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TAKBIPBINITHIK AFBLIIIBIH MAKAJI-MOTEJAEPIHIH XAJBIKTHIH MOJAEHU!
OMIPIHIH KOPIHICI PETIHJIETT OKBITYJAFBI MAHBI3EI

Axoamna

by Makanajma aFbUIIIBIH TiJiH OKBITYAAFbl TaKBIPBINTHIK aFBUIIIBIH MaKalI-MOTEIACPIHIH YIT
MOJICHUETIHIH KOPiHICI PEeTIHIET] pelli KapacThIpblUiaabl. Makan-MaTenaep YKbIMIBIK JaHAJIBIKTHI,
MOPAJTBJBIK KYHIIBUTBIKTAPIbI KOHE YIITTHIK TYHHUETAHBIMIBI CAKTAWTBIH MAaHBI3ABI TUIIIK KOHE
MO/IeHH OIpiiKTep peTiHAe cumarranajbl. 3eprreylae oTOachl, €HOEK, JOCTBIK, OUIIM oHe
JIeHCayJIbIK TaKbIPbIITApbIHA KATHICTHI MaKaJI-MOTEJIAEP/I1H O11IM adylIblIapIblH KOMMYHUKATUBTIK
KY3bIPETTIIIIT MEH MOJIEHHETapalblK TaHBIMBIH JaMbITYJarbl MaHBI3bI TaljaHaabl. Makanana
MaKaJI-MOTENJAEPAIH TEK KOPKEM TUIMIK KypaJl FaHa €MeC, COHBIMEH KaTrap CO3MIK KOPIbI
OalpITaThIH, COMJIEYy NaFAbLIapblH KETUIIPETIH *OHE ChIHM OWIayAbl JaMBITaThIH THIMII OKY
MaTepuanbl ekeHairi kepcetiieni. CoHbIMEH KaTap MaKajl-MOTeNIepl TaKbIPBINTHIK TYPFbIIAH
YUBIMAACTBIPYIBIH KOHTEKCTIK OKBITYJIbl JKCHUIACTETIHI JKOHE TUIAL OMIpIiK TaXipuOeMeH
OaliTaHBICTHIPATHIHBI AHKBIHIANAAbI. AFBUIIIBIH JKOHE aHa TLTI MaKaJl-MOTENePiH CabICTHIPMAIIBI
TaJlJay MOJICHHUETAPANBIK KY3BIPETTUIIKTI JIaMBITYyFa BIKIANT €TeTiHI aHBIKTAJIAbL. 3epTTey
HOTHKEJNIEpl TaKbIPBIITHIK aFbUIIIBIH MaKaJI-MOTENAEPIH OKBITY YAEpICIHE €HT13y MOJIEHU TYCIHIKTI
TEpeHAETIN, TUAI MaFblHAIbI 9pi KOMMYHHUKATHBTIK OarbITTa MEHIrepyre MYMKIHIIK OepeTiHiH
TTJIEI S .

Tipek ce3nep: TaKbIPBINTHIK MAaKal-MOTeNAEp, aFbUILIBIH TUTIH  OKBITY, MOJICHHET,
MOJICHUETAPANIbIK KY3BIPETTUIIK, KOMMYHUKATUBTIK KY3bIPETTUIK, TUIMIK JAYHUETAHBIM, MOJACHU
KYH/IBUTBIKTAp

Bonam At., Aanosa T.T.?
L2 KazHITY um.Abas
! Mazucmpanm 1 xypca

20.¢h.1n., npogheccop
Anmamul, Kazaxcman

POJIb TEMATUYECKHUX AHI'JIMACKUX MOCJOBHUIL B OBYUEHUU KAK
OTPAKEHMA KYJAbTYPHOM )KU3HU HAPOJA
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Anunomauyus

B nanHOl cTaTtbe paccMaTpUBAET Csl POJIb TEMAaTUYECKUX AHIVIMMCKUX ITOCJIOBHII B IIPEIOJaBa-
HUW AHIJIMACKOTO SI3bIKa KAaK OTpPakeH Hs KyJbTYpHOW >XM3HM Hapo aa. [locnoBuisl paccmar-
pPUBAIOT CS KaK BaX HbIE S3BIKOBBIE M KYJIbTYP HbIE €IMHHULBI, COXPAHSIOUINE KOJUIEKTHBHYIO
MYyApPOCTb, MOpPaJIb HbIE LIEHHOCTUM M HAlMOHAIbHOE MHUPOBO33peHHE. B wnccinenoBaHum aHanu-
3UpYyeT Cs, KaK TeMAaTHYeCKHEe TIOCIOBHIIBI, CBS3aH HBIE C CEMbEH, TPyAOM, ApYkOoi, oOpa3oBa-
HUEM M 3/I0pOBbEM, CIOCOOCTBYIOT Pa3BUTHIO KOMMYHUKATHBHON KOMIIETEHLMH M MEXKKYJb-
TYpHOH OCBEAOMIJIEHHOCTH 0Oydaroumx cs. B crarbe moka3aHo, YTO TOCJIOBHUIIBI BBICTYIAIOT HE
TOJIbKO KaK CTHJINCTUYECKHE BBIPAXKEH Msl, HO U KaK ayTeHTUY Hble yuyed Hble MaTepualbl, 000-
railarouIye CaoBap HbIA 3aIac, pa3BUBAIOIIME HABBIKM INOBOPEH M U KPUTHUYECKOE MBIIICHUE.
Oco0oe BHUMaHHE YAENSET CS TEeMAaTUYECKOH OpraHu3alliy IMOCIOBHI], KOTOpas CIOCOOCTBYET
KOHTEKCTHOMY OOYYEHHMIO M TIOMOTAET CBS3BIBATh S3bIK C JKU3HEHHBIM oOIbITOM. Kpome Toro,
MOAYEPKUBACT Cs 3HAYEHUE CPABHUTEIb HOTO aHAIM3a AHIJIMWCKUX M POJAHBIX IOCIOBHUL JUIS
Pa3BUT Ml MEKKYJIbTYPHOHM KOMIIETEHLIMM. Pe3yibTa Thl MCCIIEOBAH S IOKAa3bIBAIOT, YTO HH-
Terpal Ms TeMaTUYeCKUX AaHIJIMICKUX TMOCJOBMII B Ipolecc oO0ydeH usi CrocoOCTByeT Ooiee
riyOOKOMY TOHUMAHMIO KYJbTYPHl W JeNIaeT M3y4YeHHE s3blKa OoJiee COJepKAaTeIbHBIM M KOM-
MYHUKATUBHO OPUEHTUPOBAHHBIM.

