing educational material

using English. The use of a semi-structured style in interviews following these
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observations allowed me to go further into the agentic behavior of the students, facilitating
a more comprehensive and exhaustive data gathering that is in line with the focus on depth

and discovery in grounded theory (Charmaz, 2014).

The selection of semi-structured interviews as one of the tools for data collection
was based on its adaptability and comprehensiveness, which are essential for investigating
the intricate and individual aspects of student agency (Cohen et al., 2018). The interviews
were carried out with a sample of 13 students from BIL. These 13 students, four from
grade 8 and nine from grade 10, were selected based on their agentic behavior during the
classroom observations. The interviews provided valuable insights into the students'
perspectives, encounters, and manifestations of agency within their CLIL educational
setting. A comprehensive interview guide with open-ended questions were created (see
Appendix B) building upon the preliminary literature. The purpose of this guide was to
ensure uniformity in interviews while also allowing for the exploration of emerging topics

as they develop throughout the discussions (Kallio et al., 2016).

Recruitment Procedures

After obtaining the necessary ethics approval, | contacted the school administration
to explain my research and gain permission for classroom observations as well as to recruit
students for subsequent interviews. Next, | requested to meet with teachers of groups of
students who have been studying in STEM classes taught in English for a minimum of one
year. Then, | gathered the teacher's consent form for my observation process. Considering
my participants’ age (under 18), it was important to get parental consent for observation. I
provided teachers with a verbal overview of my research, including its objectives and
procedures. The teachers then communicated this information verbally to the parents. After
the parents agreed, | sent the parent consent forms to the teachers (see Appendix C). The

teachers subsequently distributed these consent forms to the parents for their review and
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formal approval. Once the parents have given their permission for the classroom
observation, | proceeded to request permission from the students to observe. Before
starting classroom observation, | handed out the student assent forms to participants (see
Appendix D). Additionally, the written parental consent and student assent form included
the possibility of interviews. During the classroom observation, I took notes on students
who appeared to be exercising their agency. Then, I reviewed parental consent and student
assent forms and approached the selected students through the curator to set up interviews.
Since the curator is not involved in students' academic lives, this approach provided some
privacy and safety for students. This way, the teachers just facilitated the distribution of
the permission forms to parents and were not apprised of the individual students chosen for
the interviews. Finally, after participants were confirmed, | contacted participants again to
set up a convenient time and place for them for the interviews either during the breaks or

after school to guarantee the least possible interference with their academic schedules.

Data Collection Procedures

For this multiple case study, data were collected from interviews and class
observations. Individual semi-structured interviews were conducted to supplement
observational data on student agency with students’ insights into their perspectives,
encounters, and manifestations of agency in a CLIL educational setting. Two classroom
observations were conducted. The first observation took place in a Biology class in grade 8
and Math class in grade 10. Observations are especially useful in case studies because they
allow for a direct evaluation of relationships, behaviors, and classroom dynamics that may
not be completely represented by interviews alone (Yin, 2018). Then, a sample of 13
students studying in grades 8 and 10 were selected for a follow-up interview. One interview
was conducted with each of the 13 student participants. The interview was audio recorded

and conducted face to face after obtaining participant consent. The questions focused on
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students' encounters in CLIL courses, views of autonomy, engagements with instructors and

classmates, and their strategies for processing educational material using English.

Data Analysis

Creswell (2012) suggests that while analyzing data in a case study, researchers
should first inspect the data, then code and identify themes. Transcription and analysis of
the interview data (see Appendix E) along with my observation notes were conducted
utilizing grounded theory methods, such as coding, note writing, and constant comparison.
I coded the data manually, by printing out the interview transcripts and interacting closely
with the data, producing codes, classifications, and themes directly from it rather than
software. For a sample of the coding process, see Appendix F. Moreover, this process
helped with the organization and segmentation of themes, both of which are necessary for
meaningful interpretation (Creswell & Poth, 2016; Saldafa, 2021). After, transcription of
the interview, | conducted an open coding process by deconstructing the gathered data into
distinct components, thereby elucidating noteworthy patterns, themes, or ideas that arise
from the data. Next, | employed axial coding to initiate the connection of these codes by
recognizing the connections between themes and ideas. This stage enabled me to classify
overarching topics associated with student agency in CLIL domains. Finally, the process
of selective coding involved refining and integrating the categories into a coherent and
fundamental subject or theory that elucidates the phenomena of student agency (Charmaz,
2006). After the coding process, | applied a constant comparison method (Glaser &
Strauss, 2017), where fresh data is compared to previous data to refine the themes or ideas
throughout the coding process. Moreover, | continued to code and analyze data until data
saturation was achieved, which means that fresh data no longer adds to or affects the

evolving theory (Glaser & Strauss, 2017).



31

Ethical Considerations

The recruitment procedures and the subsequent data collection procedures started
after obtaining official ethics approval from the Nazarbayev University Institutional
Research Ethics Committee. As explained in the Recruitment Procedures section, consent
was obtained from the school, the teachers whose classes were observed, and from the
parents of the students who were interviewed and the students themselves. The consent
forms contained all the information related to the study including any party’s decision to
withdraw without any kind of pressure or inquiry into their reasons for doing so.

In addition, all necessary steps were taken to respect the participants’ privacy; any
presentation of the data in this thesis or in subsequent publications will include no
personally identifying information. Participant codes were used to replace the participants'
actual names. All personally identifiable information, including names, precise references
to places, or other particular details that may potentially reveal the identities of participants
were eliminated or made more generic throughout the transcribing process. Moreover, all
data collected from the participant will be promptly and securely erased from the research
records after two years.

This research involves no more than minimal risk. As the researcher, | made sure
the questions posed during interviews were intentionally tailored to be suitable for the
students age, show respect, and avoid being invasive. These questions aimed to explore the
students' experiences and perspectives about their independence in the CLIL learning
environment. | was aware that students may experience anxiety or uncertainty while
responding to questions, particularly when they are prompted to introspectively consider
the obstacles or hardships they have encountered in their academic pursuits. Certain
questions may specifically address personal experiences related to language acquisition,

active involvement in the classroom, or relationships with instructors and classmates,
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therefore potentially provoking emotional reactions. Certain students may have inherent
discomfort when analyzing their language acquisition patterns or academic achievements,
particularly if they are not used to engaging in conversations about these subjects. To
address these concerns, | let them know they could skip any question if they do not want to
address the issue, because they can fear that their answers can affect their grades or
academic status. They were informed that their replies will not be disclosed to instructors
or classmates. Additionally, after the interview and with the recorder turned off, | included
a short, informal cool-down session by asking students “how do you feel now? Did the
interview raise any difficult feelings?” and made sure | offered emotional support if
needed to.

In spite of the risks, the participants may find their participation in the research
beneficial. Through their involvement in the research, students may deepen their
understanding of their own responsibilities, decisions, and perspectives throughout their
educational journey. Engaging in self-reflection may empower students by emphasizing
the significance of their viewpoints in influencing their educational experiences, in
accordance with the concepts of student-centered learning (Ryan & Deci, 2017).

By emphasizing beneficial methods and addressing obstacles linked to student
agency in CLIL, this research may help to refine and improve CLIL implementation
tactics. This helps not just the participants, but the whole school community by allowing

educators to use more effective, agency-promoting ways.

Summary
This chapter presented information related to the research design, site, sample as
well as the data collection and data analysis procedures. Ethical considerations were also

presented.
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Chapter 4: Findings

Introduction

The chapter presents the findings of the study, which investigated how students
exercise their agency in navigating challenges while learning STEM subjects in English in
a CLIL school. The study employed a qualitative research design, using semi structured
interviews and classroom observations. Thirteen students from a BIL school in Kazakhstan
participated. The class observations were conducted to explore how students exercise their
agency in the classroom and to select the participants for the interview. The data were
analyzed and the findings are organized and reported in the subsequent sections in line
with the two main research questions. Accordingly, the findings are presented as two main
themes. The first discusses the challenges that students faced while learning STEM
subjects in English. The second theme focuses on strategies that students used to

overcome these challenges by exercising their agency.

Student Challenges while Learning STEM Subjects in English

Two types of challenges emerged from the data: academic and emotional
challenges for students learning STEM subjects in English. Students reported that they had
difficulty learning new vocabulary and switching between languages. These challenges are

explained in detail below.

Academic Challenges

Language Adaptation — Initial Challenges. Students, particularly 10™" graders,
described their experience in CLIL as a long term process of adaptation. Some participants
indicated that it was difficult to adapt because they either came from Kazakh- or Russian
Medium of Instruction schools and found it difficult to move to English medium schools.
This adaptation became more difficult if their prior knowledge of content in Russian or

Kazakh was already weak, making the transition to English more difficult. For these
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students, language adaptation is not just about learning new vocabulary but also an
additional layer of cognitive load that slows their academic progress and adaptation.
Participant 4 shared: “And if you studied the subject in Russian or Kazakh and didn't
understand it well, studying it in English will be even more difficult. Because you don't
understand the language, and you don't understand the topic at all”. This statement shows
how language and content comprehension challenges are deeply intertwined, creating a

unique adaptation process for the students in CLIL settings.

The eighth graders in the study mentioned it was hard to adapt to the new CLIL
educational environment, particularly the language medium of instruction when they
started studying at this school in the seventh grade. Three eighth graders out of four

expressed the same difficulties:

For example, in the village where I lived, | only spoke Kazakh and studied in
Kazakh as well, not even Russian. And when | came here, it was very difficult to
switch to English right away. There were difficulties in this regard, but I’ve started

getting used to it. (Participant 1).

This statement highlights the experience of the participant who was raised in a
monolingual environment (Kazakh-speaking village) and educated exclusively in Kazakh,

and found it difficult to switch to an English language academic environment.

These statements illustrate how students faced significant challenges at the
beginning particularly with adjusting to the English medium of instruction.. The following

sections will explain the differences of adaptation process between 8™ and 10" graders.

Comparison of the Adaptation Process between 8™ and 10" Graders. While
both 8 and 10 graders faced the similar challenges with adaptation in their early stage of

learning, their experiences differed due to the amount of time they had spent in the CLIL
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environment. Eighth graders are still in the process of adaptation. For example, 8 grade
students' reflection on the phrase: “Getting used to it” indicates a gradual adaptation
process as they become more familiar with the new language environment, highlighting

the process of overcoming the initial language obstacles.

However, 10th graders have had more time to develop their English proficiency
and academic confidence. They shared the similar difficulties in their early years but they
emphasized how continuous exposure and teachers' support helped them overcome these

challenges:

In the seventh grade, when | first started, it was very difficult. But they gave us
additional English lessons, and we were able to improve our English. Still, it was
hard to grasp everything at once, but now, being in the 10th grade and having studied
in English for four years, it's become a habit. | even find that when reading a book in
Russian or Kazakh, the information reaches me not faster than in English. Thanks to

this, my English is very good now. (Participant 4)
Another participant indicated the impact of the long- term adaptation process:

At first, when I came here in the 7th grade, it was difficult for me. Because I didn’t
have a foundation, and I didn’t know the terms for Biology, Physics. So it was really
hard to study in English, but over time, you get used to it, and the teachers explain

automatically, and you understand everything they say. (Participant 1)

This shows that, over time, students move from struggling with comprehension to
feeling comfortable in an English medium of instruction environment. Ultimately, it may
be argued that eighth graders are getting adjusted to it, implying that they are still in the
process of adaptation, but tenth graders have already adapted to the new linguistic

environment.
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Dominant Language Shift. The findings indicated that during the process of
adaptation, the continued exposure to the English language led to a shift in their dominant
academic language from Russian or Kazakh to English. Participants reported that over
time, this adaptation process transformed into a source of strength to the extent that some
students even developed a preference for learning STEM subjects in English. As
Participant 9 illustrated in her response: “Now, even | have the opposite problem: if |
watch videos about Physics in Kazakh or Russian, I don’t understand it.” This indicates
that prolonged exposure to English-medium education enabled students to incrementally
enhance their confidence and cultivate a preference for English in academic settings, as
seen by the experience of this student who now struggles to comprehend Physics in

Kazakh.

Other students also highlighted their growing preference for the English language,
even when given an option to choose the Kazakh language: “I've probably gotten used to it
since the 7th grade. If I were given a choice now to study biology in Kazakh or English, |
would still choose to study it in English.” (Participant 9). This sentiment was shared by
two students who mentioned: “It's easier for me to study them in English rather than in
Kazakh” (Participant 4) and “We are very accustomed to the English language; all these

terms and phrases are already like native to us” (Participant 7).

These statements indicate that the students transform from struggling learners to
confident users of English in the academic context. What was formerly seen as an
obstacle— acquiring academic subjects via foreign language, eventually became an
advantage, enabling students to engage more effectively in CLIL and develop academic

confidence.

