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TEACHING ENGLISH THROUGH THE PHILOSOPHY OF CRITICAL
PEDAGOGY: A THEORETICAL-CONCEPTUAL ANALYSIS AND
PROPOSED RESEARCH DESIGN FOR THE FREIREAN APPROACH IN
THE KAZAKHSTANI EDUCATIONAL CONTEXT

A.S. Nabidullin'

Freirean critical pedagogy, as theorized in Paulo Freire's Pedagogy of the
Oppressed, represents one of the most philosophically generative traditions in
education — yet its implications for English language teaching in postcolonial
and transitional contexts remain substantially underexplored in Kazakhstani
scholarship and insufficiently implemented in Kazakhstani pedagogical
practice. This article develops a theoretical-conceptual analysis of the
significance of the Freirean framework for English language instruction across
diverse faculty specializations at Kazakhstani higher education institutions,
and proposes a quasi-experimental mixed-methods research design through
which its transformative potential could be empirically examined.

Drawing on Freirean critical pedagogy, dialogic education theory, and
critical applied linguistics, the article articulates four dimensions of critical
communicative competence — critical text analysis, dialogic argumentation,
problem-posing discourse production, and epistemic reflexivity in academic
writing — that a Freirean instructional program would be expected to
cultivate more effectively than conventional communicative language
teaching. A detailed research design is proposed, comprising an eighteen-
week intervention with eighty undergraduate students from four faculty
specializations — political science, natural sciences, law, and economics —
together with the sampling, allocation, ethical, instrumentation, and analysis
procedures required for a methodologically rigorous empirical test of this
proposal.

The article situates the proposed Kazakhstani design within a comparative
review of critical-pedagogy-informed English programs in the United States,
Brazil, the United Kingdom, and Finland, drawn from published literature, and
identifies the institutional adaptations that would be necessary for the Freirean
approach to be implemented systematically in the post-Soviet Kazakhstani
context. The article argues, on philosophical and theoretical grounds —
pending the empirical validation that the proposed design is intended
to provide — that integrating critical pedagogy philosophy into English
language instruction has the potential to be more than a methodological
innovation, reshaping the relationship between language, consciousness, and
social agency among Kazakhstani university students.
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CbiHM negaroruka ¢punocodpunacol HerisiHAe aFbl/IWbIH Ti/liH OKbITY:
®peiipe TaciNiHiH KasakcTaHAbIK 6iniM 6epy KOHTeKCiHAEri MaHbi3bl

Anpatna. Mayny ®pelipeHin «Pedagogy of the Oppressed» eHberiHge TeopusanblK TypfblAa HerisgenreH
CblHW negarorvika 6inim 6epyaiH eH TepeH, api punocoduanbik XafblHaH TUIMAI A3CTYpAEpiHiH, GipiH 6ingipei
— anaitfa OHbIH MOCTKONOHWANAbIK XOHE ©Trneni Ke3eH KOHTEKCTIHAET afblWbIH TiiH OKbITyFa KaTbICTbl Casl-
Japbl Ka3akKCTaHAbIK FblIbIMYM 94ebueTTe XETKINIKTI 3epTTe/MereH XoHe OTaHAbIK Mejarorvkanblk npakTvka-
fa TONbIKKaHAbl icke acblpblimMaFraH. byn makana ®pelipe TaciniHiH KasakctaH ofapbl OKy OpbIHAAPbIHbIH,
apTYpAi dakynbTeT MaMaHAbIKTapbiHAA afblIlbiH TiNiH OKbITYAafbl MaHbI3AblIbIFbIHA apHaAfaH TeopUANbIK-
TYXKbIpbIMAAMablK TanAay YCbIHaZAbl XXSHE OHbIH, ©3repTyLUiNiK a1eyeTiH IMNUPKUKabIK TYPAE TeKCepyre MyMKIHAiK

6epeTiH KBa3unaKCNEPUMEHTTIK apanac-aAicTep 3epTTey AU3aiHbIH YCbIHAABI.

PpeiipeHiH CbiHW NeaarorvkacbiHa, AUanorTik 6iniM 6epy TeOpUACbIHA XaHE CbIHW KONAaHbanbl NMHTBUCTVKaFA
cyvieHe OTbIpbIn, Makanaga ®Ppeipe TaciniHe HerizgenreH okbITy bafaapaamachl A3CTYPAI KOMMYHUKATUBTIK Tin
OKbITyFa KapafaHza Tvimgipek faMbiTagbl Aen 60kaHaTblH CbIHW KOMMYHUKATUBTIK Ky3bIPeTTiNIKTiH TOpT eLweMi
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— MOTiHAI CbIHW Tangay, AManorTik aprymeHTauus, npobnema-Kow AWCKYPCbIH Xacay >XoHe akafeMUsbIK,
Xasygafbl AnNMcTeMuKanblk pedaekcns — cunattanagel. OH ceri3 anTafa ecenTenreH, TOPT MaMaHAbIKTaH Cek-
CEeH CTYyAEHTTI KaMTUTbIH apanacy 6afaapiaMachl GOWbIHLIA erken-Terkenni 3epTTey Au3aliHbl, COHbIH iWiHAe
ipikTey, TonTapfa 6esy, 3TuKa/bIK, acnanTbiK XaHe Tasgay PaciMAepi YCbIHblIaAbl, ONap OCbl Ty>XblipbIMAaMaHbI
d4iCcHaManbIK TyPFbiAaH KaTaH, SMNUPUKaNbIK TeKcepyre MyMKiHAIK bepeai.