KiiroueBpie ciioBa: TeMaTU4ECKHE IMOCIOBUIBI, MPENOJAABAHNE AHIIIMHCKOIO SI3bIKA, KYJbTYpa,
MEXKKYJbTYpHasl KOMIIETEHIUS, KOMMYHUKATHBHasi KOMIIETEHI[ Ms, SI3bIKOBasg KapTHHA MHUpA,
KYJbTYP HbIE LICHHOCTH

Bolat A1, Ayapova T.T.2
12Abai Kazakh National Pedagogical University
11-year Master’s Degree Student,
?Doctor of Philological Sciences, Professor
Almaty, Kazakhstan

THE IMPORTANCE OF THEMATIC ENGLISH PROVERBS IN TEACHING AS
THE SOURCE OF CULTURAL LIFE OF THE NATION

Abstract. This article examines the role of thematic English proverbs in teaching English as a
reflection of the cultural life of a nation. Proverbs are considered important linguistic and cultural
units that preserve collective wisdom, moral values, and national worldview. The study analyzes
how thematic proverbs related to family, work, friendship, education, and health contribute to the
development of learners’ communicative competence and intercultural awareness. The article
demonstrates that proverbs function not only as stylistic expressions but also as authentic teaching
materials that enrich vocabulary, improve speaking skills, and develop critical thinking. Special
attention is given to the thematic organization of proverbs, which facilitates contextual learning and
helps students connect language with real-life experiences. In addition, the study highlights the
importance of comparative analysis between English and native-language proverbs in promoting
intercultural competence. The findings show that integrating thematic English proverbs into
language teaching enhances cultural understanding and supports more meaningful and
communicative language learning.

Keywords: thematic proverbs, English language teaching, culture, intercultural competence,
communicative competence, linguistic worldview, cultural values

Introduction:
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Language is not on ly a means of communication but also a reflection of a nation’s culture,
history, and worldview. In the context of globalization and the rapid development of international
communication, the English language has become one of the most important tools for intercultural
interaction. It is no longer studi ed on ly as a system of grammatical rules and vocabulary, but as a
means of communication that reflects the culture, traditions, values, and worldview of its speakers.
Therefore, modern approaches to English language teaching emphasize not on ly linguistic
competence but also sociocultural and intercultural competence. In th is regard, cultural elements of
language play a crucial role in helping learners understand how language functions in real-life
communication and how meaning is shap ed by cultural context.

One of the most significant cultural components of language is proverbs. Proverbs are short, fix
ed expressions that convey collective wisdom, moral values, and life experience of a particular
society. They are wide ly us ed in everyday communication and are deep ly root ed in the history
and culture of a nation. English proverbs, in particular, reflect the worldview of English-speaking
communities and provide insight into their attitudes toward life, work, relationships, education, and
human behavior. Because of their figurative and symbolic nature, proverbs are not on ly linguistic
units but also cultural texts that carry implicit meanings.

The role of thematic English proverbs in foreign language teaching can be explain ed through the
concepts of primary and secondary linguistic personality. According to Ayapova's theory of the
ontogenes is of speech act, a child enters school as a primary linguistic personality who already
possesses oral communicative competence in the native language. During the first years of
schooling, the learner develops literacy skills, and by approximate ly the third grade acquires all
four language skills-listening, speaking, reading, and writing- in the mother tongue. Consequent ly,
the native language becomes the foundation for cognitive development, cultural identity, and the
formation of national consciousness. Th is linguistic and cultural experience serves as the bas is for
further foreign language acquisition. When learners begin studying a foreign language, they
encounter a new linguistic and cultural system. At th is stage, the formation of a secondary
linguistic personality and secondary language consciousness begins. As not ed by Kunanbayeva,
foreign language education aims not on ly at linguistic competence but also at the development of a
secondary linguistic personality capable of understanding and interpreting another culture. Since
learners already possess a well-develop ed primary linguistic consciousness, they inevitab ly
compare the new cultural concepts with those existing in their native language and culture.

