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Abstract 
 
Literacy support in an EMI university in Central Asia (CA) helps students with the challenging 
linguistic demands of tertiary study in a second (foreign) language (L2). As Kazakhstan's post-
Soviet education system (Yassukova, 2020) lacks significant first-language (L1) reading-to-
write education (Keck, 2014; Friedman, 2019), English L2-literacy development has become 
even more difficult when compared to other regions of the world. Students’ literacy capabilities 
need to be investigated by L2-literacy tutors in order to scaffold learning better. Questions 
emerge as to whether it would help that the tutor had developed her L1 literacy through the 
same (but chronologically-earlier) system. To unpack this question, research can draw on 
perspectives in language socialisation (LS) (Duff, 2012), which sees learning environments as 
dynamic socially/culturally situated processes. To this end, this study looks at one L2-English 
literacy tutor's (author 2) experiences in a tertiary Foundation writing course. The goal was to 
see how the tutor’s interpretations of classroom literacy problems could inform the teaching of 
low L1-literacy students’ writing and metalanguage. For this purpose, we studied the reflective 
journaling (Burton, 2005) of the tutor who wrote reflective journals during a semester-long 
course in early 2020. The findings indicate that reflexivity can help a tutor find solutions, and 
that a similarity of background seems to help a local literacy tutor understand, and respond to, 
many of their students’ needs.  
 
 

Introduction  
 
The teaching of English literacy within an English-as-a-medium-of-Instruction (EMI) university 
in Central Asia (CA) is a relatively understudied subject (see Goodman & Montgomery, 2020) 
because of the political and educational history of the region. Though EMI in Central Asia is far 
from unique (e.g., China), there are certain aspects of CA students' L1 literacy which make 
teaching literacy a particular challenge. This makes it worth studying the language socialisation 
(LS) process of such EMI students. LS is a neo-Vygotskian social-constructivist qualitative 
methodology (Duff, 2010) that examines the dynamics of socially-situated processes of identity 
transformation in educational interaction as seen through learning activities.   
 
LS recognises the effect of the macro scale of education (country/Ministry level, cultural 
context) on classroom learning situations. English is a particularly-prized foreign language in 
Kazakhstan, for purposes of internationalisation (Parmenter et al., 2017 in Goodman & 
Montgomery, 2020) and the official trilingual-education policy (Kazakh, Russian, English) 
(Nazarbayev, 2007 in Goodman & Montgomery, 2020). Typically, L2-English students have a 
much smaller English vocabulary than native speakers and less experience of English literacy 
(Roessingh, 2006). Further to that, L2-English students’ knowledge and capabilities are mostly 
built upon the foundations of their L1 education, including cognition (Sharp, 2010), rather than 
their proficiency in English. Thus, competencies gained in the L1 can support development in 
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the L2. However, the L1 literacy schooling in Kazakhstan is quite weak (Goodman & 
Montgomery, 2020), making it challenging for students to develop their L2-English 
competencies. While this may seem a barrier to accessing higher education through English, it 
may not be, since the university entry tests (e.g., IELTS) do not reflect the difficult requirements 
of tertiary writing (Neff, 2013). Therefore, students with weak literacy skills can still gain entry, 
and yet struggle to acquire L2-English tertiary literacy, sometimes leading to withdrawal 
(Ashton-Hay & Doncaster, 2021). 
  
Therefore, to improve their chances, such student could be taught English tertiary literacy and 
study skills in a scaffolded manner by a tutor who understands these weak L1 foundations. The 
literacy tutor1 must be able to recognise particular shortcomings, during the teaching sessions, 
diagnose the reasons for these shortcomings, and provide appropriate lessons to support 
development. This means that a tutor's sensitivity to such issues is of great importance. If the 
tutor is of a similar background to the students (L1 & education), while having been inducted 
into Anglophone tertiary culture, this might help them in recognising students' difficulties.  
 