Makana ycbiHbIIFaH Ka3akCcTaHablK AVW3aiHAbI XXapuanaHfaH agebuettepre cylieHe oTbipbin, AKLL, Bpasnans,
¥nbibpuTaHns xoHe PUHAAHAUA YHUBEPCUTETTEPIHAETI CbIHW Mejarornka bafaapaaManapbiMeH CanbiCTbipMabl
KOHTEKCTe KapacTblpazbl xxaHe Operipe TaciniH nocTcoBeTTik KasakcTaH KOHTEKCIHAE XYNeni Typae icke acblpy yLiH
KaXeTTi UHCTUTYTTbIK GenimaeynepAi aHbikTaliabl. Makana — yCbIHbIIFaH AM3aliH bepyre TMiC aMAMpPUKanblk pac-
TayZbl KyTe OTbIpbIN — GUAOCOPUANBIK XKHE TEOPUANBIK Heri3Aepae CbiHW nejarornka GuaocoPuACkIH afblWbIH
TiNH OKbITYFa KipiKTIpyZAiH >ai faHa aAicTeMenik XaHallblIAbIKTaH acbin, Ka3akCcTaHAblK CTYAEHTTEPAIH Tin, caHa
>KOHE 9/1eyMETTIK areHTTiNiK apacblHAafbl KaTbIHAChIH ©3repTy a/IeyeTiHEe Ne eKeHiH Ty>KbipbIMAanabl.

Tyliin ce30ep: CbiHV Nepjarorvka, afbUILWbIH TilIH OKbITY, AvanorTik 6inim 6epy, npobaema-kKoro, asaTTblK,
6afbITbIHAAFbI OKbITY, XXOFapbl Ginim.

O6yueHue aHINUIACKOMY A3bIKYy Yepe3 ¢puaocopuro KpUTMUECKON Neparormkm:
3HauMMocTb noaxoaa dpelipe B Ka3axcTaHCKOM o6pa3oBaTe/IbHOM KOHTEKCTe

AHHoTauma. Kputnyeckas negaroruka lMNayny ®Opeipe, Teopetuyeckn o6ocHOBaHHasA B ero GpyHaaMeHTanb-
HoMm Tpyae «Pedagogy of the Oppressed», npeacTtaBaseTt oaHy 13 Hanbosee GUNOCOPCKN NPOAYKTUBHbBIX TPAAU-
LU B UCTOPUM NEAarornyeckomn MbICIN — OAHAKO eé 3HaueHue A1 0ByUYeHWs aHMIMINCKOMY A3bIKY B MOCTKONO-
HMaNbHbIX U TPAH3UTUBHbLIX O6pa3oBaTe/IbHbIX KOHTEKCTaX OCTaéTCA B 3HAUUTE/IbHOW Mepe HewnccaeoBaHHbIM B
Ka3axCTaHCKOW HayuHOW nunTepaType U HeJOCTaTOYHO Peann3oBaHHbIM B OTEUYECTBEHHOMN Mejarormyeckor npak-
TvKe. HacToswas cTaTbs NpeAnaraeT TEOPETUKO-KOHLENTYabHbIA aHaan3 3HaUYMMOCTV GPEPOBCKOM KOHLENLUM
AN OByYeHNs aHIIMNCKOMY A3bIKY Ha PasinyHbIX dakynbTeTax Ka3axCTaHCKMX BY3OB M MpejsnaraeT KBasuakcne-
PUMEHTa/IbHBIV AW3aliH UCCAeA0BaHNA CMeLLaHHbIX METOAO0B, NMO3BOAAIOWMI SMNNPUYECKN NPOBEPUTL €€ TpaHC-
bOpMUPYIOLLMIA MOTEHLMAN.

Onmpasck Ha KpUTUYeCKyHO Negaroruky Pperipe, TEOPUIO A1Manormnyeckoro obpasoBaHua N KPUTUYECKYHO NpK-
KNaZHYH NNHTBUCTUKY, CTaTbid GOPMYNUPYET YETbipe U3MEPEHUs KPUTUUYECKOW KOMMYHUKATUBHOW KOMMeTeHT-
HOCTU — KPUTWYECKUIA aHanu3 TeKCTa, AManornyeckyro apryMeHTaLmuio, Npov3BoACcTBO NpobaematnsnpytoLero
AMCKypCa ¥ 3NUCTeEMUYEcKyto pedaeKCMBHOCTb B akaZeMUYeckoM MMCbMe, — Pas3BUTME KOTOPbIX, Kak OXMAaeTcs,
nporpamMma oby4yeHus Ha OCHOBe MpUHLMNOB Ppelipe byaeT CTUMYyMPOBaTb IPeKTVBHEE, YeM TPaANLMOHHasA
KOMMYHWKaTMBHas MeToAwvKa. [MpeanaraeTcs geTasbHbl AU3aliH UCCIEA0BaHMS, OXBATbIBAKOLWMIA BOCEMHAALATH-
HeJe/lbHY0 Mporpammy € yyacTveM BOCBMUAECATU CTYEHTOB YeTbIPEX CreLnanbHOCTeR, BKAoYas npoueaypsl
BbIGOPKK, pacnpeaeneHns no rpynmnam, STMYECKOro CONPOBOXAEHWS, MHCTPYMEHTAPUA U aHaiu3a JaHHbIX, He-
06x0AMMBble AN METOAONOTMYECKM CTPOrOM SMMNMPUYECKON NMPOBEPKYM AaHHOTO NPesIoXEHUA.

CraTbfl MOMeLLaeT npeanaraemblli Ka3axCTaHCKUI AM3aliH B CPAaBHUTENbHBIV KOHTEKCT MPOrpaMM Kputmnye-
ckon negarorvkun B yHuBepcutetax CLUA, Bpasuaunn, Beankobputanum n ®MHASHANW, OCHOBBIBasCb Ha Ony6mMKo-
BaHHOW MTepaType, 1 onpeaenser MHCTUTYLIMOHa bHblE afanTauuy, HEO6XoAMMble ANf CUCTEMHOTO BHEAPEHUS
dperpoBCKOro Noaxosa B MOCTCOBETCKOM Ka3axCTaHCKOM KoHTekcTe. CTaTbsi yTBepXAaeT — Ha Guaocopckmx um
TEOPETUYECKUX OCHOBaHUSAX, B OXMAAHUM SMNUPUYECKOTrO NMOATBEPXKAEHNSA, KOTOPOe Npu3BaH obecneunTts Npes-
JNIOXEHHbIN An3aliH, — 4TO UHTerpauns duiocodmm KpUTUYECKOW NeAarorukn B obyyeHne aHrIMNCKOMY 3bIKY
NoTeHLMaNbHO CNOCobHa BbINTY 38 PaMKM METOA00rMYeCcKOro HOBLLECTBA M NPeobpa3oBaTh OTHOLLEHWUS MeXAY
A3bIKOM, CO3HaHVEM W COLMaNbHOM CyObEKTHOCTbIO Ka3aXCTaHCKMUX CTYAEHTOB.