Learning New Vocabulary. One of the main difficulties students reported in CLIL
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classes was learning new vocabulary in English. Students expressed that these unfamiliar
words made it harder to grasp the key concepts, ultimately affecting their comprehension
of the whole subject or topic. As Participant 12 mentioned: “Some terms are complex. You
need to learn and always review them because during lessons, when those words appear,
you might not know them. “Sometimes, there are words... whose meanings and essence are
impossible to convey or translate.” Another student recalled the difficulties of learning
biology terms: “Our teachers explain everything in English. Sometimes we don’t know the
new words, and they explain them in Russian, like for biology. Many terms there | may not
know. For example, what is a valve in the digestive system?”(Participant 8). The struggle
with specialized vocabulary was not limited to Biology but also with other STEM subjects.
As Participant 6 shared: “In seventh grade, it was very difficult for me, especially in
physics and mathematics, because various signs, etc., are in English, and I hadn't learned

the terms.”

To sum up, students faced significant challenges with subject specific vocabulary
in CLIL, particularly STEM subjects. The complexity of academic terms often made the
comprehension difficult. Some words were hard to understand because their meanings did
not easily translate into students’ native language. When teachers provided explanations in
English, they occasionally used Russian to explain difficult words for students, especially
in subjects like biology. Additionally, learning new technical vocabulary in physics and

mathematics was particularly difficult in their early stage of learning.

Emotional Challenges

Findings from the participants’ responses revealed several major themes related to
language anxiety, self-consciousness, self-comparison, and perceived importance of
English proficiency. These themes highlighted the emotional challenges faced by

participants when speaking in English.
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Language Anxiety and Fear of Judgment. Participants' answers indicated a
strong presence of language anxiety when speaking in English. Several students expressed
nervousness when engaging in conversations, particularly due to the fear of being judged.
One 10th-grade participant stated: “I was nervous speaking. And I also felt like if I spoke
English with others, it would seem like | was showing off” (Participant 3). The
participant’s concern that speaking in English might make them seem like “showing off”
highlights their fear of negative social evaluation, as they may be perceived as trying to act
superior by using English. Another student noted: “Speaking in front of an audience was a
problem. | was afraid of being judged” (Participant 4). This fear shows a sensitivity to how
others perceive them or see them, particularly in group settings where others might or
might not be proficient in English. Moreover, these participant may come from a social or
cultural background where humility is valued and standing out is discouraged. As a result,

it can hinder their desire to speak to avoid being judged.

Self-comparison. Several students compared their English proficiency to that of
their peers which influenced their confidence in speaking. One participant stated: “At the
beginning, when | just started speaking, | felt like others knew it better than me, and | felt a
bit shy” (Participant 6). Similarly, other students expressed: “Some others knew better than
me. | felt embarrassed when | said something wrong” (Participant 9). These responses
suggest that self-perception of their own ability, particularly in relation to their perception
of others’ proficiency levels, may serve as a significant emotional barrier that hinders their

willingness or confidence to actively engage in an English-speaking environment.

Test Pressure. Some students report feeling anxious during the test, particularly in
the speaking section of the standardized tests which they take once a semester. One
participant stated: “I do get anxious during the test” (Participant 5). Another participant

mentioned: “I was nervous during the speaking section. I don't know why I couldn't speak
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English. I said a lot of things incorrectly. Some others knew better than me. | felt
embarrassed when | said something wrong” (Participant 13). This student experience
reflects a combination of nervousness, and self-doubt, fear of judgment during the
speaking section. The pressure of the test, coupled with self-comparison and fear of

making mistakes created a challenging environment.

The Importance of English language for Long-term Career Outcomes. The
perceived importance of the English language for their future was highlighted by 8 out of
13 participants in both grades with one participant explaining that this created additional
pressure. He explained: “I had a situation where when | spoke English, I had inner fear and
anxiety. Since English is a very important language for me, I feel that if I don’t study it
properly, it will strongly affect my future” (Participant 2). This indicates concerns about
long-term academic and career outcomes heightened the emotional stakes of language

learning, potentially amplifying feelings of anxiety and self-doubt.

Exercising Agency: Strategies for Overcoming Challenges Faced by Students While
Learning STEM Subjects in English

Students face many challenges when learning STEM subjects in English including
language barriers, learning complex vocabulary, and a sudden shift to the English medium
of instruction. In addition to academic challenges, they also faced emotional challenges
such as language anxiety, fear of judgment, self-comparison, test anxiety, and the

perceived importance of English proficiency for long-term career outcomes.

However, despite these challenges, students did not stay inactive. Instead, they
used a range of strategies to get through their learning obstacles. These tactics vary from
digital learning strategies, organized self-study with textbooks, seeking support from both

teachers and classmates, self-regulation, and observing strategies. Their capacity to adapt
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and regulate their learning process indicates student agency since they actively choose how

to overcome these challenges.

The next part delves into the precise strategies utilized by students focusing on how

learners control their learning experiences.

Strategies for Academic Challenges

Digital Learning Strategies. The results reveal that participants depend largely on
digital tools and resources and self-directed learning practices for overcoming academic
challenges. Their methods vary from organized problem-solving strategies to interactive

vocabulary-building techniques and Al-generated explanations.

Progressive learning was a frequent method among participants, in which they
began with fundamental ideas and proceeded to more sophisticated ones over time. One
participant demonstrated this strategy in the context of studying geometry: “Well, for
example, when | don't understand geometry, | always turn on YouTube. First, | solve easy
problems, then I review all the formulas, and after that, | tackle more complex solutions”
(Participant 1). This answer emphasizes a step-by-step approach to learning, implying that
breaking down a topic into smaller portions leads to improved understanding. By repeating
core information before trying more complex tasks, the student ensures an organized and

productive learning process.

Another important finding is the usage of digital apps for vocabulary learning. One

participant shared how she used Duolingo:

Well, I have an app on my phone called Duolingo. It's like a little owl; you write
words there, and it shows a flashcard with the word. When you click, the word
appears, and if you know it, you swipe left or right and continue studying.

(Participant 2)
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This response demonstrates an engaging and gamified way of learning vocabulary which

can encourage students to learn more effectively.

One of the main of the participants’ tactics goes beyond structured learning to
relying on the instant access to key information. One student explained how they approach
words or terms which they are unfamiliar with: “In those moments, | just used Google and
wrote down some words | didn't understand, and then asked the teacher about them in the
next lesson” (Participant 2). This statement shows a blended learning method where
teachers' explanations are combined with independent study. It means that students seek
deeper understanding and knowledge via direct interaction with teachers in addition to

depending on digital resources for fast response.

A common important factor in participants' learning process is the use of
generative artificial intelligence resources. Several students highlighted the effectiveness
of ChatGPT and how it helped them to understand content better: “I use a strategy. It’s just
ChatGPT. I simply paste my question that I didn’t understand, and it explains it to me in
more detail. That helps me understand it better” (Participant 3). By using ChatGPT as a
personal tutor, learners may get more thorough knowledge of difficult concepts or subjects

that may not be immediately apparent via textbooks or classroom lectures.

In addition, Participant 9 also indicated the use of digital tools for content
comprehension: “The first thing | do is go to Google and search for answers there. | also
use ChatGPT and YouTube to watch video lessons”. This shows that students prefer a
multimodal approach, in which they use search engines, Al, and YouTube videos. This
multi-layered approach to learning states how adaptable and easily accessible internet

sources are.
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Overall, these findings highlight how students actively seek online resources to
support their studies. They use a combination of multimodal learning strategies,
independent search, interactive vocabulary building, and Al-generated explanations.
Ultimately, their dependence on technology enables them to effectively fill in knowledge

gaps, indicating a move toward independent, self-directed learning in the digital era.

Organized Self-study with Textbooks. Even though digital tools were popular,
some students preferred more conventional self-study strategies like reviewing textbooks.

As one 8th-grade student stated:

I’1l think about what exactly I didn’t understand. After that, I’'ll go through the
textbook, and if I don’t understand the previous topic, I’ll start from there. Because
if I didn’t understand one topic, I won’t understand a more difficult one

(Participant 12)

This answer emphasized a structured method of learning in which the learner understands
the need to grasp fundamental ideas before moving on to more difficult subjects. This

student also shows her self-regulation and metacognitive awareness.

Support from Teachers as a Key Resource for Learning. Many students realize
how crucial it is to reach out to teachers for assistance when they face challenges in their
studies, especially when trying to grasp new concepts or unfamiliar vocabulary: “In class,
I’ll usually ask the teacher. Even after the lesson, I can always turn to the teacher, and they
will explain everything to me” (Participant 4). Another student added: ”’If you don't
understand a word, you ask the teacher to translate it, then you continue”( Participant 5).
These statements indicate that teachers are a dependable source of help for students,

offering explanations both during and after classes. They demonstrate that, while students
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exercise their agency in their learning process through self-study, they also recognize the

value of engaging with teachers for understanding complex concepts and subjects.

For many participants, raising questions in class is important to avoid any
misunderstandings. They stated that taking too much time to ask for clarification might
cause more confusion and make it harder to understand more complex subjects: “I would
ask questions from the teachers, and if I didn’t ask, I would end up not understanding. It’s

best to ask about anything you don’t understand right then and there” (Participant 7).

However, not all students immediately go to their teachers when they encounter
challenges. Some of them like to try to solve problems by themselves first and only ask the
teacher when they do not have alternative solutions: “I try to solve it myself first, and if |
don’t understand at all, then I turn to the teacher” (Participant 5). This statement shows a
combination of independence and reliance, where learners seek to be self-sufficient while

still appreciating the knowledge of their teachers.

Peer Support as a Learning Strategy. In addition to the teachers, classmates are a
key source of academic support for students. Group study times with friends provide a
different way to get assistance. As Participant 5 shared, “My friends and | sometimes
organize study sessions. We gather and study together. Last time, | asked my friend to
explain algebra to me.” Another student stated: | had to score excellently on the next test.
So, | turned to my friend for help with the questions, and he, of course, helped me”
(Participant 12). These statements highlight how important it is for classmates to work
together in learning, illustrating that students often turn to their friends for help in grasping

complex subjects.

Some students found that explanation from peers was more comprehensible than

their teachers’ “Math is harder for me than all other subjects; my friend always helps me
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and explains the topics | don't understand, and | somehow understand the topic better from
her words” (Participant 9). This indicates that collaborative learning may serve to improve
understanding and support student agency as students take initiative in their own learning

and seek assistance from someone they feel comfortable with.

Navigating Emotional Challenges

Self-regulation and Observing Strategies. Emotional challenges such as language
anxiety, fear of failure and judgment, and self-comparison might be influence students’
learning outcomes. Many students developed strategies to deal with these obstacles,

allowing them to develop resilience and confidence in academic settings.

Some students worked on self-regulation strategies to control test-related anxiety.
One student stated: “I try to calm myself by taking a deep breath and reminding myself of
my goal” (Participant 2). This answer demonstrates how self-regulation strategies can help
students manage anxiety. This student shows emotional awareness and proactive coping
strategies. Moreover, he used calmness and focused on their goals to overcome
nervousness and anxiety. It indicates an important part of agency, where the learner
actively works to manage their feelings. Furthermore, several students conquered the fear
of speaking in front of an audience by observing their peers. As it was illustrated in one of

the student’s responses:

Actually, there wasn't a specific strategy. Then | noticed that in speaking, people
don't pay much attention to word order, and everyone understands. Seeing my
friends, who were very good at English, communicate with occasional mistakes
and not worry about grammar, | realized that | just needed to speak. | started

speaking with them, making mistakes, and asked them to correct me. As they
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corrected me, | became more confident. Even when my English wasn't perfect, |

gained confidence (Participant 9).

This statement shows a change in thinking from being afraid of making mistakes to seeing
communication as a way to learn. Finally, by actively engaging in conversation, and
making mistakes, the learner took charge of his learning to overcome emotional
challenges. This experience highlights how important it is to learn by interacting with

others and getting feedback which can boost confidence even when things are not perfect.

Summary

This chapter looks into the challenges and methods students faced when studying
STEM subjects in English at a CLIL school in Kazakhstan. Students encountered major
academic challenges including, language adaptation, learning new vocabulary, and
transition from Kazakh or Russian school to English. Moreover, language anxiety, self-
comparison, test pressure were the main emotional challenges. Despite these challenges
students actively exercise their agency by using different strategies, including: utilizing
digital tools such ChatGPT, Duolingo, and YouTube; participating in organized self-study
with textbooks (structured self-study); seeking help from teachers and peers; and learning
self-regulation to control their anxiety. Many students gradually gained the confidence and
a preference for learning in English, transforming initial challenges into strength. These
results emphasize the significance of student agency in navigating the challenges of CLIL
education, revealing how students adapt, persist and take ownership of their own study and

thrive in a challenging academic environment.
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Chapter 5: Discussion

This chapter discusses the findings of this study, which explored the challenges
faced by Kazakh students while studying STEM subjects in English and how they used
their agency to overcome these challenges. The discussion chapter is organized by two
main research questions. The first section focuses on the challenges faced by students in
the CLIL context, in particular academic, emotional, and linguistic challenges. The second
section examines how the students used their agency to overcome these challenges,
providing insights into their agentic strategies. Two important areas—changes in language
dominance among students with longer CLIL exposure and comparisons between 8th- and
10th-grade students—will also be explored to help contextualize the findings of the study
better. In the final section, the results of the grounded theory approach will be presented as
an Adaptive Multilingual Agency (AMA) Framework, which conceptualizes student
agency as a dynamic process driving the interaction between challenges, strategies, and
outcomes. These sections illuminate resilience and adaptability among Kazakh students,

which highlight the role of agency in the shaping of their CLIL experiences.