In order for such difficulties to be recognised and examined, a tutor would be aided by reflection 
on classroom activity and use those to find solutions. Journaling has been used by tutors widely 
in professional development work such as Action Research (Burns, 2003). However, no such 
research has looked at EMI tertiary literacy in Kazakhstan. This paper investigates how a local, 
L2-English tutor (author 2) used journaling to understand and address particular classroom 
literacy problems and shows how she used her own L2-English acquisition experience to 
provide some of those solutions.   
 
 

Language socialisation theory & education in Kazakhstan 
 
Language socialisation has its basis in linguistic anthropology, sociolinguistics, and education 
theory, and investigates culturally- and socially-situated literacy work (Duff, 2010, 2012). It looks 
at the setting, the context and interaction, in all of its modes. It has been used in various 
educational contexts to qualitatively look at processes of personal transformation (teachers & 
students) and “the cultural significance of particular linguistic and activity structures” (Duff, 
2007, p. 313). With the focus on classroom activities and processes, LS differs from much 
Academic Literacies research as it largely focuses on institution-teacher-student power 
dynamics (Lillis, 2001; Wingate & Tribble, 2012).   
 
The macro level context of a country is important for understanding education therein because 
of the role of relevant government structures (e.g., the Ministry for Education/school system) 
and the cultural context on the classroom. Each Kazakhstani public school uses one legal 
language (either Kazakh or Russian) for the 12 years of mandatory schooling. Kazakhstan, as 
a relatively young country, seems to have the remnants of its prior, Soviet educational history 
(e.g., teaching/testing discreet facts). Its culture also reflects a preference for authoritarian 
upbringing of children, collectivist thinking and large power distance (Hofstede, 2011). Opinions 
are predetermined by the group elders, and they teach obedience to children, who, in turn, 
expect to be told what to do. 
 
Post-Soviet curricula also de-emphasise literacy such that academic types of thinking, like the 
ability to logically systematise information, or plan writing (Tarnopolsky, 2004; Yassukova, 
2020) are ignored. Recognising this, the OECD (2018) finds Kazakhstani education to be 
excessively theoretical, wide and superficial, as it does not engage students in the practical 
development of skills and competencies. A direct result of this approach to literacy is that 
literacy outcomes in reading are relatively poor (PISA test, 2009 to 2012- OECD, 2018). Though 
Ministry guidelines (NAO, 2015 a, b) for curricula indicate literacy activities like writing different 
types of texts (e.g., essays), synthesizing information from texts, and analysing and evaluating 
information should form a part of national education, very large classes (30+ pupils) are the 
norm, making the teaching of literacy logistically difficult (e.g., lack of teacher training, 

 
1At KIMEP University, we use 'tutor' to mean a classroom-based educator for adult students (as opposed 

to a school teacher)  
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idiosyncratic marking). Therefore, assessment consists mostly of checking the accuracy of 
discreet facts (Goodman & Montgomery, 2020), requiring mostly memorising (Soltys, 2020).  
 
The cultural norms regarding literacy, also carried over from the Soviet era, can affect 
education. Many post-Soviet tutors may support the idea that writing is a dangerous act 
(Yakontova, 2001) which could transgress norms. Hence, there is little creative expression and 
behaviour outside of the norm is discouraged. Matriculation at the age of 17 also limits the 
degree to which students can learn to write (Soltys, 2020). In fact, our previous study found that 
students' high school literacy activity lacked depth (e.g., no critical reading). These issues add 
to the L1-literacy deficiency of high school graduates. For such graduates, entry into an 
advanced tertiary discourse community (Duff, 2012), and its largely tacit (foreign) culture of 
scholarship (Macbeth, 2006) would seem very challenging, were it not for literacy tutors. 
 
A literacy tutor is 'positioned' at a Liberal Arts university in Central Asia, an EMI institution, to 
represent its goals by virtue of the work that they do. According to LS (Duff, 2016), the main 
role of the tutor is to socialise students into the academic culture, rather than simply delivering 
content. The cultural (literacy) expectations require particular study skills (e.g., argumentation, 
supporting evidence, drawing conclusions). The tools for this include the course syllabus, the 
teaching environment (like classroom discourse), and materials/assessment. Within those 
parameters, the tutor is the socialising agent, or mentor (Duff & Anderson, 2015) i.e., someone 
of greater knowledge who assists others in learning. 
 