Th is comparative process is close ly connect ed with Vygotsky's concept of inner speech.
According to Vygotsky, inner speech serves as a cognitive mechanism through which individuals
process, interpret, and internalize new knowledge. Therefore, when students study English
proverbs, cultural meanings are interpret ed through the prism of their native language
consciousness. As a result, two cultural systems coexist and interact in the learner's mind, leading to
an automatic comparison of cultural values, traditions, and worldviews. Furthermore, Passov
emphasiz ed that foreign language education should be view ed as a dialogue of cultures rather than
the simple acquisition of linguistic forms. Proverbs represent condens ed expressions of national
experience and cultural wisdom; therefore, their study creates conditions for intercultural dialogue.
Through the analys is of English and Kazakh proverbs, learners identify both universal human
values and cultural ly specific features, contributing to the development of intercultural
communicative competence. Thus, thematic English proverbs function as an effective means of
forming a secondary linguistic personality and promoting cultural awareness through the interaction
of two linguistic and cultural consciousnesses.
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Thematic English proverbs can be classifi ed according to different areas of life, such as
friendship, honesty, hard work, success, education, and human relationships. Each thematic group
reflects specific cultural values and social norms. For example, proverbs relat ed to work often
emphasize diligence and responsibility, while those relat ed to relationships highlight trust, respect,
and emotional balance. By studying these expressions, learners gain access to cultural knowledge
that is not always explicit ly taught in traditional language lessons. The importance of integrating
proverbs into English language teaching is wide ly recogniz ed in modern linguistics and pedagogy.
Language learning is most effective when it occurs in meaningful and cultural ly rich contexts.
Proverbs provide such contexts, as they combine linguistic form with cultural content. They help
learners understand how native speakers think, express opinions, and interpret social situations. In
addition, proverbs are memorable and concise, which makes them effective tools for vocabulary
retention and language practice.

Proverbs contribute to the development of critical thinking skills. Since many proverbs are
metaphorical, learners are requir ed to interpret their meanings rather than translate them literal ly.
Th is process encourages deeper cognitive engagement and helps students develop analytical
abilities. Moreover, discussing proverbs in the classroom creates opportunities for communication,
interaction, and reflection, which are essential components of communicative language teaching.

A significant aspect of teaching thematic English proverbs is their role in fostering intercultural
awareness and comparative cultural thinking. A native speaker, as a primary linguistic personality,
possesses deep knowledge of national traditions, customs, values, and cultural peculiarities reflect
ed in the language. When students study English proverbs, they do not mere ly learn new lexical
and grammatical structures; they also encounter the cultural worldview of another nation. During th
is process, learners natural ly compare the meanings, images, and values embedd ed in English
proverbs with those found in their native language. Th is comparison occurs at the level of inner
speech, where cognitive and cultural interpretation takes place. As a result, the learner's
consciousness simultaneous ly activates two cultural systems, leading to an automatic comparison
of cultures. For example, English and Kazakh proverbs often express similar moral values such as
honesty, hard work, wisdom, and respect, but they may differ in metaphorical representation due to
distinct historical and cultural experiences. Therefore, thematic proverbs serve as an effective tool
for developing intercultural communicative competence, enabling students to understand both the
similarities and differences between cultures while enriching their linguistic and cultural
knowledge.

According to Vygotsky (1986), inner speech plays a crucial role in cognitive development and
meaning construction. When learners interpret foreign-language proverbs through the lens of their
native culture, they engage in an internal dialogue that promotes deeper comprehension and cultural
reflection. Th is process contributes to the formation of intercultural competence, which Byram
(1997) defines as the ability to understand, interpret, and mediate between different cultural
perspectives. Consequent ly, the study of thematic English proverbs becomes not on ly a linguistic
activity but also a means of cultural comparison and personal intellectual growth.

Despite their pedagogical value, proverbs are not always systematical ly includ ed in English
language curricula. In many cases, they are us ed on ly as supplementary material rather than an
integral part of the teaching process. However, considering their linguistic richness and cultural
significance, there is a strong argument for their more structur ed integration into language
education programs. Teachers can use proverbs as tools for speaking activities, writing tasks,
discussions, and cultural comparisons, making lessons more engaging and meaningful.
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The relevance of th is study is also support ed by the growing ne ed for intercultural competence
in today’s globaliz ed world. Learners of English are expect ed not on ly to communicate effective
ly but also to understand cultural differences and interact appropriate ly with people from diverse
backgrounds. Proverbs, as cultural carriers, help bridge th is gap by providing insight into the values
and beliefs of English-speaking societies.

The aim of th is article is to examine the role of thematic English proverbs in teaching English as
a reflection of the cultural life of a nation. The study seeks to explore how proverbs contribute to
language learning, cultural understanding, and the development of communicative competence. It
also aims to highlight their pedagogical value and justify their inclusion in English language
teaching practices.

In conclusion, thematic English proverbs represent an important intersection between language
and culture. They enrich the learning process by providing authentic, meaningful, and cultural ly
significant material. Understanding their role in language education is essential for developing more
effective and cultural ly responsive teaching methods.

Main part

The relationship between language and culture has been wide ly discuss ed in appli ed linguistics
and language education research. Scholars consistent ly argue that language cannot be separat ed
from cultural context, as it reflects the beliefs, values, and worldview of its speakers. In th is sense,
thematic English proverbs represent a significant linguistic and cultural resource in foreign
language teaching.