What Challenges did the Kazakh Students Face While Learning STEM Subjects in
English?

The findings of this study highlight the language challenges students encounter
when moving from a Kazakh or Russian medium of instruction to a CLIL environment,
where English is the main language of instruction. Many participants described this
adaptation process as long-term, which aligns with previous research pointing to the
cognitive load faced by students learning academic content in a second language (Martyn,
2018; Rong & Nair, 2021). Consequently, Sweller’s Cognitive Load Theory (1988) offers
a useful lens for understanding how learning in a second language, combined with the

content itself, creates extra mental pressure on students. According to this theory,
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difficulties in understanding both the language and the content are closely linked,
especially when students have little prior exposure to the subject matter in the target
language. Moreover, as one of the participants (Participant 4) mentioned, the challenge of
studying in English is intensified when students do not have a solid understanding of the
subject in their native language (Russian or Kazakh). It should be noted that the students in
this study came from Kazakh and Russian medium schools. They had been taught in their
native languages, and they only had to learn content, but transitioning from these schools
to CLIL, where they have to acquire content and language, particularly English, creates the
cognitive overload. This cognitive overload, which results in a long period of adaptation, is
in line with the findings of Llinares et al. (2012), who argue that students' ability to
understand academic content can be significantly hindered when they have to process both
complex subject matter and language simultaneously. This issue is especially noticeable
among students from monolingual backgrounds, like Participant 1, who found it difficult

to adapt to English-medium instruction after being educated in a Kazakh-speaking village.

Another major challenge that students in CLIL programs encounter is learning new
vocabulary, especially in STEM subjects (Roth & Bogner, 2024). As the participants in
this study explained, their struggles with unfamiliar technical terms in English made it
harder to understand academic content. This observation aligns with existing research on
the difficulties of mastering subject-specific vocabulary in CLIL contexts (Rieder-
Bunemann et al., 2022). The main finding of their study was that students had difficulty
not only reading individual words but also understanding their conceptual meanings.
Similarly, in the current study, Participant 12 noted that some terms were so complex that
their meanings were difficult to convey or translate, reflecting findings from the broader
CLIL literature (Meyer et al., 2015). Additionally, a recent study that was conducted in

Kazakhstani senior schools found that limited academic vocabulary led the students to rely
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on translation tools such as Google Translate, hindering effective learning (Yesmuratova
& Shayakhmetova, 2021). Such linguistic shortcomings might result in superficial
knowledge of material as students remember the definition of the words without really
understanding underlying ideas. In CLIL environments, students often need to learn
technical terms that may lack direct translations in their native language or whose
meanings are deeply tied to the academic context of the subject (Geoghegan, 2024;
Kruawong & Phoocharoensil, 2024). This presents a particularly difficult challenge in
STEM fields, where the terminology often includes specialized and abstract concepts that
require students to comprehend both the linguistic and conceptual dimensions of the terms

(Rieder-Blinemann et al., 2022).

To overcome this gap in vocabulary knowledge, students and teachers in this study
utilized translanguaging methods. Students in the study reported that teachers sometimes
used their native language (Kazakh or Russian) to explain difficult terms to students. This
is consistent with previous studies that showed translanguaging can help improve
comprehension in CLIL classrooms where content is taught in a foreign language (Duarte,
& Giinther-van der Meij, 2020; Garcia & Wei, 2014; Mazak & Carroll, 2017). However,
while this approach may improve comprehension in the short term, it may also hinder the
development of full mastery of the target language by encouraging students to rely on their
native language rather than promoting full mastery of English (Coyle et al., 2010;

MacSwan, 2017).

Participants expressed concerns about speaking English, citing fears such as
“showing off” (Participant 3) and “being judged” (Participant 4), which reflect
Maclntyre’s (2017) idea of fear of negative social evaluation. In places like Kazakhstan
where English is not the primary language, this concern may be culturally based. Baker

(2011) notes that speaking a foreign language can sometimes be seen as arrogant, leading
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to social isolation. The classroom atmosphere further exacerbated these concerns, as
students became concerned about how their peers and teachers would evaluate them,
which reduced their willingness to participate. This pattern was noted by MaclIntyre and

Gardner (1994).

A number of participants noted how they compared their skills to those of their
peers, with “others know this better than me” comparisons (Participant 6) leading to
feelings of shame and isolation. According to Deuel and Maclntyre (2014), how we see
ourselves in comparison to others can lead to avoidance behaviors. This was particularly
detrimental in mixed-ability classrooms where students, like Participant 9, were reluctant
to speak up because they were afraid of “saying the wrong thing.” Such reactions highlight
the importance of a collaborative, non-competitive learning environment recommended by

Maclintyre and Gregersen (2012).

In addition, summative tests measuring verbal skills were identified as a major
source of stress, with participants reporting feelings of anxiety and self-doubt (Participants
5, 13). This echoes Horwitz et al. (1986)’s observation that evaluative attitudes,
particularly during spontaneous speaking tasks, can increase anxiety. Hambrick (1988)
found that in addition to the pressure to do well in school, grades can also be affected by

test anxiety if students are too focused on comparing themselves with others.

For some of the students, their future success depended on their ability to speak
English well, so Participant 2 expressed serious concerns about how this might affect their
employment. Ferguson (2007) links this tension to the demands of globalisation, where
English is seen as a tool for academic and professional development. Interestingly, this
approach can stimulate learning, but it can also cause emotional pain and lead to

procrastination or disengagement (Papamihiel, 2002).
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How did Students Exercise their Agency to Navigate these Challenges?

Given all of these multiple challenges, it is important to explore ways to help
students overcome these obstacles and support them in general. The use of digital tools
was a major part of the students’ strategies to cope with academic difficulties. Students
often used different platforms and programs to help them with their studies. These
included YouTube, Duolingo, and ChatGPT. These platforms played an important role in
helping students. In this way, they not only overcome language barriers but also subject-
specific difficulties. Mayer’s (2005) cognitive theory of multimedia learning agrees with
this approach, stating that presenting information in multiple ways, such as text, video, or
interactivity, can have a positive effect on understanding and retention. Also, the use of
artificial intelligence explanations, such as ChatGPT, highlights the shift to blended self-
learning, which is increasingly recognized as an important part of modern education
(Kasneci et al., 2023; Kohnke et al., 2023). In this study, students used digital tools to
increase their vocabulary, demonstrating self-regulation and independence in managing
their learning. This is reminiscent of Zimmerman’s (2002) model of self-regulated
learning, where students set goals and monitor their progress accordingly by adjusting
strategies. They used digital resources to supplement their learning and students were able
to fill in knowledge gaps and reinforce their learning, demonstrating greater control over

their academic success.

Although digital tools were widely used, some students preferred more traditional
self-paced learning with textbooks. Participant 12 demonstrated a systematic approach of
learning in which the student recognizes the need of understanding foundational concepts
before progressing to more challenging areas. This learner has both self-regulation and
metacognitive awareness. This preference supports the idea of structured learning and is

consistent with Pintrich and Zusho’s (2002) research on metacognitive awareness, where
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students agree on the importance of mastering basic concepts before moving on to more
complex material. Research indicates that these kinds of structured self-study not only
raise academic performance but also help students develop their capacity for self-
regulation of their learning (Schunk & Zimmerman, 2012; Zimmerman, 2008). This
strategy highlights students’ metacognitive skills because they actively regulate their
learning by focusing on topics that are difficult for them and mastering them
systematically. Students provide themselves with a solid foundation by reviewing the
material each time they learn. This is for more complex topics, which is especially
important in subjects such as STEM, where understanding previous material is necessary

to master new material that follows.

Another key strategy for overcoming academic difficulties was support from
teachers and peers. Some students in the study reported that they often turned to teachers
for help in mastering difficult topics or to increase their vocabulary. This is consistent with
Vygotsky's (1978) theory of the zones of proximal development, which emphasizes the
importance of social interaction and the ability to seek help from more experienced people,
in this case teachers. Students openly acknowledged the value of turning to them to deepen
their understanding in their studies, and teachers were seen as a reliable source of
knowledge and clarification. The conclusion that teacher-student interaction plays an
important role is confirmed in the use of student-centered classroom activities formation of
student activity because teachers not only provided direct instructions but also helped

students become more independent in their learning (Llinares & Lyister, 2014).

In parallel, peer support was also important for academic success. Students
reported that the camaraderie of classmates during academic test preparations helped them
better understand difficult topics. This is in line with Lantolf and Poehner's (2008) work on

peer support, which suggests that peers are a valuable source of support, especially when it
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comes to language learning. Students who found peer explanations more understandable
than teacher explanations show how collaborative learning can improve comprehension
and help students overcome difficult material. Peer interactions reduce emotional stress by
creating a sense of community and encouraging students to be more unafraid in their

academic development (Johnson et al., 2018; Leyk et al., 2017).

In addition to academic strategies, the study highlighted the importance of
emotional regulation and self-confidence in overcoming difficulties. Students’ self-
regulation strategies included methods such as deep breathing and focusing on goals to
manage test anxiety and fear of judgment. This is consistent with Pintrich and Zusho’s
(2002) concept of emotional regulation as part of the self-regulation process, where
students regulate not only their cognitive processes but also control their emotions and
reactions to learning tasks. By managing their anxiety, students can participate more
effectively in learning activities and learning processes, demonstrating a link between
emotional regulation and their academic performance (Dornyei, 2005). The results also
show the importance of the role of observational learning in overcoming emotional
difficulties, especially in reducing anxiety about making mistakes when communicating
with others. Students who observed their more experienced peers confidently speaking
despite occasional mistakes were able to change their outlook on things. They were able to
accept mistakes as a natural part of the learning process. This reflects Bandura’s (1986)
social cognitive theory, which states that observing others’ behavior and receiving
feedback can improve self-esteem and reduce anxiety. By seeing peers participate in
activities without fear of judgment, students adopted this behavior. They developed greater
self-confidence, which in turn helped them participate more actively in their activities.

Self-regulation is further enhanced by competencies such as self-motivation, goal setting,
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and adaptive learning strategies. Together, these skills help students effectively overcome

obstacles and take responsibility for their learning journey (OECD, 2020).

Language Dominant Shift

An interesting and important finding of this study is that English has become the
dominant language for academic purposes among these students who have received CLIL
instruction in English for several years. This change is consistent with the observations of
Nikula et al. (2016), who discovered that the long-term effect of secondary education in
English is that English frequently becomes the primary language in academic contexts.
The example of 10th-grade students in the present study shows that as they gradually adapt
to English, their language skills improve, and they also gain more confidence in using
English for academic learning. This aligns with Baker’s (2011) study on language
immersion, indicating that extended exposure to a second language can lead to increased
language confidence and academic independence. The fact that some participants, like
Participant 9, preferred to use English when they had the option really highlights how
CLIL environments can help students build their academic language skills in English over
time. This shift in language preference shows the positive effects of extended CLIL
exposure, where students start to feel more comfortable with the language of instruction
and their academic self-concept becomes more tied to it. The language shift observed in
this study supports what Coyle et al. (2010) found: that CLIL students not only get better
at using the language academically but also become more engaged in their subjects as they

get more proficient in the language.

Comparison Between 8th and 10th Graders
Although changes in language dominance draw attention to general sociolinguistic
trends, it is equally important to examine how these patterns manifest themselves across

age groups. Continuing this theme, this section examines how eighth- and tenth-grade
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students’ language choices and abilities reflect different phases of this change. The results
show that although the early years of CLIL pose linguistic and academic challenges for
eighth and tenth grade students, their adaptation varies depending on the length of their
English language exposure. This is consistent with current research showing that second
language acquisition is associated with systematic immersion as well as time spent on
tasks (Lasagabaster & Doiz, 2017). The use of words such as “getting used to” by eighth-
grade students suggests that their adaptation process is ongoing. This suggests that a

transitional period is determined to some extent by linguistic transformation.