However, a tutor is a person with their own agency, as they make agentive choices and 
negotiate their identity while interacting with the students. Each tutor develops their professional 
identity through education, and teaching experience. The tutor’s identity affects their beliefs and 
how they act in the classroom, in a kind of iterative process (Duff, 2016). This dynamic teaching 
process also allows for the tutor to grow as a professional. 
 

 
Tertiary literacy socialisation of Central Asia EMI undergraduates  
 
The L1 cognitive work in high school should develop students’ capabilities with abstract topics 
and the use of abstract terms (Roessingh, 2006), to allow them to handle complex university 
subjects. Success at university literacy also requires good study habits, like in-depth reading 
and related writing activities (Jarvis & Pavlenko, 2008), like source use (Sharp, 2010; Keck, 
2014) and citation (Friedman, 2019). It is unfortunate that some school systems do not provide 
such literacy opportunities (Hirvela & Du, 2013), such as in most post-Soviet countries.  
 
An implicit aspect of literacy teaching is literacy metacognition about writing (Negretti, 2012). If 
students can label and describe aspects of their own writing (e.g., evidence, argument), they 
can more easily be taught to understand how to write (Wei & Zhang, 2020), and do so 
independently (Anderson, 2007). However, if students have not had such teaching or 
experience in their L1 schooling, as is often the case in Kazakhstan, then the lack of a 
metacognitive framework could further complicate L2-literacy acquisition. This may mean not 
only a deficit of academic language, but also a deficit of critical thinking, literacy structure and 
metalanguage (Hirvela, 2017: 72). Owing to such linguistic, cultural and pedagogical gaps, CA 
L2-English students’ literacy needs are different from those of L1-English students (Hirvela, 
2017). 
 
A good tutor needs to make the relevant tertiary language and culture gaps explicit to students 
through teaching (Duff, 2010). Therefore, when teaching reading-to-write literacy, the tutor must 
scaffold the teaching to fit students' actual needs (Huang 2004 in Goodman & Montgomery, 
2020). The students have a degree of agency, because their acts of cooperation or failures tell 
the tutor who they are and what they are going through in the learning process. This can also 
place expectations on the tutor (Duff, 2016) to respond to unexpected needs. This challenge 
requires a tutor who, through education and/or experience, can recognise students' capabilities 
and react accordingly. 
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A local, L2-English tutor (like Author 2) from the same country could, and often is, chosen to 
teach Foundation2 students using her L2 (English). A local tutor could have had a similar L1 
educational experience to that of her students, and yet have some experience of a relevant 
Anglophone tertiary education system. She would have been through many of the education 
and cultural experiences that she wishes to guide her students through. Therefore, this tutor 
might then have a clearer idea of the socialisation process, and how to use social interactions 
in the classroom to that end (Duff, 2010). Despite such insight, L2-literacy teaching can be a 
particularly difficult challenge. In light of this difficult task, we need to understand more about a 
tutor's role in students’ tertiary literacy socialisation process. However, no such work has been 
done before in Kazakhstan.    
 
In this study, our understanding of tertiary literacy socialization was aided by the tutor’s first-
person recollections of particular experiences. The central focus will be on how the tutor used 
a journal to recognise, and react to particular learning problems in a Kazakhstan EMI literacy 
classroom.  
 
The main research question (and sub-ordinate question) is: 
 

1. How can a tutor’s personal journal help her understand and address her students' 
particular literacy socialisation processes in a Kazakhstani English tertiary Foundation 
writing class? 
2. How can a non-native speaker tutor's own English literacy experience aid her in 
helping her own tertiary literacy students?  

 
The aim of our exploratory study is to define, explain and critically examine aspects of the 
language socialisation process of Foundation students, which were reflected in the tutor’s 
journal, written during a semester-long course. These data are examined through the lens of 
language socialisation. This research has the potential to add to our knowledge about how the 
effects of low L1-literacy in CA EMI Foundation students is recognised and positively 
addressed.  

