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Abstract
Exploring Kazak Language Teacher Educators' Curriculum Ideologies and
Lived Experiences: A Third Space Perspective
This phenomenological study investigates Kazakh language teacher educators' curriculum
ideologies and lived experiences through a third-space lens in the context of educational
reforms in Kazakhstan. It aims to uncover how these educators navigate changes imposed by
the updated curriculum and the implications of these changes for Kazakh language education.
The study employs three research instruments—multimodal interviews, the art-based research
tool "significant circles,”" and semi-structured interviews with image cards—to gather rich
qualitative data from five experienced teacher educators. The findings reveal that the updated
curriculum profoundly influences educators’ practices and ideologies, often generating a
complex interplay between traditional Soviet teaching methodologies and modern, learner-
centered approaches. Despite these challenges, a third space emerges where educators
negotiate and hybridize these influences, fostering innovative pedagogies that integrate local
knowledge with global educational standards. Embracing this third space can lead to more
culturally and contextually relevant teaching strategies, potentially shaping the future of
language education in Kazakhstan. This study contributes to the broader discourse on
curriculum ideologies in post-Soviet contexts, highlighting the pivotal role of teacher
educators in bridging curriculum reforms and practice. It calls for reforms that support
educators' transition towards hybrid practices, thereby enriching the educational landscape.
Keywords: Kazakh language education, curriculum ideologies, phenomenology,

updated curriculum, third space theory, teacher educators.
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AHjaatna
Ilenarorukajbik GgakyjabTeT OKBITYIIBLIAPLIHBIH Ka3ak Tt Mmyranimaepin gaspJay
0oiibIHINA OKY OaFaapJiaMaiapbIHbIH M1€0JIOTUSIChIH sK9He OMIpJIik TIKipuodecin
3epaeJiey: YIIIHIII KeHICTIKTEH KO3Kapac

by ¢peHoMeHONMOTUAIBIK 3epTTeY OKY Oar1apiiaMalapbIHbIH HI€0JIOTUSCHIH JKOHE
neiaroruka (hakyJIbTeTTepi OKBITYIIbIIapbIHBIH KazakcTanmarsl Oi1iM Oepy pedopmanapsl
KOHTEKCTIH/I€ Ka3aK TLTl MyFaliMJIepiH Aaspiiay *KeHIHAEr1 eMipiIiK TxipruOeciH
KapacThIpaJibl. 3ePTTEY/IIH MaKCAThI - OYJI OKBITYIIBIIAP IBIH KAHAPTHIIFAH OKY
OarapiamMachiHaH TYBIHJAFaH ©3TepiCTepre Kaiail OarIapiaHaThIHBIH KOHE OCHI
e3repicTepAiH Ka3ak TiiH KaAJIBINTACTHIPY YUIIH callJapblH aHbIKTay. 3epTTey Oec Taxipuodemi
MearoTUKAIBIK (PaKyJIbTET OKBITYIIbUIAPBIHAH AYKBIMIBI Callallbl IEPEKTEP/Ii )KUHAY YIITiH,
YII 3epTTeY KypaablH KOJJIaH bl — MYJIbTUMOIANB/IbI CayaTHaMamap, ""MarbIHAJIbI
meHOepiiep” MIbIFapMalIbUIBIK 3€PTTEY KYpajibl dKoHE KapThllail KYphUIbIMIAIFaH KeCKiH
KapTaJlapbIMeH cyx0arrap. 3epTTey HOTHXKeIepl KOPCETKEHICH, JKaHAPTHUTFaH OKY
OarapiIaMachl OKBITYIIBIIAP IBIH MPAKTUKACH MEH UJICOJIOTUSChIHA TEPEH dcep eTe/l,
KeOiHece JOCTYPIIl KEHECTIK OKBITY 9JIICTEP1 MEH CTYICHTTEPre OaFrbITTalIFaH 3aMaHayH
TOCUIIep apachIHIa KYpAei e3apa apeKerTecy skacaipl. OChl KUBIHIBIKTApFa KapaMacTaH,
YIIiHII KeHICTIK maiaa 0oaapl, OHa MyFalliMIep KePriTiKTi O1TiMIl aneMaik outim 6epy
CTaHAAPTTAapPBIMEH OIPIKTIPETIH MHHOBAIUSIIBIK TIEAarOTMKAIBIK TOCUIAEPAl JaMbITa OTHIPHIII,
OCBI dcepJiep/i TAJIKbUTai b skoHe OipikTipeai. Ochl YIIIHII KeHICTIKTI Maianany
Kazakcranmarsl TUIIIK O11iM OepyIiH OOJIalIaFbiH 9JI€yeTTI AaWKbIHIAUTHIH MOJICHHU KOHE
KOHTEKCTIK TYPFBIJIaH HEFYPJIBIM ©3€KTI OKBITY CTpaTEeTUsJIapbIH 931pieyre oKelyl MYMKIiH.
By 3epTTey MOCTKEHECTiIK KOHTEKCTE OKY OarnapiiaMaiapblHbIH HICOIOTUICHIH KEHIPEK
TaJKbLIayFa BbIKIAJ eTell, elarorukaiblK (haKyJIbTeT OKBITYLIBIIAPBIHBIH pedopmanap MeH

MPAKTUKAJIBIK iC-IIapaapAarsl HETi3r1 peiH atan kepcereai. by myranimaepain ruOpuari



ToXiprOere KeIlyiH KOJIJauThIH peopmanapabl KaKeT eTell, ocbulaiia 6iim oepy
naHadTeIH OalbITaIbI.

Tyiiin co30ep: Ka3zax Tidl, OKY KOCHApBIHBIH HI€0JI0TUSICHI, ()EHOMEHOJIOTHS,
KAHAPTBUIFAH OKY >KOCIIApPhl, YIIIHII KEHICTIK TEOPHCHI, earoruka (hakyiabTeTTepiHiH

OKBITYIIBLIAPbI



AHHOTAIUSA
HN3y4denune nae010ruii y4eOHbIX MPOTPAMM U KU3HEHHOI0 ONbITA
npenojasaresieii negarorn4ecKux (paxKy/JbTeToB N0 NOATOTOBKe YUUTe/lell Ka3axcKoro
sI3bIKa: B3IJISI U3 TPEThero NpoCTPaHCTBA

OT0 (heHOMEHOJIOIMUECKOEe HCCIIEI0BAaHUE PACCMATPUBAET UAEOJIOTHIO YUEOHBIX TPOrpaMM U
YKU3HEHHBIH OTBIT MPETIoIaBaTelei mejarornaeckux (haKkyJIbTeTOB MO HOArOTOBKE YUHTEICH
Ka3axCKOro si3bIKa B KOHTEKCTe 00pa3oBaTenbHbIX pedopm B Kazaxcrane. Lens
WCCJIEIOBAHMSI - BBISICHUTD, KaK 3TH MPENoAaBaTeI OPUEHTUPYIOTCS HA U3MEHEHUS,
BBI3BAHHBIE OOHOBJIEHHON y4eOHOM POrpaMMoil, ¥ MOCAEACTBUSI 3TUX U3MEHEHUH [T
00pazoBaHMsI Ka3aXxCKOro s3bIKa. B nccienoBaHnm HCHOIb30BAIMCH TP UCCIIEA0BATEIBCKIX
MHCTPYMEHTAa — MYJIbTUMO/IaJIbHbIE aHKEThI, KpEaTUBHBII HCCIe10BaTEIbCKUM HHCTPYMEHT
"3HaYMMble KPYTH'" U MOIYCTPYKTYPUPOBAHHBIE HHTEPBBIO C KAPTOUKAMHU-U300paKESHUIMU
—Ju1s1 cOopa OOIIMPHBIX KaU€CTBEHHBIX JAHHBIX OT IISITU OIBITHBIX MpenoaBaTesien
NeAarornyeckux (hakynbTeToB. Pe3ynbTaTel HCCIeI0BaHUS IOKa3bIBAOT, YTO OOHOBIIEHHAs
yueOHasi mporpaMma OKa3bIBaeT Iiy0oKOe BIMSHUE HAa IPAKTUKY U UACOJIOTHIO
IIpenojaBaTeieil, 4acTo cOo3aBasi CJI0KHOE B3aUMOIECUCTBHE MEXy TPaJULIMOHHBIMH
COBETCKMMM METOJIMKaMH IIPENOoJaBaHusl U COBPEMEHHBIMHU M10/IX0JaMH, OPUEHTUPOBAHHBIMU
Ha yvamuxcs. HecMOTpst Ha 3TH TpyJHOCTH, MOSABIIAETCS TPETHE POCTPAHCTBO, I/Ie
negaroru o0CyKIaroT U 0ObEIUHSIOT 3TH BIIMSHUS, pa3BUBasi HHHOBALMOHHbBIE
[IE€arornYecKue Moaxo/1bl, KOTOpblE UHTErPUPYIOT MECTHBIE 3HAHUSI C MUPOBBIMU
o0pazoBaTeabHBIMU CTaHAapTaMu. Mcroab30BaHUE 3TOTO TPETHEr0 IPOCTPAHCTBA MOXKET
MIPUBECTH K pazpaboTke Oosiee aKTyalIbHbIX C KyJIbTYPHON U KOHTEKCTYaJIbHON TOYEK 3pEHUS
cTpateruii o0yueHus1, MOTEHIIHAIBLHO ONPEeNIAIONNX Oy Iylee 36IKOBOr0 00pa3oBaHMs
B Kazaxcrane. 910 riccieoBanue crnocoOCTByeT 00s1ee MUPOKOMY 00CYKICHUIO UACOTOTUH

y‘-Ie6HI)IX nporpamMmm B MOCTCOBETCKOM KOHTCKCTC, MOJYCPKUBaA KIIIOYCBYIO POJIb



Xi

IpernoiaBaTesei meaarornuecknx GaKyIbTeTOB B MPOBEICHUH Pe(OpM U MPaAKTHUECKOM
AeaTeNbHOCTU. DTO TpedyeT pedopM, KOTOpbIe OIEPKAT IEPEX0]] 1EJaroroB K
TUOPUAHBIM MPAKTUKAM, TEM CaMbIM 000raTUB 00pa30BaTeIbHbIHN JaHALAQT.

Kniouesvie cnosa: obpazoBaHue Ha Ka3aXCKOM SI3bIKE, UJICOJIOTHs yueOHOrO IJIaHa,
(eHoMeHonorus, OOHOBJIEHHBIHN y4eOHBIH IIJ1aH, TEOPUs TPETHETO MPOCTPAHCTBA, ME€JArOTH

[earornyeckux (haKkyiabTeTOB
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Chapter 1. Introduction

In recent years, Kazakhstan has witnessed a concerted effort by the state to
modernize its educational system in alignment with Western principles. This endeavor
reflects a broader political and societal aspiration to revitalize the Kazakh language and
reaffirm cultural identity while embracing global educational standards. Central to the
language and educational reform are the practices of Kazakh language teacher educators
tasked with imparting or socializing pre-service teachers to adopt modern language
pedagogies, which could prioritize the scaffolding of Kazakh linguistic proficiency and
cultural ideologies. Amidst these transformations, the ideologies underpinning the
curriculum practices of Kazakh language teacher trainers still need to be explored. For this
reason, this study focuses on Kazakh language teacher educators’ lived experiences
because, in educational reform, stakeholders' beliefs and ideologies are anything but
impartial, neutral, or straightforward (Schiro, 2013; Su, 2012). In fact, their ideologies or
beliefs are often exacerbated by policies borrowed from other developed contexts, causing
misalignment with stakeholders' existing beliefs and values regarding language teaching,
learning, and assessment (Tanriverdi & Apak, 2014). Thus, teacher educators’ ideologies
play a crucial role in shaping their teacher training practices, which are visible in their
decisions related to content, pedagogy, instructional methods, teacher-student interactions,
and assessments (Borg, 2001; Campbell et al., 2004; Cantu, 2001; Pajares, 1992; Shulman,
1987). Consequently, curriculum borrowing, as part of state-mandated reforms, can create
significant challenges when there is a disconnect between the ideologies embedded in
borrowed policies and teachers' curriculum ideologies about language education (Clement,
2014).

Numerous studies have investigated the perspectives of in-service and pre-service

teachers in different educational contexts, providing valuable insights into the influence of



teachers' beliefs on their instructional approaches, classroom management, and
pedagogical reasoning (e.g., Clement, 2014; Tanriverdi & Apak, 2014). For example,
Gelmez and Can (2020) explored how schoolteachers’ ideologies about their own
pedagogy and learning affect their instructional methods during educational reforms. The
results revealed a nuanced relationship between teachers’ beliefs and their classroom
practices: while some teachers effectively adapted their teaching to mirror the values of the
educational reform, others found it more difficult to do so due to their entrenched
ideologies that conflicted with the reform’s curriculum goals. Kuzborska (2011) found that
teachers’ beliefs shaped during university-based training programs contribute to their
language pedagogy and assessment practices. Thus, teacher educators' practices often
socialize pre-service teachers to adopt the beliefs and teaching methods that they
demonstrate during teacher training. Many studies show how language teachers’ beliefs
are shaped by their school language learning experiences, cultural backgrounds,
professional training, and expectations and norms within their educational institutions and
communities (Banegas, 2022; Tanriverdi & Apak, 2014 ). For example, most research
reveals that if teachers’ own language learning experience consisted of decontextualized
grammar drills, they most often value similar pedagogies that draw on textbooks, and rule-
based and teacher-centered language pedagogy (Algozzine et al., 2012; Yook, 2010).
However, there has been limited research on teacher educators' beliefs, especially
regarding their perspectives, orientations, and lived experiences of language learning.
Teacher educators play a pivotal role in shaping pre-service teachers’ perceptions
and approaches to language because their beliefs influence whether student teachers view
different linguistic repertoires as a problem, an inherent right, or a valuable resource in
their pedagogy (Ruiz, 1984). More importantly, if teacher educators' beliefs or ideologies

diverge from official language policies, it can lead to tensions and conflicts in how they



train future teachers about the role, status, and use of different languages in their
pedagogies (Tollefson, 2013). Notably, much of the research on language education
reforms tends to draw on deficit discourses and binary views about teacher capabilities and
what teachers can or cannot do, often ignoring stakeholders’ “linguistic and cultural
backgrounds, their pedagogical histories, and epistemological viewpoints” (Bedeker et al.,
2023, p. 2). Consequently, to shift from binary views about teacher educators’ challenges
or the policy-practice divide, this study draws on a postcolonial third space perspective to
bring local funds knowledge and modernization discourse in language education reform
into dialogue with each other to explore emerging social practices in Kazakh language
teacher training.

The concept of the third space, derived from post-colonial studies, offers an
alternative lens emphasizing the hybrid and in-between space where teacher educators
mediate between global influences and their local realities and practices (Bhabha, 1994;
Soja, 1996). Thus, exploring the third space as a dynamic space of negotiation, adaptation,
resistance, and hybridization enables a better understanding of how educators navigate
global pedagogical influences and state-mandated changes. It recognizes the importance of
the funds of knowledge that teachers bring into their practice, such as historically and
culturally accumulated knowledge (Banegas, 2022; Bedeker et al., 2023; Bedeker &
Kerimkulova, 2023). To reveal or engage with the third space, a phenomenological
approach is often helpful because it can reveal the lived experiences, beliefs, practices, and
views of Kazakh language teacher educators and how teacher educators perceive, navigate,
and apply state-mandated changes (Burke & Christenson, 2019; Creswell, 2013; Patton,

2015).



1.1 Background Information

Language education in Kazakhstan has undergone significant transformations over
the years due to political objectives to boost the country’s global competitiveness and
recognition; in particular, language has become a critical political and economic tool for
achieving national ambitions (MoES, 2020). In 2007, then president Nazarbayev of
Kazakhstan initiated a trilingual policy promoting Kazakh, Russian, and English (MoES,
2015; Karabassova, 2020). This linguistic policy resulted in schools offering instruction in
Kazakh, Russian, a combination of both, or English as a medium of instruction
(EMI). These changes in education and language policy profoundly have impacted
classroom practices and the beliefs, perspectives, and attitudes of teacher educators
responsible for preparing future language teachers. As a result, despite being excluded
from education and policy reform at the school level, they have inevitably compelled
Kazakh language teacher educators to reassess and adapt their training approaches to
ensure alignment with emerging national standards and practices.

Since the State Program for Educational Development (SPED) 2011-2020 was
implemented, a critical focus of teacher education reforms has been disseminating best
practices from Nazarbayev Intellectual Schools (NIS) to all secondary schools nationwide.
As part of this initiative, fourteen Centers of Excellence (CoE) were established under the
guidance of NIS, in collaboration with Cambridge University Faculty of Education and
Cambridge International Examinations, to facilitate teacher professional development and
trainer accreditation (MoES, 2012; Tastanbekova, 2019; Turner et al., 2014).
Subsequently, in 2012, these CoEs adopted a three-level in-service teacher training
program called the cascade model to internationalize mainstream education (Turner et al.,

2014). Despite these efforts, challenges persist in program execution, including capacity



issues within the CoEs and discrepancies in achieving the program's goals (Fimyar &
Kurakbayev, 2016).

Another significant change was the restructuring of teacher training programs
between 2001 and 2010 to align with pressure among higher education institutions for
academic autonomy, which reduced the number of classes focusing on theory and practice
in pedagogy and psychology, which were previously seen as necessary for preparing
highly skilled teachers (Akhmetova, 2002; Tastanbekova, 2019). However, this autonomy
has led to problems, such as limiting faculty inventiveness in curriculum development due
to a lack of expertise and the low status of the academic profession (Sagintayeva &
Kurakbayev, 2015). Furthermore, the reform resulted in the introduction of three new
courses, Professional Kazakh Language, Professional Russian Language, and
Professionally Oriented Foreign (English) Language. This was a response to prepare
trilingual teachers following the SPED (2011- 2020) and to align higher education
curricula with international standards (Tastanbekova, 2019). Furthermore, SPED (2005-
2010) marked a pivotal moment in higher education, emphasizing a shift from standards-
based to credit-based systems and a competence-driven curriculum, a move mirroring the
global influences of the Bologna Process framework (Bischof, 2018). This transformation
resulted in various challenges, such as integrating a credit system without adapting the
curriculum content and faculty struggling to implement student-centered learning
(Tampayeva, 2016). However, these studies have primarily focused on reporting the
surface-level challenges (a binary view) of implementation, with limited critical
engagement with the ideologies underpinning Western systems and their impact on the
complex linguistic, cultural, and educational landscape (Banegas, 2022).

While the broader Kazakhstani education system has experienced significant

transformations, the specific context of teacher education, especially for Kazakh language,



requires further investigation. These reforms have affected various levels of teacher
education, including secondary vocational education (pedagogical colleges), higher
education, and in-service teacher training institutes (Tastanbekova, 2019). The motivation
of faculty members and teachers has become a common concern, reflecting the need for a
more comprehensive and inclusive understanding of pre-service teacher education
preparation, especially in Kazakh language teacher training (Aimaganbetove et al., 2020).
Notably, research studies have predominantly focused on English language-related topics,
including EMI, internationalization of higher education, and trilingual education policy
implementation in schools (e.g., Karabasova, 2020; Tajik et al., 2023). However, there
needs to be more research on languages other than English (LOTE) and Kazakh language
teacher educators' curriculum ideologies and how they have shaped their teacher training
practices since the modernization of the Kazakhstani education system. That is, teacher
educators' curriculum ideologies, visible in their language learning and teaching practices,
still need to be explored in Central Asia.

Kazakhstan presents a unique context where Kazakh language teacher educators
play a critical role. The State Program for the Implementation of Language Policy in the
Republic of Kazakhstan for 2020-2025 and the Conception of Language Policy
Development in the Republic of Kazakhstan 2023-2029 outline the key priorities for
modernizing the Kazakh language. These include various goals, such as contributing to the
Latinization of the Kazakh alphabet, advancing research, improving Kazakh language
pedagogy based on Western standards, promoting the broader political goal of preserving
national identity, and cultivating a young generation with fluent communicative skills in
Kazakh (Zhanbyrbayeva, 2021). There is a clear research gap in trilingual education,
particularly in understanding the intricate connection between the philosophical

underpinnings of educational and language reforms and Kazakh language teacher



educators’ curriculum ideologies. Their beliefs and ideologies wield considerable
influence over the aims and objectives of Kazakh language learning, the roles ascribed to
learners and educators, and the decisions about what and how to teach. The present study
will contribute to bridging this research gap because it can reveal the state of Kazakh

language education after education reform.

1.2 Statement of the Problem

The introduction of significant educational reforms, state programs, and language
policies, notably the trilingual language policy, reflects the strategic development of
linguistic capital to boost the nation's global competitiveness (MoES, 2007; 2015; 2023).
In particular, these initiatives highlight the critical role of language education in
modernizing the Kazakh language. While there has been extensive research on language
education in Kazakhstan, almost all have focused on English, investigating perspectives of
Science, Technology, Engineering and Mathematics (STEM) teachers in implementing and
navigating Content and Language Integrated Learning (CLIL) in schools (Bedeker et al.,
2023; Karabassova, 2018; 2020), challenges of implementing EMI in higher education
(Kerimkulova et al., 2023), and attitudes of students and instructors towards EMI (Tajik,
2022). Existing studies on Russian and Kazakh language education have addressed
students’ language preferences and linguistic capital (Smagulova, 2019), teaching the
Kazakh language as L2 (Zhalgaspayev, 2021), pre-service teachers’ language ideologies
(Serikkaliyev, 2023), and teacher beliefs about the updated curriculum (Askargali, 2022).

However, a critical gap exists in understanding how Kazakh language teacher
educators navigate the updated curriculum. This lack of understanding can hide potential
difficulties they face in navigating the changes, potentially jeopardizing the quality of
teacher preparation and perpetuating ineffective language education practices. Thus, it is

essential to explore the role of Kazakh language teacher educators' curriculum ideologies



in shaping the future of language education in Kazakhstan, as a lack of understanding of
this role can make it challenging to achieve goals related to Kazakh language
modernization and strengthening national identity. Such a research shift to the Kazakh
language is critical because it can provide crucial insights into how teacher educators’
ideologies shape pre-service Kazakh language teachers’ navigation of the changing
linguistic and pedagogical landscape. It can also reveal how the updated curriculum and
trilingual policy are enacted, resisted, and transformed in teacher educators' practices and
lived realities.
1.3 Purpose of the Study

Numerous studies on teacher educators’ beliefs have highlighted the advantages of
exploring these, particularly in fostering self-reflection to improve instructional strategies,
enhanced communication with pre-service teachers, and a more effective teacher
preparation process (e.g., Reynolds et al., 2022; Peercy et al., 2019; Banegas, 2016; 2022).
While insightful, these studies have predominantly focused on English language education
and navigating the theory-practice divide. In contrast, the beliefs and lived experiences of
language teacher educators in the Kazakhstani context remain largely unexplored.
Accordingly, this phenomenological study aims to explore Kazakh language teacher
educators' lived experiences and curriculum ideologies through a third space lens. By
drawing on a third space perspective, the study seeks to examine teacher trainers’ lived
experiences and curriculum ideologies to shed light on the intersection between global and
local philosophies visible in Kazakh language teacher education and how it potentially

creates a space for new thinking and meaning to emerge (Bhabha, 1994).

1.4 Research Questions

The study aims to address the following main research question:



How does the updated curriculum influence the curriculum ideologies and lived

experiences of Kazakh language teacher educators, and what implications does this

have for Kazakh language education?
In doing so, | address the following two sub-questions:

1. What are the lived experiences of Kazakh language teacher educators in

navigating the updated curriculum?
2. What curriculum ideologies underpin Kazakh language teacher educators’ lived
experiences?

1.5 Significance of the Study

This study is significant for several reasons. First, it offers a unique opportunity to
explore the beliefs and values (ideologies) underpinning Kazakh language teacher
educators’ navigation of the updated curriculum in Kazakhstan. This exploration into their
underlying assumptions and curriculum ideologies, which influence their approaches to
language education, is crucial given the pivotal role these educators play in transmitting
the updated curriculum requirements to future language teachers (Banegas, 2022; Darling-
Hammond & Bransford, 2005; Yuan, 2017). Thus, it can potentially impact the
development of Kazakh language education and teacher training programs. By exploring
the curriculum ideologies of Kazakh teacher educators, the study can offer valuable
insights for curriculum developers and policymakers. For example, the study can reveal
how Kazakh language teacher educators simultaneously navigate local and global
complexities. It can also demonstrate the importance of creating professional development
spaces that promote critical reflection. Such spaces can bring teacher educators’
pedagogical and linguistic ideologies to the surface and explore the potential to merge
local and global influences to inform the development of a unique Kazakh language

teacher training system.
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Second, this research has theoretical significance because the third space lens has
not been much applied in Central Asia, as this research contributes to only two studies
conducted by Bedeker et al. (2023) and Bedeker and Kerimkulova (2023). Thus, the study
contributes to bringing Kazakh teacher educators lived experiences and local voices in
from the margins (Santos, 2014), thereby responding to Gupta’s call (2020) for post-
colonial professional development programs that bring local and global knowledge into
dialogue with each other. In addition, the third space lens can contribute to new
conversations about the geopolitics of knowledge (Mignolo, 2002) for Kazakh scholars to
consider the borderlands between different knowledge systems, the hybrid nature of
knowledge production, and how dominant knowledge systems can suppress alternative
perspectives. As a result, it can contribute to robust and critical post-colonial research that
values the local while acknowledging the relevance of global ways of doing (Hwami,
2024).

Lastly, this study is methodologically significant because it included art-based
research “to provide with evocative access to multiple meanings, interpretations and voices
associated with lived diversity and complexity” (Bagley & Castro-Salazar, 2012, p. 241)
that differ from traditional verbal and written forms (Baerg, 2003). It foregrounds the
importance of methodological diversity and the inclusion of marginalized voices in
research, particularly within post-colonial perspectives. Additionally, such approaches
support post-colonial lenses because of their potential to include marginalized voices that
may be overlooked when applying more traditional research approaches (Leavy, 2017).
Consequently, it can provide alternative ways of expressing the trajectory of Kazakh
language education because it can give voice to individuals and communities whose
perspectives are often underrepresented or excluded in language policy and educational

reform goals.
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1.6 Definitions of Key Terms

Curriculum can be defined as a complex and contested concept encompassing
various perspectives. Its definition can range from a narrow view focused on
predetermined content (Rydchecnko, 2021) to a broader understanding of a dynamic,
collaborative process where all educational stakeholders contribute and influence each
other’s ideas about student learning (Su, 2012).

Curriculum ideologies are sets of beliefs that influence educational policies,
curriculum design, and classroom practices. These beliefs include both macro (national,
societal) and micro (teacher) levels, shaping decisions about what knowledge is valued,
how it is taught, and how students experience education (Schiro, 2013; Rafzar, 2012). This
dual focus allows for a comprehensive understanding of how broader societal beliefs and
individual teacher beliefs interact to shape language education in Kazakhstan.

Teacher educators’ ideology refers to their beliefs and values shaped by their
school language learning experiences, cultural backgrounds, professional training, and
expectations and norms within their educational institutions and communities. Thus, their
beliefs and values (ideologies) can be aligned or misaligned with new educational reforms
(Banegas, 2022; Tanriverdi & Apak, 2014).

Third space theory is a critical theoretical framework that challenges the
construction of colonial binaries, such as the supremacy of Western practices, while
othering non-Western practices as inferior and backward. This theory allows for the
hybridization of cultural, linguistic, and ideological dimensions. Thus, the third space
argues for creation of new inclusive identities and voices where Western and other can co-
exist to create new identities and ways of knowing, where cultural elements can be

negotiated, and new meanings can emerge (Bhabha, 1994).
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Hybridity is integral to Bhadha’s (1994) third space theory. It is a process of
dynamic cultural mixing in the in-between space, where diverse cultural elements interact,
negotiate, and combine to form new identities, understandings, and expressions (Bhabha,
1994).