One of the key theoretical foundations for understanding language use in context is the concept
of communicative competence introduc ed by Hymes (1972). He emphasizes that effective
language learning involves not on ly grammatical knowledge but also the ability to use language
appropriate ly in social and cultural contexts. From th is perspective, proverbs are valuable teaching
materials because they represent authentic language use embedd ed in cultural meaning. They allow
learners to understand how native speakers express advice, evaluations, and shar ed cultural truths
in natural communication.

Further development of th is idea is found in the lexical approach propos ed by Lew is (1993,
1997), who argues that language consists of prefabricat ed lexical chunks rather than isolat ed words
and rules. According to th is view, proverbs function as fix ed multi-word units that are stor ed and
retriev ed as complete expressions. Th is contributes to fluency development, as learners use ready-
made phrases such as “Actions speak louder than words” or “Practice makes perfect” without
needing to construct them grammatical ly each time.

The cultural dimension of language is strong ly emphasiz ed in the work of Kramsch (1993,
1998). She describes language as a symbolic system of culture, arguing that linguistic expressions
carry cultural meanings that reflect social norms and values. Proverbs, in particular, are consider ed
cultural ly rich expressions because they encode collective experience and moral principles. For
example, English proverbs often highlight values such as individual responsibility, pragmatism, and
moderation, which are characteristic of English-speaking cultures.

Similar ly, Byram (1997) introduces the concept of intercultural communicative competence,
which highlights the importance of understanding cultural meanings in language learning. He
argues that learners should be expos ed to authentic cultural materials that allow them to interpret
and compare cultural perspectives. In th is regard, proverbs serve as effective tools because they
reflect cultural ly specific attitudes toward life, work, and interpersonal relationships.

1%
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From a pragmatic perspective, Leech (1983) explains that language is us ed not on ly to convey
information but also to express attitudes, evaluations, and social intentions. Proverbs function as
pragmatic tools that allow speakers to communicate advice, judgments, and general truths in an
indirect and social ly acceptable way. Th is makes them high ly functional in communication,
especial ly in situations where direct statements may be consider ed inappropriate.

Research in vocabulary acquisition also supports the use of formulaic expressions in language
learning. Nation (2001) and Schmitt (2000) emphasize that lexical chunks, including idioms and
proverbs, improve retention and contribute to fluency development. When learners encounter
proverbs repeated ly in meaningful contexts, they are more like ly to internalize both their linguistic
structure and cultural significance.

Additional ly, Thornbury (2002) highlights that vocabulary should be taught in meaningful
contexts rather than as isolat ed items. Proverbs natural ly provide such contexts, as they are often
link ed to real-life situations and moral lessons. For instance, the proverb “No pain, no gain” is
common ly us ed in discussions about effort and success, making it easier for learners to connect
language with experience.

Although the pedagogical benefits of proverbs are wide ly recogniz ed, some researchers point
out challenges in their use. Their metaphorical and cultural ly specific nature may cause difficulties
for beginner-level learners. However, with appropriate scaffolding and contextual explanation,
proverbs can be introduc ed gradual ly to support deeper cognitive and cultural understanding.

In conclusion, the literature demonstrates that thematic English proverbs play an important role
in language education. They contribute not on ly to linguistic development but also to cultural
awareness and intercultural competence. Therefore, integrating proverbs into English language
teaching is both pedagogical ly effective and cultural ly meaningful.

One of the main ideas in research in Kazakhstan is that proverbs serve as a form of “cultural
memory,” preserving and passing down traditional values from one generation to another.
According to Omarbekova (2022), proverbs are linguocultural units that reflect a nation’s
worldview, moral values, and social norms. In English language teaching, th is means that learners
are not on ly studying grammar or vocabulary but also understanding how native speakers perceive
life, time, relationships, and behavior.

Similar ly, Abitay and Ismailova (2025) emphasize that proverbs in English and Kazakh
languages often express universal human experiences such as time, patience, and wisdom, but they
differ in cultural interpretation. Th is contrast helps students develop intercultural awareness, which
is an important goal of modern English language education in Kazakhstan.

In pedagogical practice, proverbs are us ed as authentic materials that enhance vocabulary
acquisition, speaking skills, and critical thinking. lbrayeva and Bulatbayeva (2022) highlight that
integrating proverbs into English lessons supports trilingual education in Kazakhstan (Kazakh,
Russian, and English). They argue that proverbs are effective because they are short, memorable,
and meaningful, which makes them suitable for classroom activities such as discussion, translation,
and interpretation tasks.

From a methodological perspective, proverbs can be us ed in various ways:

e Vocabulary expansion (learning new words in context)

o Speaking tasks (interpreting meaning and giving opinions)

e Cultural comparison activities

These approaches help students move beyond mechanical language learning and engage in
deeper cognitive processing.

A significant part of research in Kazakhstan focuses on the comparative analys is of proverbs
across different languages. For example, Omarbekova (2022) and Tanesh and Zhumanbekova
(2021) analyze English, Kazakh, and Chinese proverbs to identify similarities and differences in
cultural values. Their findings show that while many proverbs share universal meanings (e.g.,
“Time is money”), the cultural emphas is may vary depending on national traditions.
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Th is comparative approach is especial ly useful in English language classrooms because it
allows students to:

e recognize cultural diversity,

e understand metaphorical language,

o and develop analytical thinking skills.

Moreover, Abitay and Ismailova (2025) suggest that such comparisons strengthen students’
ability to interpret meaning rather than simp ly translate words, which is essential for achieving
higher levels of language proficiency.