 
 
Method and motivation 
 
Our previous research study3 had brought about a discussion of author 2's journal, which had 
been being concurrently written (personal initiative), in order to improve her teaching. This self-
directed journal was the source of data for the present study. Journaling is a technique which 
is well-known within Action Research as a reflexive type of writing that is common in teacher 
professional development. The incidents within are classed under exploring, identifying, 
analysing/reflecting and intervening (Burns, 2003).    
 
For an exploratory qualitative study into a Foundation English class, journaling is appropriate 
for various reasons. Firstly, within LS, it is implied that teaching and learning are best viewed 
as dynamic, concurrent processes of transformation. The participants are agentive actors with 
their own goals and identity, working together. Therefore, as learning problems arise, there 
needs to be a method of concurrently recording such events. Secondly, journaling provides a 
written memory aid to prompt a solution. Thirdly, these data provide an emic perspective from 
a local tutor (Duff, 2007), showing her proximity to her students and their experience. Fourthly, 
”first-person narratives and life histories can […] provide compelling introspective accounts of 
tutors’ experiences over time” (Duff, 2016, p. 174).  
 
Journal entries were made by the tutor in a paper format, on an irregular basis, outside of class 
time, as issues arose. To focus the reflections, she used her own proforma (Burns, 2003) where 
she could list events and then reflect on them systematically, which made it more like a log-
type format (Wallace, 2005).  

 
2 Pre-undergraduate stage that some entrants are put through, according to their entry-test score. 

3 See Dimitriou, Omurzakova & Narymbetova (2020). Bias in the data was detected since the more 
successful students tended to participate.  
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Participant & setting  
Our subject was the literacy tutor of a Foundation class (author 2), who was a female in her 
40s. She had been schooled in the Kazakhstani (Russian-language) system, with L1 literacy 
activity limited to narrative compositions. This was followed by a bilingual (Russian, English) 
Bachelor’s degree, and a Master’s degree in the Teaching of English (studied in English), in 
Kazakhstan. As a part of her foreign-language degree, the tutor also learned about Anglophone 
tertiary educational culture, study skills and literacy. As regards teaching, she previously had 
18 years of experience, including three years of Foundation teaching.  
 
The program and relevant course materials provided no advice on how to teach, so she was 
learning through experience, using the syllabus, the main course book, and her own 
supplementary materials and teaching instincts, as indications of her agency. Her self-declared 
identity was as a “problem-solver” (Duff, 2007, p. 313) who wanted to help her students think 
and write independently, within university norms.  
 
Her 20 L2-English students (about 90% Kazakhstanis) were in their second semester, at their 
second different Foundation level, at our university. Their ages at the beginning of the data 
collection ranged from 17 to 21. This investigation occurred during the first five months of 2020. 
The class met daily (weekdays), over the length of one semester (16 weeks). During this data 
collection phase, a quarantine rule was imposed on the university, due to the Covid-19 
pandemic, meaning that classes were transferred to the online mode (Zoom & Moodle VLE).    
 

Qualitative analysis 
The journal was analysed with the assistance of author 1  in the interest of critically examining 
the learning events, while still intending to give a voice to the tutor’s ideas (Burton, 2005). 
Entries were coded (see Appendix 1 for heuristic table) for the literacy topic, and also coded for 
similarity of experience (tutor & students). Next, coding was added for analyses or solutions 
and lastly, there are entries regarding any critical meta-analysis. The tutor's observations and 
teaching solutions were not judged as to their quality, or validity as that is outside of our set 
goals. However, comparisons with the relevant literature are made, where appropriate. 
 
 

Results  
 
This report attempts to be chronological, but this is not always possible when discussing 
activities that have a long duration, complex implications, or overlap in historical time, or when 
journal entries might not follow the order of events. Each of the following journal extracts (in 
italics) is derived from one or more journal entries and is classed according to a topic area.     
 