On the other hand, tenth-grade students demonstrate academic fluency and
confidence in the language, possibly due to their long exposure to English. The experience
of English being a consistent tool for thinking and learning suggests that Cummins’ (2008)
Cognitive Academic Language Acquisition (CALP) hypothesis, that academic language
requires many years to fully develop, applies here. Moreover, institutional support (e.g.,
additional English courses and teacher support) was crucial to enable these changes; this
finding is also supported by the study of Coyle et al. (2010), who highlighted the need for
teacher mediation for CLIL success. This developmental trajectory also supports the
findings of Huang’s (2021) longitudinal study, which shows that CLIL students’ academic
confidence and language control improved significantly after two or more years of the
program. Participants’ high proficiency is supported by their mastery of challenging 10th-
grade English courses such as biology and physics. These findings highlight the temporal
aspect of adaptation to CLIL and imply that long-term exposure and ongoing learning
support are closely related to students’ engagement and achievement. Students who spend
more time in CLIL settings not only gain fluency in the language but also master academic
content management techniques, thus supporting the idea that agency is both a product and

a method of adaptation (Benson, 2021).
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Adaptive Multilingual Agency

The findings discussed thus far show how challenges, strategies, and outcomes
shape the complex interplay of experiences in CLIL STEM programs by Kazakh students.
These patterns suggest student agency evolves in a dynamic way. A grounded theory
approach was employed in order to better understand this process as well as synthesize the
study’s findings, thus the Adaptive Multilingual Agency (AMA) Framework was

developed (see Figure 1).

Figure 1

AMA Framework

Qutcome

Strategies

Challenges

Note. Framework created by the author.

This framework conceptualizes agency as being the driving force that is behind
students’ navigation of CLIL challenges, and that offers up a structured model so as to
explain the ways that challenges catalyze strategies that then lead to outcomes that are

transformative.

As seen in this study, challenges, which is the first component in this framework,
push students into action, thus representing the motivators in this framework. Students do

face academic challenges such as learning complex vocabulary which is typical in STEM
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subjects, plus also emotional challenges such as language anxiety. In this study, the
academic and emotional challenges act as the starting point for engagement with the
learning process and students are prompted to take certain proactive steps to overcome
these challenges. This supports the idea that challenges are not just barriers but are also

catalysts, as the findings of this study show.

The next main component of the Adaptive Multilingual Agency framework are the
multiple strategies that students employ which are stimulated by the challenges, and which
help students achieve desired outcomes; in this framework strategies act as the bridge
between challenges and outcomes. For instance, in order to address language-related and
academic content-related challenges, a number of strategies were employed by the students
in the study. Furthermore, students with strategies set several goals, and over time, were
able to overcome a number of emotional challenges such as language anxiety and fear of
judgment through self-regulation strategies. This was depicted by Participant 2, as she
used self-regulation to manage anxiety regarding testing. Prior to any tests, she used
certain deep breathing techniques in order to calm herself. The ability of students to
manage academic and emotional challenges relies on each of these fundamental adaptive
strategies. This aligns with Zimmerman’s (2002) model of self-regulated learning which
suggests that students actively monitor, control, and then adjust learning strategies based
on active experiences. Furthermore, several students conquered the fear of speaking in
front of an audience by observing their peers. As illustrated in one of the student’s
responses, “Actually, there wasn't a specific strategy. Then | noticed that in speaking,
people don't pay much attention to word order, and everyone understands. Seeing my
friends, who were very good at English, communicate with occasional mistakes and not
worry about grammar, | realized that | just needed to speak. | started speaking with them,

making mistakes, and asked them to correct me. As they corrected me, | became more
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confident. Even when my English wasn't perfect, | gained confidence” (Participant 9). This
aligns with Dewaele and Alfawzan (2018) and Ohlberger and Wegner (2019), highlighting
anxiety within CLIL settings pushing students toward peer interactions as a strategy for
overcoming emotional stress, reinforcing the idea that challenges lead to more adaptive

responses, including few peer-supported strategies.

The third and final component of the Adaptive Multilingual Agency framework are
the outcomes. Achieving favorable results, such as improved vocabulary or better
academic performance, strengthens students' confidence when facing fresh obstacles. This
serves as a feedback loop reinforcing students’ agency instead of providing static results
within a fixed timeframe. This cycle of feedback drives students to change their strategies.
Learning processes gradually are also refined as they continue onward. The continuous
cycle of adaptation and improvement results in a cyclical process indicating that agency is
reinforced through positive and successful outcomes. For example, as students gained
academic skills, many students in this study reported on a shift in their language preference
from their native languages (Kazakh or Russian) to English. Their agency produces this
shift, and also reinforces their confidence as they continue to use English academically.
Reinforcing students' agency was also observed in how students overcame emotional
challenges to achieve outcomes such as reduced anxiety or higher self-confidence. For
instance, students (Participants 9, 2) gained confidence and obtained agency when they
saw their peers overcome some similar challenges in a successful manner. This degree of
success strengthens the scope of their agency and aligns with Horikoshi (2023), who
connects emotional challenges with certain self-regulation strategies, and a focus on goals,
indicating that students then prioritize agency over their responses to emotion, and it leads

to an improvement in emotional well-being and resilience.
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Conclusion

This study revealed many of the challenges that Kazakhstani students face when
learning English in STEM courses using language integrated learning approaches such as
CLIL. Students studying content in a second language face cognitive overloads that lead
to various academic, emotional and linguistic issues. Language barriers, especially with
regard to the acquisition of academic terminology, indicate the need to create appropriate
systems to support learning. Interpreting complex ideas in local languages can temporarily
help, but it can harm the long-term development of the language. In addition, the pressure
of testing and peer comparison, as well as problems related to student opinions and
unfavorable social assessments, add emotional stress to an already difficult academic
environment. The students showed perseverance in overcoming obstacles using various
strategies. In addition to reading textbooks on their own, using digital resources such as
YouTube, Duolingo, and ChatGPT allow students to learn independently, demonstrating
self-regulation and independence. The support of teachers and classmates was also very

important, as they created an emotional and cooperative environment in the classroom.

The study also shows the benefits of long-term use of English in CLIL programs,
as students continuously improve their academic expression in a foreign language which
also increases their self-confidence. A comparison of eighth and tenth grade students
highlights the need for time and institutional support for a better transition to English
secondary education. The long-term experience of CLIL, along with the constant
mediation of teachers and the participation of peers, seems to improve language

competence and academic performance according to the findings.

The Adaptive Multilingual Agency (AMA) Framework, formulated via grounded
theory, integrates these findings by defining agency as a dynamic process that motivates

students to utilize strategies, overcome challenges, and attain outcomes that further



enhance that agency. The concept emphasizes challenges as motivators, strategies as
bridge, and outcomes as feedback loop, providing a unique perspective on multilingual
agency in CLIL environments. The framework highlights challenges as motivators,
strategies as bridges, and outcomes as feedback loops, offering a novel lens for

understanding multilingual agency in CLIL contexts.
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Chapter 6: Conclusion

This study set out to explore the role that student agency plays within Kazakhstani
CLIL settings, with a particular focus on STEM subjects learned in English. Using a
grounded theory design, and employing semi-structured interviews together with
classroom observations, the study sheds light on the challenges faced by students in one
CLIL school and the various strategies they engage in as they adapt themselves to the
CLIL approach. As mentioned in the Discussion chapter, the Adaptive Multilingual
Agency (AMA) framework emerged from the findings of this study. This chapter includes
the following sections: key findings including the relevance of the AMA framework,

implications for stakeholders, limitations and recommendations for future research.

Main Conclusions of the Study

The study found that certain academic and emotional challenges in terms of
learning subject-specific vocabulary in English, and emotional barriers such as language
anxiety and self-comparison are faced by Kazakhstani students in CLIL settings. Notably
in STEM subjects, these challenges are compounded by the requirement to learn content
and a foreign language at the same time, increasing the student’s cognitive load. Over
time, as students learned to adapt to the linguistic demands, students actively exercised

their agency in spite of facing challenges by employing a range of strategies.

A key finding of the study is that students used digital tools such as ChatGPT,
Duolingo, and YouTube so as to support the learning, showing a more self-directed
approach for learning. Certain students relied upon structured self-study using textbooks
and also sought help from teachers. Students also engaged in peer support so as to navigate
the academic difficulties. This reflects in their ability to adapt within the educational

settings and even take ownership of their own educational experiences.
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Furthermore, the study revealed that certain students became more confident in
using English due to their prolonged exposure to the language in this CLIL environment.
This exposure resulted in a shift of the dominant academic language from Kazakh /
Russian to English. In accordance with this finding, extended study time and continuous

exposure to CLIL are important for successful student outcomes.

Additionally, many emotional challenges such as language anxiety and fear of
judgment faced by students are highlighted in the research. Breathing deeply and
observing several peers who modeled confident language use reduced those emotional
hurdles through self-regulation strategies. Students are able to manage all of their
emotions, build up confidence as they observe as well as practice and thus gain more

agency, which lets them study even despite emotional stressors.

This study confirms the importance of an Adaptive Multilingual Agency (AMA)
framework in the CLIL environment, particularly in Kazakhstan where the educational
system is transitioning to multilingualism focusing on English instruction. Several
challenges were navigated by students in this study including adapting to new academic
content in English and managing emotional stress particularly language anxiety. Even with
these difficulties, students showed agency by finding ways such as emotional regulation,

self-study, or peer support to handle barriers.

As seen in the data analysis, the concepts in AMA provides a rather detailed
perception with respect to how students do adapt within their multilingual CLIL
environment. This particular study contributes further to the already existing literature on
student agency and also multilingual education in CLIL contexts by introducing this
specific theory and additionally offering new understandings into just how student learning

dynamically adapts itself in such a second-language environment.
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Implications for Stakeholders

Kazakhstani stakeholders who are engaged in CLIL program implementation and
support can benefit from the AMA, or the Adaptive Multilingual Agency theory.
Educators including curriculum designers, and policymakers should recognize the
importance of building emotional resilience as well as academic adaptability as student
agency, alongside mastering content and language. Educational stakeholders will be able
to design much more supportive and more flexible CLIL environments that do address all
of the varied needs of students in multilingual contexts by acknowledging the importance

of academic adaptation and emotional regulation.

Educators need to be well-trained in strategies for supporting students’ academic as
well as emotional needs within CLIL classrooms. This also includes providing safe spaces
to students where they are able to practice the language without fear of judgment and to
normalize mistakes. This also includes encouraging translanguaging when needed to make
sure complex ideas are grasped. Administrators must ensure CLIL programs remain well-
resourced. Also, students should have access to digital tools, language support services,
like language workshops and to additional learning resources. Furthermore, the school
culture must promote emotional well-being for students' complete overall success,
particularly with regard to language learning anxiety. Educational policies must consider
the adaptive nature that is representative of student agency, specifically in CLIL settings.
Policymakers should consider incorporating more AMA into curriculum design so students
have the tools and resources needed to develop both language skills and emotional

resilience.

Limitations and Recommendations for Future Research
While the development of the Adaptive Multilingual Agency (AMA theory)

provides valuable understanding into student agency in CLIL environments, future
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research should address some of the limitations in this study. To begin with, the small
sample size with just 13 students from one school is not adequate to generalize the findings
across other CLIL settings in Kazakhstan. Future research should further expand the
sample size, as well as include students from multiple schools in different regions.
Furthermore, studies can explore AMA's function in non-CLIL settings. The theory's

validity in diverse subjects, most notably outside STEM, could then be confirmed.

CLIL contexts should have additional longitudinal studies based on AMA in order
to gain deeper understandings into the overall long-term development of student agency
within multilingual education. This could help achieve greater comprehension of how the
students' agency evolves in the course of time in responding to ever-changing emotional
and also academic challenges. Further research could also explore the AMA attitudes
among students as perceived by teachers and administrators. More effective teaching
practices and school policies could, in fact, develop from investigating how educators can

intentionally support both the academic and also emotional aspects of student agency.

Conclusion

In summary, the current study reveals Adaptive Multilingual Agency (AMA) as
being a theoretical framework with which to understand the ways students handle the
challenges of CLIL education in certain multilingual settings. Students actively engage
within a dynamic process of adapting academic strategies and of regulating emotions for
overcoming learning challenges within a second language, as shown by this research
through Grounded Theory analysis. The AMA theory contributes to the continually
increasing research on student agency as well as offering perspectives for both educators
and administrators. Also, policymakers can use the theory for improvement of CLIL

programs in multilingual environments. For a further refined comprehension about student



agency inside multilingual education, future research must continue exploring AMA's

application throughout varied contexts and subject areas.
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Appendix A: Al Declaration Form

/S
“

Thesis Title: Multilingual Student Agency in one CLIL School: Evidence from Post-Soviet
Kazakhstan
Declaration of the Use of Generative Al

I hereby declare that I have read and understood NUGSE’s policy concerning appropriate use
of Al and composed this work independently (please check one):

with the use of artificial intelligence tools, or

(1 without the use of artificial intelligence tools.