1.7 Chapter Outline

This thesis consists of six chapters. The first chapter provided the background
information, the purpose of the study, the research problem, the research questions, and the
significance of the study. The second chapter presents a literature review and theoretical
framework. The third chapter describes and justifies the research methodology, data
collection, data analysis procedures, and ethical considerations. The fourth chapter
presents the findings. The fifth chapter discusses the results. The sixth chapter presents the
study's conclusion with a summary of key findings, limitations, recommendations, and

implications of the research.



13

Chapter 2. Literature Review

In this study, I use the third space lens to understand the lived experiences and
curriculum ideologies of Kazakh language teacher educators in navigating the updated
national curriculum. The previous chapter provided the background information, the
purpose of the study, the research problem, the research questions, and the significance of
the study. In this chapter, I first present a literature review on the development of language
policy in Kazakhstan and its impact on educational changes and language education. I then
review literature on education reform and teacher education in Kazakhstan, focusing on the
complexities, challenges and the ideological implications underpinning the old and
updated curriculum. In addition, I focus on the implications of curriculum ideologies in
the language education. Finally, I introduce the third space theory, which serves as the the
theoretical framework for exploring the lived experiences and curriculum ideologies of
Kazakh language teacher educators.
2.1 Language Policy in Kazakhstan

Language policy in Kazakhstan is an essential political tool in developing national
statehood, identity, and unity, significantly impacting various sectors, especially education
and language instruction (Smagulova, 2008; 2023). The current language policy in
Kazakhstan dates back to the Soviet era, notably shaped by the pivotal 1989 Law “On
Languages of the Kazakh SSR,” which established Kazakh as the state language and
Russian for interethnic communication, reflecting the compromise reached through public
discussions (Fierman, 1998). The aim was to revitalize and preserve the Kazakh language,
which was of concern to the minority titular Kazakh population due to Russian language
policies (Fierman, 1988; Smagulova, 2008; Ten, 2024). Meanwhile, the more dominant
Russian population advocated against restricting the use of Russian and for officially

granting both languages legal status (Ten, 2024).
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Following the Independence of Kazakhstan, the 1993 and 1995 Constitutions
granted the Russian language official status alongside Kazakh, leading to new debates and
controversies over the roles and use of languages. These discussions often centered on the
mandate for Kazakh language proficiency, reflecting concerns about the risks of its
extinction and revival and a decreased tolerance for language compromises guided by the
previous law (Fierman, 1998; Ten, 2024). However, the status of the Kazakh language
gained more prominence and was further strengthened in the 1997 law “on Languages in
the Republic of Kazakhstan.” While this legislation continued to support the equal use of
Kazakh and Russian languages, its primary focus was elevating the status of the Kazakh
language, accompanied by introducing various language policy initiatives.

Accordingly, during the next post-independence decade (1990-2010), then
President Nursultan Nazarbayev introduced several programs to develop and support
language use, notably the State Program for the Development and Functioning of
Languages in the Republic of Kazakhstan for 2011-2020, which emphasized enhancing
Kazakh language education at all levels (Nazarbayev, 2011). Although this program did
not explicitly seek to diminish the dominance of the Russian language, a significant
emphasis on Kazakh language development reflected the goals of elevating the status of
the Kazakh language compared to the more dominant Russian language.

However, in Kazakhstan, maintaining interethnic harmony, stability, and tolerance
amid its diverse ethnic population held significant political importance (Smagulova, 2008;
Ten, 2024). Thus, the country adopted a multilingual policy to strengthen national unity by
prioritizing the Kazakh language while preserving the bilingualism of Russian and Kazakh
(Abiyeva, 2012; Reagan, 2019). The overarching goal was to establish a “harmonious
language policy ensuring the full-scale functioning of the state language as a crucial factor

in strengthening national unity while preserving the languages of all ethnic groups living in
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Kazakhstan” (Nazarbayev, 2011 pos. 42;8). Moreover, the government's aspiration to
position Kazakhstan as a competitive country in regional and global markets prompted the
introduction of English into the multilingual landscape through the Trinity of Languages
project launched in 2007, which recognizes English as pivotal for global economic
integration (Tlepbergen et al., 2023).

While the same multilingual trajectory remained, the government introduced
notable changes to strengthen the Kazakh language. For example, the State Program for
the Development and Functioning of Languages in the Republic of Kazakhstan for 2011-
2020 and the recent Conception of Language Policy Development in the Republic of
Kazakhstan 2023-2029 both emphasize elevating the Kazakh language through
modernizing its writing system (see Table 1). These documents also recognize the need for
a more unified Kazakh language pedagogy and call for its development along with
improving educational materials, teacher training, and the quality of language instruction
(Government of the Republic of Kazakhstan, 2023). Additionally, they propose updating
educational programs for Languages and Literature, and Teacher Training in Languages
and Literature, in higher education and postgraduate education organizations to align with

new professional standards (Government of the Republic of Kazakhstan, 2023).



Table 1

Comparison of Language Policy Initiatives

16

Features

Document 1

Document 2

Document title

Overall goals

Focus areas in

Kazakh language

Russian and

English languages

Education

Shift of Kazakh
from Cyrillic to

Latin alphabet

State Program for the Development
and Functioning of Languages in the
Republic of Kazakhstan for 2011-

2020

Promote the Kazakh language,
maintain the Russian language, and

introduce English

Improve teaching methodology,
increase prestige and demand, and
improve lexicon and language

culture

Maintain Russian in communication;
increase English language

proficiency

Develop Kazakh language
curriculum and establish Nazarbayev
Intellectual Schools and Nazarbayev

University

Mentioned as a possibility but not a

primary focus

The Conception of Language Policy
Development in the Republic of Kazakhstan

2023-2029

Modernize the Kazakh language

Improve teaching methods to increase

Kazakh language proficiency in all domains

There is limited mention the continuation of

the multilingual approach

Improve Kazakh teacher education by

updating language education programs

Major focus on modernizing the Kazakh
language writing system, integrating it into
global contexts, increasing global
competitiveness, strengthening national

identity

Note: Table compiled by the author.
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Interestingly, several challenges have emerged despite the sustained efforts to
promote and enhance Kazakh language education through language policy initiatives and a
cycle of new development program proposals and reforms (Kucherbayeva & Smagulova,
2023). In particular, the education sector struggled to balance policy formulation and its
practical implementation. According to Clement (2014), the successful implementation of
state-mandated policy initiatives and educational reforms depends not only on the content
but also on the process by which the reforms were introduced and integrated in a manner
that allows teachers to engage with, understand, and adapt to the new policies within their
specific teaching contexts. Therefore, it requires engagement with the local context,
particularly concerning stakeholders' beliefs and ideologies about education and the
Kazakh language. Hence, it is essential to conduct research into the curriculum ideologies
of Kazakh language teacher educators to reveal how they navigate these reforms beyond
language education and policy.

2.2 Education Reform and Teacher Education in Kazakhstan

Education has emerged as a central arena for reform in Kazakhstan's transition
from a socialist republic to a market-oriented state, reflecting broader shifts from “the
Soviet traditions and [a] move to a more Western-oriented system” (Karabassova, 2021,
p.7). Language education and languages-in-education have assumed central roles in policy
reforms, notably within the framework of Trilingual Education Policy, initially intended to
use Kazakh, Russian, and English as mediums of instruction (MOIs) across subjects.
However, this trajectory evolved rapidly, with trilingualism eventually equated with
“teaching in English,” deviating from the original objective of equitable usage of Kazakh
and Russian as MOls (Karabassova, 2021, p.9). Consequently, research has extensively

foregrounded English as a foreign language (EFL), examining teacher perspectives,
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classroom dynamics, and implementation struggles (Bondarenko, 2019; Zhetpisbayeva et
al., 2017).

Additionally, studies have scrutinized English-medium instruction (EMI) in higher
education, focusing on policy alignment, pedagogical intricacies, and institutional
adaptation (Kerimkulova et al., 2023), alongside exploring student and instructor
perspectives towards EMI (Tajik, 2021; Tajik et al., 2023). Notably, significant attention
was given to the challenges inherent in implementing content and language integrated
learning (CLIL) in schools (Bedeker et al., 2023; Karabassova, 2018; 2020; Karabassova
& San Isidro, 2023; Mehisto et al., 2023). Other studies have shown how the Soviet
education legacy impacts present-day structures, practices, and values within the education
system (Famiyar & Kurakbayev, 2015; Silova, 2004; Yakavets et al., 2022). Consequently,
more research is needed to explore how teacher educators negotiate their curriculum
ideologies and beliefs, which are visible in their pedagogical practices, textbook choices,
and assessments, resulting in a critical gap concerning Kazakh language teacher training.

The curriculum ideologies under the Soviet education system were underpinned by
centralization, emphasizing specific ideologies through dense, theory-laden curricula with
a positivistic outlook and limited room for critical engagement (Fimyar, 2014; Fimyar &
Kurakbayev, 2015). Within this framework, teachers occupied a unigue position, not
merely as knowledge transmitters, but also as influential figures responsible for shaping
students' political and moral values (Zajda, 1980) based on the concept of student
upbringing (tarbiye) (Fimyar, 2014; Kanayeva, 2019; Zajda, 1980). Fimyar and
Kurakbayev (2016) highlighted the enduring influence of Soviet education on educators’
beliefs and practices in their longitudinal study conducted between 2012 and 2014 with
262 teacher interviewees across six regions in Kazakhstan. The study explored various

educational stakeholders’ perspectives, including teacher educators, experiences and
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conceptualization of educational reforms, particularly the then-newly established NIS
schools and the CoEs in-service professional development program. Their results
illustrated that many teachers in Kazakhstan were caught between the old Soviet
educational practices and the new reform, tended to rely on Soviet curriculum ideologies.
For example, while a more learner-centered approach underpinned the updated curriculum
required for teaching and learning, many participants reverted to traditional, teacher-
centered pedagogy; the teacher participants’ curriculum ideology or beliefs revealed
teachers’ authoritarianism and systematic and rigid instruction.

This complex interplay is further explored in a study by Yakavets et al. in 2022,
investigating how schoolteachers in Kazakhstan adapt to the Renewed Content of
Education (RCE). RCE is based on learner-centeredness, emphasizing critical thinking,
active engagement and collaborative learning, aiming to prepare students for a globalised
world's demands and promote life-long learning (Yakavets et al., 2022). The study
involved focus group discussions with 227 teachers from rural and urban regions, sharing
their experiences with the RCE. Yakavets et al. (2022) found no significant or few changes
since the 2016 study of Famiyar and Kurakbayev: even though teachers recognized the
benefits of the reforms for students and the economy, they found it challenging to
implement the RCE principles in their practice, which stemmed from deeply ingrained
teacher-directed pedagogical ideologies of the Soviet era. However, Moraes (2003) argues
that this is a global phenomenon in educational reform and describes similar
implementation challenges for Latin American teachers dealing with new state-mandated
reforms:

Our curriculum was based on a positivistic, fragmented and alienated conception of

science, pedagogical work [was] itself in the traditional, obsolete view of quiet,

silent, passive classes, with students working individually, and memorizing
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concepts that had no connection with their lives or even their remotest interests.

The majority of our public school teachers had their formation in the same

fragmented, alienated, individualized curriculum they are now supposed to

abandon (Moraes 2003, p. 205).

Therefore, a significant research gap exists in understanding the habitus of
language teacher trainers, spanning their trajectory from primary to tertiary levels in their
native language. Neglecting this aspect overlooks crucial factors, such as their pedagogical
methods, linguistic proficiency, and familiarity with educational systems. Understanding
these elements is vital for assessing how their practices align with curriculum reform
(Bedeker & Hwami, 2024). However, most studies are descriptive and merely project the
updated curriculum as neutral, highlighting implementation issues. This focus leaves a
research gap about the ideological complexities of curriculum reform based on Western
epistemologies that are potentially far removed from the local, cultural, and linguistic
epistemologies in Kazakhstan (Bedeker et al., 2023; Bedeker & Kerimkulova, 2023).

2.3 Curriculum Change: Ideological Complexities and Challenges

Curriculum change is an intentional human design with a specific purpose, which,
paradoxically, is often perceived as static, downplaying its evolving nature (Goodson,
1989). For example, curriculum is frequently viewed as the educational objectives
outlining what and how teachers should teach, what students should learn, and how
education should be structured (Yasar & Aslan, 2021). Thus, common-Sense perspectives
frame the curriculum as a neutral document that has “to materialize in teachers’ work,”
overlooking its inherent complexities and ideological underpinnings (Mellegard &
Pettersen, 2016, p. 181). For this reason, defining the curriculum is complex and contested

because of the diverse views of various stakeholders, such as educators, researchers,
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administrators, and evaluators, each emphasizing different aspects of education
(Rydchenko, 2021; Su, 2012).

Nonetheless, despite the various conceptualizations, there seem to be dominant
themes emerging across definitions, ranging from a narrow focus on prescribed content,
often excluding stakeholders’ input, to broader definitions as a dynamic process of
collaboration between various stakeholders who contribute to and influence each other
(e.g., Goodson, 1994; Longstreet & Shane, 1993; Rydchenko, 2021; Su, 2012) and as
“communication informed by academic knowledge and characterized by educational
experience” (Pinar, 2012, p. i). As a result, what emerges from the literature is that the
curriculum views are either conceptualized narrowly as neutral educational objectives or
broadly as a process that expresses “the cultural, social, political and ideological
perspectives of the community that combines past and present positions, experiences and
aspirations” (Olshtain & Nissim-Amitai, 2004, p. 79) (see Figure 1).

Figure 1

Definitions of Curriculum

Curriculum

MNarrow view Broad view

Process of selecting
content and courses

Checklist of objectives Plan/Document Program of experiences

outlines how education

excludes teacher should be carried out Emphasis on subject Halistic approach ta
viewpaints in policy (objectives, methods, matter knowledge education

decisions assessments)

Teacher-centered; often
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These diverse curriculum definitions (Figure 1) impact language education
because narrow views can result in behaviorist language learning objectives, teaching
methodologies, and assessments, whereas broad definitions can result in learner-centered
language teaching. Thus, curriculum views affect the language syllabus content, textbook
development, teacher training and language pedagogy. However, defining a language
curriculum is also contested and complex due to the inherent resistance to change within
education, which can lead to an alignment or misalignment with the broader educational
(curriculum) aims within its local, cultural, and societal frameworks (Graves, 2008).
Therefore, any curriculum reform needs to engage language teachers' existing beliefs or
ideologies because they can either be translated into practice or result in implementation
challenges.

Accordingly, my study on Kazakh language teacher educators’ curriculum
ideologies involves examining how their views and lived experiences of Kazakh language
teacher training influence their pedagogical approaches, classroom practices, and attitudes
towards linguistic diversity. This is because their ideologies can unintentionally shape,
perpetuate or transform the Kazakh language training experiences of future educators.
Consequently, | draw on a broad view of the curriculum because it can contribute to a
richer exploration of Kazakh language teacher educators’ curriculum ideologies and how
they shape their teacher training practices.

Curriculum Ideologies

In curriculum studies, educational policies or curriculum reform are always
underpinned by macro ideologies visible in the overarching goals, objectives, and
structures of education systems, which influence decisions about the content, methods, and
assessment practices to be implemented in classrooms (Apple, 1993; Giroux, 1985; Schiro,

2013). Schiro (2013) emphasized the ideological nature of the curriculum and defined the
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term ideology as “a collection of ideas, a comprehensive vision, a way of looking at things,
or a worldview that embodies the way a person or a group of people believes the world
should be organized and function” (p. 8). Thus, macro curriculum ideologies are powerful
because they involve making decisions about “Whose language is of most worth?”
(Rafzar, 2012, p. 129) and stipulate “particular languages as the languages of instruction in
schools” (Liddicoat, 2015, p. 125), often framed in discourses of the nation-state,
globalization, or national language and identity.

Curriculum ideologies are also defined as “personal beliefs” (Eisner, 1994;
Slethaug, 2007, as cited in Marulcu & Akbiyik, 2014, p. 200) and teachers’ micro
ideologies, which “are not only ideas, constructs, notions, or representations; they are
practices through which those notions are enacted” (Rafzar, 2012, p. 132). While
curriculum and policy provide the macro ideologies for education, teachers' discursive
practices play a crucial role in interpreting and enacting these more prominent ideologies
in their classroom practice. Thus, it is essential to understand the interaction between
macro ideologies (curriculum/policy) and micro ideologies (teachers' beliefs or lived
experiences) to comprehensively analyze the dynamics of language education (Rafzar,
2012).

Schiro (2013) argues that curriculum decisions emphasize the nation-state’s power
and political agenda, often visible neoliberal choices for education, such as preparing
students for the global economy by promoting skills deemed valuable in the labor market,
such as critical thinking, problem-solving, and adaptability (Cheung & Wong, 2002;
Roberts, 2015; Tanriverdi & Apak, 2014). Thus, many nation-state curricula decisions
inevitably draw on neoliberal epistemologies and ontologies, focusing on economic and
modernization goals, often far removed from the local societal, cultural, linguistic, and

educational philosophies (Cheung & Wong, 2002; Eisner, 1974; Kliebard 2004; Posner,
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1995; Schiro, 2013; Schubert, 1996). Therefore, macro curriculum or policy ideologies are
often not aligned with teachers' beliefs or micro ideologies about language learning and
teaching. For example, language teachers in Kazakhstan may have practiced a curriculum
based on a teacher-centered philosophy that draws on grammar-translation methods, but
the updated curriculum requires a switch to a more student-centered philosophy with
communicative teaching methods. For this reason, Schiro’s (2013) four curriculum
ideologies—1) academic-scholar, 2) social-efficiency, 3) learner-centered, and 4) social
reconstruction (see Table 2)—are relevant to my research. They offer a lens to explore
how the macro curriculum ideologies of the updated curriculum impact Kazak language
teacher educators’ beliefs (ideologies) and navigation about their role, the aims of Kazakh
language teacher training, and their trilingual education ideologies or perspectives.

Table 2

Curriculum Ideologies Framework

Curriculum  Scholar- Social Learner-centered Social Reconstruction
Ideologies academic efficiency
Aims Transmit academic Prepare learners  Meet learners’ needs Reconstruct society;
knowledge to meet and interests; encourage societal
society’s needs  facilitate personal change
growth
View of Static, absolute, Practical, Constructed by Critical, contextual,
knowledge traditional, applicable, and  learners through transformative
cumulative shaped by experience

societal needs

Teacher’s Authoritative Equips learners  Facilitator Mediator, social activist
role knowledge with necessary and change agent
transmitter skills relevant to
society
Learner’s Passive receiver of Contributes to Active constructs Active, solution-driven,
role pre-packaged society, and meanings from  contributes to society’s
knowledge performs tasks experiences improvement
Classroom Hierarchical, teacher- Task-focused, Flexible, interactive, Community-focused,

centered, structured skill-oriented learner-centered critical
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What kind of Rote memorization, Skill mastery, Self-directed Project-based learning
learningdo  drill and practice efficiency exploration, addressing real-world
they value?  exercises personalized issues
learning, peer
learning,
collaborative and
cooperative learning
What kind of Rigid, standardized Criteria-based Formative Contextualized
assessment  test-based assessment, assessments with assessment beyond
is dominant?  assessment, exams performance continuous subject matter
based on memorized  tasks feedback, peer and knowledge
knowledge group work
assessments
Language Emphasis on Focus on Focus on Focus on critical
education mastering high practical communicative language awareness:
language proficiency  language skills  language skills, real-  Using the language for
for academic for societal life language use, social justice,

excellence; focus on
grammar, syntax
teaching and
complex texts

integration and
the job market.

and learner-driven
teaching.

promoting social
change, activism, and
preserving the nation’s
culture and identity.

Note. Author’s design based on Schiro’s (2013) curriculum ideologies classification.

The scholar-academic ideology emphasizes transmitting established knowledge
from teacher to student. It views the curriculum as “academic disciplines, the world of the
intellect, and the world of knowledge [and] the enculturation of individuals into
civilization’s accumulated knowledge and ways of knowing” (Schiro, 1978, p. 10).
Teachers who value this ideology will view classrooms and language teaching as pre-
packaged facts and learners as passive recipients. Their discursive practices will include
lecture-based instruction and prioritize rote memorization, such as grammar rules,
potentially hindering deeper understanding. As a result, if curriculum reform draws on this
ideology, teachers with such micro ideologies will be like a fish in water. For example, this
explains why Fimyar and Kurakbayev’s (2016) study found that educators who held onto
old Soviet practices resisted adopting new educational reforms emphasizing student-
centered learning, critical thinking, and interactive pedagogies. The Soviet curriculum
valued academic excellence achieved through rote learning, with minimal space for critical

thinking and learner engagement. Language education in this ideology focuses on



26

mastering high language proficiency for academic excellence, emphasising grammar,
syntax, and complex texts. Here, language is viewed as a fixed, rule-bound system that
cannot be altered, aligning with a monolingual view of language, which does not consider
linguistic variations and social contexts.

The social efficiency ideology focuses on the needs of society, viewing “the
curriculum as an instrument that prepares students to be contributing members of society
and support the view that schools are places where students are prepared for a meaningful
adult life” (Marulcu & Akbiyik, 2014 p. 201), thus shifting to life, work, and practical
skills students need to contribute meaningfully to society. An example of this is vocational
education, with objective, criteria-based assessments. That is, curriculum reform
underpinned by this ideology expects teachers to perceive the curriculum as a tool to equip
students with skills that prepare students for productive adulthood, such as practical
language skills for the job market or societal contribution. Like the academic-scholar
curriculum ideology, the social efficiency ideology typically holds a monolingual
perspective but emphasises language proficiency for practical purposes.

The learner-centered ideology requires teachers to “create more enjoyable school
settings” where teachers create “meaningful experiences for students [...] to contribute to
their learning experiences” (Marulcu & Akbiyik, 2014, p. 201). Thus, this ideology draws
on constructivist principles whereby teachers are facilitators who co-create flexible
curricula with students. For Kazakhstani teachers trained with Soviet ideologies, the switch
to learner-centered ideology underpinned by the updated curriculum can be challenging
because it is far removed from their previous practices (Fimyar & Kurakbayev, 2015). In
language education, learner-centered curriculum ideology emphasizes communicative
language skills, real-life language use, and learner-centered teaching, embracing a

multilingual view, where language is a means of communication, self-exploration, and
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personal expression. In addition, this approach encourages students to learn by working
together in a collaborative environment. Unlike the previous two curriculum ideologies,
language teachers with learner-centered ideology often use assessments that consider the
overall communicative effectiveness instead of focusing on correct answers. It includes
project-based, pair, and group work tasks to evaluate the progress instead of traditional
testing.

Finally, the social reconstruction ideology is about how “to educate students to
understand the nature of their society in such a way that they will develop a vision of a
better society, and then act to bring that vision into existence” (Schiro, 1978, p. 12). That
is, it seeks to empower students as active agents of societal change. In language
classrooms aligned with this ideology, students engage in critical discussions about local
and global issues, using language as a tool for social justice and activism (Schiro, 2013),
usually underpinned by a multilingual perspective, recognizing the language as essential
for empowerment and cultural preservation.

Thus, Schiro’s (2013) four ideologies in Table 2 offer a comprehensive framework
for understanding the challenges facing language education curriculum development in
Kazakhstan. These ideologies delineate specific aims, teacher and learner roles, and
assessment approaches, unveiling the underlying values and goals driving educational
decisions. The macro-level curriculum ideologies in the updated curriculum, such as
modernization and globalization, are primarily underpinned by learner-centered principles,
which view teachers as facilitators adopting Western pedagogies and assessment
approaches. These macro trends can reveal their alignment with Kazakh language teacher
educators' micro ideologies, which is evident in their instructional practices and classroom
dynamics (Razfar, 2012). For example, misalignments may arise if state policies prioritize

learner-centered ideologies emphasizing student autonomy while teachers value
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standardized testing and a traditional academic curriculum, which can cause friction
between policy expectations and teacher practices, potentially resulting in inconsistencies
in curriculum implementation and teacher dissatisfaction (Apple, 1993; Giroux, 1985).
However, Schiro (2013) contends that the four curriculum ideologies are not
mutually exclusive but can coexist or overlap. For instance, a curriculum may combine
elements of the academic-scholar and social efficiency ideologies, emphasizing academic
knowledge transmission and practical preparation for societal application. Similarly, it
might integrate aspects of the social reconstruction ideology with a learner-centered
approach, empowering students to critically engage with societal issues while addressing
their individual needs and interests. In language education reform, transitioning between
curriculum ideologies necessitates understanding teacher educators' lived experiences,
current practices, and perspectives. This can reveal how they are navigating such
ideological changes and if there is the potential for a third space to engage with the
diversity of ideologies and the emergence of new, contextually relevant approaches to

language education.

2.4 Implications of Curriculum Ideologies in Language Education Reform

Numerous studies have shown that teacher educators act as a bridge between
theory and practice, shaping future language instructors' beliefs and pedagogical
approaches. Their curriculum ideologies, informed by their own educational philosophies
and deep-rooted beliefs, determine the kind of teachers they aim to cultivate. This section
reviews various empirical studies investigating the beliefs and practices of language
teacher educators. The analysis focuses on how the findings align with different
curriculum ideologies.

Banegas (2016) investigated the challenges faced by teacher educators in Argentina

during curriculum reform in language education, which introduced new teaching
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approaches aligned with inductive approaches. The study involved ten student-teachers
and four teacher educators in an initial English language teacher education program.
Interviews were conducted to assess how these educators perceived the curriculum
changes and the actual shifts in their teaching practices. The findings revealed a disconnect
between the intended learner-centered approach and the educators' continued use of
traditional methods. While the author highlights the need for more training, more research
is needed to explore teacher educators' beliefs and how they impact and socialize pre-
service teachers.

However, achieving this alignment is not always straightforward. For example,
Yuan (2017) investigated the beliefs and classroom practices of EFL teacher educators in
Hong Kong through a study involving two educators, using in-depth interviews and
classroom observations. The study revealed the challenges these educators faced in
aligning their practices with their beliefs, which were influenced by academic pressures.
Despite these challenges, educators continually adapt their teaching to foster a
constructivist environment that encourages active learning and critical engagement with
the material. In an earlier study, Yuan (2016) explored the modeling practices of an
experienced English teacher educator. The study revealed that the participant's modeling
approach encouraged student teachers to construct understanding through participation and
reflection that prioritizes content delivery and the development of critical thinking and
lifelong learning skills in future teachers. These findings suggest that, if there is alignment
between teacher educators' practices and educational reform, it has positive implications
for teachers' navigation of educational reform.

Similar positive implications were found in Reynolds' (2022) study conducted in
Macau. The study explored the beliefs of a pre-primary English language teacher educator

with extensive experience. A qualitative case study design was followed to collect data
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over five years using observations and interviews. The findings demonstrated a strong
alignment between the educator's beliefs in their actual teaching practices and new policy
reforms emphasizing reflective practice, student choice, and student needs. The study is an
example of successful implementation because it matches the teacher’s ideologies,
underpinned by a learner-centered approach that caters to individual learning styles and
needs.

Another key theme emerging from the literature is the influence of a teacher
educator’s identity on their practices. Peercy et al. (2019) explored the experiences of five
teacher educators with diverse cultural and linguistic backgrounds from various
universities in the USA. Through sharing their personal narratives, the study revealed how
their social and professional identities influenced their pedagogical practices. More
specifically, the participants’ identities influenced their pedagogical decisions, such as
advocating for social justice that actively challenged dominant discourses in Teaching
English to Speakers of Other Languages (TESOL). Thus, educators are not solely focused
on language proficiency but are also committed to fostering critical thinking and social
awareness among their students, an important distinction as it emphasizes a broader
educational objective that includes empowering students by helping them recognize their
own identities and navigate their social and cultural identities, thereby fostering a more
inclusive and reflective learning environment.