Classroom cooperation 
As the classroom working relationship developed between the tutor and her students, the tutor 

often wanted to direct students, in her role as mentor. “I keep telling them about my experiences 
as a student and try to show the connection between their writings in the FA and in the future 
studies.'” Though a tutor showing and directing could be seen as domineering, the tutor was in 
fact inculcating student agency, and the habits of successful writing. Student independence is 
a universal expectation in Anglophone tertiary education (Skyrme & McGee, 2016), while the 
students’ previous lack of independence was a result of low expectations in L1 schools, with 
writing tasks that required little independent work.  
 
There were other students who more regularly refused to follow instructions or to submit tasks. 
”Some look bored and are reluctant to participate. They miss classes, hardly ever do home 
assignments. Generally, have quite relaxed attitude.” These students seemed lazy to the tutor. 
Alternatively, perhaps these students did not understand the lessons or their benefits, or (felt 
that they) could not communicate their needs to their tutor. “Most of the students have no idea 
what the Foundation is for.” However, upon concluding the FA course, most students came to 
the realisation of the general benefits of the course.  
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The mandated instructional materials for the FA course were very important for literacy 
acquisition, but not necessarily for independence. This is why the tutor decided to use peer 
dialogue for students to help each other through activities. The claimed benefit was that 
students would develop their own understandings, and therefore have more confidence and 
independence of thought and action. 
 
Therefore, early on in the course, the tutor noted that students had difficulty building efficient 
study routines independent of her, like automatic routines (Jarvis & Pavlenko, 2008). The 
reason for this was, as most students admitted, that their L1 experience of literacy had 
embedded no relevant writing or study skills routines as a default. “Eureka moments, ‘ah, we 
need to use structure’?’” However, by the second half of the semester, the tutor noted that most 
of the students suddenly started to write more independently. This indicates that the students 
were becoming more agentive as a result of their lessons.  
 

Reading  
The students' reading skills seemed to indicate that the problems of literacy production were 
based on the lack of metalinguistic knowledge, seen by the tutor during reading exercises. 
Though most students were aware of the most basic structures of an essay (e.g., introduction), 
many students were learning about some other elements (e.g., thesis) for the first time. As a 
result, the tutor noted that the students would need to learn these reading and labelling skills 
before learning the structure of an opinion paragraph, for the purpose of writing.   
 
The reading difficulties continued with the analysis of reading texts. More specifically, students 
had substantial difficulty in defining the main idea in a paragraph (metalanguage) and 
differentiating the details that refer to, or support it. These two elements, according to the 
journal, required the use of many reading texts and lessons to help students in finding structural 
elements, thereby helping them to learn the metalanguage also. The source of the difficulty in 
this area seems to have been a lack of analytical reading in the students’ L1. Some difficulty 
could equally arise from students needing to learn these concepts in their L2.  
 
The students' inability to distinguish the factual value of items they had read was also noted. 
“After the explanation and exercise, all who were attentive are able to point at the opinion vs 
fact on paper. But many of them still had difficulty in their use.” In general, the majority of 
students could not initially distinguish between fact and opinion (i.e., metalanguage) when they 
started the semester. Because of their lack of L1 training in this element, and having to learn in 
an L2, it sometimes required a long learning process, even weeks of study, involving 
recognising arguments in readings.  
 

Reading-to-write 
When the class started reading for the purpose of writing, the tutor’s journal noted that the 
analysis of source texts was an unknown item for her students, as it had been in the tutor's 
experience of Kazakhstani high school. As a result, she also thought that the students did not 
know how to find, cite or paraphrase a source text effectively. It is recognised that reading 
comprehension is a distinct skill from reading-to-write (Delaney, 2008) which is about 
communicating ideas. Since the teaching of reading to write is not practiced in Kazakh- and 
Russian- language universities in Kazakhstan to this day, these skills could be considered L2-
English tertiary skills.   
 