Knroueeowle cnoea: kputnueckas negarornka, obyyeHvue aHrnRCKOMY A3biKy, Ananormyeckoe obpasoBaHue,
npobaematnsaums, SMaHcMnNupyoLlee obyueHmne, Bbicluee obpasoBaHue.

Introduction of compliance with existing arrangements of

power. And it is a question about freedom —

The question of why and how English is
taught in non-Anglophone educational con-
texts is never merely a technical or method-
ological question. It is, at its philosophical
core, a question about power — about whose
knowledge counts as legitimate, whose ways
of knowing are valued, whose voices are am-
plified and whose are silenced by the struc-
tures of language education. It is a question
about consciousness — about whether the
acquisition of a global language deepens
learners’ critical awareness of their own situat-
edness in historical, political, and cultural rela-
tions of domination and possibility, or whether
it merely trains them in the linguistic codes
62 AJTAM SJIEMI
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about whether education, including language
education, serves the reproduction of existing
social relations or the cultivation of the critical
consciousness through which those relations
might be understood, interrogated, and trans-
formed [1; 2].

These are precisely the questions that Pau-
lo Freire placed at the center of educational
philosophy in his epochal work Pedagogy of
the Oppressed, first published in Portuguese
in 1968 and subsequently translated into over
thirty languages, becoming one of the most
widely cited texts in the history of education-
al thought. Freire's fundamental philosophi-
cal diagnosis — that conventional education
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functions as a «banking» system in which ed-
ucators deposit pre-formed knowledge into
passive student recipients, thereby reproduc-
ing the epistemic and social relations of dom-
ination rather than cultivating the critical con-
sciousness necessary for emancipatory action
— has proved to be not merely a critique of
mid-twentieth-century Brazilian education but
a diagnosis of structural features of education-
al systems across vastly different historical, cul-
tural, and political contexts [1; 3].

Kazakhstan presents a context of excep-
tional significance for the application of Freire-
an critical pedagogy to English language in-
struction. As a nation navigating the complex
intellectual and institutional legacies of Sovi-
et education — characterized by centralized
curriculum authority, transmission-oriented
pedagogy, and the systematic suppression of
critical inquiry — while simultaneously pur-
suing ambitious programs of educational in-
ternationalization and democratic reform, Ka-
zakhstan stands at a philosophical crossroads
whose resolution will profoundly shape the
intellectual formation of its coming genera-
tions. The national commitment to trilingual
education, the development of English as a
medium of international scholarly communi-
cation, and the broader aspiration for the for-
mation of critically thinking, globally engaged
citizens articulated in successive state educa-
tion programs all converge in generating both
the imperative and the opportunity for a fun-
damentally transformed approach to English
language pedagogy.

Yet the dominant approach to English
language instruction at Kazakhstani univer-
sities remains firmly anchored in what Freire
[1] would recognize as the banking model:
students are positioned as recipients of pre-
formed linguistic knowledge — grammatical
rules, vocabulary lists, communicative formulas
— transmitted by teacher-authorities whose
role is to deposit this knowledge efficiently
and to assess the accuracy of its reproduction.
The critical consciousness, dialogic engage-
ment, and emancipatory agency that Freire
identified as the constitutive goals of genuine
education are systematically absent from this
model — and their absence is not a peripher-
al pedagogical deficiency but a philosophical
failure of the first order, one that reproduces
precisely the epistemic passivity and uncritical
compliance that democratic educational re-
form is committed to overturning.

ISSN 1999-5849 (Print) « eISSN 2959-7544 (Online)

This study was designed to investigate four
specific research questions generated by this
philosophical and empirical situation. First:
does the integration of Freirean critical peda-
gogy principles into English language instruc-
tion produce measurably superior outcomes
across the four dimensions of critical commu-
nicative competence identified as constitutive
of genuinely emancipatory language educa-
tion? Second: what philosophical mechanisms
— related to consciousness-raising, dialogic
encounter, problem-posing, and epistemic re-
flexivity — mediate the relationship between
critical pedagogy-informed instruction and
competence development? Third: how does
the Kazakhstani implementation of Freirean
English pedagogy compare structurally and
philosophically with analogous programs at
universities in the United States, Brazil, the
United Kingdom, and Finland? Fourth: what
institutional, curricular, and policy reforms
are necessary to systematize the Freirean ap-
proach to English instruction within Kazakh-
stani higher education?

Methodology

The theoretical architecture of this study is
constructed upon three philosophically inter-
connected intellectual traditions that togeth-
er constitute the foundation of critical peda-
gogy-informed English language instruction:
Freirean critical pedagogy as a philosophy of
consciousness and emancipatory education;
the philosophy of dialogic education as the-
orized by Freire, Bakhtin, and their intellectu-
al successors; and critical applied linguistics
as the disciplinary intersection through which
these philosophical traditions are translated
into language teaching theory and practice.

Freire's critical pedagogy, as elaborated
across Pedagogy of the Oppressed [1], Educa-
tion for Critical Consciousness [4], and Peda-
gogy of Hope [5], rests upon a fundamental
ontological distinction between two modes of
human being-in-the-world: the mode of naive
consciousness, in which human beings experi-
ence themselves as passive objects of histori-
cal forces and institutional arrangements they
neither understand nor control; and the mode
of critical consciousness — conscientizacdo —
in which human beings apprehend their situat-
edness within historically constituted relations
of power and possibility, and thereby discover
their capacity as subjects to name, analyze, and
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transform the conditions of their existence. For
Freire, education is the primary institutional
site through which this ontological transfor-
mation — from passivity to agency, from naive
to critical consciousness — either occurs or is
systematically prevented [1; 3].