Similarly, Al-1ssa (2017) investigated the essential qualities of effective teacher
educators. A questionnaire was distributed to 63 participants from 23 countries, including
diverse educational and cultural contexts. The study identified four essential qualities that
teacher educators should have: strong disciplinary knowledge, the ability to empower
teachers, and a commitment to educational social justice. The emphasis on disciplinary

knowledge aligns with the scholar-academic ideology, while the focus on social justice
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reflects the social reconstructionist ideology's goal of using education for social good
(Schiro, 2013). Thus the findings suggest that effective curriculum ideologies should
encompass both disciplinary knowledge and social responsibility, preparing future teachers
who are experts in their field and agents of positive social change.

A study by lIzadinia (2012) in Iran provides another example that language teacher
educators’ impact extends beyond language skills. The study explored the influence of
teacher educators' beliefs on their student teachers' perceptions, particularly regarding the
sociopolitical role of language teachers. The study involved 20 student teachers enrolled in
a postgraduate TESOL program. Data was collected through pre- and post-course
questionnaires and focus group interviews. The findings demonstrated a significant
alignment between the teacher educators' beliefs, which viewed teachers as agents of
social change, and the student teachers' evolving perceptions. This aligns with a social
reconstructionist ideology that sees education as a means to empower future teachers to
address social issues (Schiro, 2013. This suggests that the educators’ ideologies go beyond
language proficiency, as they aim to develop future teachers who are critical thinkers and
agents of change, prepared to handle the complexities of the modern world.

Finally, beyond exploring the alignment between educational reform and teacher
educators’ beliefs, the literature also reveals the importance of engaging with local
stakeholders’ funds of knowledge. For example, Banegas (2022) explored how teacher
educators draw on their various funds of knowledge, that is, their cultural, linguistic, and
experiential knowledge based on their unique backgrounds, histories, and contexts. The
study involved 13 teacher educators from an English language teacher training program in
Argentina. The data was gathered from 2014 to 2019 using interviews and an art-based
research instrument called significant circles. This tool allowed the participants to visually

represent the relative importance of their professional and personal funds of knowledge by
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placing them in in circles from most to least valued. The purpose of these significant
circles was to understand how the educators’ professional and personal experiences shape
their beliefs and practices. The findings revealed that educators draw on both disciplinary
knowledge (language instruction) and community-based knowledge (their own
experiences and those of their colleagues and students) to improve their practices. Here,
community-based knowledge refers to the shared understandings and practices within a
specific educational setting or professional community (e.g., workshops, conferences,
educational courses). The emphasis on disciplinary knowledge in Banegas (2022), such as
syntax, phonetics and pedagogical content knowledge aligns with Schiro’s (2013)
academic-scholar ideology. Moreover, the study also found that the educators actively
sought scholarly resources such as books and articles to improve their subject matter
knowledge, reflecting a commitment to academic rigor.

However, Banega’s (2022) study also revealed that they focused on providing
future teachers with practical skills and contextually relevant practices to meet and
improve student needs, showcasing a learner-centered ideology (Schiro, 2013). This
willingness to adapt and integrate new knowledge aligns with Hedges (2012), who states
that teachers' beliefs are influenced by informal knowledge and shaped by the contextual
needs of their students. As educators drew on their community-based knowledge,
including their experiences with local language, knowledge, and culture, they
demonstrated the importance of contextualizing teacher education. Ultimately, the study
highlights that teacher educators’ beliefs (ideologies) and pedagogical practices are not
simply shaped by formal educational reforms but significantly influenced by their local
knowledge and experiences. By recognizing and valuing these diverse funds of knowledge,
teacher education programs can contribute to a more responsive learning environment for

both educators and students.
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In conclusion, the reviewed studies shed light on teacher educators’ beliefs and
their practices shaped by these beliefs. However, there are some limitations in the existing
research. Firstly, most of the studies focus on bridging the theory-practice gap,
highlighting the challenges of implementing new educational reforms. While this is
important, less emphasis is placed on creating alternative spaces for reflection. Banegas'
(2022) study, for instance, stands out by opening a new avenue for examining how funds
of knowledge can foster professional development. Another limitation in the existing
literature is the overwhelming emphasis on English language learning (ESL/EFL). This
focus overlooks the experiences of teacher educators for Languages Other Than English
(LOTE). This gap suggests a critical need to explore Kazakh language teacher educators'
lived experiences and curriculum ideologies in navigating the theory-practice divide, and

how they respons to the complexities of educational reform.

2.5 Exploring Third Space Theory in Curriculum Reform

Curriculum reform in language teacher education is a complex and multifaceted
process that requires careful consideration of various cultural, social, and institutional
contexts. For this reason, a third-space perspective can offer valuable insights into the local
and global interplay and their influence on curriculum reform in Kazakh language teacher
education. The concept of the third space originated from postcolonial and poststructural
theories and was explored in various disciplines, such as education, sociolinguistics, and
cultural and literary studies (Wang & Flory, 2021). For example, Aoki (2005) views the
third space as a creative tension where a planned curriculum meets the lived experiences of
teachers and students. This in-between space elevates the lived experiences from the
margins, as they are no longer “an excluded other or an assimilated alien, but a movement
of engaging in dynamic, ongoing interplay” (Wang & Flory, 2021, p. 4). As educators

navigate between these two forms of curricula, they engage in a process of hybridity,
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where they constantly need to translate the goals and content of the formal curriculum into
the practices that are relevant and engaging for their students, creating a space for new
pedagogical possibilities to emerge (Aoki, 2005).

Therefore, the third space is not simply a challenge to be managed but a source of
pedagogical creativity and innovation (Pinar, 2011; Wang & Flory, 2021). In the
meantime, it can also be a space of discomfort of not entirely belonging to either the old
(traditional) or new (global) practices (Wang & Flory, 2021); however, it acts as “a
displacement” (Aoki, 2005, p. 308) that allows educators to move beyond established
practices and predefined structures. This “borderline space” fosters “negotiations of
cultural translation” (Aoki, 2005, p. 308), enabling educators to reshape their personal and
professional identities and lived experiences, ultimately leading to a more integrated,
holistic, and unique approach to teaching and learning within the local context.

Numerous studies have significantly shaped third space theory, such as Homi
Bhabha's exploration of cultural hybridity in The Location of Culture (1994) and Edward
Said's analysis of power dynamics in colonialism in Orientalism (1978). Gayatri
Chakravorty Spivak's concept of the subaltern and Stuart Hall's (2006) work on cultural
identity have also been influential, along with Gloria Anzaldua's (1987) contributions to
Chicana studies and feminist theory with her work on the borderlands.

These diverse studies share a common theme: a departure from colonial discourse,
which rigidly categorizes identities into binaries. Instead, they advocate for recognizing the
fluidity and complexity inherent in cultural and linguistic hybridity. Research in the
Kazakhstani context has highlighted this fluidity in biology teachers’ practices shifting
from content-focused to language-integrated science teaching as a dynamic interplay
between dominant and marginalized discourses and intersections that shape individual and

collective identities (Bedeker et al., 2023; Bedeker & Kerimkulova, 2023). For this reason,
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I draw on a third space lens because it can reveal a deeper understanding of how Kazakh
language teacher educators navigate between traditional Soviet educational principles and
emerging Western or global teaching paradigms.

First, Bhabha’s (1994) third-space theory revolutionized postcolonial discourse
because it highlighted colonialism's enduring impacts and legacies on other cultures and
societies. Bhabha challenges the idea of static cultures and fixed identities. Instead, he
envisions culture as a dynamic and fluid process, constantly evolving and transforming.
This perspective is the basis of the third space, where diverse cultural symbols and
meanings engage in an ongoing negotiation. Here, there is no single dominant narrative,
allowing for new understandings and identities to emerge.

Therefore, Bhabha (1994) emphasizes the importance of more profound
engagement with pluralism, difference, and hybridity. The third space challenges
superficial views of universalism, often dictated by the cultural standards of the Global
North. Thus, difference and hybridity are essential concepts, creating a fertile ground for
cultural hybridity.

This third space fosters ongoing dialogue and negotiation between individuals and
society, leading to new representation, knowledge, and empowerment. Here, alternative
positions emerge, transcending their original contexts to catalyze the creation of something
unprecedented. Bhabha’s (1994) concept of third space is not merely a location but a
dynamic process. He describes it as creating “the discursive conditions that ensure that
even the same signs can be appropriated, translated, rehistoricized, and read anew” (p. 37).
It also resonates across diverse fields, including philosophy, culture, and education, and is
often referenced by various terms, such as a hybrid space, the third place, and the in-

between space. Accordingly, it represents an intersectional space where cultural,
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linguistic, and social identities converge and interact, where individuals negotiate their
sense of self and belonging within diverse cultural contexts (Bedeker et al., 2023).

Consequently, a third space perspective is relevant to my research because it offers
a space to acknowledge Kazakh language teacher educators’ multiplicity of identities and
experiences shaped by the local historical, social, and political factors, highlighting the
interconnectedness of culture, identity, and society.

Soja (1996) adds another layer to this third space discourse, emphasizing the
interconnectedness of spatiality and identity in urban environments. He advocates for a
reevaluation of human interaction within the context of space. Soja emphasizes that the
spatial aspect of our lives—the places we inhabit, navigate, and interact with—is socially
and practically relevant, especially in the modern world.

Furthermore, Soja (1996) argues that people are spatial beings actively
participating in shaping their social spatialities. This is particularly relevant in today’s
world, where people grapple with the increasing influences of media and issues, such as
poverty, racism, sexual discrimination, environmental degradation, and geopolitical
conflicts worldwide. These challenges highlight a growing awareness that physical and
social aspects of space are deeply intertwined. Soja's work challenges us to move beyond
simple dichotomies that traditionally separate these two spaces. Such dualities might
include distinctions between everyday life and scholarly environments, primary versus
secondary discourses identified by Gee (1996), Vygotsky's (1986) differentiation between
spontaneous and scientific concepts, or the contrast between experiences inside and
outside the classroom, as discussed by Moje in 2000.

Gutiérrez et al. (1999) offer a different perspective on the concept of the third
space. They argue that the various discourses students encounter (community, home,

school) can serve as valuable resources that help students develop a deeper understanding
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of the world around them. The hybrid nature of these discourses creates a third space that
acts as a mediational context, equipping students with tools essential for future social and
cognitive development (Gutiérrez et al., 1999). Unlike Soja's (1996) and Bhabha's (1994)
conceptualizations of the third space, here, the third space is seen as a bridge between
everyday and academic discourses. Therefore, the third space is hybrid and serves as a
scaffold, helping students move towards more refined academic or school knowledge.

Moje et al. (2004) explore secondary school literacy as a social practice, building
on Soja's (1996) examination of spatial dichotomies by focusing on the intersection
between everyday and academic knowledge, along with associative communicating ways
(discourses) of talking, reading, writing, and thinking. What is distinctive about Moje et
al.’s (2004) study is that it emphasizes the importance of recognizing and using students’
diverse funds of knowledge from their daily lives, stemming from their families, peer
interactions, communities and pop culture, as they significantly impact students’
engagement with academic content. The authors emphasize how these forms of knowledge
intersect within classrooms and develop a third space that bridges the gap between
students’ funds of knowledge (the first space) and academic and formal knowledge (the
second space). In a broader sense, the first space represents the lived experiences, social
interactions, and cultural practices that shape individuals’ worldviews and identities, while
the second space is viewed as an official, often dominant, knowledge authorized and
sustained by the state and educational systems.

It is important to note, however, that these spaces should be considered arbitrary,
because they are fluid and dynamic; therefore, the stakeholders’ traditional roles within
these spaces can be inverted and reconsidered to form the third space for the emergence of

different knowledge and discourses (Moje et al., 2004). What happens in the third space is
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a critical dialogue that challenges the representations of formal and informal knowledge,
creating more meaningful learning experiences.

Moje et al.’s (2004) study, grounded on hybridity theories reviewed in this section,
suggests that merging these different backgrounds in the classroom can foster the creation
of novel, unique, localized ways of learning and understanding. Therefore, acknowledging
and incorporating diverse funds of knowledge can facilitate more effective and culturally
inclusive approaches to teaching.

Various studies have used third space theory to explore how teacher educators
navigate the evolving educational landscape, mainly focusing on translating theory into
practice and implementing emerging reforms, often leading to its disconnect rather than
bridging them (Ratnam, 2020). For instance, Ratnam (2020) critiques the conventional
theory-over-practice approach in teacher education, arguing that “theory and practice are
not two separate compartments, but two sides of the same coin” (Vygotsky, 1987;
Davydov, 1990; Thompson, 2017 as cited in Ratnam, 2020, p.3). Her study in Karnataka,
India, used a third space framework that involved teacher educators, mentor teachers, and
student teachers engaging in recorded dialogues, classroom observations, and reflective
discussions. In conceptualizing the third space in her study, Ratnam (2020) draws on the
notion of heteroglossia, proposed by Bakhtin (1981), which refers to the coexistence of
various voices with different backgrounds, experiences, and knowledge brought into the
educational environment, embodying distinct funds of knowledge that influence how
individuals interact with the world. The third space, then, is a process of hybridization
where these different voices merge, challenge established teaching methods, and create
new meanings and understandings of culturally responsive pedagogies. The findings in

Ratnam (2020) reveal how third spaces promote critical reflection and foster more
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equitable and inclusive educational practices, strenghthening the participants' professional
development.

Extending this exploration of third spaces, Flessner (2014), in his self-exploration
study, focused on his dual roles as a university instructor and a third-grade math teacher.
These two dichotomous spaces created a third reflective or sensemaking space, allowing
him to engage in practices such as journaling, videotaping, teaching sessions, and
collecting feedback. Flessner (2014) found that engagement in such reflective third spaces
allowed him to reimagine his pedagogical strategies, resulting in adapting teaching
methods to bridge the gap between theoretical instruction and practical classroom
application. Similarly, Lewis (2012) investigated the application of third spaces in the
UK's Initial Teacher Education (ITE) program for Religious Education (RE). The study
aimed to bridge the theoretical and practical divides by employing collaborative online
tools and video recordings. Although some participants resisted self-recording methods,
the third space encouraged more profound reflective practices and a critical examination of
pedagogical approaches. Thus, both studies suggest that third spaces can effectively
enhance the engagement and understanding of teaching practices because they offer
reflective third spaces that facilitate professional growth and effective knowledge transfer
across different educational settings, showcasing the practical benefits of such spaces in
real-world teaching contexts. Such third or reflective spaces would be invaluable for
Kazakh teachers and teacher educators confronting radical epistemological, cultural and
linguistic paradigm shifts in educational reform.

Beck (2020) further advocates for integrating third space theory into research
methodologies in teacher education. This approach emphasizes collaboration between
academic researchers and practicing educators, fostering a reciprocal relationship where

theory informs practice and practical challenges enrich academic inquiry. The results from
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this mixed methods research suggests that third spaces bring the complexities of diverse
educational stakeholders to the surface, leading to better-prepared, more adaptable teachers
(Beck, 2020). Furthermore, Klein et al. (2016) and Taylor et al. (2014) highlight how
collaborative learning environments within teacher education programs offer third spaces
for diverse perspectives to meet and interact. For example, in the Newark Montclair Urban
Teacher Residency program, Klein et al. (2016) showed how a cooperative learning
environment challenges traditional hierarchies and fosters inquiry-based learning,
resembling a third space where critical reflexivity contributes to teacher confidence and
professional development. Taylor et al. (2014) explored a university-based program where
faculty and mentors constructed a third space collaboratively, leading to a
reconceptualization of roles and a more integrated approach to teacher education. By
employing the concept of the third space, both studies emphasize the transformative
potential of collaborative environments in teacher education, highlighting their role in
promoting innovation, collaboration, and the integration of theory and practice.
Interestingly, only two studies in Kazakhstan have drawn on a critical postcolonial
lens to counter conventional and deficit discourses about managing state-mandated change
(Bedeker et al., 2023; Bedeker & Kerimkulova, 2023). These studies draw on a third space
lens to reimagine science teachers' CLIL implementation, revealing that these teachers
were in a hybrid and in-between space, that diverted the gaze from CLIL teachers’
challenges and illuminated “the entanglement of teachers’ epistemic stance, pedagogical
content knowledge (PCK), and linguistic stance as emergent discursive practices when
policy borrowings connect global and local epistemologies” (Bedeker et al., 2023, p. 1).
Bedeker and Kerimkulova (2023) used a postcolonial frame to investigate how science
teachers’ funds of knowledge contributed to their responsive pedagogies. They found that

the teachers were in "a hybrid learning space"” (Recchia & McDevitt, 2018, p. 14) and that
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their funds of knowledge and professional identities should not be discarded as
inappropriate “baggage or pathologies” (Samuel, 2009, p. 749).

However, implementing third spaces also poses challenges, as Mork (2020)
showed in her study on partnerships between universities and preschools in Iceland. The
study involved various educational stakeholders, including preschool in-service and pre-
service teachers, teacher educators and school principals. Through focus group interviews,
the study discovered that despite a strong desire for enhanced collaboration, persistent
communication gaps and rigid institutional structures often impeded effective partnerships.
Moreover, the findings suggested that universities and preschools mainly operated in
separate realms with minimal interaction, undermining the transformative potential of the
third space. This contradicts the crucial principle of the third space, where the boundaries
are meant to be blurred. This suggests that, for the third space to effectively foster new
learning opportunities and innovation, collaboration from both sides must contribute
equally to the educational dialogue and flexible structures that allow for continuous
interaction between theory and practice.

In conclusion, these studies underscore the transformative potential of the third
space in teacher education. By fostering collaboration, facilitating critical reflection, and
blurring traditional boundaries, third spaces create more dynamic and inclusive learning
environments that can potentially lead to better-prepared teachers and a more equitable
educational landscape.

2.6 Theoretical Framework

The literature on third space theory highlights several key themes that motivated
me to use this theoretical framework to explore Kazakh language educators' curriculum
ideologies post-education reform underpinned by Western philosophies. Firstly, third

spaces offer the potential to bridge the gap between theory and practice, often framed as a
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challenge or reflecting teachers’ unwillingness to implement educational change. The
literature review reveals a commonality across different disciplines drawing on a third
space theory, namely that it offers a space for exploring the intricacies of cultural, social,
and linguistic interactions in a globalized world, embracing cultural diversity and fostering
critical reflection on local and global levels (e.g., Ratnam, 2020).

Given the focus of my study, I draw on postcolonial theory, specifically Bhabha's
(1994) concept of the third space as the primary theoretical framework. The first rationale
for my theoretical choices is that Bhabha (1994) describes the third space as a space where
different cultural elements intersect and interact, creating new, hybrid identities and
practices, which are potentially relevant for analyzing the curriculum ideologies of Kazakh
language educators adapting to a rapidly evolving educational landscape. Furthermore,
Bhabha's (1994) third space theory can be particularly relevant for understanding the
complexities of cultural exchanges and emerging new, hybrid forms of understanding in
post-colonial contexts like Kazakhstan.

Secondly, this framework aligns with the present study’s phenomenological
approach, which involves an in-depth exploration of Kazakh language teacher educators'
lived experiences about how they perceive, interpret, and enact changes in their teaching
approaches. The framework views these adaptations as complex processes that produce
new forms of educational and cultural expressions rather than mere compliance with
external influences. By focusing on hybrid formations, essential for understanding shifts in
curriculum ideologies, this framework allows for a deeper exploration of how educators
merge Western standards with local knowledge and narratives. Through this lens, I aim to
uncover the creative and innovative ways in which Kazakh language educators navigate
educational reforms and contribute to the evolving landscape of Kazakh language

education in Kazakhstan.
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Figure 2

Third Space Framework
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Within the third space framework (see Figure 2) the first space and second space

are grounded in Kazakhstan's historical and ideological evolution of curriculum reforms.
The first space represents the Soviet curriculum, which emphasized rigorous language
proficiency, grammar mastery, and rote memorization within a teacher-centered approach.
This reflects the traditional Soviet-era educational practices where knowledge was viewed
as fixed and rule-bound, and learners were seen as passive recipients of pre-packaged
knowledge. In contrast, the second space represents the updated curriculum, which
emerged from educational reforms aimed at modernizing and internationalizing
Kazakhstan's educational system, emphasizing communicative language skills, critical
thinking, real-life language use, and learner-centered teaching. In this framework, teachers
act as facilitators rather than mere transmitters of knowledge, and learners are encouraged
to construct meaning actively, reflecting a shift towards learner-centered curriculum

ideology. | framed them as first and second spaces because there has been a shift from a
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traditional Soviet and teacher-centered approach to a more Western and learner-centered
paradigm; creating a third space represents where these two distinct educational ideologies
overlap or intersect.

In drawing on this theoretical frame, | intend to shift from deficit discourses about
Kazakh language educators' challenges with implementing educational reform. Instead, |
aim to explore how they navigate the tensions between cultural, linguistic, and educational
perspectives within their teacher training. For example, a postcolonial lens can shed light
on the moments of entanglement and their negotiation of the old versus the updated
curriculum, enabling me to examine the impact of the revised curriculum on Kazakh
language educators’ curriculum and the underlying principles, values and ideologies that
inform their Kazakh language teacher training. Finally, such a frame can reveal any
diversity, linguistic hybridity, educational pluralism and the opportunity it offers for new
knowledge to emerge, both local and global.

2.7. Conclusion

The first section of this literature review chapter covered the development of
language policy in Kazakhstan, highlighting how these policies influence educational
directives and language integration in Kazakh society. The second section provided
insights into the impact of education reform and teacher education in Kazakhstan, tracing
the evolution from Soviet legacies to modern reforms to modernize the educational
landscape. The third section presented ideological complexities and challenges of
curriculum change, emphasizing how different curriculum ideologies shape educational
practices and teacher beliefs. The fourth section focused on the implications of these
ideologies for language education reform, discussing how they affect the roles and
practices of language teacher educators in a changing educational environment. The last

section introduced the third space theory as a theoretical framework for exploring Kazakh
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language teacher educators' curriculum ideologies and lived experiences that emerged in
postcolonial and sociolinguistic research. More specifically, I reviewed studies
highlighting the transformative potential of third space theory in teacher education. The
next chapter will describe the research methodology, design, and the tools used to gather
and analyze data on the curriculum ideologies and lived experiences of Kazakh language

teacher educators’ navigation of the updated curriculum.
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Chapter 3. Methodology

In the previous chapter, | reviewed the literature on the development of language
policy in Kazakhstan and its influence on educational reforms and language education.
This exploration included an analysis of education reform and teacher education in
Kazakhstan, delving into the complexities and challenges of curriculum change and
exploring the ideological nuances underpinning these transformations. Moreover, the
review explored curriculum ideologies and their implications for language education.
Finally, I presented the conceptualization of the third space theory, which serves as the
theoretical framework for investigating Kazakh language teacher educators' curriculum
ideologies and lived experiences influenced by the updated curriculum and its implication
for Kazakh language education. In this chapter, | describe and justify the methodology,
research design, sampling procedures, and tools used to investigate the phenomenon. The
first section of this chapter discusses the research design. The second section presents the
sample selection, the research site, and the data collection instruments. The final section
considers the data analysis procedure, the ethical considerations of the research, and the
risks and benefits related to this research project.

The study aims to address the following main research question:

How does the updated curriculum influence the curriculum ideologies and lived
experiences of Kazakh language teacher educators, and what implications does this have
for Kazakh language education?

In doing so, this study addresses the following two sub-questions :

1. What are the lived experiences of Kazakh language teacher educators in
navigating the updated curriculum?
2. What curriculum ideologies underpin Kazakh language teacher educators’

lived experiences?
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3.1 Research Design

A qualitative research approach underpinned this study, primarily because it
facilitates a rich exploration of individual experiences (Creswell & Creswell, 2017). This
approach helped me better understand how participants experience the world around them,
identifying a complex convergence of various factors that influence their lived experiences
and perspectives (Creswell & Poth, 2018). Moreover, a qualitative research methodology
was well-suited to understand how people make sense of their experiences and shape their
realities that consequently inform their practices (Merriam & Tisdell, 2016). Therefore, a
qualitative approach facilitated my research purpose of exploring Kazakh language teacher
educators’ lived experiences and their underlying curriculum ideologies. Additionally, a
qualitative research method provided the flexibility to uncover emergent themes and adapt
the research process accordingly (Charmaz, 2014). Given the study's exploratory nature,
this flexibility was valuable for capturing unanticipated aspects of teacher educators’
curriculum ideologies and lived experiences, allowing for a dynamic and iterative research
process responding to emerging insights and questions.

For several reasons, a phenomenological research design was employed within the
qualitative inquiry. Firstly, phenomenology is profoundly interested in the lived
experiences of individuals and attempts to understand the “truth” behind these lived
experiences (Byrne, 2001, p. 830; Creswell, 2013; Moustakas, 1994). This approach was
highly relevant to the purpose of my study, which explored the lived experiences and
underlying curriculum ideologies of Kazakh teacher educators. Moreover, phenomenology
involves “transcending and suspending past knowledge and experiences”(Creswell, 2013,
p.331), as well as “presuppositions, biases, and assumptions” (Patton, 2015, p.23). By

adopting this approach, | was able to gain a deeper understanding of the Kazakh language
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teacher educators’ curriculum ideologies and lived experiences, enabling rich data “with a
sense of ‘newness’” (Creswell, 2013, p.331).

Secondly, by exploring the lived experiences of Kazakh language teacher educators
through phenomenology, | was able to gain a deeper understanding of how the updated
curriculum influences these lived experiences. Phenomenology offered sense-making and
meaning-making processes (Burke & Christenson, 2019), which allowed me to explore
how educators navigated educational changes and revealed the underlying meanings
behind their curriculum ideologies. Thirdly, a phenomenological research design seeks to
uncover the deep structures of human consciousness (Marshal & Rossman, 2016; Patton,
2015), which aligns with my purpose to explore the beliefs and ideologies underpinning
the participants' lived experiences. Lastly, a phenomenological approach generates rich,
descriptive data (Creswell & Poth, 2018; Dahlberg, 2006), which allowed me to capture
the complexities and richness of Kazakh language teacher educators’ lived experiences and
ideologies regarding curriculum reform.

3.2 Sample and Research Site

Sampling in qualitative research involves the strategic selection of participants and
sites to gain a deep understanding of the phenomenon under investigation rather than
random sampling, which is more typical in quantitative studies (Patton, 2015).

Sample

In qualitative research, purposive sampling is valued for selecting participants with
specific characteristics and experiences aligned with research objectives (Patton, 2015).
Given the exploratory nature of my study, | employed non-probability purposive sampling
to recruit Kazakh language teacher educators with the necessary expertise. That is, they
were “information-rich cases” (Patton, 2015, p.169), essential for addressing “qualitative

problems” (Merriam & Tisdell, 2016, p. 96). This approach facilitated a focused
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exploration of Kazakh language teacher educators’ curriculum ideologies and lived
experiences in navigating the updated curriculum, ensuring rich data collection directly
relevant to the research questions (Creswell, 2013).

In terms of sample size, phenomenological studies typically involve a small sample
size (Creswell, 2013; Denscombe, 2014), prioritizing detailed descriptions of “authentic
experiences” (p.103) and aligning with the humanistic research focus on understanding
lived experiences (Denscombe, 2014). Thus, the target sample of this study consisted of
five Kazakh language teacher educators who met the following three criteria: 1) the
participants had to hold positions as teacher educators within a pedagogical higher
education institution or higher education with a Kazakh language teacher training
department in Kazakhstan; 2) they had to be responsible for instructing core subjects in
addition to the Kazakh language as part of a teacher training program on Kazakh language
and literature; and 3) they had to have a minimum of 10-15 years of teaching experience.
This criterion was necessary to ensure that the participants possessed substantial and
extensive experience in preparing future Kazakh language teachers and were familiar with
state language policies and educational and curriculum reforms. Consequently, they were
well-positioned to provide valuable insights into the curriculum ideologies and their lived
experience in navigating the updated curriculum in Kazakhstan.