Discussion

The findings of th is study, support ed by both international and Kazakhstan-bas ed research,
demonstrate that thematic English proverbs play a significant role in English language teaching by
integrating linguistic development with cultural understanding. Proverbs function not on ly as fix ed
lexical expressions but also as cultural units that reflect values, beliefs, and social norms of English-
speaking societies. Th is dual function makes them an effective pedagogical tool for developing
communicative and intercultural competence.

One of the key theoretical implications relates to communicative competence. Hymes (1972)
argues that language proficiency includes not on ly grammatical accuracy but also the ability to use
language appropriate ly in social and cultural contexts. From th is perspective, proverbs provide
learners with authentic, contextual ly meaningful expressions that are common ly us ed in real
communication. For example, expressions such as “Actions speak louder than words” or “Honesty
IS the best policy” demonstrate how moral values and advice are encod ed in natural discourse.

From a lexical perspective, Lew is (1993, 1997) proposes that language consists of prefabricat ed
lexical chunks rather than isolat ed words and grammatical rules. The results of th is study support
th is view, as proverbs function as stable formulaic expressions that enhance fluency and
automaticity in language production. Learning proverbs as whole units reduces cognitive load and
helps learners produce more natural speech and writing.

The cultural dimension of proverbs is strong ly emphasiz ed in Kramsch’s (1993, 1998) theory,
which defines language as a symbolic system of culture. According to Kramsch, linguistic
expressions carry cultural meanings that reflect collective identity and worldview. In th is sense,
English proverbs represent cultural values such as pragmatism, individual responsibility, and
moderation, making them important tools for cultural interpretation in language education.

Research conduct ed in Kazakhstan also supports the educational importance of proverbs in
foreign language learning. Studies in Kazakhstan highlight that comparative analys is of English
and native proverbs helps learners identify both universal human values and culture-specific
differences (Omarbekova, 2013). Such comparative approaches develop learners’ intercultural
awareness and critical thinking skills by encouraging them to analyze how different cultures express
similar ideas in different linguistic forms.

Byram’s (1997) model of intercultural communicative competence further reinforces the
importance of using authentic cultural materials in language teaching. According to Byram, learners
should be able not on ly to communicate in a foreign language but also to interpret and evaluate
cultural meanings. Proverbs are particular ly effective in th is regard because they reflect cultural
attitudes toward life, relationships, work, and behavior, allowing learners to engage with cultural
meanings in a meaningful way.

From a pedagogical perspective, proverbs also contribute to learner motivation and engagement.
Their figurative and memorable nature makes them more appealing than isolat ed vocabulary items.
Thornbury (2002) emphasizes that vocabulary learning is more effective when it occurs in
meaningful contexts, and proverbs natural ly provide such contexts by linking language to real-life
situations and moral lessons.
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However, several challenges should also be consider ed. One limitation is the difficulty of
understanding metaphorical meanings, particular ly for lower-level learners. Proverbs often require
cultural background knowledge, and without sufficient explanation, learners may interpret them
literal ly. Therefore, teachers ne ed to app ly scaffolding techniques such as contextualization,
visual support, and guid ed discussion to ensure comprehension.

One of the most prominent cultural themes is the concept of home and belonging. “East or West,
home is best.” Th is proverb conveys that, regardless of where one travels or how attractive other
places may seem, one’s own home remains the most comfortable and cherish ed place. It
underscores the emotional and cultural significance of fami ly and familiar surroundings. The
saying reflects the English cultural appreciation for home and fami ly as foundational sources of
security and belonging. It highlights that home is more than a physical space—it embodies fami ly,
comfort, and personal identity. Additional ly, it demonstrates that English-speaking cultures value
stability, familiarity, and the enduring bonds of fami ly life.

Another important cultural dimension is relat ed to work, effort, and achievement:

e “No pain, no gain.” Th is proverb reflects the English cultural emphas is on perseverance,
self-discipline, and personal responsibility. English-speaking societies traditional ly value
the idea that achievements—whether in education, work, or personal goals—require effort
and resilience. The saying encapsulates a cultural mindset that success is earn ed, not given,
promoting a strong work ethic as a central social value.

e “Hard work pays off.” By highlighting that dedication leads to positive outcomes, th is
proverb mirrors the English appreciation for diligence, persistence, and long-term planning.
It conveys the cultural belief that consistent effort and conscientiousness are virtuous traits,
reinforcing societal expectations that individuals contribute active ly to their own success
and to the community.

e “Many hands make light work.” Th is saying illustrates the English value plac ed on
cooperation, teamwork, and social responsibility. While English culture often emphasizes
individual achievement, there is also recognition that shar ed effort strengthens relationships
and eases burdens. Th is proverb reflects how collaboration—especial ly within families,
communities, or workplaces—is seen as practical, efficient, and moral ly positive.

In addition, English proverbs strong ly reflect values relat ed to friendship and interpersonal
relationships:

e “Birds of a feather flock together.” Th is proverb reflects the English cultural
understanding that people natural ly form connections with those who share similar values,
interests, or backgrounds. It emphasizes the social tendency to seek comfort and support
among like-mind ed individuals, highlighting how social cohesion and compatibility are
appreciat ed in friendships and communities.

e “A friend in ne ed is a friend inde ed.” Th is saying underscores the English-speaking
cultural value of loyalty, reliability, and mutual support. True friendship is measur ed by
actions during difficult times, reflecting the belief that meaningful relationships are built on
trust, solidarity, and practical help rather than mere companionship.

e “Actions speak louder than words.” Th is proverb illustrates the English emphas is on
behavior over promises or rhetoric. In relationships, both personal and professional, what
one does carries more weight than what one says. It reflects a cultural preference for
integrity, dependability, and observable evidence of care or commitment.