(If you have used Al tools as defined in the GSE policy document, please complete the rest of
this form.)

During the preparation of this thesis/examination, | used _ChatGPT and Grammarly to check if
my writing is connected and to check my grammar mistakes
| also declare that |

am aware of the capabilities and limitations of Al tool(s),

have verified that the content generated by Al systems and adopted by me is factually
correct,

am aware that as the author of this thesis I bear full responsibility for the statements and
assertions made in it,

have submitted complete and accurate information about my use of Al tools in this work,
and

acknowledge that there may be disciplinary consequences if I have not followed NUGSE’s
guidelines regarding appropriate Al use.

Name: Daulet A. Signature:

Date: 27.05.2025
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Appendix B: Interview Protocol

Warm-up questions

How was your day at school today? Did you have any fun or interesting lessons?
What is your favorite subject at school and why?

Do you like learning languages? What language do you like the most?

Learning in English

How do you feel about studying topics such as physics and math in English? Do you find it
simple or difficult?

What do you do when you do not understand the content (subject)? Do you ask for help or
try to solve it by yourself?

What motivates you to keep trying, even if a topic taught in English is difficult?
Student Agency and Decision-Making

How much freedom do you have in deciding what and how you learn in class?Could you
provide an example?

Do you choose your own study techniques or do you follow the teacher's instructions?

Have you ever asked your instructor to explain something differently because you did not
get it?

Challenges

What are some of the hardest things about learning subjects in English? How do you get
past them? Like, learning difficult terms in a Math subject?

Have you ever felt scared or worried when studying English? What strategies do you use
to deal with such emotions?

Future Plans and How You See Yourself

Do you believe that studying topics in English will benefit you in the future? How?
How do you believe being multilingual will benefit you outside of the classroom?
Using Different languages

Do you utilize other languages (Kazakh, Russian, or Turkish) when you cannot understand
anything in English? How can it benefit you?

Can you describe a moment when switching languages helped you better grasp something?
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Kb13ab1py cypakTapsbl

Byrinri Mekrenreri KyHiH Kanai otTi? Kangail KeI3bIKTEI cabakTap 0osaei? MekrenTeri
CYMIKTI ITOHIHI3 KaH/Iai )KoHe Here?

Tin yiipenyni ynatacei3 6a? Cisre Kaii Tin kebipek yHaiiap1?

AFBUIIBIH TUTIHAE OKY

OdwusuKa )xoHE MaTEeMaTUKa CHSIKTBI TAKBIPBIITAP/IbI aFBUIIIBIH TUTIH/IE OKYFa KaJlai
Kapaiice3? Ci3re MyHBI OHAall HeMece KUBIH JIeN CaHalchI3 6a?

CabakThIH Ma3MYHBIH TYCiHOETeH Ke3fie He ictelici3? Ci3 KeMeK cypaiichl3 0a Hemece
OHBI ©31HI3 HIEUTyTe ThIpbIcachI3 6a?

CTyaeHT areHTTIiri :koHe memiM KadbLaay

CabakTa HEeHi )KoHE Kajlail OKUTBIHBIHBI3/IBI STy 1€ KAaHIIAJIBIKTHI epKiHIIK 0ap? Mbican
KenTipe anachi3 6a?

Ci3 e31Hi3/iH OKY 9/1icTeMeNepiHi3al TaHdaichI3 0a, a/ie MyFaTiMHIH HYCKayJlapblH
OpBbIHIANCHI3 0a?

Ci3 myraniMHEH Oip HOpCeHi TyCiHOereHIIKTeH OacKalia TYCIHAIpY/l CypaabIiHbI3 0a?

MoTtuBauus
AFBUIIIBIH TUTIHJE OKBITHIIATHIH TAKBIPBIN KUBIH 00JIca 1a, Ci3]li TAJIBIHYFa HE
uTepMmeneiai? AFbUIIIBIH TUTIHAE OIpACHEH] TYCIHIeH e KaHman cesimzae 0omachis?

KubinabikTap

AFBUILIBIH TUTIHAC TOHIEPI YHPEHYIiH eH KUBIH TYcTaphl Kanaai? Kamai eTTiHi3 con
KUBIHJIBIKTap1aH?

Mpicanbl, aFBUIIIBIH TUTIHAE KYPEIi MaTeMaTHKAIBIK TEPMUHACPII YHPEHY OaphICHI.
Conpaii Oip KUBIHABIKKA Tall OOJFaH Ke3iHi30eH OelicceHis.

AFBUIIIBIH TUIIH YpeHyre OallaHbICThl KOOAKBbIFAaH HEMECE KyH3eIiCKe TYCKEeH Ke31H13
601161 Ma? byt ceziMaepai Gackapyra He KOMEKTece i HeMece KaHail mapanap
KOJIJIaH/IbIHbI3?

Boaamak skocnapJiap koHe ci3 e3iHi3ai Kajai kepecis

AFBUIIIBIH TUTIHJE cabaKkTapabl OKy Ooaiakra ci3re maiinansl 601aabl qen onaicez 6a?
Kamait?

KenTinai 601y cizre cabakTaH %oHe MEKTENITEH ThIC, O0JIeK JKaFnaiija Kanaai naiaa
OKeJIeIl Ien OMIaichI3?

OPpTYPJIi Tijiaep Koaany

AFBUTIIBIH TUTiHAE OipAeHeH1 TyciHOeceH 3, 6acka Tinaepal (Ka3ak, opbic, TYPIK)
naigananace3 6a? by cisre Kanmait keMekTecemi?

Tingep apacbinia aysicy Oip HOpCEHi JKaKChIpak TYCiHYre KOMEKTeCKeH Ke3zep 0omipimMa’?
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Bomnpoce! 11 pa3MuHKH

Kak npoien Bail 1eHb B LIKOJIE CETOAHS?

bbuu 5n y Bac kakue-HUOY/1b Becellble WM UHTEPECHBIE YPOKH?
Kakoii Bamn m00MMBIi TpeaMeT B MIKOJIE U ToYeMy?

Bam HpaBuTCS M3y4yath SI3bIKU?

Kakoii s13pIk BaM HpaBUTCS 00JIbIIE BCErO?

OOyuyeHue HA AHTJIHIICKOM fI3bIKE

Kak BbI OTHOCUTECH K M3yUEHHIO TAKUX T€M, Kak (U3UKa U MaTeMaTHKa Ha aHTJIUHCKOM
A3bIKE?

Bb1 HaxoauTe 3TO MPOCTHIM MIIH CHOXKHBIM?

Uro BBI fenaeTe, Korja He IOHUMAETe COACP>KaHUEe UITH KE caM MpeaMeT?

Korna crankuBaerech ¢ TPyAHOCTSIMH, Bbl IPOCUTE O IOMOIIU WJIH MBITAETECh PELIUTh UX
CaMOCTOSITENILHO?

CryneHyeckasi akTUBHOCTb M IPUHSITHE PellleHU

Hackospko jierko BaM JaéTcsi MPUHITHE PEIICHUH O TOM, YTO M KaK Bbl Oy/ieTe U3y4aTh Ha
ypoke?

He morun ObI BBI IPUBECTH TpuMep?

Br1 BeIOMpaeTe cOOCTBEHHBIC METO Il OOYUICHHUS HITH CIICyeTe HHCTPYKITUSAM YIUTEIs?
Bb1 kora-HuOY /b IPOCKIIA CBOETO TIPENoaBaTessi OObSICHUTh TEMY T0-APYroMY, TOTOMY
4YTO BBI HE MTOHSJIH €ro?

MoTuBanus

Urto 3acTaBiseT Bac Mpo0JHKaTh MOMBITKY, JaKe €CJIM TeMa, IIpenogaBaemas Ha
AHTJIMHCKOM, CJIOKHAs?

UTo BBI 4yBCTBYETE, KOT/Ia MOKETE TIOHATH YTO-THO0 HAa aHTIIUHCKOM?

IIpo6aembl.

Kakue MOMEHTBI U3 HEKOTOPBIX, CAMBIE CJIOKHBIE B U3yUYEHUH MPEAMETOB Ha aHTJIMICKOM
a3bike? Kak BBl cripaBiisierech ¢ 3tuM? Hanpumep, n3ydeHue CI0KHBIX TEPMUHOB B
peIMeTe MaTeMaTUKH.

Bb1 kornia-HuOY b UCIIBITHIBATIM CTPAX UM OECIIOKOMCTBO MPH M3YYEHUH aHTIHICKOTrO
a3bika? Kakue crpaTeruu Bbl UCIIONIb3yeTe, YTOOBI CIPABUTHCS C TAKUMH SMOLUSIMU?
IInansl Ha Oyayliee M KakK Bbl ce0si BUIMTE

Kak BbI cunTaere, mpuHECET JIU U3yYEHUE TEM Ha aHTJIMIICKOM SI3bIKE BaM I0JIb3Y B
Oyaymem? Ecnu Bam oTBET «1a», TO Kak?

Kak BbI cunTaere, mpuHECeT JU MHOTOS3bIYUE BaM MOJIb3Y 3a NpeaeaMu Kiacca?

Hcnosb30BaHue pa3sHbIX A3BIKOB

Hcnonb3yeTe 11 Bbl APYTrUe sI3bIKK (Ka3aXCKUM, PyCCKUHM WM TYPELKUid), KOT1a He
MOJKET€ IMOHATH YTO-IN00 Ha aHTauiickoM? Kakyto 1mosib3y 3T0 MOKET BaM MPUHECTH?
Moskere 11 BBl OITUCATh MOMEHT, KOT/1a IMIEPEKIIOUECHUE S3BIKOB IIOMOIJIO BaM JIy4Ille YTO-
100 MOHSATH?
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Appendix C: Parental Consent Forms

PARENTAL INFORMED CONSENT FORM FOR RESEARCH
INVOLVING CHILDREN

Introduction.
My name is Daulet Abrakhman. | am a student at Nazarbayev University. | want to
invite your child to take part in my study.

Procedures. | want to ask students how they take charge of their own learning,
specifically how they deal with difficulties while learning STEM subjects in English.

I will invite your child to an interview. | will ask your child to express their opinion about
their learning process. Your child will be observed in the classroom twice as part of this
study. No video recordings will be made for the observations or interviews, only audio
recordings will be made for the interviews. Written notes will be taken.

Risks. The risks of participating in this study are minimal.

The risks might be connected to psychological discomfort of questions. Your child may
always tell me if a question is difficult or they do not want to answer it. Your child can skip
that question or stop the interview.

Your child may be concerned that the teacher will penalize the student for their answers with
low marks. Because all information will be de-identified, it is highly unlikely that the
teacher will be able to identify student responses. I will not share your child’s answers with
their classmates or teachers. Your child’s answers will not affect their grades.

o Interviews will be coded and anonymized using pseudonyms

o No identifying information is linked to the students

« | will not quote in the final report any remarks that are very specific or unique to
one student, which might make identification easier

Benefits. There are no personal benefits that your child will get from this study. However,
your child’s opinion may help develop the research about English language learning.

Compensation. There will be no compensation. You will be able to see the study results at
the site of the NU Repository (https://nur.nu.edu.kz/).

Confidentiality. | will keep all information confidential.. I will not use your real name or
share any information about you. I will keep your answers on my computer and protect them
with a password. Only | and my supervisor will have access to them. At the end of my
research, | will delete the interview recordings/notes.

Voluntary Participation. Participation in this study is completely voluntary. You or your
child may decide to quit the study at any time. There will be no penalty. Your child may
choose to answer or skip questions. Your child also may stop the interview at any time.

Contacts. Contact me if you have any questions or comments about this study.
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Phone: +7(705) 445-64-51
Email: daulet.abdrakhman@nu.edu.kz

If you have any other questions or concerns, you may write to the Nazarbayev
University Institutional Research Ethics Committee at resethics@nu.edu.kz.

Statement of Consent.
I,

, Give my voluntary agreement to my child’s participation in this study.
The researcher clearly explained to me the information and aim of the study. | know what
my child’s participation in this study involves.
I understand that my child’s participation in this study is voluntary. I can withdraw my
consent anytime if 1 want my child to leave the study. | understand that this will not
negatively affect my child.

| understand that the information collected during this study will be kept

confidential. I give my permission to audio record the interview: Yes [J No
O

Signature: Date:

Researcher:

Signed Date
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ATAJIAPJBIH BAJIAJIAPJbI KATBICTBIPYTF'A AKITAPATTBI KEJICIM
D®OPMACHI

Kipicme.
MewniH aThiM - O0nipaxman layner. Men HazapOaeB YHuBepcUTETIHIH CTyACHTIMIH. MeH
ci3/1iH OajaHbI3Ibl MEHIH 3€PTTEYIME KaThICYFa IAKbIPFBIM KEJIC/I].