As shown in Table 3, all the participants were female teacher educators who had
majored in Kazakh language and literature (KLL). Most of the participants had doctorate
degrees and had extensive experience as Kazakh language teacher educators; only a few

participants shared information about additional professional training certifications.
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Table 3

Participants’ Background Information

Certifications and

Participant  Gender Degree Major Experience additional training
Marina Female PhD KLL 10-15 years -
Nargiz Female PhD KLL <15 years -
Gaukhar ~ Female PhD (Associate professor) KLL <15 years A lot

Kamshat  Female PhD (Associate professor) KLL <15 years -

Orleu center for advanced

Dinara Female PhD candidate KLL 10-15 years training (2020)

Research Site

The data for this qualitative phenomenological study was collected from one
national pedagogical university and two state universities located in the South and North of
Kazakhstan with Kazakh language teacher training departments. These universities were
chosen due to their extensive experience in Kazakh language teacher training and their
well-established history of preparing Kazakh language teachers, dating back to pre-
independent Kazakhstan. This rich history includes language policy educational and
curriculum transformations, making these research sites important for exploring the
influence of the updated curriculum on Kazakh language teacher educators’ lived
experiences and curriculum ideologies. In addition, | had available gatekeepers who helped
me approach the participants of this study.
3.3 Data Collection Instruments

In today’s world of digitalization, communication often blends words and images

to create meanings, known as multimodality (Kress & Leeuwen, 2020), yet most research
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studies rely heavily on instruments drawing on linguistic codes, which could limit
understanding of complex experiences (Smith et al., 2012). Therefore, my research drew
on a multimodal approach to collect and analyze data to delve more deeply into Kazakh
language teacher educators' lived experiences and curriculum ideologies (Jewitt, 2009).
This approach uses multiple research instruments “to emphasize different dimensions of
the data” (Leavy, 2017, p.43). For this reason, | used multimodality as an art-based
research (ABR) approach to “describe, or explain (theorize about) the connections between
individual lives and the larger contexts in which we live our lives” (Leavy, 2017, p. 9).
That is, ABR is an empowering approach that disrupts conventional thinking and
challenges stereotypes, complementing post-colonial perspectives about providing spaces
for the inclusion of diverse and often overlooked marginalized perspectives (2017).

Three research instruments were used in this study: a multimodal questionnaire
with a classroom cartoon scenario section, an ABR instrument called significant circles,
and semi-structured interviews with image cards as a compelling starter for the interviews.
These various research tools allowed the participants to make sense of their own lived
experiences and underlying curriculum ideologies instead of the researcher imposing
preconceived notions or interpretations. In addition, the integration of spoken, written, and
visual instruments, strengthened my data collection and analysis because | could
triangulate the findings. As Denscomre (2014) notes, triangulation helps to ensure the
validity and credibility of the research, and to mitigates potential biases of any single
method by complementing one form of data collection with another, thereby “enabling
researchers to study a phenomenon from a variety of perspective and using dissimilar
methods” (pp. 154-155). The following sub-sections explain the rationale behind each data

collection instrument used in this study.
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Questionnaire

The multimodal questionnaire served as the initial data collection instrument to
explore curriculum ideologies and lived experiences of Kazakh language teacher
educators. The questionnaire was designed and administered in Google Forms because it
offered an accessible, flexible, and efficient platform for distributing and collecting diverse
responses, including written answers and multimedia elements. It consisted of three
sections: 1) background information on participants’ gender, educational degree, major,
additional professional development or training certificates, and years of experience as
Kazakh language teacher educators; 2) open-ended and closed questions to explore
participants’ curriculum ideologies and values related to Kazakh language teaching and
learning; 3) a classroom cartoon scenario to explore the participants' beliefs about teaching
practices in Kazakh language classroom and the roles of teachers and learners.

I included a Kazakh language classroom-based cartoon scenario to encourage
deeper thinking and reflexivity (see Figure 3). The inclusion of a classroom scenario
comic, a hypothetical yet realistic portrayal of teaching situations (Lohfeld et al., 2012),
was instrumental in eliciting teacher educators’ judgements and reflections about their
curriculum ideologies and teaching approaches (Atzmidiller & Steiner, 2010). This
instrument helped to bridge the gap between theoretical self-reports (teachers stating their
beliefs) and practical decision-making by presenting a scenario that mirrored real-life
teaching, encouraging more reflective and genuine responses (Bordg, 2015; Kagan, 1992).
Asking direct questions may not always provide deep insights if teachers struggle to
articulate their ideas, which was valuable in Bedeker et al.’s (2023) study about
Kazakhstani biology teachers’ beliefs and CLIL pedagogical approaches. In short, the
multimodal questionnaire provided alternative ways to “tap into what would otherwise be

inaccessible out of reach, [because it] asks and answers new research questions, [and]
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explores old research questions in new ways” (Leavy, 2017, p. 9). Consequently, the
participants could communicate their curriculum ideologies and lived experiences,
providing rich data and themes that emerge from their experiences and worldviews
(Paltridge & Phakiti, 2015).

Figure 3

Kazakh Language Classroom Cartoon Scenario
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Art-Based Research (ABR): Significant Circles

The second instrument, an ABR tool, was significant circles, which offered a
unique perspective on participants’ beliefs (Banegas, 2022). Education researchers are
beginning to recognize such ABR tools for their ability to provide rich data about
participants’ lived experiences (McNiff, 1998; Tian, 2023). This approach offered a unique

avenue for Kazakh language teacher educators to express themselves, allowing for a
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richer, more nuanced articulation of experiences and ideas that are different from using
only verbal or written data collection tools (Gaete et al., 2023). Thus, the significant
circles' tool functioned as a complementary data collection instrument, particularly suited
for phenomenological inquiries that emphasize the subjective nature of human experiences
through creative and interpretive processes (Cassey & Murray, 2022).

To use this tool, the participants had to place the most valuable aspect of learning
Kazakh in the central circle, describing their teaching approaches to achieve this goal in
the outer circles (see Figure 4). This allowed me to gather data in an unrestricted manner,
revealing unexpected insights and experiential knowledge (Leavy, 2017). Significant
circles were initially used in Esteban-Guitart’s (2016) study and later adopted in Banega’s
(2022) research exploring EFL teacher educators’ various funds of knowledge in their
pedagogies. For the present study, I adapted Banega’s (2022) version of significant circles
to explore the curriculum ideologies of Kazakh language teacher educators. This
instrument facilitated a visual interpretation (Leavy, 2017) and allowed me to understand
the complexities of their curriculum ideologies underpinning lived experiences as teacher
educators. In short, significant circles and their textual descriptions helped me collect data

that might not have emerged through other research methods.
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Figure 4

Example Significant Circles Tool

The most important

thing in learning Kazakh

Semi-Structured Interviews

The third data collection instrument was individual, in-depth, semi-structured
online interviews in whichever language (Kazakh, Russian, or English) the participants felt
comfortable with. The reason for choosing this instrument is that phenomenological
research favors semi-structured interviews as a data collection tool to elicit comprehensive
experiences and beliefs from participants (Reid et al., 2005; Smith, 2009). Moreover, in
being semi-structured, the interviews offer a balance of structure and flexibility and
empowered participants to openly reflect and share their lived experiences and curriculum
ideologies (Dornyei, 2007; Denzin & Lincoln, 2018). Furthermore, semi-structured

interviews provided more autonomy to participants in sharing their stories and opinions,
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which enabled me to probe much deeper into important points raised by participants
(Denzin & Lincoln, 2018).

At the beginning of each interview, | asked each participant to choose five images
from a deck of various images that best represented their values and lived experiences
navigating the updated curriculum and training future Kazakh language teachers (see
Figure 5). Given my interest in combining language and images, the image cards as an
ABR tool helped to move beyond mere surface responses to uncover the beliefs and values
underpinning teacher educators’ teaching practices (Leavy, 2017). In addition, starting the
interviews like this created a more relaxed atmosphere, empowering the participants to
visualize aspects of their lived experiences that might otherwise have remained hidden
(Barone & Eisner, 2011). As a result, the interviews with the image cards provided
contextually and visually rich data, sparking dynamic and extensive responses, becoming a
catalyst for new ideas and a deeper understanding of teacher educators’ realities and

beliefs (Fish, 2006).

Figure 5

Example Image Cards
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3.4 Data Collection Procedure

After receiving approval from the Graduate School of Education (GSE) Ethics
Committee to collect the data, | contacted a gatekeeper with a broad academic network to
distribute the recruitment letter in Kazakh, given the focus of my study (see Appendix B
for the recruitment letter). | explained the research purpose, selection criteria, and
researcher contact details in this letter. Interested Kazakh language teacher educators who
met the recruitment criteria were invited to contact me anonymously. Due to distance, the
research was conducted online for the participants’ convenience. Following confirmation
with the potential participants, | sent them an informed consent form detailing the research
procedures, approximate time allocation for overall participation, the voluntary nature of
their participation, and the risks and benefits of the research (see Appendix C). Those
participants who signed the informed consent form were then invited, as per their request,
via WhatsApp to take part in the online questionnaire, complete the significant circles, and
participate in an interview.

First, I sent the questionnaire (see Appendix D) to the participants via WhatsApp,
as it was their preferred means of communication. | explained questionnaire in detail and
requested completion within a specific timeframe. Once the questionnaires were completed
and provisionally analyzed, | proceeded to administer the significant circles. | sent a
Google Form that included the significant circle image (see Appendix E) and gave detailed
instructions on how to complete it. Finally, I requested the participants’ preferred time for
individual semi-structured online interviews (see Appendix F) via Zoom. During the
interviews, the participants were offered the option to speak in whichever language
(Kazakh, Russian, or English) they were most comfortable with. The semi-structured
format of interviews allowed me to begin with the image cards. With additional oral

consent, | audio-recorded the interviews for subsequent analysis.
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3.5 Data Analysis Procedure

The data analysis for this study was structured around a hybrid coding strategy that
integrated both deductive and inductive approaches (Fereday & Muir-Cochrane, 2006).
The data analysis was organized in four phases to ensure a comprehensive understanding
of the data from the three research instruments: a multimodal questionnaire with the
classroom cartoon scenario, the ABR tool significant circles, and the semi-structured
interviews with image cards. As explained earlier, the use of several methods ensures high
validity and reliability in educational research (Xu & Zammit, 2020).

Initially, I employed deductive coding, using a framework based on Schiro’s
(2013) curriculum ideologies: academic-scholar, learner-centered, social efficiency, and
social reconstruction (see Appendix G). This phase was critical for structuring the
multimodal questionnaire. | developed specific statements that reflected these ideologies,
allowing for a focused and theory-driven approach to data collection. When analyzing the
initial data from the questionnaire, | systematically coded them according to these
predetermined categories, ensuring that each response was aligned with the relevant
curriculum ideology.

Following the deductive analysis, | shifted to an inductive analysis for the data
collected from the significant circles and the semi-structured interviews with image cards.
This phase was essential for uncovering emergent themes from the data, such as global
and national identities, and past and present methodologies. In this phase, | also used
value coding to identify and categorize the values and beliefs, namely national identity,
cultural understanding, nurturing, and global recognition. Additionally, color coding was
used to organize and differentiate these emerging themes, facilitating easier reference and

comparison in later stages of analysis (see appendix G).
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In the third phase, | conducted a cross-code analysis to compare and synthesize
data from the three data collection instruments to triangulate the findings and enhance the
validity and reliability of the findings. This method allowed for more robust analysis, as
triangulation helped me to confirm the consistency of identified themes and reduced the
impact of potential biases inherent in any single data source (Denscombe, 2014). Color
coding was particularly beneficial here because it streamlined the process of identifying
and correlating thematic patterns across the data sets, making it easier to cross-verify
themes and uncover more profound insights. This phase ensured a comprehensive
understanding of the complex interplay between educators' curriculum ideologies and their
lived experiences by integrating data from various formats.

The final phase involved synthesizing the themes from the different data
instruments into coherent categories that addressed the research questions. This step
required a detailed examination of how well the themes represented the data and whether
they aligned with both the inductive findings and the deductive framework. The refined
themes provided a nuanced understanding of the curriculum ideologies of Kazakh
language teacher educators and how they make sense of their lived experiences in
navigating the updated curriculum. This analysis resulted in the following themes: 1)
beliefs about language, culture and society; 2) beliefs about mastering the Kazakh
language; 3) beliefs about learners and learning; and 4) entanglement of identities, time,
and space.

3.6 Ethical Consideration

Conducting research ethically is crucial in every step of the research process, from
choosing the research topic to collecting, analyzing, interpreting, and reporting findings
(Shamoo & Resnik, 2015). Ethical research preserves and respects participants' rights,

dignity, and welfare (Israel & Hay, 2006), especially in qualitative research involving
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personal and sensitive information (Orb et al., 2001; Creswell, 2013). Key ethical
principles include ensuring anonymity and privacy, allowing participants to withdraw at
any time, and fully informing them about the study's purpose and procedures (Cohen et al.,
2017; Creswell, 2014).

To ensure participant confidentiality, an informed consent form was used, with
detailed information on the purpose, methods, and approximate allocated participant time,
to formally establish an agreement between me and the participants of this study. This
form was written and sent in both Kazakh and Russian. To preserve anonymity, all
personal identifiers were removed from the data; names were replaced with pseudonyms
and specific locations were generalized. Additionally, the data were stored securely in a
password-protected digital folder, and participants were free to withdraw from the study at
any point. Ethical considerations were explored for all stages of the research process, with
specific reference to the Nazarbayev University GSE Research Ethics Approval process.
Risks of the Research

While the study was designed to be minimally intrusive and respected participants'
rights and well-being, certain risks associated with the research process should be
acknowledged. | was aware that one potential risk could be the confidentiality of
participants because, during the interviews, the participants may have inadvertently
revealed information about themselves or their institutions. To mitigate this risk, | gave my
participants pseudonyms and did not mention the names of their institutions to ensure the
disclosure of any identifying details (Clarke & Braun, 2013)

Secondly, for these participants, reflecting on one's curriculum ideologies and lived
experiences, could pose emotional risks, particularly when the participants reflected on
challenging experiences or expressed their beliefs and values. | minimized these risks by

creating a supportive and non-judgmental environment during the interviews (Cohen et al.,
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2017). The participants were also informed of their right to decline to answer any
questions they found discomforting. Furthermore, they were reminded of the voluntary
nature of their involvement in the study, reinforcing their autonomy to withdraw from the
study at any point without consequences.

Finally, the nature of the research involved the potential of disclosing sensitive and
personal information (Creswell, 2013). I tried to protect this information. More
specifically, | continuously encouraged and reminded participants to speak in general
terms when discussing their institutional context to mitigate this risk.

Benefits of the Research

This study can contribute to the participants' sensemaking of their curriculum
ideologies and practices. For example, through my use of ABR tools, the study provided
participants with a unique opportunity for self-reflection and increased self-awareness
regarding their curriculum ideologies and lived experiences in navigating Kazakhstan’s
updated curriculum. Reflecting on their existing knowledge, skills, and understanding,
these teacher educators had a potential opportunity to improve their teaching effectiveness
and gain insight into how their beliefs affect their decisions regarding changes in
curriculum, pedagogy, or assessment. Additionally, this reflection might enhance their
understanding of their professional and policy context at organizational, local, and national
levels, enabling them to implement and lead more strategically and effectively, and
develop greater agency, influence, self-efficacy, and voice within the profession.

3.7 Conclusion

The purpose of this chapter was to describe and justify the research design and data
collection methods, present the sample and research site, data collection procedures, and
approach to the analysis of the data. The following chapter will present the findings and

data analysis on the emerging themes.
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Chapter 4. Findings

The study aimed to explore the lived experiences, perspectives, and underlying
meanings that shape teacher educator ideologies within the context of Kazakh language
teacher education in Kazakhstan. The previous chapter focused on the methodology,
research design, data collection instruments, data analysis procedures, and ethical
considerations. The purpose of this chapter is to present the findings obtained from five
Kazakh language teacher educators based at three pedagogical and state universities in
Kazakhstan. As presented in Chapter 1, this study addresses the following main research
question and two sub-questions:

How does the updated curriculum influence the curriculum ideologies and lived

experiences of Kazakh language teacher educators, and what implications does this

have for Kazakh language education?
The two sub-questions are:

3. What are the lived experiences of Kazakh language teacher educators in

navigating the updated curriculum?
4. What curriculum ideologies underpin Kazakh language teacher educators’ lived
experiences?

| used three research tools, a multimodal questionnaire with closed-ended questions
and language classroom cartoon scenario, an ABR tool significant circles, and a semi-
structured individual interviews using image cards to explore curriculum ideologies, values
and lived experiences of Kazakh language teacher educators. The data from these tools
were analysed to answer the main research question and the two sub-questions. As
explained in the data analysis section of Chapter 3, inductive and deductive methods
allowed me to create themes that emanated from the analysis of each research instrument’s

data. In the final phase, I conducted a cross-tool analysis to identify similar and dominant
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themes across the data sets, yielding four well-defined themes: beliefs about language,
culture and society (4.1), beliefs about mastering the Kazakh language (4.2), beliefs about
learners and learning (4.3) and entanglement of identities, time, and space (4.4).
4.1 Beliefs About Language, Culture, and Society

The results indicate that the teacher educators' beliefs were closely connected to the
modernization of the Kazakh language in educational and policy reforms and its
application in real-life or societal contexts. Across the data sets, the dominant themes
highlight Kazakh teacher trainers' beliefs that language learning should not only focus on
linguistic proficiency but also empower learners to think about societal issues such as
culture, identity and global world issues. That is, teacher educators aim to prepare Kazakh
pre-service teachers to become active participants in shaping a more national and
culturally cohesive society. Consequently, their teacher-teaching practices promote civic
engagement to cultivate informed, compassionate, and socially responsible individuals
who contribute positively to the world around them, as illustrated in the extracts below:

In the process of acquiring the Kazakh language, we lose sight of things like what

it is needed for, what its benefit is in life, and how it is achieved in practice. If the

society doesn't use the language, the language dies. Society evolves, people evolve,

and so does the language. It is infinite. (Dinara)

Whatever happens in our society, we always need to consider it in our practice. If

there is something new, like Al, I always ask myself two questions - is it worth

considering? Is it useful, and how useful? If it’s a carefully selected, needed thing, I

adapt it in my teaching. (Nazira)

The connection between language learning and society is also reflected in the

image card in Figure 6.
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Figure 6

Language as a Tool for Relationship-Building

A crowd. Language is a communicative tool. It is needed to establish
relationships between people. We need to explain the functional and
communicative possibilities of the language. There are functional styles
in the Kazakh language that establish relationships. We choose the style

depending on the type of relationship in cach environment. I think

students need to pay attention to it. {Gaukhar)

Thus, Kazakh language teacher trainers believe that language learning and teaching
are important, and that their practices should be connected with real-life and societal
advancements to enhance the future teaching experiences for Kazakh language pre-service
teachers. Such beliefs were visible in how they connected their teaching with society and
developing their students’ national identity (See Figure 7)

Figure 7
Beliefs About the Kazakh Language and National Identity

I consider it closely tied to our national identity. The horse is a symbol of
national pride. There was a question about presenting myself as a
national representative. I believe they see me as someone proficient in
the Kazakh language, or even as a fluent speaker, and ultimately as a

representative of the Kazakh people. To earn their respect for our nation,

it is important for me to impart knowledge about our national values.
(Marina)

To further illustrate teacher trainer’s beliefs about language and its connection to
society, Figure 8 captures the dominant themes emerging from the questionnaire. This
demonstrates the teacher educators' focus on integrating Kazakh culture and societal
understanding with practical language skills, aiming to develop students' critical thinking

and real-life communication competencies.
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Teacher Educators' Beliefs About Their Teacher Training Role
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Figure 8 underscores the interconnectedness between cultural awareness and

practical teaching experiences, reflecting a holistic approach to preparing future Kazakh

language teachers.

The questionnaire data further revealed the participants’ conviction in intertwining

Kazakh language teacher training with real-life contexts, aiming to enrich language

learning and teaching beyond mere rule-based methodologies. This transition from

conventional knowledge transmission to addressing societal concerns and actively

contributing to societal change was evident in the participants’ preference for two

statements regarding beliefs and values about teaching practices: “I often include problem-

solving tasks in my lectures and classes to encourage students to reflect on real-world

issues and consider solutions”; “I find value in incorporating practical exercises into my
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teaching, such as asking students to practice writing a social media post in the Kazakh
language.” Similarly, in the classroom cartoon scenarios and interviews, the teacher
trainers commented,

This class is limited to rules. It's wrong. What does this rule have to do with using

it in life? What is its function? How do we use it in life? Unless we explain it to

children, they’ll keep having questions. I think it’s best to connect grammar to real-
life usage. (Dinara)

We also need to pay a lot of attention to children’s critical thinking because it is a

common public opinion that the reason children can't think critically is that their

teachers can't. We shouldn't make them memorize information; instead, we need to
explain how things are connected and where they come from and allow children to
draw their own conclusions. We need to contribute to children's explorative
attitude. (Gaukhar)

Throughout the data sets, the teacher educators' perspectives revealed their beliefs
about the interplay between the individual and society, evident in their instructional
approaches to foster spiritual richness and values alongside academic knowledge. They
believe that future Kazakh language teachers must shape individuals who are not only
academically proficient but also morally and spiritually grounded and able to apply
knowledge in real-life local and global contexts to contribute positively to Kazakh society.
The extracts below illustrate their beliefs about nurturing well-rounded individuals who are
socially responsible and culturally aware, aligning with broader goals of societal
advancement and progress:

We tell our students, “You need to know the works of each author we cover.” I feel

like young people nowadays are becoming less spiritual. Our goal is to make them

more spiritually rich, to teach them not to pursue material things but to work hard
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and know the worth of every penny. | wish my students would contribute to that.

(Gaukhar)

When these students graduate and start teaching at school, they won't have to

explain the theory to their students. Schoolchildren should be given tasks that make

them think and apply in real life. We, as teacher educators, have to guide these
future teachers so that they can, in turn, guide the schoolchildren. (Nargiz)

In summary, across the data sets, teacher educators expressed the belief that
language teaching cannot be disconnected from society. They emphasized the importance
of integrating societal issues, culture, identity, and global concerns into language
education. This approach aims to prepare pre-service teachers to be active participants in
creating a cohesive society. By connecting language learning with real-life contexts and
societal advancements, teacher educators seek to develop socially responsible, informed,
and compassionate individuals. The educators highlighted the significance of language as a
tool for relationship-building, the role of critical thinking in education, and the necessity of
grounding language teaching in practical, real-life applications. They advocate for a
teaching practice that not only imparts linguistic proficiency but also nurtures well-
rounded individuals who contribute positively to their society.

4.2 Beliefs About Mastering Kazakh

While a dominant theme across the data sets was the focus on societal change and
real-life context in Kazakh language teaching, the Kazakh language teacher educators in
this study also emphasize the importance of mastering Kazakh and value instructional
practices that prioritize academic knowledge and intellectual rigor in both teaching and
learning Kazakh. Thus, they feel caught between fostering societal understanding with
practical language skills and their beliefs about the importance of maintaining established

academic disciplines and adherence to traditional linguistic norms, like Baitursynov's
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alphabet, vital for preserving Kazakh heritage, cultural identity and historical continuity.

For example, one participant explained,
We can't come to a consensus regarding the Latin alphabet. There are so many
debates among scholars that they haven't even come to an agreement themselves.
That is why we can't make the transition now. My personal view is that if we
follow Akhmet Baitursynov's doctrine, the alphabet he came up with back in time,
we are going to become pure Kazakhs. We struggle to achieve that now. (Gaukhar)

Another example of this belief is the value they attach to the importance of grammar to

achieve intellectual rigor in Kazakh language learning and teaching:
If a student lacks knowledge of grammatical rules, it may result in weak thinking
and disjointed expression. Without knowledge of grammatical rules, spelling,
orthoepy, and syntactic rules, individuals may struggle to express themselves
competently. A person well-versed in language rules can deliver their thoughts
competently, and the ability to do so reflects a person with a high level of cultural
refinement. (Kamshat)

Figure 9 also reflects the value of subject-specific knowledge and skills in fostering

intellectual inquiry and the exploration of new ideas.

Figure 9
Remembering as Reinforcement in Learning Kazakh

e A road. Just like following a single path, we cannot skip it and take
another route. Similarly, in learning the Kazakh language, we
consistently revisit what we have learned. We always recall the journey
that brought us to this point, but learners may not always remember.
Therefore, it's crucial to regularly remind them of the covered material,

conduct specific assessments, and assign related tasks. Without revisiting

a particular topic, they might forget it. (Nazira)
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Thus, the results indicate tension between their beliefs and the updated curriculum,
which they feel does not foster intellectual development, academic excellence, and a deep
understanding of the subject matter:

Nowadays, the updated curriculum in schools does not cover grammar at all. This

implies that teachers within this new curriculum have no clear guidance on when to

teach grammar. They struggle to connect grammar to the text, which stems from
their lack of exposure to it during university education. Individuals who were
taught only structural grammar, familiar with tasks in that direction and
accustomed to a memorization approach now find themselves teaching at school
focusing solely on lexis. (Nazira)

Children are less educated now in the Kazakh language. In the past, the school

curriculum covered creative essay writing, summaries, and dictations, but schools

nowadays don't teach them. I believe it's all wrong. In the past, each child would
cover certain grammar and do related exercises, but they don't teach it these days.

(Gaukhar)

While the general concepts and ideas are good, the mechanisms to achieve them

were not adequately developed, resulting in weak Kazakh language teaching at

schools. This, | believe, is at the core of the poor literacy in the Kazakh language

today. (Nazira)

Their concern about students’ intellectual development, academic excellence, and a deep

understanding of the subject matter is also portrayed in Figure 10.
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Figure 10
Lack of Consistency in the Updated Curriculum

A line of cars. Systematic communication. Mastering the Kazakh
language consistently is the value. In the modern, updated curriculum,
there is no consistency, especially in schools. We maintained consistency
until this updated curriculum. Afier its implementation, we became

disconnected. (Dinara)

Although the participants recognize the significance of grammar for achieving
academic knowledge, they also acknowledge the importance of addressing students' needs
to attain academic excellence and a deep comprehension of the subject matter:

A language teacher needs to be familiar with all aspects of grammar. However, we

persist in imparting academic knowledge to schoolchildren who are not

academicians. Questions about such matters should be directed to academicians
like Baitursynov. (Nargiz)
Similarly, Marina stated, “l encourage students to create their own sentences, as this
method enhances their memorization and proves to be much more effective.”

This focus on meeting learners' needs and getting them actively involved is
represented visually in the significant circles (see Figure 11). The circles illustrate the
central goal of comprehending Kazakh words and phrases, surrounded by methods such as
communicative grammar, creating sentences, and engaging in dialogues for effective

language mastery.
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Figure 11

Example Significant Circle About Mastering Language

o s Central circle: to comprehend the meaning
> k of words and phrases in Kazakh.
Outer circles:
1. Ibase my approach on communicative
grammar.
| 2. T use sentences as a tool for speaking.

3. Iprompt students to create their own
sentences while engaging in
conversational activities.

4. Iinvolve students in dialogues using
conversational sentences.

5. Iencourage students to express
themselves through monologues using
their own words.

Comment: The results can be achieved by
teaching sentences as a means of fostering
speaking skills.