The banking model of education, in Freire's
analysis, is the institutional form through which
the transformation to critical consciousness is
prevented. By positioning students as passive
receptacles for teacher-deposited knowledge
— as objects to be filled rather than subjects
to inquire — banking education reproduc-
es the epistemic relations of domination that
characterize oppressive social arrangements.
The student who learns to receive, memorize,
and reproduce teacher-authorized knowledge
without critical interrogation is simultaneous-
ly learning the fundamental disposition of the
oppressed: the disposition of objects rather
than subjects, of those who accept rather than
question, of those for whom the world as given
is the world as necessary. Applied to language
education, the banking model produces stu-
dents who can reproduce grammatical rules
and communicative formulas without ever de-
ploying language as an instrument of critical
inquiry, dialogic encounter, or transformative
naming of their world [1; 6].

Against the banking model, Freire propos-
es problem-posing education as the dialogic
alternative through which critical conscious-
ness is cultivated. Problem-posing education
begins not from teacher-authorized content
but from generative themes — the existen-
tially significant problems, contradictions, and
possibilities embedded in learners’ concrete
life situations — which are named, analyzed,
and transformed through a dialogic process
in which teachers and students are co-inves-
tigators of their shared world. In the language
classroom, this Freirean inversion means re-
placing linguistic exercises abstracted from
learners’ lived experience with problem-pos-
ing activities that engage students in critical
analysis of the texts, discourses, and commu-
nicative situations that constitute their actual
social reality — including the political rhetoric
they encounter in public life, the professional
discourses of their disciplinary fields, and the
global linguistic power relations within which
the English language itself is embedded [1; 7].

The philosophy of dialogic education, as
theorized by Freire and independently devel-
oped by Bakhtin [8], provides a second phil-
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osophical pillar for the theoretical framework.
For Freire, genuine dialogue is not merely a
pedagogical technique but an ontological
necessity — the mode of human encounter
through which consciousness is constituted,
knowledge is constructed, and critical under-
standing is developed. Authentic dialogue re-
quires what Freire terms ‘love, humility, faith,
hope, and critical thinking" — not the false
dialogue of the banking classroom in which
teacher-questions are disguised depositing
operations, but the genuine encounter of two
subjects each bringing their own knowledge,
experience, and critical perspective to the col-
laborative investigation of their shared world.
Bakhtin's parallel theorization of dialogism —
the irreducible heteroglossia of language, the
constitutively answerable nature of all utter-
ance, the impossibility of meaning outside the
dialogic encounter of voices — provides a lin-
guistic-philosophical complement to Freire's
educational philosophy that grounds dialogic
English instruction in a sophisticated theory of
language as inherently relational, contested,
and meaning-making [1; 8].

Critical applied linguistics, as developed by
Pennycook [6], Norton [9], and Canagarajah
[10], provides the third theoretical pillar by sit-
uating the Freirean framework within the spe-
cific theoretical debates of language teaching
scholarship. Critical applied linguistics holds
that language teaching is never a politically
neutral technical practice but always an inter-
vention in the social relations of power, iden-
tity, and knowledge that shape learners’ lives.
The choice of what texts to read, what topics
to discuss, what forms of language to value,
and what communicative purposes to culti-
vate in the English classroom are never merely
pedagogical choices but ideological ones —
choices that either reproduce or challenge the
existing arrangements of linguistic power that
position certain speakers, certain discours-
es, and certain ways of knowing as legitimate
and others as marginal. For English language
teaching in postcolonial contexts such as Ka-
zakhstan, where the global dominance of
English is entangled with complex histories of
Soviet language policy, post-independence
national identity construction, and contempo-
rary geopolitical positioning, these ideological
dimensions of language teaching are of par-
ticular urgency and complexity. Closely related
is the view of discourse as a site where social
power is enacted, reproduced, and contest-
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ed through control over text and talk, which
makes the analysis of classroom discourse a
political as well as a linguistic undertaking [11].
Together, these three theoretical traditions
generate a coherent and philosophically rigor-
ous framework for designing, implementing, and
evaluating Freirean critical pedagogy-informed
English instruction. The framework holds that
genuinely emancipatory English language ed-
ucation must: begin from learners’ existentially
significant generative themes rather than from
pre-formed linguistic content; cultivate critical
consciousness through problem-posing rath-
er than knowledge-banking; develop authentic
dialogue rather than scripted communicative
exchanges; engage critically with the ideological
dimensions of the texts and discourses it em-
ploys; and position students as epistemic sub-
jects — knowers and namers of their world —
rather than as linguistic objects to be filled with
teacher-authorized language [1; 2; 6].

Main part

Review of the Literature on Critical
Pedagogy-Informed Language Teaching

The empirical and philosophical literature
on Freirean critical pedagogy in language edu-
cation spans five decades and multiple nation-
al contexts, generating a rich and theoretically
sophisticated body of scholarship that simul-
taneously validates the philosophical premises
of the Freirean framework and documents the
considerable institutional, cultural, and peda-
gogical challenges associated with its imple-
mentation in diverse educational settings. This
review synthesizes three bodies of literature:
international theoretical and empirical scholar-
ship on critical pedagogy-informed language
teaching; comparative analysis of Freirean
language programs in the United States, Bra-
zil, the United Kingdom, and Finland; and the
emerging literature on critical pedagogy and
English language instruction in Kazakhstani
and post-Soviet higher education.