Ipoueaypanap.

MeH cTyneHTTepAeH 63 OKYyJIapblH KaJlail 0ackapaThIHbIH, ocipece STEM nonaepin
aFbUIIIBIH T1TIH/IE OKY OapbIChIH/Ia KUBIHIBIKTAP/IbI Kalall )KeHETIHIH CyparbiM KeJeIi.
3eprrey OapbIChIHA Ci3/11H OamaHbI3 cyXx0aTKa MakKbpIpblUIaasl. MeH OalaHbI3/1aH OKY
yZAepici Typalibl 63 MiKipiH OULIIpYiH cCypaitMbIH. banaHbI3 OCBI 3ePTTEYTe KAThICa OTBIPHIIL,
CBHIHBITITA €Ki peT OakpUIaHaAbl. bakpliay Hemece cyxOaTrap OeliHexxkaz0ara sKa3bUIMaIbI,
TEK cyXOaTTap/blH ayauoskaz0banapsl xka3buiasl. JKaz0aima xxa3danap aa sKypriziiesi.

Kayinrep.

3epTTeyre KaTbICYAbIH KayinTepi MuHUMa 6L KayinTep cypakTapra OaiIaHbICThI
IICHXOJIOTHSUIBIK, BIHFAHCBI3/IBIKKA KaThICTBI 00JTybl MYMKiH. ETep cypak KublH HeMece OFaH
JKayar Oeprici kenMece, OallaHbpI3 MaFaH dpKaliaH aita anaabl. OJ CypakKThl OTKI3II
Kibepyre Hemece cyXO0aTThl TOKTaTyFa 00JIaabl.

BanaHpI3 MyFaxiM oJlap/IbIH KayanTapblHa TOMEH 0ara KOIObl MYMKIH JIeTI aaHIaybl
MYMKiH. bapibIK aKnmapar gepekciziene/ii, COHIAbBIKTaH MYFalliIMHIH CTYJIEHTTIH jkayaObIH
aHBIKTAy MYMKIHJIIT1 6T€ ToMeH. MeH OanaHbI3/IbIH KayalnTapblH CHIHBIITACTApbIHA
HeMece MyFajliMJepiHe KepceTieiiMi. banaHbI3IbIH jkayanTapbl OHBIH OarackiHa dcep
eTnenal.

Cyx0arTap KOATaJIBII, ICEBIOHUMIEP KoJAaHbuTaabl. OKylIbUIapFa KaThICThI €IIKAHAal
JKEKe aKIapar TipKenMei1i. MeH KOPBITBIH/BI ecernTe Oenrii Oip CTyIeHTTi aHBIKTayFa
MYMKIHJIIK OepeTiH epeKIle HeMece HAaKThl eCKepTYyIep/i KeITipMeHMiH.

ITajinacel.
by 3eprreynen GanaHpI3Fa enKaHal jxeke naijga 6oamaiiel. JlereHMeH, OanaHbI3/IbIH
HIKip1 aFbUILLIBIH TUTIH YHPEHY TypaJibl 3epTTeyJep/il JaMbITyFa KOMEKTECYl MYMKIH.

OTemaksbl.
OTeMakbl KapacThIpblIMaraH. 3epTTey HoTkenepin HazapbaeB YHuBepcureTinig
penosuropwii caiteinaa (hitps://nur.nu.edu.kz/) kepe anacsis.

KynusijibuibIK.

MeHn OapIbIK aKmaparThl Kynus cakTaiMbiH. Ci3/1iH HAKThI aThIHBI3/IbI Al AanaHOaiMbIH
JKOHE C13 TypaJibl €IIKaHal aKmapaTThl OemicieiiMin. MeH CI3/IiH )KayanTapbIHbI3/IbI
KOMITBIOTEPIM/IE CaKTall, OJIap/Abl KYIUs co30eH KopraiiMbIH. Tek MeH jkoHE FhIIIBIMU
’KETEKIIIIM FaHa KOJI )KE€TKi3€ ajlaMbI3. 3epTTey COHBIHJIAa CYyX0aT xa3z0aapblH )KOSIMBIH.

EpikTi KaTtbICy.

by 3eprreyre katbicy TonbIFbIMEH epikTi. Ci3 HemMece Ci3/1iH OallaHbI3 3epTTEyIEeH Ke3
KEJTeH yakpITTa O6ac Taprta anachl3. Emkanait ska3a Oonmaiiasl. bamaneiz cypakrapra
xKayar OepyJil HeMece OTKi3iI xKi0epy/i TaHaai anaael. bamanp3 connai-ak cyx0arTsl Ke3
KEJITeH YaKbITTa TOKTAaTa alajIbl.


https://nur.nu.edu.kz/

Baiinansic.

Erep ocbl 3epTTeyre KaThICTBl CYpaKTapbIHbI3 HEMece MiKipiepiHi3 0oiica, MaraH
xa0apIachIHbI3.

Tenedon: +7(705) 445-64-51

Dnexrponsik momTa: daulet.abdrakhman@nu.edu.kz

Erep ci3ge Oacka cypakrap Hemece macenenep 6oica, HazapbaeB YHUBEPCUTETIHIH
Nucturynmonanasik 3eprrey Itukacsl Komurerine resethics@nu.edu.kz mexenxaiibl
OolibIHIIa Xabapiaca anachel3.

Keuaicim Typasbl magimaeme.
Mesm,
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, 0aJTaMHBIH OCHI 3epTTEyTre KaThICYbIHA 63 €PKIMMEH KeJTiciMiMIl OepeMiH.
3epTTeylni MaraH 3epTTey/IiH MaKcaThl MEH aKMapaTbiH TYCiHAIpai. MeH 3epTTeyre
OaylaMHBIH KaThICYbl HCHI KAMTUTHIHBIH O1JIEMIH.

MemiH GalaMHBIH 3epTTeyTe KaThICYbI €piKTi eKeHiH TyciHneMiH. Erep Gamamubl
3epPTTEY/ICH LIBIFAPBII AJIFBIM KEJICE, K3 KEIITeH YaKbITTa 63 KelliciMiM/Ii Kepi KalTapa
anamMbIH. Bys1 MeHiH 0anaMa Kepi ocep eTIeHTIHIH TYCIHEMIH.

3epTTey OapbIChIHAA KUHAIFAH aKIapaT KYIUs Typ/e CaKTalaTbIHBIH TYCIHEMIH.
Cyx0arThI ayuoskaz0ara sxazyra pykcarbiMabl 0epemin: Mo [ Kok [

Kosbr: KyHi:
3eprreymi:

Kon xolibuiran Kyni
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©®OPMA UH®OPMUPOBAHHOI'O COI'TIACHS POJIMTEJIEA HA YYACTHUE
JETEU B UCCJUIEJOBAHUUN

BBenenue.
Mesns 30ByT layner AGapaxman. S crynent HazapbaeB YuuBepcurera. S xouy
MPUTJIACUTD BaIETO peOeHKa MPUHATH YYaCTHE B MOEM HCCIIEOBAHUU.

IIpoueaypsi.

S Xouy y3HaTh, KaKk Y4EeHUKH OepyT Ha ceOs OTBETCTBEHHOCTH 3a CBOE O0OyUYEHHE, B
YaCTHOCTH, KaK OHH CHPABJISIIOTCS ¢ TPYIHOCTSMH IPH U3ydeHuu npeameroB STEM na
AHIJIMHCKOM SI3BIKE.

B pamkax mccienoBaHus s MpUTIanly Baliero pedeHKa Ha HHTEPBbIO. S monpoury Bamero
pe0GeHKa BbIPa3UTh CBOE MHEHHUE O Ipoliecce 00ydeHus. B pamkax uccienoBanus Bai
pebeHoK OyaeT nBax bl HabII0aThCs B Kilacce. Bujeo3anuch HaOI0IeHUH 1 HHTEPBBIO
IPOBOJIUTHCA HEe OyneT; OyayT clieNaHbl TOJIbKO ayIU03alucy UHTEpBbIo. Takke OyayT
CZIeJIaHbl IMCbMEHHBIE 3AMETKH.

Pucku.

Puckn y4acCTusd B JaHHOM MCCJICJOBAHUNW MUHHUMAJIbHBI.

Pucku MoryT ObITh CBsSI3aHBI C ICUXOJIOTHYECKUM AUCKOM(POPTOM OT BOIIPOCcOB. Bain
peOEHOK MOXKET BCer/ia COOOIINUTh MHE, €CJIU BOIIPOC CIIOKEH UIIM OH HE XOUET Ha HETO
0TBeYaTh. Bail peGeHOK MOXKET IPOMYCTUTh ITOT BOIIPOC UJIH MIPEKPATUTh HHTEPBBIO.
Bai pe6eHok MoXeT 0eCIIOKOUTHCS, YTO YUUTENb CHU3UT OLEHKY 3@ UX OTBETHI.
[Tockonbky Best uHopMarus Oyaer o0e3uueHa, MaJIOBEpOSITHO, YTO YUUTENIb CMOXKET
OTIpeNIeNIUTh OTBETHI peOeHKa. S He Oyy AeIUThCs OTBETAMH BalIero peOeHKa C ero
OJIHOKJIACCHUKAMHU WK yuuTeasiMu. OTBETHI Ballero peOeHKa He OBJIHSIOT Ha €ro
OLICHKH.

HHTepBbio OynyT KOAMPOBATHCS M aHOHUMHU3UPOBATHCS C CIIOJIb30BAaHUEM TICEBJIOHHMOB.
JInunas nnpopmanus He Oy/ET CBA3aHA CO CTYAECHTaMHU.

51 He Oyly LMTUPOBATh B UTOTOBOM OTUYETE KaKHe-T1100 BbICKa3bIBaHUS, KOTOPBIE MOT'YT
cleNnaTh UACHTU(PUKAIIMIO BO3ZMOXKHOM.

IToab3a.

Bam p€6eHOK HC HOJ'Iy‘II/IT JINMYHBIX BBIT'O OT 3TOT'0O UCCICIOBAHUS. TeM HE MEHEC, MHCHUC
BaIllero pebeHKa MOXKET MOMOYb B Pa3BUTUU HCCIEAOBAHUN IO U3YYEHHUIO aHTJIUHCKOTO
A3BIKA.

Bo3narpaxkaenue.
BosHarpaxaeHue He nMpeycMOTpeHo. Bbl cMoXkeTe YBHIETh Pe3ybTaThl UCCIICIOBAHUS
Ha caiite Penosutopust Hazapbaes Yuusepcurera (https://nur.nu.edu.kz/).

KonpuaeHunaabHOCTS.

51 coxpaHio Bcto HHGOPMALIMIO B KOH(PUIEHINATBHOCTHU. S He OyAy HCIIONIb30BaTh Ballle
HACTOSAIIEe UMSI UJTU IETUThCS Kakoi-mubo nHpopMmanueit o Bac. Sl coxpaHio OTBETHI Ha
CBOEM KOMITIBIOTEPE U 3AIIMINY UX I1aposieM. TONBKO s 1 MO Hay4YHbI PYKOBOJUTEIb
OyIeM UMeTb K HUM JocTyTl. [1o OKoHYaHuM ncciie1oBaHus s yAaII0 3al1CH HHTEPBbIO U
3aMETKH.

1oOpoBoJIbHOE yuacTHe.
VYyactue B JaHHOM UCCIIEIOBAaHUH MTOJIHOCTHIO T0OpOBOJILHOE. BEI vtk Barr pebeHoK
MOXKETE OTKA3aThCA OT Y4aCTUA B UCCIICJOBAHUU B nmroboe BpEMAI. Hukaxnx HOCJ'IG)ICTBI/Iﬁ
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He Oyzet. Bamr pebeHok MOKeT BBIOMpaTh, Ha KaKKe BOIIPOCH! OTBEYATh, MIIM IPOITyCKaTh
ux. Bam peGeHOK Takke MOXKET MPEKPATUTh HHTEPBBIO B JIFOOOKH MOMEHT.

KoHnrtakTrsl.

CBsiKUTECH CO MHOM, €CJIM Y BaC €CTh BONPOCHI MM KOMMEHTAPUU IO MIOBOJY 3TOTO
UCCJICIOBAHMUS.

Tenedon: +7(705) 445-64-51

Dnexrponnas moyra: daulet.abdrakhman@nu.edu.kz

Ecnu y Bac ecTh Apyrue BOMPOCH! MM OECIIOKONCTBA, BBl MOXKETE OOPaTUTHCS B
NHcTUTyIIMOHAIBHBIA KOMUTET 110 3THKE UccienoBannii HazapbaeB YHuBepcuTera mo
azapecy resethics@nu.edu.kz.