In summary, the teacher educators' beliefs emphasize the critical balance between
societal relevance and the academic knowledge and intellectual rigor in Kazakh language
learning and teaching. An example of this is their respect for Akhmet Baitursynov's
doctrine, suggesting a deep-rooted commitment to traditional academic disciplines that
underpin Kazakh cultural identity and continuity. However, the results also indicate a
tension between their beliefs and the updated curriculum, which, in their view, does not
foster intellectual development, academic excellence, and a deep understanding of the
subject matter. This concern highlights a dichotomy where, despite the significance of
grammar for achieving academic knowledge, teacher educators also stress the importance
of addressing students' needs. This balance extends to a focus on meeting learners' needs
and getting them actively involved, underscoring a nuanced approach to language

education that fosters both rigorous academic standards and responsive teaching practices.
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4.3 Beliefs About Learners and Learning

Although the participants believe in teacher-centered instruction regarding their
own role, they also value creating learner-centered classrooms, where students are more
active participants. For example, across the data sets the participants emphasize the role of
teachers as nurturers shaping learners: “A teacher needs to love the children” (Nargiz).
This focus on nurturing students coexists with an awareness of the importance of
considering the needs and interests of the learners, which they believe to instill in future
Kazakh language teachers. As Gaukhar put it, “We need to be able to look into the soul of
each child. If we can't know what's inside each child, we can't know what will be
interesting for this child.” Similarly, Marina noted, “I always have to take into account the
proficiency level. Similar to babies, we often find ourselves learning everything anew.
That's why it's crucial to be mindful of the learner's level,” highlighting the importance of
tailoring instruction to individual needs.

Interestingly, most participants selected the baby image card to express their value
in nurturing and contributing to children’s upbringing in preparing Kazakh language
teachers (see Figure 12). This illustrates their belief about the role of education in
providing a comprehensive foundation for lifelong learning and personal development.

Figure 12
Nurturing and Upbringing

We educate children. We nurture them from birth until they develop their
own personality. After their personality is formed, they choose how to
continue living on their own. As we say, "mother’s white milk," once the
baby is born, we nurture them. That upbringing should be proper, and we

need to contribute to it. {Gaukhar)

s
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Thus, across the data sets, the results indicate the teacher trainers'
acknowledgement of the crucial role of socializing pre-service teachers to foster a
nurturing environment conducive to children's holistic development, emphasizing the
importance of addressing learners' physical, emotional, social, and cognitive needs. It is
evident in responses to the questionnaire, such as, “I believe in providing students with
opportunities to learn through exploration and self-discovery, especially when they
encounter challenges”, and in the following extracts:

| tell my students this: you go to school, and there are 25-30 children in one class.

Every single one of these children is talented and gifted. And now your mission is

to embrace that talent and gift of each student. You have to determine it from the

very first day. You need teaching mastery for it. We are not simply Kazakh
teachers; we also need to be psychologists. (Gaukhar)

We need to work with all children. Each child is an individual, perceived as a

unique person. When teaching, we must consider the student's characteristics, age

and how to grade them. Not everyone perceives material in the same way and at the
same speed. Even in my practice, perhaps students who don't do well in one
semester might show themselves as leaders in the next. We need to work
accordingly and help these students. (Kamshat)

In addition, teacher trainers also acknowledge the importance of the social
environment or classroom in creating conditions for language learning. This aligns with
their broader goal of preparing educators to facilitate optimal learning experiences that
cater to children's diverse needs. For example, Gaukhar states, “Following Vygotsky’s
theory of the immediate zone of child development, we need to constantly be aware of the
environment of children, who they talk to, and what their relationships are like. Only then

can we see some results.”
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The dominant pattern in the questionnaire expressed by the participants was, “I
believe that language learning should involve fostering active engagement and
participation through activities such as debates, peer discussions, and role-playing”. While
they emphasize active participation, the teacher trainers also believe in the guiding role
that future Kazakh language teachers need to fill, such as scaffolding students' language
learning:

We may assume that schoolchildren understand everything and we may

unconsciously use complex materials for teaching. Now, I realize that everything

we teach at the university level may be ineffective in a school setting. Therefore,
when giving tasks to schoolchildren and explaining the material, we must begin
with something easy and small—something these students can handle. Gradually,
we should increase the intensity, expand the text, and teach in a comprehensible
way. It was a revelation for me. (Kamshat)

Teacher educators recognize the pivotal role of social factors, including
scaffolding, the social environment, and the guidance of knowledgeable adults, in driving
language learning. However, this perspective is intertwined with the psychological or
individual difference view, which emphasizes the importance of factors such as motivation
in the language learning process, “If a student lacks the desire to learn — for example,
thinking, 'l don't need the Kazakh language; once I finish my studies, I will go abroad'—
they will struggle to acquire the language skills” (Kamshat).

Individual motivation to master the Kazakh language is also reflected in Marina's

perspective (see Figure 13).
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Figure 13

Significant Circles About Individual Motivation

Central circle: Motivation
Outer circles:

1. Study the Kazakh language in relation
to societal topics and provide
opportunities for students to apply
acquired knowledge in real-life
situations.

2. Consistently assess the level and
provide systematic instruction.
Develop language proficiency.

LI ety 4. The student's psychological attitude
&__{‘LE_‘“ L toward the Kazakh language should be
positive. It is essential for them to
overcome language barriers.
5. Itis important to understand that
knowing the nature and patterns of the
Kazakh language is crucial.

b

In summary, teacher educators' beliefs emphasized the role of teachers as nurturers
shaping learners, evident in their choice of the baby image card to express the importance
of comprehensive foundational education for lifelong learning. They acknowledged the
crucial role of socializing pre-service teachers in fostering a nurturing environment,
stressing the importance of the social environment or classroom in creating conditions for
language learning. The educators advocate for active student engagement through debates,
discussions, and role-playing, illustrating a belief in a guiding role for Kazakh language
teachers that includes scaffolding students' learning. This approach is further supported by
recognizing the role of social factors and the social environment, suggesting that effective
language teaching intertwines with the psychological aspects of learning, such as

individual motivation and differences.
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4.4 Entanglement of Identities, Time, and Space

Notably, across the data sets, the results reveal an entanglement between past
beliefs and practices and the modernization of the educational system and updated
curriculum. There were three dominant themes: global and local identity recognition,
entanglement between past and present pedagogies (methodologies), and entanglement in
space and time.
Global and Local Identity Recognition

In the beliefs of Kazakh language teacher trainers, there's a dual aspiration for both
local and global recognition of the language. Locally, there is a concern about whether
learners truly respect Kazakh, reflecting a broader desire for national recognition,
encompassing its historical and national significance. As Marina puts it, “There’s always a
question in my heart whether the Kazakh language learner respects the Kazakh language.
Similarly, Gaukhar states, “My personal view is that if we follow Akhmet Baitursynov's
doctrine, the alphabet he came up with back in time, we are going to become pure
Kazakhs.” Notably, concerns raised about incorporating Russian letters into the Kazakh
alphabet reflected a desire to preserve the linguistic heritage and authenticity of the
Kazakh language, indicative of local identity recognition:

The current alphabet we use is Cyrillic, borrowed from the Russians. The original

alphabet, constructed by Akhmet Baitursynov, has only 24 letters, whereas the

current one has 42. Having 42 letters means that we have distanced ourselves from

our ancestors and our origins. In order to convey our thoughts, we have

incorporated Russian letters into the Kazakh alphabet. This approach was incorrect.

Which language changes its alphabet to accommodate sounds from a foreign

language? (Kamshat)
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However, the results also suggest that the participants' search for the Kazakh
language local and global identity recognition creates a fusion of past, present, and future.
For example, they view the Kazakh language as being on a journey towards national
recognition, occupying a unique space bridging historical heritage and modern cultural
aspirations (Figure 14). As a result, Kazakh language teaching training aims to navigate
the intricate balance between preserving Kazakh linguistic heritage and aligning with
global standards for broader recognition.

Figure 14

Kazakh Language as Being on a Journey to National Recognition

I chose the image of stairs because the Kazakh language, on its journey
to national recognition as the language of history, tribes, people, and the
nation, is taking one step at a time to move forward and attain national

status. (Kamshat)

Furthermore, they acknowledge the importance of gaining global identity
recognition in advocating for a transition to the Latin script aligned with global language
norms to enhance Kazakh's international visibility, recognition and global acclaim. As
Kamshat put it, “If we look at language standards, at least 70% of languages use the Latin
script. That's why | believe that for the Kazakh language to be globally recognized, we
need to make this transition. | support such initiatives.” Thus, their beliefs embody a
hybrid space caught between local cultural identity and their global aspirations to bridge
the Kazakh language's potential to transcend national boundaries and gain recognition on a
global scale. For example, the three image cards in Figure 15 vividly illustrate how these
teacher educators’ local and global aspirations for Kazakh are entangled, highlighting the

language's potential to transcend national boundaries.
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Figure 15
Aspirations for Global Recognition

A seagull. There is a possibility for our language to reach a level where it
can soar high in the sky and gain acknowledgment from other languages,

not only remaining within our own country and environment. (Kamshat)

This image has four arrows, symbolizing the four parts of the world. We
need to have a connection with everything. The Kazakh language isnota
sgparate entity; we are a part of this world too. Just like English, Chinese,
Arabic, and other international languages, the Kazakh language is capable
enough to be known in all parts of the world. T have a dream that whoever
sees the Kazakh language can immediately recognize it. (Nargiz)

Football is a globally recognized sport turned into politics. Similarly, I
believe Kazakh language and literature teachers should gain recognition
worldwide. Why do they need to be known globally? Because currently,
the Kazakh language is confined to our own cauldron in Kazakhstan. We

have remarkable achievements that deserve global acclaim and

recognition. (Marina)

The participants expressed a desire for the Kazakh language to be acknowledged
internationally and envisioned it as transcending national boundaries and gaining global
recognition. This perspective underscores their aspiration for the Kazakh language to be
known and recognized worldwide, highlighting the importance of global acclaim and
recognition for Kazakh language teachers and literature. However, the data revealed that in
their search for local and global identity recognition, the participants demonstrate hybridity
and resistance (discussed in Chapter 2) about solely adopting Global North practices. More
specifically, they recognize the value of their local funds of knowledge, rooted in Akhmet

Baitursynov's methodology as similar to the Western way:
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Take, for instance, Akhmet Baitursynov; if his doctrine alone were translated into
English, the world would acknowledge Kazakh language teaching and knowledge.
Similarly, if the pedagogy of Magzhan Zhumabayev were translated into English
and studied, the world would recognize our expertise in language acquisition.
(Nargiz)

When they say, “Cambridge researchers are great, and we need to use their works,”

after months of studying the Western way, | realized that they are simply

presenting something we already have in our pedagogy but in a different way.

Fundamentally, these approaches are rooted in Baitursynov's methodology.

(Gaukhar)

These comments suggest that the participants have a dual aspiration for both local
and global recognition of the language, underscoring a dynamic entanglement between
local and global identity. This entanglement is dynamic as their desire for local and global
recognition is not mutually exclusive but interconnected, constantly evolving through a
process of adaptation and reinterpretation of local and global practices. This ambition
creates a fusion of past, present, and future, striving for the Kazakh language’s
international visibility, recognition, and global acclaim, which is reflected in the teacher
educators' beliefs. Furthermore, while emphasizing the importance of global recognition
for Kazakh language teachers and literature, the teacher educators also highlight the value
of their local knowledge, resisting the complete adoption of Global North practices in
favor of leveraging their local methodologies. Thus, the educators’ views illustrate a
complex narrative of striving to preserve the Kazakh language's unique cultural heritage
while also seeking to elevate its status globally, navigating between traditional and modern

linguistic aspirations.
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Entanglement Between Past and Present Pedagogies (Methodologies)

The findings across the data sets reveal a complex entanglement and tension
between past and present pedagogies within Kazakh language education, shaped
significantly by state-mandated reforms.

The data revealed that the teacher educators must negotiate and integrate different
teaching methodologies, creating entanglement between their beliefs and the updated
curriculum. For example, as Kamshat stated, “In the past, traditional teaching often saw
many teacher educators asserting their authority and knowledge as something unwavering,
almost like a dogma, making it seem impossible to approach things differently. | believe
this is wrong.” In addition, new peer and collaborative learning methods are prevalent, yet
concerns linger about their execution and effectiveness, as visible in the following extracts:

| frequently observe Kazakh language classes at schools and assess their lesson

plans, and all I see is a show, not education. They divide the class into groups, but
they don't know how to conduct group work or the methodology behind it. They
just want to entertain the class, but the knowledge is left behind ... t's good to work
in pairs, in groups, and in collaborative work, but it's not effectively adopted
because there is no core knowledge in such activities. They don't tailor it to deliver
the knowledge more effectively. (Nargiz)

They also expressed disdain for the lack of structure and learning in such methods,

Group work is something | despise the most. The information is very vague, there

is no system in it, no conclusion; each group does whatever they want. One student

knows, and the other doesn’t know at all. From this perspective, when students
propose group work, | refuse. I personally find individual tasks more useful
because, in group work, there’s no beginning and end; they don’t take it very

seriously. (Marina)
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Thus, these teacher educators' beliefs about teaching Kazakh are entangled with
Western-style collaborative teaching philosophies. While they appreciate new teaching
methods, they show resistance and question the relevance of such policy-borrowing for the
local teaching context. The results revealed that the teacher educators are in an in-between
space. They critique prevailing local views about knowledge construction and language
learning, such as memorization and teaching decontextualized grammar rules, as Nargiz
highlighted, “At school, much of the teaching is limited to rote memorization without any
knowledge generation. In other words, there is no meaningful engagement with the
content.” Similarly, Marina stated, “As a specialist and teacher, I understand the
importance of knowing these rules, but when teaching children, it's counterproductive to
expose them to complex grammatical rules directly.” Instead, they advocate for a more
functional approach, “The teacher should explain the functions of each grammatical form,
illustrating how it contributes to conveying specific information” (Dinara).

A similar dynamic tension emerged in Kazakh language teacher trainers'
negotiation of traditional Kazakh values and new, modern educational practices, especially
about the balance between theoretical and practical knowledge. For example, Nargiz
expressed this concern, stating, “Unfortunately, the theoretical aspect was lost in the
process. Nowadays, the updated curriculum in schools does not cover grammar at all. This
implies that teachers within this new curriculum have no clear guidance on when to teach
grammar.” Gaukhar echoed this sentiment:

As long as the theory is weak, we can't achieve good practice. Children need to

acquire theoretical knowledge first. They don't even know the basics; for instance,

they don't even know what a noun is. This is what we lack. What is the point of
training Kazakh language teachers if they are required to do things differently? The

school curriculum is very different now.
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Therefore, the teacher educators have hybrid views about language knowledge
construction and language learning, which was also dominant in their views about new
pedagogical approaches in the updated curriculum: “We contribute to the development of
children’s thinking abilities through methods like critical thinking, associative methods,
and the spiral method. However, this doesn’t mean we reject traditional teaching methods,
operating only with new ones” (Kamshat). Thus, teacher educators are caught between
past and present, illustrating the coexistence and integration of traditional and innovative
pedagogies within Kazakh language teaching practices:

Today's curriculum pays much attention to lexical topics, but it only covers the

surface, making students memorize. We need to teach children to think critically

approaching the topic by asking questions. However, the old system's approaches
won't be interesting for them. Teachers must find other ways to engage students in
the learning process so that the child remembers. (Gaukhar)

How are children supposed to think critically? Although schools claim to teach

critical thinking, their tasks often fail to foster it. They introduce activities like

working with a text to stimulate critical thinking, such as finding detailed and
general information, but there's a lack of programs in higher education that teach
educators how to teach such skills. I have never come across related textbooks or
research. (Dinara)

It's crucial to move towards an educational approach that prioritizes understanding

the meaning behind the content. However, the current practice often begins with

form and structure, hindering the development of a deeper understanding.

Unfortunately, not everyone recognizes the importance of this shift in approach,

and perhaps that is why people struggle to learn Kazakh to this day. (Nargiz)
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Finally, across the data sets the pedagogical entanglement illustrated the teacher
educators' hybrid values and beliefs, which were not entirely rooted in a single tradition,
neither Kazakh (local) nor Western. Instead, the teacher educators navigated between
traditional and updated pedagogies. For example, Gaukhar expressed this view, stating, “I
don't believe there's a bad or good methodology; I think they are all good”. Similarly,
Kamshat believed that, “This doesn’t imply that traditional teaching is entirely bad. A
teacher should explain things in practical terms but shouldn’t claim to be the sole source of
information, allowing children to come up with explanations and generate knowledge too.”
Gaukhar’s significant circles shown in Figure 16 reflects the beliefs and the local funds of
knowledge informing teacher educators' practices representing several principles
commonly found in Western approaches to language teaching, such as communicative
competence, task-based learning, and technology integration.

Figure 16
Local Funds of Knowledge

s e Central circle: Functional literacy

e W N Outer circles:

) 1. Knowledge should be delivered
through complex professional texts
and tasks using innovative

| technologies.

| 2. It is necessary to pay close attention to

/ some grammatical categories that
make mastering the text difficult.

3. The use of different communicative

= situations.

> kL e 4. Formation of speech skills.

5. Delve deeper into the content of the
text.

Their beliefs also reflected tensions between maintaining their local funds of

knowledge and embracing global standards. This tension was revealed in their critique of
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imported educational approaches. As Nargiz put it, “We follow a foreign model of
education. In the past, there was quality knowledge, regardless of where you studied, rural
or urban areas. They all had one standard of quality.” Dinara echoed this concern, adding
“We take foreign texts or the texts are given to teachers from the internet without proper
examination.” This resistance and critique of Western epistemologies was not only a
concern about local and modern methods:

We should use both traditional and modern methods equally, choosing the most

effective one for children. This fosters exploration in children. If we simply

provide all the information, it becomes uninteresting for them. Children need to
explore on their own, cultivating a desire to explore. (Kamshat)
It also concerned importing Western textbooks and their inappropriate translations in the
local language context:

But now they simply take an English book, translate it into Russian, and then into

Kazakh. There are three languages involved, leading to inconsistency, a lack of

national value, and even incoherent sentences. Because textbooks aren't produced

by our local authors, we take books tailored for children of their origin and adopt
them for our language. The text in textbooks is very complex, with zero

pragmatics. How are children supposed to develop with such texts? It's already a

big issue abroad to choose a text, let alone in Kazakhstan. (Dinara)

In summary, the data reveal a complex interplay between past and present
pedagogies, where Kazakh language teacher educators are required to negotiate and
integrate different teaching methodologies. This situation has potentially created a tension
between their beliefs and the updated curriculum. While collaborative learning methods
are prevalent, there is a notable concern over the lack of structure and learning in such

approaches, mirroring a critique of Western-style collaborative teaching philosophies.
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Teacher educators show resistance to and question the relevance of such policy-borrowing
for the local teaching context, indicating hybrid views about language knowledge
construction and language learning. These educators' hybrid values and beliefs, which are
not entirely local Kazakh or Western, underscore the tensions between maintaining their
local funds of knowledge and embracing global standards. This is particularly evident in
their critique of imported educational approaches, reflecting a nuanced negotiation
between traditional knowledge and global educational trends.
Entanglement of time and space
The results also highlighted the entanglement of time and space within the context
of Kazakh language education, revealing multifaceted perspectives on the dynamic
interplay between past traditions and present reforms. For example, time-bound
entanglements were historically rooted or have evolved over time, which revealed teacher
educators' perceptions of past educational practices, the evolution of reforms, and changes
in pedagogical approaches over the years:
We need to accept certain state-proposed programs and conclusions directed
towards developing the country and its people. Even if there's something wrong,
it’s an experience. We implement different systems; many reforms and programs
take place, and wrong things also find their way into them. However, as time
passes, we understand that it doesn't work, and the problem shifts on its own
(Dinara).
| believe it was a mistake in the policy implementation from the very beginning of
the modernization initiative. The updated curriculum adopted communicative-
functional grammar as the leading approach, but it lacked thorough scientific

research. In our society, only structural grammar has been extensively studied. This
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contradiction arose because something not studied or researched was introduced

into the school system, leaving teachers unprepared. (Nargiz)

In the past, we used to train Kazakh language and literature specialists. Now, we

prepare Kazakh language teachers who go straight to school and teach there. This

is connected to school reform. That is why the higher education program needs to
coincide with the school curriculum. While we cover all grammar and lexis topics
at the university, the school curriculum doesn't teach it all properly. Only lexical
topics receive much attention. So, everything we teach at the university and what
these future Kazakh teachers learn may be in vain. There is no theory, only practice

(Gaukhar).

The above extracts show that time entanglements in Kazakh language education
manifest as a clash between state programs and practical teacher training realities,
conflicting pedagogical approaches, and mismatches between higher education and school
needs. That is, these teacher educators are navigating complex intersections between local
traditions and global influences to ensure effective language education that reflects both
Kazakh heritage and global connectivity. However, the results also reveal-that teacher
educators navigate space-bound entanglements such as implementing contemporary
reforms, adapting global pedagogical trends to local contexts, and aligning educational
policies with present societal needs and expectations. For example, implementing
contemporary reforms is visible in the following extracts:

The reforms proposed by the government are very appropriate. We will never

develop if we continue complaining and lament that we aren't ready for changes.

We need to set the right goals and take action to achieve these goals. Without

reforms and the updated curriculum, we would remain at the same level. The

reforms made us think about the ways to achieve them (Gaukhar).
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There are teachers at schools who show and express more autonomy. They openly
share their opinions and views. They try new things, conduct action research and
show good results. We must constantly develop, so I think that reforms should

happen continuously (Nargiz).

Reforms are important and necessary; without them, how are we supposed to
develop new ideas for our practices? If we compare the views and proficiency
levels of teachers before and after modernization reforms, there has been
significant growth and thinking (Marina).

Another space-bound entanglement occurred when the teacher educators attempted
to adapt global pedagogical trends to local contexts, such as communicative-functional
grammar, without adequate research. This created a space for divergent beliefs to emerge,
potentially leading to methodological ambiguity and uncertainty and a disconnect between
theoretical frameworks and practical implementation,

The challenge lies in connecting grammar to the text. While the general concepts

and ideas are good, the mechanisms to achieve them were not adequately

developed, resulting in weak Kazakh language teaching at schools. This, I believe,
is at the core of the poor literacy in the Kazakh language today. (Nargiz).

We're moving towards dividing classes into levels—weaker, average, and

advanced. Generally, we shouldn't differentiate between bad and good students, but

dividing into levels can be beneficial. Those at advanced levels can be given more
complex knowledge. However, presenting the same complex information to those

at weaker levels may overwhelm them. | consider educating students with levels a

significant technique. (Kamshat)

They struggle to connect grammar to the text, which stems from their lack of

exposure to it during university education. Individuals who were taught only
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structural grammar, familiar with tasks in that direction and accustomed to a
memorization approach now find themselves teaching at school focusing solely on
lexis (Nargiz).

| am a syntax professional. That is why when language reforms were put forward, |

knew right away that the updated curriculum is directed towards the

communicative function of the language. We work hard in that direction too; |
don't know what to expect from it, but I use it in my practice. (Nargiz)

Finally, the data revealed teacher educators’ struggle to reconcile top-down policies
with on-the-ground realities, creating a liminal space where diverse perspectives and
experiences intersect in their attempts to align educational policies with present societal
needs and expectations. The data revealed that it opened a space for teacher educators’
agency. As Nargiz put it, “We need to be mindful and find advantages in them while
leaving out the things that don't work. | believe that reforms impact the way we evaluate
our education and work towards achieving national policies in education.” Other
participants echoed this sentiment:

If the government considers the opinions and conclusions of language experts and

scholars in this field to make reforms, | support such initiatives. However, if it's

something proposed without a basis or just to advance a personal agenda for fame,
then 1 won't support it. (Gaukhar)

The government strives for educational excellence, but they assume that everything

has been resolved in research, but many aspects still require research. They tend to

adopt debatable concepts into the school system, which contributes to the issues in
our field. (Dinara)

In summary, the entanglement of time and space within Kazakh language

education reflects a nuanced interaction between historical legacies and contemporary
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educational reforms. These time-bound and space-bound entanglements, which were
historically rooted or have evolved over time, highlight the educators' insights into the
evolution of educational practices and their perceptions of past educational practices.
Notably, the shift from training Kazakh language and literature specialists to preparing
teachers for immediate school deployment illustrates a clash between state programs and
practical teacher training realities. Furthermore, the results also reveal that teacher
educators navigate space-bound entanglements, such as implementing contemporary
reforms and adapting global pedagogical trends to local contexts, like communicative-
functional grammar. This adaptation process, however, is marked by challenges, including
a struggle to reconcile top-down policies with on-the-ground realities, thereby creating
methodological ambiguities and necessitating a careful balance between global influences

and local educational needs and expectations.

4.5 Summary of Results

In summary, the findings revealed a complex interplay of beliefs, entanglements,
and hybridity within Kazakh language education in Kazakhstan.
Beliefs About Language, Culture, and Society

The teacher educators see language learning as deeply intertwined with cultural
identity and societal needs. They believe that language education should go beyond mere
linguistic competence to include a comprehensive understanding of cultural narratives and
societal issues. This reflects an emphasis on language as a tool for fostering societal
cohesion and national identity, emphasizing the role of language in promoting civic
engagement and cultural awareness.
Beliefs About Mastering Kazakh

Teacher educators place a strong emphasis on mastering the Kazakh language

within a framework of intellectual rigor and academic discipline. There is a significant
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focus on the traditional aspects of language learning, such as grammar and orthography,
which are seen as essential for maintaining the cultural and historical continuity of the
Kazakh language. However, there is also recognition of the need to modernize language
teaching methods to ensure they are relevant in contemporary educational and social
contexts.
Beliefs About Learners and Learning

Educators advocate for a learner-centered approach that emphasizes active learning
and critical thinking. They believe that learners should be seen as active participants in
their own education, capable of constructing knowledge through interaction and
engagement with content. This perspective challenges traditional, teacher-centered
methods and supports the adoption of pedagogies that are more reflective of the learners'
needs and the realities of modern educational environments.
Entanglement of Identity, Time, and Space

The findings highlight a significant entanglement of global and local identities,
reflecting the challenges and opportunities presented by the dual pressures of globalization
and national identity formation. There is also an entanglement of past and present
pedagogies, where traditional methods intersect with modern educational reforms, creating
a dynamic but challenging landscape for educators. Additionally, the entanglement of time
and space in the educational context underscores the ongoing negotiations between
historical legacies and contemporary realities, which shape the curriculum and pedagogical
choices of Kazakh language teacher educators.
4.6 Conclusion

This chapter presented findings from three instruments used in the study for
triangulation. These findings underscore the complexity of language education in

Kazakhstan, where historical, cultural, and pedagogical elements interwine to shape the
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beliefs and practices of teacher educators. The next chapter will discuss these findings in
depth, linking them to the theoretical framework and exploring their implications for future

research and practice in Kazakh language education.
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Chapter 5. Discussion
This study explored the influence of Kazakhstan’s updated curriculum through the
third space lens on curriculum ideologies and lived experiences of Kazakh language
teacher educators. The previous chapter presented the study’s findings from three research
instruments: a multimodal questionnaire with classroom cartoon scenario, an ABR tool
significant circles, and semi-structured interviews using image cards. This chapter will
discuss the study results in relation to three research questions; one main research question
and two sub-questions:
How does the updated curriculum influence the curriculum ideologies and lived
experiences of Kazakh language teacher educators, and what implications does this
have for Kazakh language education?
1. What are the lived experiences of Kazakh language teacher educators in
navigating the updated curriculum?
2. What curriculum ideologies underpin Kazakh language teacher educators’ lived
experiences?
To address the main research question, | will first discuss the findings for the two sub-

questions.