Foundational and
Scholarship

The foundational empirical case for crit-
ical pedagogy-informed language teaching
was established through a series of landmark
studies conducted in adult literacy contexts in
Brazil and the United States during the 1970s
and 1980s. Freire’s own literacy campaigns
in northeast Brazil, documented in Education

Tertiary-Level
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for Critical Consciousness [4], demonstrat-
ed that problem-posing instruction organ-
ized around culturally significant generative
themes produced dramatic accelerations in
literacy acquisition compared to conventional
phonics-based approaches — a finding that
Freire explained not in terms of more efficient
decoding instruction but in terms of the qual-
itatively different relationship to language cul-
tivated when learners engage with words as
instruments of naming and transforming their
world rather than as technical symbols to be
mechanically decoded. These findings were
extended to English as a Second Language
contexts in the United States by Auerbach and
Wallerstein [12], whose influential curriculum
framework for Freirean ESL instruction demon-
strated that problem-posing approaches or-
ganized around learners’ workplace experi-
ences, community struggles, and immigration
experiences produced superior engagement,
retention, and critical communicative compe-
tence compared to conventional ESL curricula.
Subsequent scholarship has extended the
Freirean framework to tertiary English language
education across a wide range of national and
disciplinary contexts. Canagarajah’s landmark
study [10] of English teaching in Sri Lanka —
conducted against the backdrop of postcolo-
nial language politics and civil conflict — doc-
umented the sophisticated ways in which both
students and teachers navigated the tensions
between the globally dominant discourses en-
coded in English textbooks and their own locally
situated knowledge, values, and communicative
purposes. Canagarajah’s concept of ‘safe houses'
— the informal spaces within official classroom
structures in which students developed critical
perspectives on the dominant discourses they
were being asked to acquire — provides a the-
oretically nuanced account of the micro-politics
of critical pedagogy in contexts where institu-
tional constraints prevent its explicit implemen-
tation. A related line of argument concerns the
notion of authentic language itself: authenticity,
on this view, is not a property inherent in a text
but depends on the community in which the
text functions and on the learners’ relationship
to that community, which is why the choice of
classroom materials is never neutral [13].

Comparative Analysis: United States,
Brazil, and Finland

Comparative analysis of critical pedago-
gy-informed English programs in the Unit-
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ed States reveals a distinctive institutional
tradition shaped by the particular dynamics
of American higher education and the long-
standing influence of the critical pedagogy
movement in American educational theory.
At progressive institutions such as Hamp-
shire College, Evergreen State College, and
the City University of New York, Freirean ap-
proaches to English composition and academ-
ic literacy have been institutionalized through
writing-across-the-curriculum programs that
center student voice, critical text analysis, and
dialogic inquiry as the organizing principles of
academic literacy instruction [2; 3]. Research
documenting outcomes from these programs
consistently demonstrates superior gains in
critical writing, argumentative sophistication,
and epistemic engagement compared to con-
ventional composition instruction — findings
that parallel those reported in the present
study.

In Brazil — the originary context of Freirean
pedagogy — critical pedagogy has achieved
the deepest institutional embedding of any
national context, with Freirean principles for-
mally incorporated into national education
policy through the Lei de Diretrizes e Bases da
Educacdo Nacional (1996) and subsequently
elaborated in municipal education programs
in Sdo Paulo and Porto Alegre [14]. Brazil-
ian university English programs informed by
Freirean principles have been extensively doc-
umented in the Applied Linguistics literature,
with research demonstrating that students
who engage critically with the global political
economy of English — analyzing the colonial
histories, contemporary power asymmetries,
and national identity implications of English
language use in Brazil — develop both supe-
rior critical communicative competence and
more nuanced, agentive orientations toward
English as a resource rather than a burden [6].

In Finland — the European national con-
text with perhaps the most philosophically
sophisticated tradition of critical education —
Freirean influences have been integrated into
a broader tradition of dialogic, student-cen-
tered pedagogy rooted in the work of Finnish
educational philosophers and refined through
decades of curriculum development. Finnish
university English programs characteristically
emphasize critical media literacy, dialogic dis-
cussion of socially significant issues, and the
integration of English language development
with broader civic and democratic education
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goals — an approach whose philosophical kin-
ship with Freirean problem-posing education
is explicit in the theoretical writings of Finnish
educational scholars [15].

Critical Pedagogy in Kazakhstani Higher
Education

Research on critical pedagogy in Kazakh-
stani higher education remains sparse. Still, it
carries real intellectual weight. A 2022 philo-
sophical analysis published in Adam Alemi
examined this gap directly. The study argued
that the post-Soviet Kazakhstani educational
system retains structural features of the bank-
ing model. These features are fundamentally
incompatible with critical thinking. They also
conflict with democratic participation and
emancipatory agency. Yet these are exactly the
qualities that contemporary Kazakhstani edu-
cation policy aims to cultivate. The study con-
cluded that critical pedagogy offers the most
theoretically coherent response to this incom-
patibility.

A 2021 mixed-methods observational
study, also published in Adam Alemi, took a
different approach. It documented the system-
atic absence of dialogic and problem-posing
pedagogies in Kazakhstani university English
classrooms. Teacher-fronted transmission in-
struction dominated over 87% of observed
classroom time. Student-initiated critical in-
quiry occurred in fewer than 3% of observed
episodes. This gap between policy rhetoric and
classroom practice is stark.

A 2023 theoretical contribution to Adam
Alemi built on this foundation. It proposed a
Freirean-informed framework for English lan-
guage curriculum reform in Kazakhstani higher
education. This framework stands as the im-
mediate theoretical precursor to the interven-
tion described in this study.

Research Design and Philosophical
Orientation of the Instructional Program

This article proposes a quasi-experimental
mixed-methods design as the basis for future
empirical validation of the theoretical claims
developed in the Methodology section and in
Subsection 1. Under this design, eighty under-
graduate students from four faculty speciali-
zations at two Kazakhstani universities — po-
litical science (n=20), natural sciences (n=20),
law (n=20), and economics (n=20) — would be
allocated to experimental and control condi-
tions: forty in an experimental group receiving
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Freirean critical pedagogy-informed English
instruction and forty in a control group re-
ceiving conventional communicative language
teaching. The intervention is designed to span
eighteen weeks, with both groups receiving
three 90-minute sessions per week. Pre-test
equivalence across all four assessment dimen-
sions would need to be statistically confirmed
before post-test comparisons could be mean-
ingfully interpreted; the procedures for this
check are specified in Subsection 5.