Writing 

As the class started writing, the tutor’s journal revealed many students could not understand 
the various writing tasks. “Almost all students say that the task is ‘why we need advertising’ but 
the task had 2 sides.” The students, when they tried to write the task tended not to fulfil many 
important parts of the instructions. For example, students tended to focus on one word in the 
task (e.g., advertising), and ignored other aspects. “They try to follow, but lack experience with 
writing.” The tutor saw the reason as being a lack of experience of critical thinking, or writing 
essays. This second point indicates that cognitive load may have therefore been an issue. 
Students have limitations on how many instructions they can follow at one time, during a writing 
process (Macbeth, 2006), perhaps being pre-occupied with the difficulties of L2 writing. The 
tutor also recorded that she had gone through a similar stage in her development, but without 
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literacy support. In turn, her solution for her students was a dialogic process of peer work. She 
used task analysis exercises where students helped each other understand what a task was 
asking them to do. That allowed for students to develop a dialogue on the issue and verify 
understanding.  
 
The tutor also instituted essay brainstorming sessions as a preparatory stage for writing, 
because she realised, from her own experience, the difficulty students had in writing in an 
organised manner. However, students seemed not to engage with this deeply, “Brainstorming 
is not done, unless I insist on a submitted doc.” “I gather ideas from brainstorm and tell sts to 
use them. Most do not.” This seems to be one of the few instances of students’ refusal to 
engage with class activities and the reasons for this refusal never emerged. 
 
Though students had learned about the structure of the academic English text when reading, it 
was noted they had difficulty structuring their writing, both at the paragraph and essay level. 
Though students knew the basics of introductions and conclusions well at the beginning, they 
had difficulty restructuring them to allow for argumentation essays. Firstly, the introduction of 
an academic essay requires contextualisation of the topic. Even though the essay topics 
covered were fairly well-known (e.g., animal research), students had difficulty in describing the 
topic’s context, “Hardly anyone is able at this point, maybe due to their lack of reading or short 
life experience.” The journal indicates that the tutor saw a lack of L1 reading experience at 
school or a lack of worldly knowledge in her students. However, it could be that 
contextualisation was an L2-English academic writing concept that was hard to understand. 
 
The tutor’s notes revealed that the students had not been taught how to construct paragraphs. 
This explained why the concept and purpose of a topic sentence was challenging, such that 
students’ writing often lacked direction, “Some writing a long introduction instead of the topic 
sentence.” This was dealt with by using peer marking and also through feedback. The tutor 
used communicative methods around writing to help expand students’ knowledge of this L2-
English concept. A related issue was the students' progress from paragraph writing to essay 
writing. Firstly, there were difficulties noticed in understanding what supporting paragraphs 
were (i.e., sub-arguments). Students needed to recognise that a paragraph had a role in an 
essay. Amongst the solutions were visual methods of presenting the structure (i.e., templates), 
and group analysis of sample writing and of the students' own writing. This group work helped 
the students develop their writing by encouraging metalanguage use.  
 
Expressing and defending opinions was another challenge noted in the journal, “I thought their 
opinions probably were not valued in school. I asked them, many students agreed.” By asking 
students, the tutor then realised that writing opinions in an L2 would need to be explained for 
about 80% of the students, “many of them could not give you an opinion. They tried but 
couldn't.”. In fact, initial knowledge of the content of argumentative paragraphs was minimal 
among students, similar to what the tutor had experienced in her own university years. When 
students were asked to state and write about an argument, the tendency was to write a narrative 
about personal experiences, or a descriptive generalization about the topic, “99% would either 
describe their experience or give a simplistic answer without support.” Though students who 
had been preparing for the IELTS Writing test wrote more on-topic, all students had difficulty 
writing an argument.   
 