5.1 What are the Lived Experiences of Kazakh Language Teacher Educators in
Navigating the Updated Curriculum?

The findings of this study revealed a complex interplay between the lived
experiences of Kazakh language teacher educators, the updated curriculum, and the
modernization of the language education policy. For example, the teacher educators, who
were trained in the Soviet education model, which emphasized decontextualized grammar-
based teaching, rote memorization, and rigorous learning, now have to navigate an updated

curriculum that prioritizes learner-centeredness, communicative language teaching
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approaches, and real-world applications. Through the adaptation of a third space lens, this
study showed how teacher educators are in an “in-between, tensioned space of curriculum-
as-plan” and their lived curriculum (Wang & Flory, 2021, p. 3), where they are
continuously grappling with the “bridging of two worlds by a bridge, which is not a
bridge” (Aoki, 2005, p. 228). The present study found their lived experience as being
caught between these two worlds, which does not align with the traditional deficit
discourse of them being stuck with their Soviet legacy (Fimyar & Kurakbayev, 2016).
Interestingly, the results highlighted that the navigation of the curriculum as plan and their
lived experiences contributed to a productive space that allowed them to challenge the
standardization or the updated curriculum by embracing their embodied pedagogical
practices and their moment-to-moment educational decisions. As a result, through third
space theory, the study revealed their in-between spaces specifically visible in the
hybridity about grammar-based language teaching and their funds of knowledge (Bedeker
& Kerimkulova, 2023), which interestingly opened up possibilities for new knowledge to
emerge, that are neither local nor Western (Bhabha, 1994). This illustrated how they are
grappling with the reconceptualization of their professional identities as they transition
from grammar-focused teacher educators to facilitators of Kazakh language learning.
First, the study found that the updated curriculum required a complex navigation of
their cultural backgrounds and the new (Western-based) cultural norms reflected in the
updated curriculum, as the teacher educators continuously tried to reconcile their
professional identities with evolving educational standards. For example, Gaukhar stated,
“In the past, we’d prepare only Kazakh language and literature specialists,” highlighting a
shift in the focus of teacher training. Nazira noted, “The renewed curriculum in schools

does not cover grammar at all. Teachers within this new curriculum have no clear guidance
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on when to teach grammar,” indicating a perceived lack of direction in the implementation
of the updated curriculum.

On the other hand, the results also revealed how the merging of their past
experiences and the updated curriculum resulted in the potential for new practices to
emerge. Kamshat reflected on the traditional teaching approaches: “In the past, traditional
teaching often saw many teacher educators asserting their authority and knowledge as
something unwavering, almost like a dogma, making it seem impossible to approach
things differently. I believe this is wrong.” This suggests a willingness to reevaluate and
challenge established norms and embrace new pedagogical approaches. Dinara highlighted
the integration of diverse methodologies, stating, “We contribute to the development of
children’s thinking abilities through methods like critical thinking and the spiral method.
However, this doesn’t mean we reject traditional teaching methods, operating only with
new ones.” Hence, the results portray their lived experiences as an entanglement of past
and present (Nuttal, 2009), where they are continuously reassessing and navigating the
tension between conventional didactic approaches and constructivist views (Iranmehr &
Davari, 2017; Moodie, 2016; Soleimani, 2020).

Secondly, a third space perspective revealed that these Kazakh language teacher
educators’ lived experiences were a complex merging of their old beliefs and new methods
underpinning the updated curriculum. For example, the data reveals that the teacher
educators often grapple with conflicting views on new pedagogical approaches: “Group
work is something | despise the most [...] in each of these groups, there are only two
students who prepare and the rest do nothing” (Nazira). Yet, they also acknowledge the
potential benefits, stating, “It's good to work in pairs, in groups, collaborative work, but it's
not effectively adopted because there is no core knowledge in such activities” (Marina).

This suggests that they are in a fragile hybrid state, attempting to “examine, frame, and
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solve the dilemmas of classroom practices; [and] are attentive to the institutional and
cultural contexts” (Zeichner & Liston, 1996, p. 6). Furthemore, the study showed their
lived experiences as pedagogical entanglement and boundary crossing: “I don't believe
there's a bad or good methodology; I think they are all good,” (Kamshat); “However, this
doesn’t imply that traditional teaching is entirely bad,” (Nazira); and “A teacher should
explain things in practical terms but shouldn’t claim to be the sole source of information,
allowing children to come up with explanations and generate knowledge too” (Dinara).
Therefore, the results suggest a hybridization of Kazakh language teacher educators’ lived
experiences, which opens a space for “the global and local, modern and traditional,
teacher-directed and learner-centered” (Gupta, 2020, p. 45). That is, their lived experiences
of the updated curriculum challenge the prevailing narrative of the challenges of the post-
Soviet education legacy grounded in old, traditional approaches, as suggested in previous
studies (e.g., Fimyar & kurakbayev, 2016; Yakavets et al., 2022). Instead, the findings of
the present study suggest that what emerges is a dynamic interplay between past
experiences, adaptation and critique of old and new, reflecting a vibrant, in-between space
(Bhabha, 1994), where traditional and contemporary educational understandings merge,
holding the potential for new knowledge and practices to emerge, which are not past nor
present. Hence, the Kazakh language teacher educators lived experiences were dynamic;
they are not mere implementers of state mandated change, revealing how they were
actively trying to balance the new educational landscape (Clement, 2014). In short, the
Kazakh language teacher educators’ lived experiences revealed that “they are going
through a process of reevaluating their teaching methods and taking initial steps of
transitioning from traditional didactic approaches to a constructivist perspective” (Bedeker

etal., 2023, p. 12).
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Finally, the results revealed the tension faced by Kazak language teacher educators
in balancing their local funds of knowledge and the global or Western philosophies
underpinning the updated curriculum. For instance, Nazira reflected on a perceived decline
in educational quality since adopting a new curriculum: “We follow a foreign model of
education. In the past, there was quality knowledge, regardless of where you studied, rural
or urban areas. They all had one standard of quality.” This resistance to Western-centric
approaches is evident in their critique of the updated curriculum’s over-reliance on foreign
sources, as Dinara noted: “We take foreign texts or the texts are given to teachers from the
internet without proper examination.” Thus, a third space lens revealed their resistance and
decentering of Western epistemologies, which they explained “are often presented as
something entirely new” when “everything [they] use in practice can be found in the works
of Akhmet Baitursynov,” a prominent Kazakh language scholar whose philosophy seem to
be discarded in the updated curriculum.

In addition, their lived experiences revealed the tension between the Western
underpinning of the updated curriculum and their local funds of knowledge. Gaukhar
stated, “They are simply presenting something we already have in our pedagogy but in a
different way. Fundamentally, these approaches are rooted in Baitursynov's methodology.
It's not only Western researchers.” This implies that binary views about the policy/practice
divide, and being stuck in Russian didactic methods (McLaughlin et al., 2014), silences
local knowledge, “practice-based evidence, and asset-based pedagogies” (Bedeker &
Kerimkulova, 2023, p. 19), suggesting that these educators’ local knowledge can disrupt or
merge with the prevailing Western discourse narrative to potentially create a space for the

emergence of new theories, both Kazakh and Western (Santos, 2014).
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5.2 What Curriculum Ideologies Underpin Kazakh Language Teacher Educators’
Lived Experiences?

This study revealed that the Kazakh language teacher educators held strong
convictions regarding language, culture, and society, demonstrating proficiency in Kazakh
language and beliefs about learners and learning that closely aligned with Schiro’s (2013)
curriculum ideologies, specifically social reconstruction, academic-scholar, and learner-
centered curriculum ideologies. Among these, the first, social reconstruction ideology,
wherein language education and teacher training is viewed as “the social process through
which society can be improved” was dominant across all data sets (Pefia-Sandoval &
Jiménez, 2020, p. 742). That is the teacher educators’ adherence to the social
reconstruction ideology will potentially lead them to socialize Kazakh pre-service teachers
into actively shaping a more unified and culturally cohesive Kazakhstani society. This
evident in their emphasis on language education transcending mere linguistic proficiency.
For instance, Marina emphasized the vital role language plays in society, stating, "If
society doesn't use the language, the language dies. Society evolves, people evolve, and so
does the language”. Dinara emphasized the importance of language as a tool for building
relationships, stating, “Language is a communicative tool... It establishes relationships
between people [thus we] need to explain the functional and communicative possibilities
[...] in the Kazakh language that establish relationships [...] students need to pay attention
to it.” Additionally, the educators stressed the importance of cultural values in language
education: “The horse is a symbol of national pride [...] to earn their respect for our nation,
it is important for me to impart knowledge about our national values” (Nazira).

These views reveal a significant shift from previous beliefs where teachers were
transmitters of decontextualized language knowledge. That is, teacher educators’ social

reconstruction ideology resulted in a shift from conveying decontextualized language
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knowledge to emphasizing the cultural and societal context of Kazakh language learning
(Schiro, 2013; Harb & Thomure, 2020).

Furthemore, the findings suggest that teacher educators’ social reconstructionism
ideology likely socializes future Kazakh language teachers to prioritize Kazakh culture and
national identity, which aligns with broader educational reforms and language policies in
Kazakhstan aimed at modernizing the education system and elevating the national status of
the Kazakh language (The Government of the Republic of Kazakhstan, 2023). This
suggests that the teacher educators’ social reconstruction ideology may influence their
teacher training practices, potentially socializing future Kazakh language teachers to
become agents of social change who actively promote and value Kazakh culture and
national identity in their classrooms. Thus, this study echoes Izadinia's (2012) study in
Iran, examining how teacher educators' beliefs influence student teachers' perceptions,
particularly regarding the sociopolitical role of language instructors. The study revealed a
significant alignment between teacher educators' beliefs and the evolving perspectives of
student teachers, emphasizing education's role in empowering future educators to address
social issues.

Secondly, the study revealed that the teacher trainers’ perspectives resembled an
academic-scholar curriculum ideology, that value a teacher-directed model, and acquiring
accumulated knowledge of different disciplines where pre-service teachers are seen as
recipients of knowledge, while teacher trainers act as knowledge transmitters (Schiro,
2013). Teacher educators’ academic-scholar ideology was visible in their emphasis on the
importance of grammar rules, which is deeply rooted in the educational philosophies of the
old curriculum, often referred to as the Soviet legacy. This Soviet legacy viewed
knowledge as fixed and static, leading to highly teacher-centered classrooms (Fimyar &

Kurakbayev, 2016; Kanayeva, 2019; Yakavets et al., 2022).
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Interestingly, the study also revealed an unexpected shift, an in-between space or
hybridity, from academic-scholar to learner-centered curriculum ideology. This is evident
in the participants’ responses, stating, “We shouldn't make them memorize information;
instead, we need to explain how things are connected and where they come from and allow
children to draw their own conclusions” (Marina). This shift was visible in the updated
curriculum’s emphasis on connecting learning with real-world applications, learners’
backgrounds’ and advance in society (Rydchenko, 2021).

From a third space perspective these findings reveal a delicate interplay between
academic-scholar and learnder-centered ideologies, demonstrating that Kazakh language
teacher educators navigate a space between traditional and progressive approaches. Their
curriculum ideologies recognize the importance of grammar knowledge but also prioritize
addressing students' diverse needs. This hybridity, shifting between academic-scholar and
learner-centered curriculum ideologies (reflecting the old and updated curriculum)
(Bedeker et al., 2023), will probably contribute to future Kazakh language teachers being
socialized as flexible educators who will value a balance between academic knowledge
transmission and learner-centered inquiry.

Finally, the findings revealed that the Kazakh language teacher educators'
ideologies extend beyond simply teaching grammar and emphasizing academic rigor. They
also value adapting instruction to meet students' needs and fostering a positive learning
environment, evident in their responses, such as, “Each child is an individual, perceived as
a unique person. When teaching, we must consider the student's characteristics, age and
how to grade them” (Kamshat), and “I believe that language learning should involve
fostering active engagement and participation” (Dinara).

Accordingly, the findings revealed a learner-centered ideology emphasizing the

teacher's role as a facilitator, creating a positive learning environment and mediating
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between students and the curriculum (Cole, 2014; Harb & Taha Thomure, 2020; Schiro,
2013). A learner-centered ideology emphasizes individualized learning goals (Schiro,
2013), which resonates with the educators’ commitment to understanding each student's
unique needs. As Kamshat stated, “We need to be able to look through the soul of each
child. If we cannot understand what's inside each child, we cannot know what will interest
them.” This perspective highlights their dedication to personalizing education to connect
with students' individual interests and inner worlds, ensuring meaningful and engaging
learning experiences. The next section will address and discuss the findings regarding the

main research question.

5.3. How Does the Updated Curriculum Influence the Curriculum Ideologies and
Lived Experiences of Kazakh Language Teacher Educators, and What Implications
Does this have for Kazakh Language Education?

The present study explored the impact of the updated curriculum on the curriculum
ideologies and lived experiences of Kazakh language teacher educators. Drawing on the
third space theory (Bhabha, 1994), the findings reveal that Kazakh language teacher
educators are in a hybrid space. This hybridity was evident in their lived experiences and
curriculum ideologies, transcending beyond the simple dichotomy between Soviet and
Western approaches. A third space lens reframes this dichotomous narrative, highlighting
that there is a need to shift from the challenges teacher educators face, to revealing their
lived experiences and hybrid practices to understand how they grapple with the
complexities of preserving their cultural heritage while embracing the potential for global
recognition (Bhabha, 1994).

First, the Kazakh language teacher educators are in a dynamic space where they
negotiate and reconcile their local and global identities. For example, their lived

experiences revealed their dual desire for both local recognition and global acclaim of the
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Kazakh language. Thus, language policy reforms and the updated curriculum resulted in
hybridity of entanglement towards the transition to the Latin alphabet (script), the
cornerstone of the modernization goals of the Kazakh language, they support the Latin
script transition, aligning with global trends while also signifying a move away from the
Cyrillic alphabet, hence Russian influence. However, they also recognize concerns about
scientific disagreements regarding the unpreparedness of the Kazakh language for this
transition. Thus, a third space lens revealed how the teacher educators envision the Kazakh
language as evolving on a historical continuum, where the past (local) meets the present
(global) and engages in a critical dialogue in shaping the future. This negotiation between
local and global identities clearly shows the hybridity and the in-between space, where the
Kazakh language teacher trainers’ lived experiences and curriculum ideologies reflect
cultural hybridity, showing their active engagement and their potential to reshape local and
Western boundaries (Bhabha, 1994). Thus, their lived experiences facilitate a space for
reimagining the Kazakh learning and teaching, highlighting the importance of their local
funds of knowledge (Banegas, 2022; Moje et al., 2004). This aligns with Flessner’s (2014)
self-study, where he found that navigating his dual roles, as a university instructor and
third-grade math teacher, created a third space for reflection to critically examine and
adapt his pedagogical approaches. The implications of this dynamic negotiation between
local and global identities for language education in Kazakhstan are significant. It suggests
that effective language education policies and practices should not be a simple imposition
of Western models but rather a thoughtful integration of global approaches with local
linguistic and cultural contexts. This could involve incorporating local knowledge and
pedagogical traditions into teacher training programs, valuing the unique strengths and
perspectives of Kazakh language educators, and fostering a sense of ownership and agency

among them. By recognizing and leveraging the hybridity inherent in the third space,
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language education in Kazakhstan can evolve in a way that is both authentic to its cultural
heritage and responsive to the demands of a globalized world.

Secondly, a third space lens revealed that the updated curriculum contributes to the
teacher educators navigating diverse beliefs and occupying an in-between space where
their lived experiences become a negotiation of the updated curriculum, creating fertile
ground for cultural hybridity in their pedagogical practices. For example, the ABR tool
significant circles revealed that, for these teacher educators, mastering the Kazakh
language involves not only grammatical accuracy but also communicative competence,
vocabulary acquisition, and understanding cultural nuances. They believe that a
multifaceted approach to language learning, which combines traditional grammar
instruction with communicative activities and cultural exploration, is essential for effective
language acquisition. This aligns with Wang and Flory's (2021) conceptualization of the
third space as a “creative tension” (p.4), where the planned curriculum meets the lived
experiences of teachers (Aoki, 2005). In this context, their lived experiences are shaped by
their continuous negotiation between the Soviet legacy and Western pedagogical
approaches. This negotiation presents challenges, such grappling with reconciling
traditional approaches (e.g., rote memorization and grammar-focused instruction) with the
updated curriculum’s emphasis on critical thinking, real-world application, and learner-
centeredness. However, it also results in a hybrid space that is beyond simple binaries
(Soja, 1996). For instance, the teacher educators recognize the value of their local funds of
knowledge, rooted in Akhmet Baitursynov's methodology, which they find similar to
Western pedagogical approaches, particularly those promoted by Cambridge researchers
and implemented in the NIS and CoEs. They argue that translating Baitursynov's
methodologies into English could elevate Kazakh pedagogical expertise on the global

stage, suggesting the universal applicability of their approaches. Through the third space
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lens, it becomes evident that teacher educators critically adapt new pedagogies, potentially
integrating them with their own funds of knowledge to fit the local context, similar to how
Ratnam (2020) found in their study that third spaces promote critical reflection and foster
more equitable and inclusive educational practices. This also aligns with Bhabha’s (1994)
notion of hybridity as a dynamic process of cultural negotiation and meaning-making and
resonates with Banega’s (2022) study, that emphasizes the importance of recognizing and
valuing teachers’ funds of knowledge in shaping their pedagogical values. This realization
fosters a sense of validation and reinforces their confidence in their local pedagogical
funds of knowledge, highlighting the potential of third spaces to foster unique educational
landscape that merge local and global approaches. Thus, a third space lens was significant
in revealing the educators' hybrid curriculum ideologies and entangled lived experiences,
offering opportunities for new understandings to emerge.

Furthermore, the present study revealed that Kazakh language teacher educators are
not passive recipients of imposed change, but critical agents who actively shape their
educational space. The educators in this study draw upon their pre-existing funds of
knowledge (Banegas, 2022) while engaging with Western educational ideas, fostering a
hybrid space, where the old and new curriculum ideologies intersect, giving rise to novel
pedagogical understandings and practices (Bhabha, 1994). For example, they recognized
the value of communicative language teaching and learner-centered approaches but also
emphasized the importance of maintaining a strong foundation in Kazakh grammar and
cultural knowledge. This aligns with Soja's (1996) perspective that individuals actively
shape their social spatialities and challenges the traditional dichotomy of old versus new in
educational practices. This resonates with the findings of Bedeker et al. (2023) and
Bedeker and Kerimkulova (2023), who found that Kazakhstani teachers were similarly

navigating “hybrid learning space” (Recchia & McDevitt, 2018, p. 14).
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Furthermore, the third space, reflecting the tension between the old (first space)
and updated curriculum (second space), serves as a mediational context that facilitates the
emergence of novel and unique pedagogical understandings and knowledge visible in
Kazakh language teacher educators' lived experiences and curriculum ideologies
(Gutiérrez et al., 1999; Moje et al., 2004). These contexts allow for acknowledging and
incorporating diverse funds of knowledge that can lead to more effective and culturally
responsive teaching approaches.

However, the present study also highlights the complexity of navigating this third
space, resonating with Mork'’s (2020) findings on the challenges of implementing third
spaces due to potential communication gaps and rigid institutional structures. This
suggests that future research should focus on how to effectively support Kazakh language
teacher educators in navigating this third space, ensuring that the potential for hybridity
and innovation is fully realized within the specific cultural and institutional context of
Kazakhstan.

This study contributes to the existing literature by highlighting the pivotal role of
educators' curriculum ideologies in creating and navigating these third spaces. While
previous studies like Flessner (2014) and Lewis (2012) have focused on the reflective and
transformative aspects of third spaces, this research emphasizes how educators' curriculum
ideologies, beliefs and values can serve as a driving force in shaping and navigating these
spaces. This suggests that a deeper understanding of curriculum ideologies is crucial for
fostering effective third spaces in teacher education.

Finally, a third space lens revealed the Kazakh language teacher educators’ lived
experiences as dynamic, and a to-and-fro space between their curriculum ideologies and
the updated curriculum. For example, the participants expressed reservations about the

lack of structure in new collaborative methods, such as group and pair work, reflected in
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the updated curriculum, yet, they also acknowledged the potential benefits of these
methods, suggesting that they are not simply rejecting the new curriculum but are actively
trying to find ways to reconcile it with their existing beliefs and practices. It resonates with
Ratnam’s (2020) critique of the theory-practice divide because the findings in the present
study similarly demonstrated that theory and practice are not separate entities but rather
two interconnected aspects of education—each informing and enriching the other. This
interconnection allows educators to navigate theory and practice simultaneously, which is
visible in their hybrid curriculum ideologies and lived experiences reflecting a constant
movement, in-betweenness, and hybridity, where they navigate traditional and updated
methods. This aligns with Bedeker et al.’s (2023) study that advocates for engaging with
diverse voices from the margins. In other words, the present study highlights the
importance of bringing local voices and funds of knowledge to the forefront, which are
often silenced in educational reform efforts (Santos, 2014). Teacher educators’ ability to
navigate and integrate diverse curriculum ideologies suggests that professional
development initiatives should focus on supporting this hybridity, rather than imposing a
single, standardized approach. This could involve creating spaces for dialogue and
reflection, where educators can share their experiences, negotiate meanings, and co-
construct contextually relevant pedagogies.
5.4 Reflecting on the Value of the Third Space Theory

To summarize, the third space, a space where local and global forces intersect,
offered a valuable lens to understand how teacher educators are navigating the updated
curriculum in Kazakh language education. Criticisms often portray Kazakh language
teacher education as stuck with Soviet legacy; but the third space lens revealed a more
dynamic reality. That is, these teacher educators are not simply clinging to outdated

practices; rather they are actively navigating a space between the old and the new, the
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Soviet and the updated curriculum. This position allows them to potentially reimagine their
pedagogical strategies, incorporating both local knowledge and modern advancements
(Flessner, 2014).

In addition, a third space lens was valuable to engage with diverse voices from the
margins, often unheard in traditional educational discourses, we can gain rich and
localized perspectives that challenge the status quo (Santos, 2014). Considering these
perspectives can inform the development of a curriculum that is more responsive to the
specific needs and contexts of Kazakh language education. Consequently, the third space
framework offered a distinct perspective compared to studies that categorize educational
practices in rigid binaries. For example, the results of my study showed the fluidity and
adaptability of Kazakh language teacher educators, demonstrating their ability to transform
and innovate within their unique cultural context. Consequently, the results revealed the
hybrid nature of their methodologies as an entangled space where they blend and merge
traditional practices with global pedagogical innovations (Wang & Flory, 2021).

Furthermore, the third space perspective showed the importance of valuing and
drawing on local funds of knowledge. It compels me to shift my gaze from viewing
Kazakh language teacher educators’ lived experiences and curriculum ideologies as
burdensome “baggage or pathologies” (p. 749), but rather as vital components of a
progressive and inclusive education (Samuel, 2009).

In conclusion, the third space lens sheds light on the complexities and potential of
educational reform by highlighting the symbiotic relationship between local and global
pedagogies. It also calls for a more reflective approach to curriculum development that
embraces hybridity and promotes education that is both contextually relevant and globally

competent.
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5.5 Conclusion

In this chapter, the study's findings were discussed in relation to the three research
questions and the existing literature on language teacher educator’s beliefs and practices,
as well as teacher training within the third space theoretical framework. The chapter was
structured to systematically address each research question, drawing connections between
the empirical data and theoretical insights. The chapter integrates theoretical perspectives,
particularly the third space theory, to interpret the findings. This approach provided a
nuanced understanding of how global and local dynamics interact in the context of
curriculum reform, offering insights into the ongoing transformation of educational

practices in Kazakhstan.
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Chapter 6. Conclusion

The purpose of this phenomenological study was to explore the curriculum
ideologies and lived experiences of Kazakh language teacher educators through a third
space lens. My sample consisted of five female Kazakh language teacher educators from
one pedagogical and two state universities in Kazakhstan, selected for their extensive
experience in Kazakh language teacher training. | collected data using three research
instruments: 1) a multimodal questionnaire with a classroom cartoon scenario, 2) ABR tool
significant circles, 3) semi-structured interviews using image cards. These data collection
instruments were carefully selected to explore the educators’ curriculum ideologies and
lived experiences in navigating the updated curriculum, reflecting the third space
perspective. The questionnaire provided initial insights into their beliefs (ideologies) and
values, while the classroom cartoon scenario, significant circles and image cards, as ABR
tools, facilitated a deeper and more embodied exploration of their experiences, aligning
with the aim of decentering dominant (often Western) perspectives and recognizing the
validity and agency of marginalized groups. The interviews, through open-ended questions
and probing, allowed for further elaboration on the teacher educators’ experiences, beliefs
(ideologies) and opinions in navigating the updated curriculum and language policy
reforms. This combination of written, verbal and visual data collection methods created a
space for dialogue between different forms of knowledge and understanding, reflecting the
hybridity and fluidity inherent in the third space.

The central research question guiding the present study was:

How does the updated curriculum influence the curriculum ideologies and lived

experiences of Kazakh language teacher educators, and what implications does this

have for Kazakh language education?

The study also addressed the following two sub-questions:
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1. What are the lived experiences of Kazakh language teacher educators in
navigating the updated curriculum?
2. What curriculum ideologies underpin Kazakh language teacher educators’ lived
experiences?

6.1 Key Findings

Drawing on a third space perspective, the present study highlighted the intersection
between the old and updated curriculum as the space of the Kazakh language teacher
educators lived realities (experiences) requiring them to navigate between local and global
pedagogical paradigms. Thus, it uses a more inclusive and contextually appropriate lens
that respects and leverages teachers' existing knowledge and experiences. Ultimately, this
study contributes to the broader discourse on educational reform, advocating for culturally
responsive approach to professional development and curriculum design that can inform
global education strategies and support sustainable, effective teaching practices across
diverse contexts. Based on this approach, the study revealed three key findings:
Key Finding 1. Lived Experiences of Kazakh Language Teacher Educators in
Navigating the Updated Curriculum

The findings highlighted the intricate interplay between the lived experiences of
Kazakh language teacher educators and Kazakhstan’s updated curriculum. Educators who
were trained under the Soviet education model, which emphasized decontextualized
grammar-based teaching and rote memorization, now face the challenge of navigating a
curriculum that prioritizes learner-centered approaches and communicative language
teaching. This transition has created an in-between space where traditional and modern
pedagogical practices merge, fostering the emergence of hybrid educational practices and
new professional identities. The educators are experiencing a dynamic process of

adaptation, negotiating between their ingrained teaching methods and the demands of the
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updated curriculum. This process has led to a blend of old and new practices in a complex
but productive hybridization of pedagogical approaches.
Key Finding 2: Curriculum Ideologies Underpinning Kazakh Language Teacher
Educators’ Lived Experiences

The findings indicate that the curriculum ideologies of Kazakh language teacher
educators are influenced by a confluence of social reconstruction, academic-scholar, and
learner-centered ideologies. These ideologies play a crucial role in shaping their teaching
practices and their perspectives on the role of language education in societal improvement.
The participating teacher educators emphasized the importance of language learning as a
tool for fostering cultural identity and societal cohesion. At the same time, they recognize
the necessity of integrating critical thinking and real-world applications into language
teaching. This ideological blend reflects a nuanced understanding of their role as
educators, balancing the preservation of cultural heritage with the need to equip students
with skills for the modern world. The educators’ approaches to teaching are thus informed
by a dual commitment to maintaining linguistic and cultural traditions while embracing
pedagogical innovations that promote student engagement and critical inquiry.
Key finding 3: The Third Space

The study found that the updated curriculum significantly influences the
curriculum ideologies and lived experiences of Kazakh language teacher educators,
positioning them within a dynamic and hybrid space. This interplay effectively bridges the
gap between Soviet educational legacies and modern Western pedagogical practices. These
educators are navigating these changes by shifting from a Cyrillic-based script to a Latin
alphabet, reflecting a deeper transformation towards global engagement while maintaining
cultural heritage. This transition is part of a broader effort to balance traditional Kazakh

methodologies with contemporary educational demands that emphasize critical thinking
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and learner-centeredness. The findings imply that Kazakh language educators are not
passive recipients of these new approaches; instead, they actively reinterpret and integrate
them into their existing pedagogical frameworks. This process fosters a unique form of
cultural hybridity, where traditional and modern practices coalesce to form innovative
teaching strategies that are both locally resonant and globally relevant. Moreover, the
study underscores the importance of the third space in educational reform, showing how it
enables educators to challenge old dichotomies and create a pedagogical approach that is
adaptive, integrative, and forward-looking. The implications for educational policy are
clear: reforms should support the development of curricula that acknowledge this
complexity and provide resources for educators to navigate this hybrid space effectively,
thereby enhancing the global stature of Kazakh language education while deeply rooting it

in national cultural identity.