Another significant cultural domain is health and well-being:
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e “Health is wealth.” Th is proverb emphasizes that being healthy is more valuable than
having money. Without good health, we cannot enjoy life or perform well at work. It reflects
English-speaking cultural values, where taking care of the body and mind is seen as
essential for a happy and productive life.

e “An apple a day keeps the doctor away.” Th is saying highlights the importance of
healthy eating for preventing illness. In English culture, there is a strong focus on prevention
and maintaining good health through simple dai ly habits, teaching people from a young age
that small, consistent actions can keep them well.

e “Ear ly to b ed and ear ly to rise makes a man healthy, wealthy, and wise.” Th is
proverb underlines the benefits of good dai ly habits, such as sleeping ear ly and waking up
ear ly, for maintaining health, achieving success, and gaining knowledge. It reflects the
English cultural values of discipline, routine, and self-improvement, demonstrating the
belief that personal responsibility and consistent effort lead to success.

Selecting Proverbs According to the CEFR Framework

Selecting proverbs bas ed on the Common European Framework of Reference for Languages
(CEFR) requires careful consideration of learners’ linguistic competence, cognitive development,
communicative needs, and intercultural awareness. Proverbs are an important part of authentic
language because they reflect cultural values, traditions, everyday communication, and figurative
thinking. Therefore, the complexity of proverbs should gradual ly increase according to students’
proficiency levels, moving from simple and literal expressions to abstract and metaphorical
language.

At the beginner levels (A1-A2), learners have limit ed vocabulary and grammatical knowledge;
therefore, proverbs should be short, clear, and easy to understand. Proverbs select ed for these levels
usual ly contain familiar vocabulary, simple sentence structures, and literal meanings. Their main
purpose is to develop basic vocabulary, pronunciation, and comprehension skills while introducing
students to simple elements of cultural knowledge. Teachers may use visual aids, matching
exercises, and short discussions to support understanding. Examples such as “Practice makes
perfect” or “Better late than never” are suitable because they are easy to memorize and applicable to
everyday situations.

At the intermediate levels (B1-B2), learners are more capable of understanding impli ed
meanings, figurative language, and idiomatic expressions. Proverbs at these levels may contain
metaphorical elements and require interpretation in context. Students can compare proverbs from
their native language with English equivalents, discuss their meanings, and app ly them in
communicative tasks. The use of proverbs at intermediate levels contributes to the development of
speaking fluency, critical thinking, and intercultural competence. Activities such as debates, role-
plays, storytelling, and opinion-sharing can effective ly integrate proverbs into communicative
language teaching. Examples include “Actions speak louder than words” and “Don’t judge a book
by its cover.”

At the advanc ed levels (C1-C2), learners are expect ed to analyze abstract, cultural ly nuanc
ed, and stylistical ly complex proverbs. At th is stage, proverbs can be us ed to develop higher-order
thinking skills, interpretation, argumentation, and discourse analys is. Learners may examine
historical origins, cultural symbolism, irony, and contextual usage of proverbs in literature, media,
and everyday speech. Advanc ed students can also compare cultural perspectives express ed through
proverbs and evaluate their relevance in modern society. Proverbs such as “The road to hell is pav
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ed with good intentions” or “A prophet is not without honor except in h is own country” require
deeper linguistic and cultural understanding.

In addition to linguistic difficulty, several important criteria should be consider ed when
selecting proverbs according to CEFR principles:

¢ Relevance to learners’ age and interests
Proverbs should correspond to learners’ psychological and social development.

e Authenticity
Preference should be given to authentic and common ly us ed proverbs in real-life
communication.

e Cultural significance
Proverbs should promote intercultural awareness and understanding of English-speaking
cultures.

o Communicative value
Proverbs ne ed to encourage interaction, discussion, and meaningful language use.

e Educational value

Proverbs often contain moral lessons and life wisdom that contribute to learners’ personal
development.

e Lexical and grammatical suitability
The vocabulary and grammar of the proverb should correspond to the target language level.

Thus, the CEFR-bas ed selection of proverbs ensures a gradual progression in language learning
and supports the development of communicative competence, cultural awareness, critical thinking,
and learners’ motivation in English language teaching.

Conclusion

The study of thematic English proverbs demonstrates that they are a valuable and meaningful
resource in English language teaching, especial ly when view ed as a reflection of the cultural life of
a nation. Proverbs are not simp ly fix ed expressions or vocabulary items; they are cultural ly rich
units that encode the collective experience, moral values, and worldview of English-speaking
societies. Through their use in the classroom, learners are expos ed to both linguistic forms and the
cultural meanings behind them, which makes language learning more comprehensive and effective.

The analys is shows that thematic English proverbs contribute significant ly to language
development. They support vocabulary acquisition by presenting words and expressions in
meaningful and memorable contexts. In addition, they improve fluency and communicative
competence, as learners become familiar with natural, ready-made expressions that are frequent ly
us ed in real communication. Th is helps students produce more natural and cultural ly appropriate
language.