3asiBjieHHE 0 COTJIACHH.
A,

__, J1aro cBO€ JOOPOBOJIBHOE COTJIacKe Ha y4acThe MOero pebeHKa B 3TOM HCCIIeI0BaHUU.
HccnenoBarens 4eTKO 00BACHUI MHE HH(POPMAITUIO U TISJIb UCCIIeoBanwMsl. S 3HA0, 4TO
ydacTue Moero pe0eHka B 3TOM HCCIIeIOBaHUH BKIIOYAET.

Sl moHMMmaro, 4To ydyactue Moero peoeHka B JaHHOM MCCIIeIOBaHUM TOOpOBOJIbHOE. S
MOTY OTO3BaTh CBOE COTJIacH€ B JIH000€ BpeMsi, €CIIU 3aX0Uy, UTOObI MO peOEHOK BBIIIET
U3 UCCleIoBaHus. Sl MOHUMAl0, 9TO 3TO HE MOBJIMSET HAa MOETo peOSeHKA HEraTUBHO.

S nonumaro, 4To coOpaHHas B X0Jie ucciaenoBanust nuHbopMmaus Oyaer
KoH(pUICHIMATLHOW. S maro paspenieHue Ha ayauo3anuchk uaTepBbio: [la [1 Her [
IHonnuce: Jara:
HccnenoBarensb:

IHonnuce: Jara:
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Appendix D: Student Assent Form
STUDENT ASSENT FORM

Hello. I am Abdrakhman Daulet. | am a student at Nazarbayev University. | invite you to take
part in my study.

What is this study about?
This study looks at how students take charge of their own learning, specifically how they
deal with problems and difficulties at school while learning STEM subjects in English.

What does this study involve?

Please discuss with your parents whether to participate. |1 will ask your parents to give their
permission for you to take part in this study. But even if your parents say “yes,” you can still
choose not to do this.

If you agree to be in this study:
e You will be observed during the class with your teachers and classmates up two times
e You might also be interviewed. The interview will be face-to-face. Interviews will be
conducted in two languages (Kazakh, Russian) . You can choose a language which is
more comfortable for you.
e Only you will be present in the interview. If you want to have your classmates during
the interview, it is okay.

The interview will last for 20-30 minutes.

Are there any risks or discomforts from this study?

The risks of being in this study are minimal. There may be psychological discomfort with
questions. You may always tell me if a question is difficult or if you do not want to answer it.
You can skip that question or stop the interview.

You may fear that your teacher might recognize and punish you with low marks. Do not worry.
I will not share your answers with your classmates or teachers. Your answers will not affect
your grades.

Are there any benefits if | participate?

There will be no personal benefits to you. However, your opinion about learning STEM subjects
in English and its challenges can be very helpful for learning more successfully for both them
and future students. This will help develop research and teaching of STEM subjects in English
in Kazakhstan.

Will I get any payment if | take part in this study?
There will be no payment for participation.

Will information about me and my participation be kept private?

I will keep all information private. | will not use your real name to keep it secret. I will not share
any information about you. | will keep your answers on my computer and protect them with a
password. Only I will have access to them. At the end of my research, | will delete the interview
recordings/notes.
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When can the researcher stop my participation?

If your parents do not want you to participate in research, then you have to drop out. It is because
you are under the age of 18 and your parents are accountable for your involvement in the
research.

What are my rights if | take part in this study?

You select whether or not to participate in the research. If you choose to participate in this
research, you may leave at any time. There will be no consequence for this. You may choose
not to answer the questions you do not like to answer and remain in the study.

Who can answer questions about this study?

Contact me if you have any questions, comments, or concerns about the study. Here is my
contact information: daulet.abdrakhman@nu.edu.kz , phone number: +77718973349

If you want to ask questions or share any problems with someone other than me, please email
IREC at resethics@nu.edu.kz.

SIGNATURE OF STUDY PARTICIPANT
| agree to take part in this study. | have been given a copy of this form.

Name of Participant

Signature of Participant Date

SIGNATURE OF PERSON GETTING ASSENT
The participant voluntarily and knowingly agrees to participate in this study.

Name of Person Getting Assent Contact Number

Signature of Person Getting Assent Date


mailto:resethics@nu.edu.kz
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CTYAEHTTIH KEJIICIM BEPY ®OPMACHI

ConeMm. MeHniH atbiM O0aipaxMan Jloyner. Men Hazap6aeB yHUBEpCUTETIHIH
cryaentimid. Ci3aepai MeHiH 3epTTeyiMe KaThICyFa aKbIpaMbIH.

by 3epTTey He Typasabl?

byn 3epTTey CTyAeHTTEp/IiH 63 OKYBI YIIIH jKayalKepIIIiKTI Kajai aJaThIHbIH, aTall
aiitkanga, STEM moHnepiH aFbUIIIBIH TUTIHIE OKY KE31H/Ie MEKTENTET1 KUBIHABIKTAP JKOHE
KUBIHJIBIKTAPAbl KaJlall )KEHETIHIH 3ePTTEH/I1.

Bbyu 3epTTeyre He kipeni?

Katsicy Kepek 1e, )KOK I1a, aTa-aHaHbI30CH TaTKbUIaHbI3. MEH Ci37IeH OChI 3epTTeyre
KaTBICYy YIIiH aTa-aHaHBI3JIaH pyKcaT cypaiiMbiH. bipak aTta-aHaHbI3 KeliciMiH Oepce ne,
Ci3 ©3 KaJlaybIHBI30CH KaThICIIAYBIHBI3Fa O0IAIbI. .

Erep ci3 ocbl 3epTTeyre KaTbicyFa KeJicecis:

o (Cabak OappIChIH/IA €Ki PET OaKbUIAY XKYPri3ijieal,ci3JiH MyFaaiMiHi30€H KoHe
CBIHBINITACTAPBIHBI3OCH.

o Conpnaii-ak ci3neH cyx0at ansiHybl MyMKiH. Cyx0at Oetne-6et erexni. Cyxbarracy
eki Tuiae (Kaszak, opbic) xyprizinemi. Ci3 e31HI3re bIHFAHIIbI Tl TaH A alachkl3.
Cyx0ar Tenedonra ka3blUIaThIH 00 IbI.

o CyxO0artra ci3 FaHa Karbicachki3. Cyx0aTKa ChIHBIITACTAPbIHBI3 KAChIHBI3IA
OOJIFaHBIH KaJIACAHBI3, PYKCAT.

Cyxo6at 20-30 MUHYTKA CO3bLIAIbI.
By 3epTTeyain KayinTepi HeMece bIHFaChI3ABIKTAPBI Oap Ma?

by 3eprreyre KateicyabIH Toyekenaepi ete a3. Cypakrapra OaiaHbICTBI ICUXOIOTUSIIBIK
BIHFANCBI3IBIK TybIH/Iaybl MyMKiH. Cypakrap >kayan Oepyre KUbIH HEMECe OFaH »Kayall
Oeprini3 Keamece, ecKkepTe anachkl3. byl cypakTsl TKi3in kibepyre Hemece cyx0aTThl
TOKTaTyFa 00JaJibl.

MyFraiim ci3/i TaHbII, TOMEH OaFaMeH *ka3anaybl MyMKIH JIell KOPKYbIHbI3 MYMKIH.
Vaiteimaamansi3. JKayantapbIHbI3Ibl CBIHBIIITACTAPBIHBI30E€H HEMECE MYyFalliMJIepiHI30eH
Oeumicrieiimin. KayanTapbelHbI3 OaranapbIHbI3Fa dcep ETHEH .

Kartbiccam Kanpaaii 1a 0ip maiina 6ap ma?

by cisre xeke maiina okenmeiini. Jlereamen, ciznin STEM monepiH aFbUIIBIH TUTIHIE
YipeHy >KoHe OHbIH KUBIHJBIKTaphl Typajbl MIKIpiHI3 OoJaIlaK CTYACHTTEP YIIIH OKY/bI
TaOBICTHI eTy/Ie oTe nmaiiaansl 6omysl MymKiH. by Kasakcranga STEM nonaepin
aFrbUILLIBIH TITIH/AE 3€pTTEY MEH OKBITY bl TaMBITYFa KOMEKTECE/I].

Ocsl 3epTTEyre Karbicca, MeH KaHaal aa Oip TesieM ajaMbIH 0a?
Katpicymibira emkaniail aksl TeneHOen 1.
MeH koHe KaTbICYybIM TypaJibl aKnapar Kynus 6oJsia ma?

MeH GapibIK aKnapaTThl KYNUs CaKTaiMbIH. MeH OHBIH KYIHACHIH CaKTay YIIiH Ci3/IiH
IIBIH aThIHBI3AbI KOJIJaHOAWMbIH. MeH C13 TypaJibl ellIKaH1all aKnapartieH OemicineiMiH.
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MeH ci31iH kayanTapbIHBI3Ibl KOMIIBIOTEPIM/IE CAKTANMBIH JKOHE OJIAPJIbI KYITHS CO30CH
KopraiiMbIH. Tek MeH/Ie FaHa Kepe ajJaMbIH.. 3epTTeyiM asKTalfaHHaH KeiiH cyx0ar
yKa30aIapbIH KOSMBIH.

3epTTeymi MeHIH KaTbhICYbIMIbI KAIAH TOKTATA aJ1aJbl?

Erep ci3zig ara-aHaHbBI3 Ci3/IiH 3epTTEYTre KAThICYBIHBI3ABI Kajamaca, oJlaH 0ac TapTYbIHBI3
kepek. Cebebi ci3/iH KachIHBI3 18-Te ToJIMaraH XoHe Ci3JliH 3epTTeyTe KaThICYbIHbI3Fa
aTa-aHaHBI3 )KAyalThl.

Ocpl 3epTTEyre KaTbiCcaThbIH 00J1CaM, MeHIH KYKbIKTAPbIM KaHaai?

3epTTeyre KaThiCy-KaThICHayAbl ©31Hi3 TaHAalChI3. Erep ci3 ochbl 3epTTeyre KaThiCy bl

IIEIICEeH]3, K€3 KeJIreH yaKbpITTa 6ac TapTa ajnackl3. MyHBIH €MIKaHAal apThIK Calgapbl
Oonmaiinbl. Keiibip skayan OepriHi3 KEIMEUTIH cypaKTapra skayan OepMeceHi3ie, OChl

3epTTey/ie KalybIHbI3Fa 00JIa bl

By 3epTTeyre KaTbIcThl CypaKTapra KiM :kayan Oepe ajaabi?

3epTTeyre KaThICThI CYPAKTAPBIHBI3, MIKIPICPiHi3 HEMECe CYpaKTapbIHbI3 00Jica, MaFaH
xabapiaceiHbI3. MiHe, MeHiH Oaiinanbic AepekTepim: daulet.abdrakhman@nu.edu.kz,
tenedon Hemipi: +77718973349

Memnen Oacka Gipeyre cypak KOWFBIHBI3 KeJIce HeMece KaHaai na 0ip
alaHIayIIbUIBIKTApbIHBI30eH OoickiHi3 kence, IREC-ke resethics@nu.edu.kz
AJICKTPOHJIBIK TIOMITACHIHA JKiOEPiHi3.
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POPMA COI'VIACHUA CTYJAEHTA

3npaBcTByiiTe. Mens 30ByT AOapaxman [ayiner. S crynent Hazap6aeB YuuBepcurera. S
MPUTJIALIAI0 BAC MPUHATH Y4aCTHE B MOEM HCCIICIOBAHUU.

O uem 310 HcciIenoBanue?

B aTOM HcciieioBaHMM paccMaTpUBAETCs, KaK CTYIIEHTHI OepyT Ha ce0sl OTBETCTBEHHOCTh
3a cBoe 00yueHHEe, B YaCTHOCTH, KaK OHH CIIPABJISIFOTCS ¢ TPOOJIEMaMH U TPYTHOCTSIMH B
IIKOJIE MpU u3ydeHuu npeameroB STEM Ha aHrnmiickom si3bIke.

Y10 BKJIIOYAET B ce0s DTO HccIeoBanue?

[Toxanyiicta, 06CyIuTe ¢ POAUTENSAMH, CTOUT JI BaM Y4aCTBOBATh. S| MOMpoIry Bammx
poIuTeNel AaTh pa3pellieHUe Ha Ballle y4acTHE B 9TOM uccienoBanuu. Ho naxe eciu
BAaIlIM POJUTEIHN CKAXYT «1a», BBl BCE PABHO MOYKETE OTKa3aThCs OT 3TOTO.