The experimental instructional program is
organized around six thematic cycles, each de-
veloped through the Freirean methodology of
generative theme identification, codification,
decodification, and dialogic problem-posing.
The six generative themes — to be select-
ed through pre-instruction interviews and a
Freirean ‘thematic investigation’ process in-
volving consultation with student participants
— are: (1) Language, power, and identity in
a globalizing world; (2) Academic knowledge
and epistemic authority: whose knowledge
counts?; (3) Democratic participation and the
language of public life; (4) Professional eth-
ics and critical responsibility in one’s field; (5)
Environmental justice and the language of
scientific and political accountability; and (6)
Education itself: the philosophy and politics
of learning. Each thematic cycle would employ
a structured sequence of Freirean pedagogi-
cal moves: initial codification of the genera-
tive theme in a rich text or scenario; dialogic
decodification through small-group critical
discussion in English; problem-posing analy-
sis identifying contradictions and possibilities
within the theme; and creative-critical produc-
tion in which students generate their own Eng-
lish-language texts — arguments, analyses,
dialogues, position papers — through which
they name and engage the problem from their
own situated perspectives.

Ethical Considerations for the Proposed
Study

Any implementation of the design de-
scribed here would require prior review and
approval by the relevant university research
ethics committee(s) before recruitment or data
collection begins; no data collection has taken
place under this design, and the procedures
below describe the safeguards that would
need to be built into its implementation. Par-
ticipation would be voluntary and based on
written informed consent obtained from all
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participants prior to enrollment, with an ex-
plicit statement of participants’ right to with-
draw at any stage without academic penalty.
Participants would be informed, in language
accessible to first- and second-year under-
graduates, of the study’s aims, procedures,
expected duration, and the fact that the ex-
perimental and control conditions differ peda-
gogically. Confidentiality would be maintained
by assigning each participant a coded identifi-
er at the point of consent; only the coded da-
taset would be used in analysis and reporting,
with the key linking codes to identities stored
separately and accessible only to the princi-
pal investigators. Audio recordings of dialog-
ic discussions and interview transcripts would
be anonymized during transcription, and any
illustrative quotations reported in publications
would be stripped of identifying details. Be-
cause the design relies on intact class groups
rather than individual randomization, particu-
lar attention would need to be paid to ensur-
ing that control-group students are not disad-
vantaged relative to their institution’s standard
curriculum, including offering control-group
participants access to the experimental curric-
ulum materials at the conclusion of the study.

Sample, Allocation, and Participant
Characteristics

Allocation to condition is proposed at the
level of intact class cohorts rather than indi-
vidual students, since institutional timetabling
at Kazakhstani universities does not permit
individual-level randomization within a single
obligatory English course; cohorts would in-
stead be matched on pre-test scores across
the four assessment dimensions and on fac-
ulty specialization before being assigned to
the experimental or control condition, with the
matching procedure and resulting equivalence
statistics reported in full. Proposed inclusion
criteria are: enrollment as a first-year student
in the obligatory English course at one of the
two participating universities; a placement-test
proficiency level of at least B1; and provision of
written informed consent. Proposed exclusion
criteria are: documented prior systematic ex-
posure to critical-pedagogy-informed instruc-
tion (which would confound the comparison
with the control condition); and inability to
commit to the full eighteen-week schedule of
sessions. Instructors delivering the experimen-
tal condition would be required to hold at least
a master’s degree in TESOL or Applied Linguis-
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tics and a minimum of three years of university
teaching experience, and would complete a
structured pre-intervention training workshop
in Freirean pedagogical theory and the specif-
ic six-stage instructional sequence described
in Subsection 2; the same instructors would
not teach both conditions, to reduce the risk
of cross-condition contamination. Interven-
tion fidelity would be monitored through a
fidelity checklist derived from the six-stage
sequence, completed by an independent ob-
server for a random sample of at least 20% of
sessions in each thematic cycle, supplemented
by audio or video recording of the same sam-
ple for later verification; fidelity scores would
be reported descriptively and any systematic
deviation from the intended sequence would
be documented rather than treated as noise.
Attrition would be tracked from enrollment to
post-test, with reasons for withdrawal record-
ed where available, baseline characteristics of
completers compared against those of partic-
ipants lost to follow-up, participant flow re-
ported in a CONSORT-style diagram, and both
intention-to-treat and completer-only analy-
ses planned and reported side by side so that
the sensitivity of the results to attrition can be
assessed.

Instrumentation: Validity and Reliability

The rubrics for the four assessed dimen-
sions of critical communicative competence
— critical text analysis, dialogic argumenta-
tion, problem-posing discourse production,
and epistemic reflexivity in academic writing
— would need to be developed through an
iterative process: initial construction of rubric
descriptors directly from the theoretical con-
structs defined in the Methodology section;
review by an expert panel of applied linguists
and critical-pedagogy specialists for content
validity; and piloting with a cohort comparable
to, but not part of, the study sample. Internal
consistency of each rubric subscale would be
assessed using Cronbach'’s alpha, with a min-
imum acceptable threshold of .70 set in ad-
vance; subscales falling below this threshold
would be revised and re-piloted rather than
retained. Inter-rater reliability would be es-
tablished by having two independent, trained
raters — blind to condition and, where feasible,
to time point — double-score at least 20% of
all responses, with agreement quantified using
intraclass correlation coefficients for continu-
ous scores and weighted kappa for categorical
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judgments; a pre-specified reconciliation pro-
cedure (discussion to consensus, with a third
rater adjudicating any disagreement that dis-
cussion does not resolve) would govern the
treatment of scoring discrepancies. Where
inferential statistical tests are planned to com-
pare conditions, the assumptions underlying
those tests — normality of residuals, checked
via the Shapiro-Wilk test, and homogeneity of
variance, checked via Levene's test — would be
verified before the tests are run, with non-par-
ametric alternatives (e.g., the Mann-Whitney U
test) specified in advance for use where these
assumptions are violated. Effect sizes would be
reported together with 95% confidence inter-
vals rather than as point estimates alone, so
that the precision, and not only the direction,
of any observed differences can be assessed.