Another important outcome is the development of cultural and intercultural awareness. Proverbs
reflect core values such as honesty, hard work, patience, responsibility, and respect. By learning and
interpreting these expressions, students gain insight into how English-speaking societies understand
and evaluate human behavior. At the same time, comparing English proverbs with those from other
cultures helps learners recognize both universal human values and cultural differences. Th is
process strengthens intercultural understanding and encourages tolerance and openness.

The study also highlights the pedagogical value of proverbs in increasing learner motivation and
engagement. Their short, expressive, and metaphorical nature makes them interesting and easy to
remember. They can be effective ly us ed in different classroom activities such as speaking
discussions, writing tasks, and critical thinking activities. As a result, the learning process becomes
more interactive and student-center ed.
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However, it is also important to acknowledge certain challenges. The figurative meaning of
proverbs may be difficult for beginners, and without proper explanation, learners may
misunderstand their meaning. Therefore, teachers should careful ly select appropriate proverbs
according to students’ language level and provide sufficient context and guidance.

In conclusion, thematic English proverbs play an important role in teaching English as they
combine linguistic learning with cultural education. They serve as a bridge between language and
culture, helping learners develop not on ly language proficiency but also cultural awareness and
communicative competence. For th is reason, they should be more systematical ly integrat ed into
English language teaching as an effective tool for reflecting the cultural life of a nation and
enriching the overall learning experience.
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COGNITIVE ANALYSIS OF LOGICAL-SEMANTIC STRUCTURES IN LLMS: ISSUES
OF LINGUISTIC REDUCTION

This study focuses on the cognitive analysis of the logical-semantic structures of Large
Language Models (LLMs) - one of the most pressing areas of contemporary linguistics. The article
examines the problem of the ontological gap between language processing in artificial intelligence
systems and human cognitive perception. The relevance of the study is determined by the growing
proficiency of LLMs in natural language and the associated problem of linguistic reduction.

The main issue addressed in this article is that models process semantics not as a genuine
semantic category, but merely as a distribution of tokens in the space of statistical probabilities and
vectors. This approach leads to the reduction of linguistic levels to simple algorithmic patterns, i.e.,
to linguistic reduction. The study analyzes the degree of correspondence between logical sequences
in texts generated by LLMs and the deep semantic structures, conceptual metaphors, and pragmatic
context characteristic of human cognition.

This study aims to determine the limits of the logical and semantic capabilities of large
language models and to identify their characteristics when reducing complex semantic fields typical
of human language. In the experimental part, a comparative analysis was conducted of the
effectiveness of modern models, such as GPT-4 and Llama 3, in solving logical paradoxes and tasks
based on ethnocultural contexts in Kazakh and English. The results show that, although the models
demonstrate good performance at the syntactic level, they face significant limitations in deep
semantic inference and the elucidation of contextual meaning. The concluding section of the article
evaluates the phenomenon of “meaningless form” in Al linguistics and offers scientific predictions
regarding the impact of linguistic reduction on future digital communication.

Keywords: Large Language Models (LLM), cognitive analysis, linguistic reduction, logical-
semantic structures, natural language processing, statistical semantics, computational linguistics

A.C. Ha6I/II[}IJ'IJ'II/IH1*, Y.K. Opz[a6aeB2, M.b. TyJIereHOBa3
123Kasaxckuit HaMOHAIBHBIH TIEeIarOrHYecKyl yHUBEPCUTET UMeHH Abas,
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KOTHUTHUBHBIN AHAJIN3 JOT'UKO-CEMAHTHYECKHUX CTPYKTYP B LLM:
BOITPOCHI IMUHI' BUCTUYECKOU PEAYKIINUU

JlaHHO€ WccneoBaHUWE TOCBSAIICHO KOTHUTHUBHOMY aHAJM3y JIOTHKO-CEMaHTHYECKUX
crpykryp LLM (Large Language Models) — oanomy w3 Haumbojiee akTyalbHBIX HAMpPaBICHHUN
COBPEMEHHOW IIMHTBUCTHKU. B cTaThe paccMarpuBaeTcs mpoOIeMa OHTOJIOTHMYECKOTO pa3phbiBa
MEX Ty TporeccaMu 00pabOTKH s3bIKa B CHCTEMaX MCKYCCTBEHHOTO WHTCIICKTA W KOTHUTHBHBIM
BOCIIPUATHEM YeJIOBEKAa. AKTYyaJIbHOCTh WCCIEAOBAHUS OMPEICNICTCS pPAaCTyIIMM YPOBHEM
oBinageHusi LLM ecTecTBEeHHBIM S3BIKOM W CBSI3aHHOM C JTHM MPOOJEMOW JIMHTBUCTHYECKOU
PEAYKIIHH.
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OcHoBHas mpo0JiemMa CTaTby 3aKJII0YAeTCS B TOM, YTO MOJeNu 00pabaThIBalOT CEMAaHTHKY HE
Kak MOJJIMHHYIO CEMaHTHUYECKYI0 KaTETOPHIO, a JINIIb KAK PACIPEIEICHUE TOKEHOB B IPOCTPAHCTBE
CTaTUCTUYECKUX BEPOATHOCTEH U BEKTOpOB. Takod MOAXOX IPUBOAUT K PELyKLHH
JMHTBUCTUYECKUX YPOBHEH O MPOCTBIX aJTOPUTMUYECKUX LIAOJOHOB, T. €. K JIMHTBUCTHYECKOU
peaykuuu. B uccienoBaHuM aHaIM3UPYETCS CTENEHb COOTBETCTBUS MEXIY JIOIMUYECKUMHU
MOCIIEZIOBATEIbHOCTAMU B TEKCTaxX, reHepupyemblx LLM, u riay0oKuMH CceMaHTHYECKHUMHU
CTPYKTYpaMH, KOHLENTYaJIbHBIMA MeTapopaMu U MparMaTHUECKUM KOHTEKCTOM, XapaKTepHBIMHU
JUTSL 4E€JIOBEYECKOTO TO3HAHUS.