6.2 Limitations of the Study

While these key findings make an important contribution to Kazakh language
education, the present study has several limitations. Firstly, it focused on a specific group
of educators within a particular context; hence, the findings and conclusions do not
universally represent all teacher educators in Kazakhstan. Future research could expand
the sample size and include a more diverse range of educational contexts to strengthen the
generalizability of the findings.

Additionally, the study did not include observations of these teacher educators’
practices in their educational settings. Observations can potentially offer a more nuanced
evaluation of the curriculum ideologies and lived experiences of Kazakh language teacher
educators. Nonetheless, the use of ABR tools in my study provided valuable insights into

their pedagogical approaches and belief systems. These tools allowed the participants to



112

express their perspectives in a nuanced manner that might not be captured through
traditional data collection methods.

Another significant limitation is the exclusion of pre-service teachers’ perspectives.
Understanding their views is crucial to comprehensively assess how the curriculum
ideologies of teacher educators socialize them into their future roles. Their insights could
potentially provide additional depth to the study, by enabling an evaluation of
effectiveness and reception of the curriculum ideologies adopted during their teacher
training. Future studies might address these limitations to offer a more comprehensive and

rounded view of teacher training in Kazakhstan.

6.3 Implications of the Study

The study’s findings have several critical implications for language education
policy and language teacher training in Kazakhstan:

Curriculum development. The present study underscores the importance of
engaging with the stakeholders’ curriculum ideologies and beliefs in curriculum
development by creating spaces for critical reflection. This engagement is essential for
developing a postcolonial teacher training model, as advocated by Gupta (2020), which
values and blends local traditions with global educational practices, thereby fostering
environments that require critical thinking and reflective practices.

Teacher training programs. These should prepare future educators to navigate the
complexities of a hybridized educational environment. This includes training in third space
theory to better understand and use the dynamic between global influences and local
realities.

Policy making. The insights from this study should inform the development of
language education policies that are sensitive to the beliefs and practices of teacher

educators. Recognizing the role of educators in policy implementation can lead to more
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effective and sustainable educational reforms. Policymakers should actively engage with
teacher educators to understand their perspectives and address their concerns, ensuring that
policies align with the realities of classroom practice and the cultural context of Kazakh
language education. Moreover, there is a need for policies that more accurately reflect the
hybrid nature of curriculum ideologies held by teacher educators. Such policies should
facilitate the integration of global educational standards while also respecting and
incorporating local cultural values and drawing on local funds of knowledge, so as to
promote a balanced and contextually relevant approach to language education.

Integration of third space theory in curriculum design. The present study
underscores the need to integrate third space theory into the curriculum design process.
This integration can help in creating educational experiences that are not only inclusive but
also adaptive to the changing societal and cultural dynamics. By including third space
concepts into the curriculum, educators can facilitate more effective dialogue between
diverse cultural narratives and educational philosophies, thereby fostering a richer learning

environment that promotes true intellectual and cultural hybridity.

6.4 Recommendations

This research contributes to the understanding of how Kazak language teacher
educators' curriculum ideologies are shaped within a phenomenological third space. As
Kazakhstan continues to navigate its post-Soviet educational transformation, recognizing
and supporting the pivotal role of teacher educators in this process will be crucial. Further
studies should:

e Explore the impact of these curriculum ideologies on student outcomes to

provide a more comprehensive understanding of how educators' beliefs shape

educational practices and their effectiveness
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e Explore pre-service teachers’ views and beliefs about Kazakh language
teaching to understand how the curriculum ideologies of teacher educators
influence and socialize pre-service teachers as they transition into their own
teaching practices
e Conduct longitudinal third space studies to track the long-term impact of the
updated curriculum on teacher educators’ ideologies and practices, and
examine how these changes influence the broader landscape of Kazakh
language education and teacher training over time
By aligning curriculum development and teacher training programs with the
realities of educators' beliefs and practices, Kazakhstan can ensure a more effective and
culturally coherent educational system.
6.5 Conclusion and Reflection

In conclusion, this study has provided a comprehensive understanding of the
curriculum ideologies and lived experiences of Kazakh language teacher educators in the
context of the updated curriculum. By exploring these educators’ navigation of traditional
and modern teaching methods through a third space lens, the study has highlighted the
potential for new pedagogical practices to emerge. These findings underscore the
importance of considering both local and global influences in educational reform efforts,
ultimately contributing to the development of a more inclusive and responsive language
education system in Kazakhstan.
Personal Reflection

Reflecting on this thesis journey is both daunting and exciting. It was an intense
period of continuous cycles of writing, revising, and rethinking. The process was at times
overwhelming, yet | reminded myself that perfection was not the goal. | was navigating

my own third space, much like my research participants.
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Initially, my topic excited me, then filled me with imposter syndrome. My Russian-
oriented education contrasted with my Kazakh heritage, creating an internal conflict. This
research became a means of reconciling these aspects of my identity, a step towards
decolonizing myself.

Through third space theory and ABR instruments, | found my footing as a post-
colonial thinker and scholar. My supervisor, Professor Michelle, played a crucial role in
guiding me towards a theory that resonated with my identity. The research tools,
particularly ABR methods, not only enriched the process but also resonated with
participants, some of whom have adopted them in their own research practices.

The very concept of curriculum took on new meaning during this journey. Initially
perceived as a simple word with superficial definitions in Russian and Kazakh, | came to
understand its profound political, social, and philosophical power. The curriculum, |
realized, is not merely a document but a living entity with far-reaching influence beyond
education.

Through the third space lens, | shifted from simplistic binaries to a nuanced
understanding of different perspectives. In a sense, this transformed me into a deliverer
and narrator, amplifying marginalized Kazakh voices.

On a personal level, this thesis writing journey taught me the importance of
embracing imperfection — it is better done than perfect.

In conclusion, this 25,000-word thesis was more than just a massive academic
milestone. It was a journey of self-discovery, reconciliation, and growth, for which I will
always be grateful. I am confident in my path as a postcolonial thinker and scholar,

committed to embracing local knowledge and remaining open to new ideas.
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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 | bear full responsibility for the statements and
assertions made in i,

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

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

Name: Aigerim Pazylbekova
/J )
(,‘..v‘ A -
Signature: A
Date: 31.05.2024
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Appendix B: Recruitment/Invitation letter

Dear prospective participants,

I hope this letter finds you well. My name is Aigerim Pazylbekova, and | am a
second-year graduate student in the Multilingual Education program at Nazarbayev
University. | am writing to invite you to participate in my master’s thesis study. This study
aims to gain insights into the curriculum ideologies and lived experiences of Kazakh
language teacher educators in Kazakhstan.

Study overview:

The purpose of this study is to explore curriculum ideologies and lived experiences
of Kazakh language teacher educators. We are particularly interested in understanding the
influence of the updated curriculum on the curriculum ideologies and lived experiences of
Kazakh language teacher educators and what implications this has for Kazakh language
education. Your participation will contribute valuable insights to this study, ultimately
benefiting the field of Kazakh language education in Kazakhstan.

Participant eligibility:

For this study, we are specifically seeking Kazakh language teacher educators who
meet the following criteria:

1. Hold positions as teacher educators within a pedagogical or state university with
a Kazakh language teacher training department

2. Are responsible for instructing core subjects in addition to the Kazakh language
as part of a teacher training program on Kazakh language and literature

3. Have a minimum of 10-15 years of teaching experience

Participation details:

If you meet these eligibility criteria and choose to participate, you will be sent an
informed consent form that outlines the study’s details, research instruments overview, and
information about securing your anonymity, confidentiality, and well-being throughout the
study. Your participation will be entirely voluntary, and you will have the option to
withdraw at any time without any consequences.

Confidentiality:

Please be assured that all information you provide, including your interest in
participating in this study, will be treated with the utmost confidentiality. Your responses
will be anonymized, and your identity will not be disclosed to any third parties, including
your affiliated institutions, other participants, or in any research publications or

presentations.
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Contact Information:

If you have any questions or require further information about the study, please feel
free to contact me at aigerim.pazylbekova@nu.edu.kz or +77002331872.

Next steps:

If you meet the eligibility criteria and are willing to participate, please respond to
this letter via e-mail to confirm your interest, and we will provide you with the necessary
study instructions.

Thank you for considering participation in this research study. Your contribution is
highly valued, and your insights will help us better understand the challenges and
opportunities in Kazakh language education.

Sincerely,

Aigerim Pazylbekova

MA student in the Multilingual Education program

Nazarbayev University

E-mail: aigerim.pazylbekova@nu.edu.kz

Phone number: +77002331872
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Karsicymblnapasl ipikrey xadapaanabipybl

KypmeTTi aneyerTi KatbIicybiiap,

Ciznie 6opi *KaKchl jiereH yMitTeMid. MeHiH aTbiM Oiirepim [1a3puibexoBa, MeH
Hazap6aeB ynuBepcuretinie kentiiai Ouaim Oepy OarnapiaMachlHbIH €KIiHIII KypC
MarucTpaHThIMbIH. Ci3/1l MEHIH MaruCTpIIiK AUCCEPTAIMSIMHBIH 3epTTeyiHE KaThICyFa
makbIpambiH. byit 3epTTeynin MakcaTsl - Kazakcranaa Ka3zak Tl MyFaTiMACPIH aaspiay
nefarorvka (pakyabTeTi OKBITYIIBIIAPBIHBIH TOKIpHOECT MEH KO3KapacTapbliH 3epaeciey.

3eprTeyre moty:

Byn 3eprreynin MakcaThl—Ka3ak TiJli MyFaliMJIEpiH aaspiay OOMbIHIIIA
nefarorvka (pakyIbTeTTePiHIH OKBITYIIBUIAPBIHBIH OKY OarmapiiaMaiapbiHbIH
WJICOJIOTUSIIApBl MEH OMIPITIK TOKiIpuOenepin 3eprrey. bi3 skaHapThUIFaH OKy
YKOCTIAPBIHBIH Ka3aK TiTI OKBITYIIBIIAPBIHBIH UICOJIOTHSIIAPEI MEH OMIPITIK
TOXKipuOenepine acepiH koHEe OHBIH Ka3ak TiIiH OKBbITyFa KaHJai ocep eTeTiHiH TYCIHyTe
€peKIle KbI3bIFYIIBUIBIK TaHBITaMbI3. Ci3/1iH KaThICYBIHBI3 OCHI 3€PTTEYTe KYHIbI
TYCiHIKTEp Oepeni, cailbin Keiarenae, Kazakcranmarsl Ka3ak TiUTIH OKBITY calachlHa Maiia
OKeIe/Ii.

Karbicy kputepuiinepi:

Ocpl 3epTTey YIIiH 013 MBbIHa/1all KpUTEpUIAIEpAl KaHAFaTTaHIbIPAThIH Ka3aK TiIl
MyFaJIIMJIEPIH JaspJIalThIH TIearoruka (paxyIbTeTTepIiH OKBITYIIBUIAPBIH 13/1eHMi3!

Kazakcranaa Ka3ak TuTi MyFamiMJIepin Aaspiay kadenpaaapsl MEH >KOFaphbI
MeJaroruKaiblK OKY OpbIHIAapbIHAAphl HEMECE MEMIICKETTIK YHUBEPCUTETTEP/I€ OKBITYIIIBI
OOJIBIT )KYMBIC iCTEHII.

Kaszax Ti1i MeH ofe0ueTi MyFaniMIepiH aaspiayablH oKy Oarapiamachl aschlHIA
0a3asbIK IOHAEP/1, COH/Ial-aK Ka3akK TUTiH OKBITYFa JKayarlThl.

Kem nerenne 10-15 *KbUIIBIK OKBITY TOKIpHOECi Oap.

Kartbicy Typainbl moniMeTTep:

Erep ci3 ochl kpuTepuiiiep/i KaHaraTTaHIbIPCAHbI3 )KOHE KAThICyFa TalbIH
0ocaHbI3, 013 ci3re 3epTTey Typajbl erKenH-TerKeilli akmaparThl, 3epTTey KypaiaapbiHa
II0JTYIbl, COHJIal-aK 3epTTey Ke31HJe aHOHUMJIIKTI, KYIHUTBUIBIKTHI KOHE aMaH-
CayJIBIFBIHBI3/bI CAKTay KEMUIIIKTepl Typalibl aKMapaTThl KAMTUTBIH KeJiciM xKibepemis.
Ci3/1iH KaTBICYBIHBI3 TOJILIFEIMEH €piKTi 0OJIaIbI )KOHE Ci3 Ke3 KeJIreH YaKbITTa eIl
calijapchI3 3epTTeyeH 0ac TapTa anachl3.

Kynusinpuisik:
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Ci3 GepreHn O6apibIK aKmapar, COHBIH iIIIHJIE OCBI 3€pPTTEyTre KaTbICyFa JeTeH
KbI3bIFYIIBUIBIFBIHBI3 MAKCUMAIIIbl KYITUSJIBUIBIKIICH OHCTIETIHIHE KOHE
KapacThIpbUIAThIHBIHA CeHIMI O0sbIHBI3. Ci3/IiH JKayanTapblHbI3 aHOHUM/II 00J1abl )KOHE
CI3JIIH TYJIFaHbI3 YIIHIIN TYJIFajapFa, COHBIH IMIIH/IE CI3/1IH YIECTEC OKY OPBIHBIHBI3FA,
3epTTeyieri 6acka KaThICylIblIapFa JKoHE Ke3 KEeJTeH 3epTTey OachlIbIMIaphlHIa HEMece
Mpe3eHTaNMsUIap/a Kapus eTUTMEH/II.

balinanbic aknaparsl:

Erep ci3ne cypakrap TyblHIaca HEMece 3epTTey Typasibl KOCBIMIIIA aKIMapaT KaKeT
OoJica, MaraH SJIEKTPOH/IBIK MMoIITa apKbuIbl aigerim.pazylbekova@nu.edu.kz memece
+77002331872 newmipi OoiipiHIIa Xabapiaca anachls.

Keneci kagamaap:

Erep ci3 kaTbICy KpuTEepuIEpiH KaHaFaTTaHABIPCAHbI3 XKOHE KAaThICYFa JalbIH
00JICaHbI3, OCHI XaTKa 3JIEKTPOHIBIK MOIITa apKbUIbI Jkayarn OepiHi3 Hemece
KbI3BIFYIIBUTBIFBIHBI3/IBI PACTAY YIIIH TeJIe)OH HOMipiMe KOHbIPAY MIABIHbI3/ Ka3bIHbI3,
013 ci3re 3epTTeyre KaThICy YIIH KaXETTI HYCKayJIapbl Oepemis.

Ocpl 3epTTeyre KaThICyIbl KApaCcThIPFaHBIHbI3 YIIiH paxmeT. Ci3/liH YJIeCiHi3 oTe
KYH/IbI J)KOHE C13/11H OUTIMIHI3 013re Ka3ak TUIiHIH O11iM Oepy calachIHIAFbl ChIH-KaTepJiep

MEH MYMKIHAIKTEP/Ii &KaKChI TYCIHYT'e KOMEKTECEe/Ii.

Kypmernew,

Oiirepim [lazpuibexoBa

"Kenrinai 6inim Gepy" GarmapiaMachIHBIH CTYICHTI
Hazap6aeB YHuBepcureri

E-mail: aigerim.pazylbekova@nu.edu.kz

Tenmedon: +77002331872
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O0bsiBiIeHHE 0 HA0Ope YYACTHUKOB

YBaxxacMble IOTEHIMAIbHBIE YYACTHUKH,

51 HazeroCh, UTO ATO MUCHMO 3aCTaHET Bac B I0OPOM 3/paBuH. MeHs 30BYyT
Atirepum [1a3pi6exoBa, u s yuych Ha BTOPOM Kypce MarucTparypsl o mporpaMmme
MHOT0S13bIYHOT0 00pa3oBanus B Hazap6aeB yHuBepcurete. S nuiry, 4To0bl MPUTIACUTh
BaC IPUHSTH y4acTUE B UCCIEA0BAaHUN MOEH MarucTepckoil nuccepranuu. Llens ganuoro
HCCIIEIOBAHMS - U3YYUTh OMBIT U B3IJIsL/IbI IPETolaBaTesnell earorndyeckux GpaxkyabTeToB
0 MOATrOTOBKE yUHTENeH Kazaxckoro sa3bika B Kazaxcrane.

O0630p uccneaoBaHus:

Lenbto naHHOTO MCCIEI0BaHUS SBISETCS U3yUYEHUE UIE0JIOTUH YUEOHBIX
IIPOrpamMM U >KU3HEHHOTO OIIbITA IIperno/iaBaTesiel nejarorndeckux (paxkyiabTeToB 1o
MOArOTOBKE yUUTENEN Ka3axcKoro si3bika. Ham 0coO€HHO MHTEPECHO MOHSTH BIUSHUE
OOHOBJICHHOH y4eOHOM MpOrpaMMbl Ha UIEOJIOTHIO YUEOHBIX IPOrpaMM M >KU3HEHHBII
OTIBIT MPENoIaBaTeNIel Ka3axCKOro A3bIKa U TO, KAKHE€ MOCIEACTBHSI 3TO UMEET /s
o0pazoBaHMsI Ka3axCKOro sA3bIke. Ballle yyactie BHeceT LIEHHbIH BKJIaJ] B 3TO
HCCIIEIOBAaHKE, YTO B KOHEYHOM HTOT€ IPUHECET M0JIb3y 00pa30BaHUs Ka3aXCKOTO A3bIKa B
Kazaxcrane.

Kpurepun yuacrus:

JI1g 3TOro MecaenoBaHus Mbl UIIIEM IIPENOaBaTeed Ie1arorn4ecKux
(baKyIbTETOB 10 MOATOTOBKE YUUTENEH Ka3aXCKOT0 S3bIKa, yIOBIECTBOPSIOMINX
CIIEIYIOIIUM KPUTEPUSAM:

1. PaGorator mpemnogaBaTens My B BBICIIUX MEJArOTHUECKUX YIEOHBIX
3aBe/ICHUSAX WU TOCYIapCTBEHHBIX YHUBEPCUTETaX ¢ KadeapaMu 1Mo
NIOJATOTOBKE yUUTENEH Ka3axcKoro s3bika B Kazaxcrane

2. OtBedaroT 3a 00y4eHue 0a30BBIM IPEMETaM, a TAK)KE Ka3aXCKOMY SI3bIKY B
paMKax yueOHOH MporpaMMbl HOArOTOBKU yUUTENIEH Ka3aXxCKOro s3bIKa U
JUTEpaTyphl

3. Hmerot He meHee 10-15 net onbiTa mpenoaaBaHust

Heranu yvyacTtus:

Ecnu BbI yI0BIETBOPSIETE 3TUM KPUTEPUSAM U TOTOBBI y4aCTBOBATh, MbI BBIIIIIEM
BaM (popmy HHOOPMUPOBAHHOTO COTIIACHS, B KOTOPOU COJEPKUTCS TOAPOOHAs
nHpopmanus o0 rcciaeJ0BaHNU, 0030p HHCTPYMEHTOB HUCCIIEI0OBAHMS, a TAKXKe

nH(pOpMAaLKA O TAPAHTHUAX COXPAHEHUS Ballleil aHOHUMHOCTH, KOH(UACHIIUAILHOCTH
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BaIllero 6Jaromnoxy4us Bo Bpems uccienoBanus. Bame ydactue Oyaer abcomoTHO
T0OPOBOJILHBIM, M BBl CMOJKETE B JIF000€ BPEMsI OTKa3aThCs 0€3 KaKuX-JTM00 MOCIeACTBUH.

KonduneHmnmaibHOCTS:

[Toxaiyticta, OyapTe YBEpEHBI, UYTO BCSI MPEOCTABICHHAS BaMU WH(POpMAIIUs,
BKJIIOYAs Ballly 3aMHTEPECOBAHHOCTh B YYaCTUHU B ATOM HCCIEI0BaHUU, OyaeT
00pabaThIBaThCS U PACCMATPUBATHCS ¢ MAKCHMAIBLHON KOH(DHUICHITUAITBHOCTRIO. Barm
OTBETHI OyIyT aHOHUMHBIMH, U Ballla JMYHOCTh HE OYJIET pacKphiTa TPETHUM JIUIIAM,
BKJTFOYast Bany apPpriimpoBaHHbIe YIeOHBIC YIPSIKICHUS, IPYTUX YIACTHUKOB
WCCIIEIOBAHMSI, a TAK)KE B KAKUX-TTHOO UCCIIE0BATEILCKUX MyOIUKAIMIX UITH
MPE3CHTALMSIX.

KonTaktHas nndopmarus:

Eciu y Bac ecTh BOPOCH! WJIM BaM HY>KHA JIONIOJHUTENIbHAS HH(OpManus 00
HCCIIEIOBAaHHUH, BBl MOXKETE CBA3ATHCS CO MHOM IO 3JIEKTPOHHOMY a/IpeCy
aigerim.pazylbekova@nu.edu.kz uiau no Homepy +77002331872.

Cnenyromue maru:

Ecnu BBI yIOBIIETBOpSIETE KPUTEPUSM YUACTHSI U TOTOBBI IPUHSATH Y4acTHE,
MOXKaJyicTa, OTBETHTE HA 3TO MUCHMO I10 AJIEKTPOHHOM MOYTE WU TTO3BOHUTE/HAMTUIIIUTE
Ha MoU Tene(OHHBINH HOMEp, YTOOBI MOATBEPIUTH CBOIO 3aMHTEPECOBAHHOCTD, U MBI
[IPEeI0CTaBUM BaM HEOOXOIMMble HHCTPYKIMH JUISl y4aCTHUsl B UCCIIEJOBAHUM.

Cracu60, 9T0 paccCMOTPEN BO3MOKHOCTh YYaCTHsI B 3TOM HCCIeI0OBaHUH. Bar
BKJIaJ] OYEHb LIEHEH, U Ballld TO3HAHUS [IOMOTYT HaM JIy4Ille OHSTh BHI30OBBI U

BO3MOXXHOCTH B 00JIaCTH 00pa30BaHUS Ka3aXCKOTO sI3bIKA.

C yBaxkeHueM,

Atirepum [1a3pisbexoBa

MaructpanTka nporpammsl "MybTUsA3bIYHOE 00pa3oBaHue"
Hazap6aeB YHusepcurer

E-mail: aigerim.pazylbekova@nu.edu.kz

Tenedon: +77002331872
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Appendix C: Informed consent form
Exploring Kazakh Language Teacher Educators’ Curriculum Ideologies and
Lived Experiences: A Third Space Perspective

DESCRIPTION: You are invited to participate in a study focusing on Kazakh
language teacher educators’ curriculum ideologies. The purpose of this study is to explore
Kazakh language teacher educators' lived experiences and curriculum ideologies through a
third-space lens. The study aims to uncover the lived experiences, perspectives, and
underlying meanings that shape these ideologies and practices within the context of
teacher education in Kazakhstan.

You will be asked to fill out a questionnaire, engage in the Significant Circles
activity, and participate in a one-on-one online interview, which will be audio-recorded
with your prior consent. Please note that your participation is entirely voluntary. You have
the full right to decline to answer any questions you find uncomfortable or inappropriate at
any point during the study.

TIME INVOLVEMENT: Your overall participation will take approximately 60-
90 minutes.

RISKS AND BENEFITS:

Due to the confidential nature of this research, there are no foreseeable risks to
your personal or professional life stemming from your participation. To protect your
privacy:

e Your identity will be kept strictly confidential and anonymized throughout
the study. Your name, position, affiliated institution, and any identifying
details will be replaced with pseudonyms or codes in my master's
dissertation and any related research publications. Additionally, any
specific names or institutions mentioned during the interview will be
omitted from the research outputs.

e All questionnaire responses, textual and voice recordings, and transcriptions
will be securely stored on my password-protected personal computer. Your
data will be safeguarded rigorously, and all records will be permanently
deleted once the research and related publications are completed. Access to
the data during the analysis phase will be limited to myself and my thesis

supervisor only.
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BENEFITS:

While participating in this study will not directly benefit you, your contribution
will enrich the literature on Kazakh language teacher education and help us understand
teacher educators’ lived experiences and curriculum ideologies amid educational reforms
and policy changes in Kazakhstan.

PARTICIPANT’S RIGHTS:

By reading this form and deciding to participate, please understand that:

e Your participation is entirely voluntary.

e You may withdraw your consent or discontinue participation at any time
without any penalty or loss of benefits to which you are otherwise entitled.

e You have the full right to refuse to answer any questions during the study.

e The findings from this study may be shared at professional conferences or
published in academic journals, contributing to a broader understanding of
the field.

CONTACT INFORMATION:

Researcher: Aigerim Pazylbekova, 2nd year Master’s student in M.A. in
Multilingual Education. Graduate School of Education, Nazarbayev University, Astana,
Kazakhstan.

Email: aigerim.pazylbekova@nu.edu.kz

Telephone: +77002331872

Questions: If you have any questions, concerns, or complaints about this research,

its procedures, risks, and benefits contact the Master’s Thesis Supervisor for this student

work, Assistant Professor Michelle Bedeker, michelle.bedeker@nu.edu.kz.

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

an email to the NUGSE Research Committee at gse researchcommittee@nu.edu.kz.

Please sign this consent form if you agree to participate in this study.
e | have carefully read the information provided;
¢ | have been given full information regarding the purpose and procedures of

the study;


mailto:aigerim.pazylbekova@nu.edu.kz
mailto:michelle.bedeker@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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e | understand how the data collected will be used and that any confidential
information will be seen only by the researchers and will not be revealed to
anyone else;

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

e With full knowledge of all foregoing, I agree, of my own free will, to

participate inthis study.

Signature: Date:
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3EPTTEY )KYMBbICbI KEJICIMIHIH AKITAPATTBIK ®OPMACHI
IHenarorukanbik GpakyjabTeT OKBITYMBLIAPLIHBIH Ka3ak Tini myrajaiMmaepin
Aasipsiay OOMBIHIIA OKY O0aFap/iaMaJapbIHbIH HIE0JIOTHSICHIH JKOHE OMIpJIiK
TI:KipnOeciH 3epaeney: yuliHIIi KeHiCTIKTeH Ko3Kapac

CHUITATTAMA:ci3aepai Ka3ak Tl MyFaliMJIEpiHiH OKy OafaapiamMaiapblHbIH
UCOJIOTHsUTaAphIHA OaFbITTAIIFAH 3€PTTEYTe KaThICYFa MaKpIpaMbI3. by 3epTreynin
MaKcaThI-Ka3aK Tilli oH1 MYFaliMIEpiHIH eMIpIliK ToKiprubenepi MeH OKy
OarapiaManapblHbIH WEOJIOTUSUIAPBIH YIUIHII KEHICTIK 00BEKTHB1 apKbUIbI 3€pTTEY.
3eptTey MakcaThl KazakcTanaarsl earorukainsik 0151iM 6epy KOHTEKCTIH/E OCHI
UCOJIOTHSIIAP MEH TIXKipHUOenep i KaJIbITaCTRIPAThIH OMIPITIK TOXKiprOenepi,
HepCreKTUBANIAP/IbI dKOHE HET13T1 MaFbIHANIAP bl alTy OOJBIN TaObLIA/IbI.

CizneH cayanmHamanbl TOATBIPY, Manbi3zibl LllenOepiepre KaTeicy jKoHE aJJIbIH ajia
KeiciMiHI30eH ayanoxka3zbara TYCIPUIETIH *KeKe OHaiiH cyx0aTKa KaThICy Cypaliabl.
Ci3ziH KaThICYBIHBI3 TOJIBIFBIMEH €piKTi eKeHiH eckepiHi3. Ci3 3epTTey OapbIChiHAa Ke3
KEJITeH yaKbITTa bIHFAChI3 HEMECE OPBIHCHI3 JIETl TAlIKaH Ke3 KEJT'eH CypaKTapra xayarl
OepynieH 6ac TapTyFa TOJBIK KYKBIFBIHBI3 0ap.