Qualitative Analysis Procedure

The qualitative strand — comprising criti-
cal reflection journals and semi-structured exit
interviews with a subsample of experimen-
tal-group participants — would be analyzed
using Braun and Clarke’s six-phase themat-
ic analysis approach: familiarization with the
data; generation of initial codes; searching for
candidate themes; reviewing themes against
the coded extracts and the full dataset; defin-
ing and naming themes; and producing the
final analytic account. Two researchers would
independently code a common subset of the
material (at least 25% of journals and interview
transcripts), compare their codes, and recon-
cile discrepancies through discussion; where
consensus could not be reached, a third re-
searcher familiar with the theoretical frame-
work would adjudicate. A theme would be
considered established for reporting purposes
only where it recurred across a pre-specified
minimum proportion of participants (at least
half of those interviewed) and was judged, in
discussion among the coding team, to be the-
oretically significant in relation to the Freirean
framework set out in the Methodology sec-
tion, rather than being retained on frequen-
cy grounds alone. An audit trail documenting
coding decisions, disagreements, and their
resolution would be maintained throughout to
support the dependability of the analysis.

Anticipated Outcomes: Theoretical
Predictions

This article does not report empirical re-
sults, since the design set out above has not
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yet been implemented. Based on the theoreti-
cal mechanisms discussed in the Methodology
section and the pattern of findings reported for
comparable international programs reviewed
in Subsection 1, several directional predictions
can be formulated for the purpose of guiding
the proposed empirical test: the experimental
group is predicted to outperform the control
group across all four assessed dimensions of
critical communicative competence; the larg-
est relative gain is predicted for problem-pos-
ing discourse production, since this dimension
is most directly targeted by dialogic decodifi-
cation and generative-theme pedagogy; and,
qualitatively, participation in the experimental
condition is expected to be associated with re-
ports consistent with a shift from what Freire
[1] terms naive to critical consciousness. These
are predictions to be tested, not findings al-
ready obtained, and their confirmation, partial
confirmation, or disconfirmation is the empir-

ical task that implementation of the design
described in Subsections 2-6 is intended to
accomplish.

Comparative International Context: An
Indicative, Not Benchmarked, Comparison

The following comparison draws on the
literature reviewed in Subsection 1 to situate
the proposed Kazakhstani design relative to
established critical-pedagogy-informed Eng-
lish programs internationally. Because the un-
derlying instruments, samples, and evaluation
frameworks used to document outcomes in
these programs are not comparable to one
another, and none of them are directly compa-
rable to the not-yet-implemented Kazakhstani
design proposed here, the comparison below
is limited to institutional and philosophical
positioning rather than outcome magnitudes;
it should be read as an indicative contextual
comparison, not as a quantitative benchmark.

Table 1 - Institutional and Philosophical Positioning of Critical-Pedagogy-Informed English

Programs.

Program / Context

United States (e.g., Hamp-
shire College, Evergreen
State College, CUNY)

Brazil Freirean, nationally
codified
Finland Dialogic, student-cen-

tered, civic-integrated

Kazakhstan (proposed) Freirean pilot

Read this way, the comparison suggests that
American and Brazilian programs are embed-
ded within broader institutional commitments to
critical pedagogy as an educational philosophy
- commitments expressed in curriculum policy,
faculty development, and assessment frame-
works - that the Kazakhstani pilot proposed here,
operating without such embedding, does not yet
share. Whether the proposed Kazakhstani design
would, if implemented, produce outcomes of a
similar order of magnitude to those reported for
these established programs is an empirical ques-
tion that this comparison cannot answer and that
the design in Subsections 2-6 is intended to in-
vestigate directly.

Anticipated Mechanisms of Change: a
Theoretically Grounded Qualitative Agenda
The qualitative strand of the proposed de-
sign is intended to investigate a set of theo-
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Philosophical Basis
Critical pedagogy
integrated with writ-
ing-across-the-curriculum

Institutional Embedding Source(s)
Full institutional embedding via [2; 3]
WAC programs
Full — incorporated into na- [6; 14]

tional education law (LDB, 1996)
and municipal programs
Integrated into the national [15]
curriculum tradition
Not yet institutionally em-
bedded; single-course pilot
proposed in this article

This proposal

retically anticipated dimensions of change,
grounded in the theoretical framework de-
veloped in the Methodology section and in
patterns documented in comparable interna-
tional qualitative studies of critical-pedagogy
language classrooms [1; 7; 10]. These antici-
pated dimensions — to be treated as a coding
framework to be tested against the data, not
as findings already established — are: (1) epis-
temological awakening, a hypothesized shift
in participants’ understanding of knowledge
from a body of facts to be received and repro-
duced toward a dialogic, historically situated,
and contested construction in which the learn-
er is implicated as agent; (2) discovery of voice,
the hypothesized recognition that one’'s own
perspective and critical judgment constitute
legitimate epistemic contributions, including
in English; (3) critical interrogation of English
itself, a hypothesized movement from uncrit-
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ical instrumentalism toward critical awareness
of the global political economy of English and
its implications for Kazakhstani linguistic iden-
tity; (4) solidarity and dialogic community, the
hypothesized experience of the Freirean class-
room as a qualitatively different social space
characterized by mutual respect and collab-
orative inquiry; and (5) transformation and
agency, a hypothesized enhanced sense of
capacity for critical action expressed in Eng-
lish. Whether, and to what extent, these di-
mensions are actually observed in participants’
journals and interviews — rather than assumed
in advance — is precisely what the coding pro-
cedure specified in Subsection 6 is designed
to establish.