Based on this, the tutor introduced a series of lessons for students to learn to express and 
defend their opinions. The class started writing simple topics, expressing a plain positive or 
negative thesis, and supporting it with a simple reason, in a ‘because’ clause. The next stage 
in development included making a claim, though students did not know that such claims 
required sourced evidence. As a result, claims were taught which forced students to create 
evidentiary structures, such as “…has three advantages/benefits/pluses.” When the class was 
directed to discuss (sub)arguments in support of a claim, there were difficulties in distinguishing 
between similar ideas, such as between the claims “animals will suffer” and “animals feel pain”. 
There were further problems of finding relevant arguments. The tutor intuited this as 
deficiencies in the students’ critical thinking faculties. However, the lack of capability could have 
been a result of the lack of literacy work in high school, coupled with using their L2 to acquire 
these capabilities (Cummins, 2016), leading to a high cognitive load.   
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As the course progressed, argumentation was expanded to include expressing an opinion 
opposite to their own (and critiquing it), “they didn’t have difficulty with brainstorming two sides 
of the problem. But when they had to write the opposite argument, they got stuck.” While the 
reason for this perplexed the tutor, this could have been a lack of challenging L1 reading, such 
that the value of the comparison of opinions was not recognised. During the process of writing, 
this could have been a cognitive challenge for students to balance competing opinions. Indeed, 
the tutor often repeated lessons on the concepts and metalanguage, as students seemed 
unable to retain these concepts, as a result of lacking L1 literacy experience (Hirvela, 2017).  
 
 
Discussion  
 
The present study sought to describe how a tutor’s journal could help address students’ tertiary 
Foundation literacy challenges. By using a journal, the tutor was able to institute a methodical 
problem-solving process, to analyse situations and to prepare solutions and implement them. 
It also allowed the tutor to better scaffold the lessons, as she was able to recognise some 
aspects of students’ progress. This made the tutor's goal of organised student writing seem 
possible. 
 
Regarding problem diagnosis and analysis, the journal provided a template for analysing the 
reasons for students’ difficulties. This was often found to derive from their lack of L1 literacy 
pedagogy, providing more support for the assertion that students’ L1 literacy backgrounds can 
indeed be an impediment to L2-literacy learning (Neff, 2013; Cumming et al., 2016). Our 
previous research (Dimitriou, Omurzakova & Narymbetova, 2020; see also Appendix 1) showed 
that students claimed that their L1 literacy were expression of opinions, independence of 
thought and action, writing instruction and complex writing tasks, reading analysis and reading-
to-write. The students’ challenges were also noted and analysed in the journal. The meta-
analysis also posited other relevant causes of literacy challenges e.g., cognitive load, or the 
unique L2-English tertiary nature of the writing, or students having to learn advanced literacy 
items for the first time in their L2 (Cummins, 2016). 
 
The relevance of this research to tertiary literacy (in Kazakhstan) is that knowledge of low L1-
literacy EMI students' capabilities and deficiencies will allow for better scaffolded teaching, and 
therefore better learning, in EMI contexts. The tutor starting with reading skills, followed by small 
writing texts, then essays. The journal entries indicate that the tutor was directing students' 
actions for the purpose of learning, including meaning-making and (peer) dialogue as ways to 
make students into independent scholars (Skyrme & McGee, 2016). Each classroom group has 
different problems and different classroom dynamics. That is why tutors can use a journal to 
aid their skills of diagnosis and analysis.     
 
Our sub-question was about the particular role of a Kazakhstani non-native-English speaker 
tutor and her English literacy experience, and how that affected the teaching of her own tertiary 
literacy students. The journal indicated that the local tutor was aware of (long-term) local L1-
literacy norms (hers and theirs), and she used this to aid her in recognising and analysing 
issues, as well as drawing upon her own literacy history (among other things) to provide 
solutions (see Medgyes, 1992). Furthermore, the tutor tried to show students the similarities 
with her own high school and Anglophone university experience, as someone like them, yet 
someone who has succeeded in L2 English. 
 
The journaling also showed how language socialisation as a framework can be used to interpret 
dynamic classroom data to better understand the agency of tutors and students, teaching and 
learning processes. Literacy socialisation was seen to be not only about language, or writing, 
but about Anglophone tertiary writing culture, as well as cooperation and agency. The tutor's 
agency was evident in her choice of teaching solutions for students. Though the journal was a 
tutor's emic perspective of events, interaction and co-operation between teacher and students 
was evident. Students’ agency was seen in their cooperation or lack thereof.  
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Appendix 1 Journal data & coding overview (T- teacher, sts- students) 

 
 