Eciau BBI coriacHbI YuyacTBOBaThH B 3TOM HUCCJICI0OBAHUN:

o Bo Bpems 3ansTHii Bac OyayT HaOIr0aTh 1Ba pa3a BMECTE C YUUTEISIMUA U
OJTHOKJIACCHUKAMHU

o C Bamu Taxke MOryT npoBectu codecenoBanue. CodbecenoBanue OyaeT NpoXoauTh
aunoM k juiy. CobecenoBanus OyayT IPOBOJUTHCS Ha JIBYX SI3bIKAX (Ka3aXCKuUi,
pycckuil). Bel MoxeTe BbIOpaTh A3bIK, KOTOPBIN BaM y1oOHee. MIHTepBbio Oyner
3aIllMCcaHo 1o Tenedony

e Ha cobecenoBanuu OyneTe MPUCYTCTBOBATH TOJBKO BBI. ECITM BBI XOTUTE, YTOOBI
Ha co0ecel0BaHMH MPUCYTCTBOBAJIM BALIHM OJHOKJIACCHUKH, TO HOPMAJIbHO.

o CobecenoBanue nmpoanutcs 20-30 MUHYT.

EcTh /i1 kakne-1H00 PUCKH WJIN HEYA00CTBA OT 3TOT0 HCCIIET0BAHNSA?

Pucku ydacTusi B 3TOM UCCIeI0BAaHUM MUHUMaIbHbI. MOXET BO3HUKHYTh
MICUXOJIOTMYECKUN JUCKOM(OPT U3-3a BONPOCOB. BbI Bceraa MoxkeTe cka3aTb MHE, €CIIU
BOIIPOC CJIOKHBIM MIIM Bbl HE XOTUTE HA HETO OTBEYATh. BBl MOXKETE MPOMYCTUTH 3TOT
BOIIPOC WJIN OCTAaHOBUTH COOECEI0BAHHUE.

BrI moxeTe 605[TBC5[, 4TO Balll YYHUTECIIb MOXET Y3HATh BAC U HAKa3aTb HU3KUMU
OIICHKaMH. He BOHHYﬁTeCB. S He IIoACIIOCh BallMMKU OTBCTAaMHU C BalllUMH
OIHOKJIIaCCHUKAMH HUJIN YUUTCIIAMU. Bamu orBeThI He TOBIUSIOT HA BaIlld OIICHKH.

Ectb Jin kakue-1100 NpenMyIecTBa, ecjiu s NIpuMy yyacrue?

JInuHO BaM 3TO He MPUHECET HUKAKON BIrobl. OJJHAKO Ballle MHEHUE 00 U3yYEeHUHU
npeameroB STEM Ha aHTTHHCKOM SI3BIKE M €70 TPYTHOCTSIX MOKET OBITh OYCHB MOJIE3HBIM
Ui 6oJiee ycremHoro o0yueHust it OyIyIuX CTYJeHTOB. DTO MIOMOXKET Pa3BUTh
WCCJICIOBAHMS U TIpenoaaBanue npeameroB STEM Ha anrimmiickom si3bike B Kazaxcrane.

Hoayuy Jin s1 KaKY10-J1100 OIJIATY, €CJIU MPUMY Y4ACTHE B 3TOM MCCJIeIOBAHUU?
Ormuiara 3a ygacTue He B3UMAETCHl.

Byaer qm nngopmanusi 000 MHe M MOeM y4acTHH KOH(PHICHIHAJIBHOMH ?
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S coxpanto Bcro nHGopmanuio B TaiiHe. I He Oy1y MCIIOJIb30BaTh Ballle HACTOSIIEE UM,
9TOOBI COXPAHUTH €€ B TaiiHe. S He Oyay AenuThCs HUKakoi uHdopmanwmeii o Bac. S Oymy
XPaHUTh Ballll OTBEThI HA CBOEM KOMITBIOTEPE U 3alUIIATh UX maposieM. Tonbko s 0yay
MMETh K HUM J0cTym. [10 OKOHYaHUM MOETO MCCIIeIOBAHUS S YAAIIO 3alUCH
WUHTEPBbIO/3aMETKH.

Koraa uccienoBaresib MOkKeT OCTAHOBUTH MOe ydacTue?

Ecnu Bamm POOAUTEIIN HC XOTAT, YTOOKI BEI Y4aCTBOBAJIM B UCCJIICAOBAHUHU, TO Bbl JOJIKHBI
OTKAa3aThCs OT HEro. JTO CBA3aHO C TEM, 4TO BaM €II€ HE UCIIOJIHUIIOCH 18 JICT, U Ballln
poauTeI HECYT OTBETCTBCHHOCTD 3a Balll€ Y4aCTUC B UCCJICIOBAHUU.

KakoBbl Mou IIpaBa, €Ciy s IPUMY y4acTHE B 3TOM HCCIIEA0BaHUN?

Bbl BEIOUpaeTe, yuacTBOBaTh B UCCIIEI0BAaHUU WM HET. Eciu BBl peninTe yyacTBOBaTh B
3TOM HCCJIEI0OBaHNH, Bbl MOXKETE BBIUTH B JIH000€ BpeMs. DTO He Oy/eT UMETh HUKaKuX
IIOCJIEICTBHM. BBl MOXKETE HE OTBEYATh HA BOIIPOCHI, HA KOTOPBIE BaM HE HPABUTCS
OTBEYaTh, U OCTATLCA B UCCIEIOBAHUU.

KT0 MO2KeT 0TBETUTD HA BOITPOCHI 00 3TOM HCCJ’ICI{OBaHI/II/I?

CBSDKHTECH CO MHOM, €CJIM y Bac €CTh KaKne-Tu00 BOITPOCH], KOMMEHTAPHUHU HJIH OITACEHUs
10 TIOBOJIY McciieoBanus. BoT mou konTakTHble nanubie: daulet.abdrakhnman@nu.edu.kz,
Homep tenedona: +77718973349

Eciu BbI XOTHTE 33aTh BOIPOCHI WK TTOIEIUTHCS KAKAMH-THO0 MPOOIEeMaMH ¢ KEM-TO,
KpOMe MeHsI, OTrpaBbTe 3j1ekTpoHHoe mucbMo B IREC mo axpecy resethics@nu.edu.kz.
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Appendix E: Data Analysis — Sample of Interview Transcript

Interviewer: Hello, . Welcome to today's interview. Could you tell us how
your day went, any interesting moments, and which lessons you had?

Interviewee: Today went well. In the morning, | was taking an Olympiad. But after I
finished, there was a mistake: | was supposed to take the 10th-grade Olympiad, but they
gave me the 11th-grade one, so | had to retake it. After that, together with the parliament,
we held an event.

Interviewer: What's your favorite subject in school?
Interviewee: My favorite is chemistry.
Interviewer: Chemistry? Why?

Interviewee: Because chemistry is a very interesting subject. It also encompasses several
fields. For example, by knowing chemistry, you also understand mathematics, and so on.

Interviewer: Do you enjoy learning languages? Which languages do you like the most?

Interviewee:

Interviewer: So, it's harder for you to learn languages than chemistry?

Interviewee: Probably, yes, it's harder for me to learn languages. Or maybe I just don't
have the motivation or something pushing me towards it. For example, | needed English
and had a reason to learn it. But with Turkish, I feel like I don't have a particular reason to
study it.

Interviewer: You're studying subjects like mathematics and physics in English. How do
you feel about that? Negatively or positively?

Interviewee: | think it's great because when you study them in English, you understand the
subject itself and additionally improve your English.

Interviewer: Is it easy or difficult for you?
Interviewee: It's easy for me.

Interviewer: So, you don't experience any difficulties with this? For example, in
chemistry?

Interviewee: No, I've probably gotten used to it since the 7th grade. If | were given a
choice now to study biology in Kazakh or English, | would still choose to study it in
English.
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Interviewer: When you first came here in the 7th grade, did you have any difficulties
studying subjects in English?

Interviewee: Well, starting from the 7th grade, | knew that lessons here were conducted in
English. So, I studied English before enrolling in this school. And even after | enrolled, I
attended classes and additionally took English courses. That's why | got used to it. Also, in
the 7th grade, during the first two terms, all lessons were still conducted in Russian and
Kazakh.

Interviewer: So, you didn't have any particular difficulties in this regard?
Interviewee: No, | didn't.

Interviewer: For instance, if there was a moment when you didn't understand a lesson,
what did you do? Did you approach the teacher, or did you not have such moments at all?

Interviewee: Well, at first, of course, I didn't immediately grasp the topics, but I resolved
everything on my own. | would study, study, and eventually get used to it

Interviewer: Do you ask the teacher to explain the topic again or differently because you
didn't understand it?

Interviewee: Well, recently | missed two weeks of classes because | was at a competition.
During that time, | fell behind in algebra compared to my classmates. That's when | asked
the teacher to explain the lessons, and he explained them to me.

Interviewer: Do you also ask your classmates or desk partners during lessons?

Interviewee: Yes, of course. Usually, this happens on weekends because my friends and |
sometimes organize study sessions. We gather and study together. Last time, | asked my
friend to explain algebra to me. But later, I still asked the teacher again.

Interviewer: So, when you don't understand a lesson, your strategy is to ask the teacher
immediately. Let's imagine a situation where you didn't understand the teacher and the
lesson. What strategy do you use to understand the topic? For example, if it were "Not
asking the teacher."”

Interviewee: For example, if | can't ask the teacher and didn't understand the lesson or
topic, 1 go home, open the book, and study the topic. Sometimes, | watch videos on
YouTube.

Interviewer: What motivated you to study English despite its difficulties?

Interviewee: Well, since childhood, my mother told me to study English and study in
general because | was a girl from a village. When | came here, | started studying English
hard. | also had a very good teacher when | came here. He told me to study English, and he
would send me to the Olympiad later. And then, in the seventh grade, I really went to the
Olympiad, but it was for eleventh graders. | went there purely out of interest.

Interviewer: So, your motivation was influenced by your parents and teachers?
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Interviewee: No, in general, | realized in the seventh grade that in the tenth grade, English
would be very, very necessary for me, so | studied.

Interviewer: How much has your motivation changed from then until now? Are there any
changes in general?

Interviewee: Yes, it has changed a lot. For example, in the seventh grade, my level was
very low. Now, | have raised this level, and each time | understand English more and
more, | have a feeling as if | already know it, and why should I study it further. My views
have changed.

Interviewer: So, you had motivation back then, and now you just realize that English is
important to study more.

Interviewee: Yes, | understand that it is important, but I still can't dedicate special time to
it as | did in the seventh grade.

Interviewer: When the teacher explained a lesson, for example, physics or mathematics in
English, and you understood what he was saying, how did you feel? Did you feel proud
that you understood the lesson?

Interviewee: Well, in general, at that time, it was very difficult for me to understand
mathematics and algebra. And when I understood it in English, | felt very good at that
moment. It was cool.

Interviewer: Are there specific lessons where it's difficult for you to study in English, for
example, studying certain terms and so on?

Interviewee: It still depends on the level of English. If you have a low level of knowledge,
it will definitely be difficult for you. And if you studied the subject in Russian or Kazakh
and didn't understand it well, studying it in English will be even more difficult. Because
you don't understand the language, and you don't understand the topic at all.

Interviewer: Have you ever felt nervous or anxious when speaking in English, thinking
that you might make a mistake?

Interviewee: | was nervous speaking. And | also felt like if | spoke English with others, it
would seem like | was showing off.
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Extract

Open Code

Category

"Maybe I couldn’t quickly immerse myself in the lessons
because | recently missed classes due to illness."

"Some terms are complex. You need to learn and always
review them because during lessons, when those words appear,

you might not know them."

"Our teachers explain things very well. Even if you don’t
understand something... they’ll help you."

"If I don’t understand a topic, I ask the teacher to explain it in

Kazakh or Russian."

"My mom enrolled me with a tutor in third grade, and we
started intensely studying grammar and reading."

"When | see different videos in English in my
recommendations, | become interested."

"Currently, my favorite language is English.”

"I go to Google and search for answers. | also use ChatGPT
and YouTube to watch video lessons."

"Since childhood, I’ve been used to associating words with
something, and it makes it easier for me to remember them that

way.

"I started actively studying chemistry and biology in the
seventh grade. That’s when I decided I would choose medicine
as my future profession.”

"Knowing many languages feels like a dream for me."

Health-related
difficulties

Difficulty with complex

terms

Good teacher
explanations

Asking for translations

Parental encouragement

Motivation from media

and social apps

Favorite language to
learn

Using technology for

learning

Learning biology terms

through association

Career goals in
medicine

Dream of
multilingualism

Academic
Challenges

Academic
Challenges

Teacher Support

Teacher Support

Language
Learning
Motivation

Language
Learning
Motivation

Language
Learning
Motivation

Self-Learning
Strategies

Self-Learning
Strategies

Personal
Aspirations

Personal
Aspirations



"I have a dream of traveling. Visiting one country is like

reading one book."

"During conversations, I couldn’t even form three words
properly, which made me nervous. To fix this, | started having

my own conversations with myself."

"As long as | live, English will never leave me, because
knowing English makes it easy to communicate with other
foreigners and even learn other languages too."

"There’s also a theory that visiting one country is like reading
one book. It’s probably because when you visit a country, you

learn its history and facts."
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