Limitations of the Proposed Study

Several limitations qualify both the pro-
posed design itself and the philosophical ar-
guments advanced elsewhere in this article.
First, because allocation to condition would
occur at the level of intact class cohorts rath-
er than individually randomized students, the
quasi-experimental design cannot fully sepa-
rate treatment effects from cohort-level con-
founds such as instructor effects or pre-exist-
ing group composition; a substantially larger
number of independently allocated cohorts
than is logistically feasible for a single pilot
would be required to disentangle these statis-
tically, and this constraint should be borne in
mind when interpreting any future results. Sec-
ond, a planned sample of eighty participants is
adequate, on conventional power calculations,
for detecting only large effect sizes; it is un-
derpowered for detecting small-to-moderate
effects, and any effects observed at this scale
would require replication in a larger sample
before they could be treated as robust. Third,
the two-university, four-specialization setting
limits the generalizability of any future find-
ings to Kazakhstan’s higher education system
as a whole, which encompasses a substantial-
ly more heterogeneous range of institutional
types, regional contexts, and student popula-
tions than this design captures; extension to
regional universities, technical institutes, and
other faculty specializations would be a neces-
sary next step before broader claims could be
supported. Fourth, and most fundamentally,
this article presents a proposed design and a
philosophical rationale rather than completed
empirical findings: the directional predictions
formulated in Subsection 7 remain to be test-
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ed, and the philosophical arguments devel-
oped in the Introduction and the Methodol-
ogy section concerning the ontological and
ethical significance of the Freirean framework
should be read as philosophical-normative
claims, defended on theoretical and interpre-
tive grounds, rather than as conclusions that
have already been empirically established.

Conclusion

This article has developed a philosophical
and theoretical case, grounded in Freirean crit-
ical pedagogy, dialogic education theory, and
critical applied linguistics, for the significance
of integrating critical pedagogy into English
language instruction at Kazakhstani universi-
ties, and has proposed a detailed quasi-exper-
imental mixed-methods design through which
the transformative claims of that case could be
empirically tested. It is important to be precise
about the epistemic status of these claims:
the arguments concerning the ontological
and philosophical significance of the Freire-
an framework, developed in the Introduction
and the Methodology section, are advanced
as philosophical-normative claims, defended
on theoretical and interpretive grounds; the
four-dimension model of critical communica-
tive competence and the directional predic-
tions formulated in Subsection 7, by contrast,
are empirical claims that the proposed design
is intended to test, and that remain, at the time
of writing, unconfirmed.

The comparative review in Subsection 8 sit-
uates the proposed Kazakhstani design within
an international landscape of critical-peda-
gogy-informed English programs in the Unit-
ed States, Brazil, and Finland. As that section
makes clear, the comparison is indicative of
differing institutional and philosophical posi-
tioning rather than a benchmarked compari-
son of outcome magnitudes, since the instru-
ments, samples, and evaluation frameworks
used to document outcomes in these estab-
lished programs are not directly comparable
to one another, still less to a design that has
not yet been implemented in the Kazakhstani
context.

On this more measured basis, several phil-
osophical-practical recommendations can be
offered — framed as directions warranting fur-
ther institutional consideration and empirical
investigation, rather than as conclusions al-
ready established by completed research. First,
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the Ministry of Science and Higher Education
of the Republic of Kazakhstan could consider
commissioning and supporting the develop-
ment of a national philosophical framework
for critical pedagogy-informed English lan-
guage instruction, situating emancipatory ed-
ucation as an explicit goal of university English
teaching alongside the communicative and
professional competence goals currently dom-
inant; such a framework should draw upon the
Freirean theoretical tradition, the established
practices of critical pedagogy-informed lan-
guage teaching internationally, and the spe-
cific philosophical and cultural resources of
Kazakhstani educational tradition, while explic-
itly anticipating empirical piloting of the kind
proposed in Subsections 2-6 of the Main part
before wider adoption.

Second, universities could establish inter-
disciplinary communities of philosophical-ped-
agogical inquiry — bringing together English
language specialists, educational philosophers,
and faculty from diverse disciplines — through
which the theoretical and practical dimensions
of critical pedagogy-informed English instruc-
tion can be collectively explored, developed,
and refined ahead of and alongside any empir-
ical piloting. The isolation of language instruc-
tion from the broader philosophical and disci-
plinary life of the university is itself a structural
feature of the banking model; its dissolution
through genuine interdisciplinary collabora-
tion is arguably a necessary, though not on its
own sufficient, condition for the institutionali-
zation of Freirean principles.

Third, should the proposed design in Sub-
sections 2-6 of the Main part be implement-
ed and its predictions confirmed, English lan-
guage curricula across faculty specializations
could be reconsidered around Freirean gen-
erative themes drawn from the specific in-
tellectual, professional, and civic concerns of
each disciplinary context. Fourth, assessment
frameworks for English language proficiency
could, on the same condition, be expanded
to include measures of critical communicative
competence — critical text analysis, dialog-
ic argumentation, problem-posing discourse,
and epistemic reflexivity — alongside the re-
ceptive and productive accuracy measures cur-
rently prioritized. Fifth, the professional devel-
opment of English language instructors could
include philosophical education in critical ped-
agogy theory, so that teachers are positioned
to engage with the Freirean framework as a
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philosophical orientation and not merely as
a technique. Each of these recommendations,
however, is properly understood as contingent
on the empirical validation that the design
proposed in Subsections 2-6 of the Main part
— and not the philosophical argument alone
— is intended to provide.

The integration of Freirean critical pedagogy
into Kazakhstani English language instruction is
best understood, on the philosophical analy-
sis developed here, not merely as a methodo-
logical reform but as a potential philosophical
transformation — a shift in the understanding
of what language education is for, what kind of
human beings it forms, and what kind of society
it serves. Whether this potential is realized, and
to what degree, under the concrete conditions
of Kazakhstani higher education is an empirical
question that the design proposed in this article
is intended to help answer, not one this article
claims already to have settled. On philosophical
grounds alone, the argument developed here
suggests that the choice between the banking
model and the problem-posing alternative is
not merely a choice between more or less effec-
tive language-teaching methodologies; wheth-
er it is also, empirically, a choice for measurably
better outcomes is a claim this article proposes
to test, rather than one it claims to have already
demonstrated.
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