KATBICY YAKBITDI: Ci3nin KaTbICybIHBI3 maMaMeH 60-90 MunyT
YaKBITHIHBI3IBI A Ibl.

3EPTTEY )KYMBICBIHA KATBICY/JIbIH KAYIIITEPI MEH
APTBIKIIBIJIBIKTAPBI: By 3eprreyin Kynus cunaTbiHa OaiIaHbICThI Ci3/1iH JKeKe
HeMece KociOm eMipiHi3 YIIIH Ci31H KaThICYbIHbI3aH TYyBIHIAUTHIH O0JDKaM bl KayinTep
XKOK. JKeke emipiHi3ai KOpFay YIIiH:

e Ci3niH xeke 0achIHBI3 KaTaH KYMHS CaKTaJlabl )KOHE 3epTTey OaphIChIHIA
xachIpbiH O00sanpl. Ci3/iH aThIHBI3, Jaya3bIMbIHBI3, AQQUINUpPICHTeH
MEKEMEHI3 KOHE Ke3 KEJTeH COMKECTEHIIPY MOJIIMETTEepl MEHIH MaruCTPIIiK
JUICCePTAIMSMIAFBI dKOHE Ke3 KeIreH OaiIaHbICThI FHUTBIMU
KapusUTaHBIMIAapAarsl OYPKEHIIIK aTTapMeH HeMece KOJTapMeH
aybICThIpbUTaIbl. COHBIMEH KaTap, cyx0aT OapbIChIHIa aTallFaH Ke3 KeJreH
HaKThI aTayJjiap HeMece MeKeMelep 3epTTey HOTUKEIEPIHEH alIbIHbII
TacTalabl.

e (CayanmHamaHBIH OapJIbIK JKayanTapbl, MOTIHIIK )KOHE JaybICTHIK *ka30anap,
TPaHCKPUIILIUSIAP KYIUs Co30€H KOpFaJiFaH Aepoec KOMIbIOTepiM e

Kayirnci3 cakranaapl. Ci3iH JSpeKTEPiHI3 MYKHIT CaKTalaabl )KOHE
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3epTTeyJiep MEH THICTI XKapHUsulaHbIMIAp asKTaJFaHHAH KeiiH OapIIbIK
»kaz0anap Oiprkosa xoibutanbl. Tanmay Ke3eHIHAe IepEKTepre KOJI KETKI3y
TEK ©3IMMEH JKOHE JFCcepTalHs KETEKITICIMEH MIeKTeTe Il
Ci3 Oy 3epTTeyre KaThICy/IaH TIKeJIeH maiaa anMancei3. Anaiaa sKuHainraH
aKnapaT Ka3ak TUIiH OKbITY, Ka3akK TUTiH yiipeHy *koHe KazakcTaHmarbl Ti1 casicaTbl MEH
pedopmaniapaarsl ©3repicTep asChiHAa OKBITYIIBIIAPABIH CEHIMIEP1 OONBIHIA FHUTBIMU
oebueTTep Ti3IMIH KEHEHTyre KoMeKTece .
KATBICYUWBIHBIH KYKBIKTAPBI: Erep ci3 6epinren ¢popMaMeH TaHBICHITI,
OCBI 3epTTEyre KaThICyFa MIelliM KaOblIaraH 00JICaHbI3, Ci31iH KaThICyBbIHbI3 EPIKT1
eKeHIH eCKepreHiHi3 koH. COHBIMEH KaTap, Ke3-KeJreH YaKbITTa, )KaFbIMCBI3 CaJapChI3
3epTTeyre KaTbICy Typaibl KeTiCiMIHI3 I Kepl KaliTapyFa HeMece TOKTaTyFa KYKbIFbIHBI3
Oap. 3epTTeyre MyJIiJIeM KaThICIIAyBIHBI3FA J1a TOJIBIK KYKBIFBIHBI3 Oap. CoHmali-aK Ke3
KEJTeH CypakkKa jkayarn OepyzeH 0ac TapTyFa KYKbIFBIHBI3 0ap. byi 3eprreyain
HOTIDKENIEPi FBUIBIMU, KOCIOM ic-TIapanap/ia YChIHBUTYBl MYMKiH HEMECE FBUTBIMU
KypHaIap/a >kapusIlaHybl MyMKIH.
BAWJAHBIC AKITAPATBHI:
3epmmeyui: Otirepim [la3zpuidbexkoBa, KenTiial 6UTiM 6epy MarucTpaTypachlHbIH
ekinmi Kypc cryaenTi. Koraps! binim bepy Mekre6i, Hazap6aeB YHuBepcureri, Acrana,
KazakcraH.
Email: aigerim.pazylbekova@nu.edu.kz
Tenedon: +77002331872

Cypaxmap: Erep cizlie OChI 3epTTeyTe, OHBIH MPOLIeypalapbiHa, Kayini MeH
naiackiHa KaThICTBI CYPaKTaPBIHbI3, allaHIaybIHBI3 HEMeCe MarbIMIapbIHBI3 00JIca,
MarucTpIiK TUCCEPTALMSHBIH FHUTBIMU XKETEKIICIMEH XabapiacybIHbI3Fa OoNIaIbl:

Accucrent [Ipodeccop, Mumens benekep, michelle.bedeker@nu.edu.kz.

Tayenciz baiinanvic: Erep ci3 ocbl 3epTTey/iH KaJlail )Kypri3uieTiHiHe
KaHaraTTaHOACaHbI3 HEMECE 3ePTTEY HeMece KaThICYIIbl PETIHIETI KYKBIKTapPBIHBI3 TYPaJIbl
CYpaKTapbIHbI3, IIAFBIMAAPBIHBI3 HEMECE JKaJIIIbl CYpPaKTapbIHbI3 00JICa, 3epTTey TOOBIHA
KaTbICHI )KOK TayeJci3 afaMMeH Oainanbicy yuiiH HazapbaeB YHuBepcutetiig XKorapsl
binim bepy MekteOiniH 3eprrey Komurerine xabapnacsiabiz: +7 7172 709359. Ci3
COHJal-aK JEKTPOH/IBIK XaTThl MbIHA MEKECH-KaliFa jka3a aachl3

gse researchcommittee@nu.edu.kz.

Erep ci3 ochl 3epTTeyre KaTbicyFa KellicCeHi3, OChI aKMapaTTaHABIPBUIFaH KeTiciM

(hopmara KO KOMBIHBI3.
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e MeH GepuIreH akmapaTThl MYKHUAT OKBIT IIBIKTHIM;

e MaraH 3epTTeyAiH MaKcaTTapbl MEH MpoLeIypajapbl Typajbl TOJIBIK
aKkmapar oepinii,

e MeH XUHAJIFaH aKNapaTThIH Kajai Nai1alaHblIaThIHBIH JKOHE Ke3 KeJreH
KYIIUS aKnapat TeK 3epTTeylliepre KOJKeTiMA1 00JaThIHbIH KOHE
Oackanapra xapusi 00JIMANTHIHBIH TYCIHEMIH;

e MeH Ke3 KeNreH yakbITTa ce06e01H TYCIHAIpMEN 3epTTeyre KaThiCy1an 6ac
TapTa aJaThIHBIM/IBI TYCIHEMIH;

e MeH *orapblJa aTajblll 6TKEH aKIapaTThl CaHAJIbI TYpJe KaObl11am, OChl

3epTTey KYMBIChIHA KAaTBICyFa 03 KeiciMiMal OepemiH.

Kot Kyni:
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®OPMA NTHO®OPMHUPOBAHHOI'O COI'JIACHUA
HN3y4denue naeo10ruii y4eOHbIX NPOrPaMM U KU3HEHHOI'0 ONbITA
npemnoaaBaTese neAarornyeckux (paxkyabTeroB 10 NOArOTOBKE yUHTeIeH
Ka3aXCKOI'0 fI3bIKA: B3IJIs1/l U3 TPEThero MpPoCTPaHCTBA

OIIMCAHME: Mpl npuriaiiaeM Bac IPUHATh yYaCTHE B UCCIIEIOBAHNUH,
MTOCBSIIIICHHOM HJIE0JIOTHH YYE€OHBIX MPOTrpamM IMpernoiaBaTesiell negarornyeckux
(baKkyIbTETOB, 3aHUMAIOIINXCS TOTOTOBKON OyIyIIUX yduTeNeil ka3axckoro s3bika. Llensb
3TOTO UCCIEIOBAHUS - U3YUUTh KU3HEHHBIN ONBIT MIPEroAaBaTesel neqarornaeckux
(aKyJIbTETOB, 3aHUMAIOIINUXCS TOATOTOBKON OyIyIINX ydnuTeNeil Ka3aXxCKOro sA3bIKa U UX
UJIE0JIOTHIO KacaTeNIbHO YYEOHBIX IPOrpaMM depe3 IpU3My TEOpUHU TPETHETO
npoctpaHcTBa. Llenb uccienoBanus - pacKpbITh )KM3HEHHBIN OIBIT, IEPCIIEKTUBBI U
rITyOMHHBIE CMBICIIBI, KOTOPBIE (POPMHUPYIOT ATH UACOIOTUN U MIPAKTUKHA B KOHTEKCTE
neparoruyeckoro obpasoanus B Kazaxcrane.

Bawm Oyzer npenokeHo 3aloIHUTh aHKETY, MPUHATh YYaCTHE B yIIPaKHECHUH
"3HauynMble KpyTH'" ¥ IPONUTH OHJIAWH-UHTEPBBIO OJIMH HA OJIMH, KOTOPOE OyIeT 3aIiCcaHo
Ha ayJIMo C BAIIETO MPeIBapUTENBbHOTO cornacus. [loxanyiicra, oOpaTure BHUMaHUE, YTO
Ballle y4acTHUe SIBJISIETCA MOJIHOCTHIO JOOPOBOJIbHBIM. BBl MMeeTe mosiHoe npaBo
OTKAa3aThCsl OTBEYATH Ha JIFOObIE BOMPOCHI, KOTOPHIE MOKAXKYTCS BaM HEYAOOHBIMU WIIH
HEYMECTHBIMHU B JII000H MOMEHT HUCCIIEIOBAHUSI.

BPEMS YUYACTMUS: Bamie yuactue 3aiimer npubnnsurensHo 60-90 MUHYT.

PUCKU U BbIT'OJIbI: 13-3a kOHPUACHIINAIBHOTO XapaKTepa UCCIIeIOBAHUS
HET NMOTEHIMAIbHBIX PUCKOB JUIs Ballled JIMYHOM WK podecCuOHaIbHOM KU3HH,
CBSI3aHHBIX C YYaCTHEM B 3TOM HccienoBaHuu. OiHaKko ObUIH MPeyCMOTPEHbI
CIIeIyIOIINE Mephl OE30MaCHOCTH:

e Bama 1MuHOCTh OYJIET MOJHOCTHIO KOHPUACHIIMAIBHOM U aHOHUMHOH B
TEUEHHUE BCEro MccienoBanus. Bamm ums, 101KHOCTh, adGuiIupoBaHHOe
yUpexACHUE U It00as npyras nHpopMalys, KOTopast Moria Obl
pacKphIBaTh Ballly JTUYHOCTH, OyIyT 3aMEHEHBI IICEBJJOHUMAMHU WJIN KOJIAMH
B JJAHHOM MarucTepckon AUCCEepPTAaLMH U B JIIOOBIX MOCIEIYIOMUX
UCCIIeIOBATENbCKUX OTYeTax. boee Toro, eciu B Xo/1€ MHTEPBbIO Oy IyT
YHOMSHYTbI KOHKPETHbIE UIMEHA WJIM YUPEXKIECHUS, OHU HE OyayT

PAaCKpbIBATLCA B HCCIICAOBAHUU.
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e Bce aHKeTBI, TEKCTOBBIE U T'OJIOCOBBIC 3AIMCH U TPAHCKPUIIIIHH Oy T
XPaHUTHCS HA MAPOJIb-3alIUIIIEHHOM IIE€PCOHATLHOM KOMIIBIOTEPE
uccuenoBarens Uit odecrieueHust 0e30MacHOCTH BalllX JaHHBIX, U BCE
coOpaHHbIE TaHHbIE OyyT YHHUUTOKEHBI 110 3aBEPILICHUU
UCCIIeIOBATENbCKON pabOTHI, BKIIIOUas MyOnuKaiuio craTte. Ha stamne
aHaJIM3a JaHHbIEe OyyT AOCTYIHBI TOJIBKO UCCIIEIOBATENIO0 U HAYYHOMY
PYKOBOIMTEIIO AUCCEPTALIUH.

Hakownern, yyactue B ucciieIoBaHUU He MpeAroaraeT nojaydyeHue
HEMOCPEJCTBEHHBIX MPEUMYILECTB U BbIr0Jl. TeM He MeHee, COOpaHHbIE JaHHbBIC TOMOTYT
pacIiipUTh HAYYHYIO JUTEpATypy IO MPENoIaBaHUI0 Ka3aXCKOTO SI3bIKa, U3yUYEHHUIO
Ka3axCKOI0 s13bIKa U yOeXKJICHUSIM IIperolaBaTesnieil B cBeTe N3MEHEHUH B SI3bIKOBOI
nosutuke u pepopmax B Kazaxcrane.

ITPABA YYACTHHMKA: Eciu Bbl 03HAKOMUJIUCH C JTAHHOH (OPMOI1 U penin
MPUHATH y4acTHe B JAaHHOM HCCII€I0BaHUH, TIOKAIYHCTa, IPUMUTE BO BHUMaHUE, YTO
Ballle y4acTue sBisieTcs J0OPOBOIBHBIM, H Y BaC €CTh MPaBO B JII000E BpeMs 0TO3BATh
CBOE COTJIACHE WJIM 3aBEPIIUTH y4acTHe 0e3 KaKuX-ITH00 HEraTUBHBIX ITOCIIEACTBUIN HITH
yTpaThl MPUBUIIETUH, KOTOPHIE BaM, B IPOTUBHOM Cllydyae, MpeA0CTaBISIOTCS.
AnbTepHaTUBOI MOXKET OBITH Balll 0TKA3 OT y4acTus B HcciieloBaHUM. Bbl Takxke nMeere
MpaBO OTKA3aThCsl OTBEYATh HA JI0ObIE KOHKPETHBIE BOMPOCHI. Pe3ynbTaThl JaHHOTO
WCCIICIOBAHMSI MOTYT OBITh MTPECTABICHBI HA HAYYHBIX WIH MPO(ECCHOHATBHBIX
MEPONPUATHIX WIH ONMyOIMKOBaHBI B HAYYHBIX JKypHaIax.

KOHTAKTHASA UH®OPMAILUSA:

Hccneoosamensw: Avirepum [1a3pu1oekoBa, CTyIGHTKA BTOPOTO Kypca
MarucTpaTypsl 10 MyJIbTUA3BIYHOMY 0Opa3zoBanuio. Beiciias 1llkona O6pa3oBanus,
Hazap6aeB YHuBepcurer, Acrana, Kazaxcras.

Email: aigerim.pazylbekova@nu.edu.kz

Tenedon: +77002331872

Bonpocwi: Ecniu y Bac ecTh Kakue-1u00 BOIIPOCHI, 3a00ThI HIIH KaJIOObI
OTHOCHTEIIEHO 3TOT'0 MCCIIEIOBAHUS, €O MPOIEyp, PUCKOB U BBITOJI, BBl MOXKETE
00paTUThCS K HAYYHOMY PYKOBOJHMTEIIO MAaruCTEPCKOM TMCCepTaluu, ACCUCTEHT

IIpodeccopy, Mumens benexep, michelle.bedeker@nu.edu.kz

He3zasucumotit konmaxm: Eciivi BBl HEe yI0BJIETBOPEHBI TEM, KaK MPOBOJIUTCS 3TO
HCCTIEIOBAHNE, WM Y BAC €CTh KaKHe-JIM00 BOTPOCHI, 5Kaj00bl HJIM OOIIIHE BOIIPOCHI O

HCCIICAOBAHUU UJIK BalllMX IIpaBax KakK y4YaCTHHKa, non(anyﬁCTa, cBsbkuTech ¢ Komurerom
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UccnenoBanwnii Beicieit Llkonsr O6pazoBanust HazapOaeB YHuBepcuTeTa Ai1s OOLIEHUS C
HE3aBUCUMBIM JIMILIOM, HE CBSI3aHHBIM C UCCIIEIOBATEILCKOW TPYNIIOH, 110 HOMepyY +7 7172
709359. Bbl Takke MOYKETE HAIIUCATh 3JIEKTPOHHOE MTUCHMO I10 aJpecy

gse researchcommittee@nu.edu.kz.

[Moxanyiicta, moanuimuTe 3Ty (opMy HHGOPMHUPOBAHHOTO COTJIACHUs, €CIIHU BbI
COTJIalaeTech y4acTBOBAaTh B ’TOM HCCIIEJOBAHHH.

e ] BHUMATEIBHO MPOUEI IPEJOCTABICHHYIO HHPOPMALIUIO;

e MBHe npenocTaBieHa MMoJiHast ”HPOPMAIHS O HENIX U MPOoIeaypax
UCCIIEI0OBaHHUS;

¢ S monmmaro, kak OyJeT UCTIONBb30BaHa cOOpaHHAass HHPOPMANUS 1 YTO
nro6ast KoH(uaeHInanbHas HHPopMaIus OyIeT TOCTYIHA TOIBKO
HCCIIEZIOBATENSIM U He OyJIeT paCKphIBAThCS APYTHM JIUIAM;

e ] moHMMaro, 94TO B JIF00OE BPEMSI MOT'Y OTKa3aThCs OT YIacTHS B
UCClIe0BaHUU 0e3 00BSCHEHUS TPUYHH;

e [losHOCTBIO OCO3HABAs BCE BBIIIEU3I0KEHHOE, 5 COTJIAIIAIOCH YIaCTBOBATh

B JAHHOM HCCJIICAOBAHHH.

[Tonnucs: Jara:
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Appendix D: Qualitative multimodal questionnaire

Please fill out the questionnaire below.

Section 1: Background information

Please circle or tick your response.
1. Gender:

Male

Female

Other (please specify)

2. Level of education:

Bachelor's degree

Master's degree

Doctoral degree

Other (please specify)

3. Major in education:

4. Please indicate any other professional development or training certificates:

5. Please circle or tick your experience in working as a Kazakh teacher educator:

Less than 2 years

2 to 5 years

51to 10 years

10 to 15 years

More than 15 years

Section 2: Language Learning and Teaching Beliefs and Values

Please rate your agreement with the following statements on a scale of 1 to 5, where 1

means - this statement does not align with my perspective at all. 2 - this statement
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minimally represents my view. 3 - this statement moderately represents my view. 4 - this

statement represents my view fairly well. 5 - this statement accurately and completely

represents my view.

1. | believe that language teacher training should focus on knowledge of language

rules and our culture

3

4

5
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2. | believe that | should model what good Kazakh teaching is and that my students
should follow my model as an example of the best methodology.
1/2|13|4|5

3. 1 find value in incorporating practical exercises into my teaching, such as asking

students to practice writing a social media post in the Kazakh language.

1213|415

4. 1 believe that rules and concepts should be introduced before engaging students in

real-life language communication activities.

1121345

5. | believe that lessons should be well-structured, with a clear purpose guiding
students’ learning.

112345

6. | believe in providing students with opportunities to learn through exploration and
self-discovery, especially when they encounter challenges.
112345

7. | believe that language learning should involve fostering active engagement and
participation through activities like debates, peer discussions and role-playing.
112345

8. | often include problem-solving tasks in my lectures and classes to encourage
students to reflect on real-world issues and consider solutions.
112|13(4|5

Section 3: Teaching practices
Please select the options that align with your perspectives and experiences. You can
choose multiple options if they apply. Feel free to provide an explanation for each selected

option, if applicable.
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Question 1: In your view, what is the primary role of a Kazakh language teacher in

the classroom?

e Fostering a deep understanding of the Kazakh language and culture.

e Teaching Kazakh grammar or rules.

e Equipping students with essential Kazakh language skills.

e Guiding students in becoming proficient in the Kazakh language.

e Nurturing a passion for the Kazakh language and culture.

e Developing students' critical thinking about the Kazakh language and its
societal role.

e Encouraging active communication and engagement in the Kazakh language.

e Other:

Question 2: What, in your opinion, should be the role of Kazakh language learners in

the classroom or in language learning?

Actively participating in Kazakh language learning.

Leaning Kazakh grammar or rules

Engaging in cultural exploration alongside language acquisition.
Taking responsibility for their own language learning progress.
Collaborating with peers in using the Kazakh language.

Reflecting critically on the Kazakh language and its relevance.
Contributing to the preservation and promotion of the Kazakh language.
Other:_

Question 3: Drawing on your experience, which of the role(s) below do you use to

prepare future Kazakh language teachers?

Provide opportunities for hands-on Kazakh language teaching experiences.
Encourage collaborative learning and peer interaction in Kazakh language classes.
Foster a deep understanding of Kazakh culture alongside language instruction.
Equip future teachers with pedagogical skills for effective Kazakh language
teaching.

Promote critical thinking about the Kazakh language and its societal importance.
Create an engaging and supportive learning environment for Kazakh language
learners.

Other:__
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Question 4: What teaching method (s) do you use in your practices, and explain why
you use them?

Your answer

Question 5: Can you indicate the type of assessment you use in your Kazakh language
teacher training practices, and can you explain why?
e Assessing language proficiency
e Grammar knowledge.
e Evaluating real-life communication skills and practical language use.
e Measuring cultural understanding and appreciation.
e Assessing critical thinking skills related to the Kazakh language.
e Evaluating collaborative language use in group activities.
e Other._
e Explain:........
Section 4: Kazakh language classroom scenario

Please describe the following classroom cartoon scenario
N

The topic for
today's lesson is
the declension
of nouns

1

No, we
covered
different
grammar

Didn't we
cover it in
the last
lesson...?

Teacher. could
you repeat the
rule again,
please?

Yes, of course.
Let's repeat all
the rules
together again!

Your answer
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Appendix E: ABR instrument significant circles
In the central circle, write down the most important thing in learning the Kazakh
language. That is, what students studying the Kazakh language should learn. In the outer
circles, starting with the largest circle, write down your personal methodology: what steps
you will take to achieve this value. Then, comment on your answers/steps in the field

below.

The most important

thing in learning Kazakh

Central circle: the most important thing in learning the Kazakh language

5
4
3
2
1

Explain/comment your answers/steps:
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Appendix F: Individual semi-structured interview protocol
The purpose of this interview is to explore the curriculum ideologies and lived
experiences of Kazakh language teacher educators. Specifically, it aims to gain insights
into their perspectives on language teacher training, their approaches to teaching Kazakh
language learners, and their responses to recent changes in language policies and

educational reforms and teaching methods within their programs.

Interviewer: You will be presented with a deck of image cards. Please select cards
that, in your opinion, best represent your practices, experiences, and beliefs concerning the

training of Kazakh language teachers.

Example image cards

Main interview questions:

1. Can you please share the image cards that you selected and explain why

you selected them and what they represent for you?
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Can you describe a specific teaching approach or method you found most
significant before and now when training Kazakh language teachers?
Probe: What do you focus on? What makes it effective for you?

Can you share an example of what you believe should be a key focus when
teaching the Kazakh language? Probe: How does it contribute to students’
understanding of the language and how it should be taught?

Can you reflect on any new teaching techniques or approaches in your
classes? Probe: What led you to experiment with this approach, and what
does it have for Kazakh language teaching?

Can you give any examples of how your assessment of the Kazakh
language has changed or not changed and why?

In your teaching experience, what methods or activities do you use to
encourage students to be actively involved in your class? Probe: Can you
share a situation where you saw students deeply engaged in their learning?
If there have been recent changes in language policies, reforms, or teaching
methods within your institution related to Kazakh language teacher
education, have you adapted your teaching to accommodate these changes?
Probe: How important are these changes, and how do they impact your

teaching, if they do?



Appendix G: Coding Sample

Coding sample: Questionnaire (section 1)

Section 2: Language learning and Teaching Beliefs and Values

Statement Participant 1 Participant 2 Participant 3 Participant 4 Participant 5 Ceding

| believe that language teacher training should

focus on knowledge of language rules and our

culture 3 2 5 5 4| Scholar-Academic

| believe that | should model what good Kazakh
teaching is and that my students should follow my
model as an example of the best methodology.

| find value in incorporating practical exercises into
my teaching, such as asking students to practice
writing a social media post in the Kazakh
language.

| believe that rules and concepts should be
introduced before engaging students in real-life
language communication activities.

Scholar-Academic

Social
Recenstruction /
Learner-centered

Scholar-Academic

| believe that Lessons should be well-structured,
with a clear purpose guiding students’ learning.

I believe in providing students with opportunities
to learn through exploration and self-discovery,
especially when they encounter challenges.

| believe that language learmning should involve
fostering active engagement and participation
through activities like debates, peer discussions
and role-playing.

| often include problem-soclving tasks in my
lectures and classes to encourage students to

raflart nn raalaemrdd ieciae and Fansidar enlnitinne

Background information ~  Questionnaire_section2 = Questionnaire_section 3 ~

Scholar-Academic

Learner-centered

Learner-centered

Questionnaire_

Social

Rarnnetnirtinn

section 4_Scenaric
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Coding sample: Image cards

Participant 1

Horse. | consider it closely tied to our
naticnal identity. The harse is a symbol of
naticnal pride. There was a question
about presenting myse!f as a national
representative. | believe that they see me
as someone proficient in the Kazakh
language, or even as a fluent speaker,
and ultimately as a representative of the
Kazakh people. To earn their respect for
aur nation, it is important for me o impart
knowledge about our naticnal values. For
instance, when they mention
‘beshbarmak,’ | clarify that, for Kazakhs,
it's more than just a dish; we call it 'meat."
However, 'meat’ implies a complete meal
with cnions, potatoes, dough, and, of
course, meat. | emphasize that this is a
distinctive national ch istir

Participant 2

Horse: Our Kazakh culture values not
only research. This horse alone
possesses numerous qualities, making it
the golden seed of Kazakh languag
vocabulary. So many words, expressions,
and phrases are associated with a horse
that leaves the entire world and even
Kazakhs in awe. Even kymyz, the horse
milk, has many different names. Such
things showcase our uniqueness

Participant 3

A Horse. We are Karzakhs. It's one of our

7 treasures (reference: there are
historicallyiculturally 7 treasures in
Kazakh culture). | wish the youth will be
just like this horse - determined and
confident.

Participant 4

A Horse: In an educational context, our
language has numerous usages related
to the horse. Arabs have similar
associations with camels. | ct
human nobility, purity, and pri
horze. We have many phrasal verbs
related to horses. The nobility ofa ho

Participant 5

159

Coding

A line of cars. Systematic (consistent)
communication. Mastering the Kazakh
language consistently is the value. In the
modem, renewed curriculum, there is no
consistency, especially in schools.
maintained consistency until this renewed
curriculum. After its implementation, we

became disconnected. We need to teach the
Kazakh language alongside different subjects

(for instance, STEM subjects), thus keeping
the Kazakh language visible. For instance,

let's take first graders. In the first grade, they

teach Kazakh language spelling; in the
second grade, they teach the principles of

spelling. It has to be consistent. If they teach

spelling in the first grade, they should

continue with its principles in the same year in

National identity/pride/value
Cultural unigueness and significance
Consistency in learming

‘ ‘\ﬁ-l R
o =

Questionnaire_section 2 ~

‘\E-. :
e

Questionnaire_section 3 ~

Questionnaire_section 4_Scenario ~

Interview_Ilmage cards -

the newt lpseon ataoe by stage cpnejstenth

Significant circles - < >
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