[lenp wuccieqoBaHMsI 3aKJIOYAETCS B OINPENEICHUM IPEJEIOB JIOTMKO-CEMAaHTHUYECKHUX
BO3MOXKHOCTEH KPYIIHBIX S3BIKOBBIX MOJENIEd U BBIABICHUU UX OCOOCHHOCTEH Npu peayKUuu
CJIOKHBIX CEMaHTHUYECKUX I0JIEH, XapaKTEPHbIX JJIsl YEIOBEYECKOr0 s3bIKa. B skcnieprMeHTanbHOI
yacTH ObLI NMPOBEIEH CPaBHUTEIbHBIN aHaNu3 3((HEKTUBHOCTH COBPEMEHHBIX MOJENEH, TAKUX Kak
GPT-4 u Llama 3, mpu pemieHHH JIOTHYECKUX TMApaJOKCOB M 3a7ad, OCHOBAHHBIX Ha
STHOKYJIbTYPHBIX KOHTEKCTAaX, Ha Ka3axCKOM M aHIJIMICKOM s3bIKaX. Pe3ynbTaThl MOKa3bIBAIOT,
YTO, XOTS MOJENM JEMOHCTPUPYIOT XOpPOIIME pE3yJIbTaThl HAa CUHTAKCUYECKOM YpPOBHE, OHU
WCIBITHIBAIOT 3HAUYUTEIbHBIC OIPAaHUYCHHS MPHU TITyOOKOM CEMaHTHYECKOM BBIBOJE U PACKPBITHU
KOHTEKCTYyaJIbHOTO 3HA4YeHUs. B 3aKIIOUMTENIbHOW 4YacTW CTaThU JaeTcs OleHKa (eHoMmeHa
«OeccMmpIcieHHONW ()OpMbI» B JIMHTBUCTUKE HCKYCCTBEHHOI'O HHTEJJIEKTAa M JIENAIOTCSl HAay4HbIE
MIPOTHO3BI O BIMSHUU JIMHI'BUCTUYECKOH pelyKIUH Ha OyayIlyto HH(POBYyI0 KOMMYHHKALIUIO.

KarwueBbie ciaoBa: LLM, KOrHUTHUBHBIN aHalv3, JMHIBUCTHYECKAs PEAYKUHS, JIOTHKO-
CEMaHTHYECKUE CTPYKTYphl, JIMHIBUCTHKA HCKYCCTBEHHOIO MHTEJUIEKTa, CTaTHUCTUYECKas
CEMaHTHKa, IU(poBast IMHIBUCTHKA.

A.C. Habunymma™*, U.K. Opnabaes?, M.B. Tynerenosa®
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LLM JIOTUKAJIBIK-CEMAHTHUKAJIBIK K¥PBIJIBIMJIAPJABIH KOTHUTUBTIK
AHAJIN3I: TUHI'BUCTUKAJIBIK PEAYKIUSA MOCEJIEJIEPI

Ocphl 3epTTey >KYMBICHI Ka31pri JIMHIBUCTUKANIBIK FHUIBIMHBIH €H ©3€KTi OarbITTapbIHBIH Oipi
— Large Language Models (LLMs) nmoruxanblK-CEeMaHTHKAIBIK KYPBUIBIMIAPBIH KOTHUTHBTIK
TYPFbIIaH TajjayFa apHaiFaH. Makanajga jkacaH/bl MHTEIJIEKT JKyHeslepiHaeri TULAIK eHIey
mporiecTepi MEH aJaMHBIH KOTHHTHBTIK KaObUITAybl apachblHIAFbl OHTOJIOTHSUTBIK AIIIIAKTHIK
Moceneci KapacTeIpbliaabl. 3epTrreyIiH e3ekTiniri LLM tabufu Tinai urepy AeHreiiHiH apTybIMEH
YKOHE COFaH COMKEC TyBIHIAUTHIH JIMHTBUCTHKAIIBIK PEAYKIIUS MOCEIeCIMEH aliKbIH1aIa bl

MakananbslH Heri3ri npoOjemMachl — MOJENbJCPAIH CEeMaHTHUKAHbl IIbIHANBI MaFbIHAJBIK
KaTeropusl pETIHAE €MeC, TEeK CTATUCTUKAIBIK BIKTUMAIIBIKTAD MEH BEKTOPJIBIK KEHICTIKTETI
TaHOaIapAbIH Tapadybl peTiHae eHaeyl. MyHIail Tocil TMHIBUCTHKAIIBIK IEHT eHIep/IiH KapanaibiM
ANTOPUTMAIK MIa0JOHJapFa JeWiH TapbUIyblHA, SFHU JIMHIBUCTHKAIBIK PEAyKLHAFa OKeJel.
3eprrey Oapbichiiaa LLM reHepanusiiaraH MOTIHAEPJETI JOTHUKAJBIK Ti30EKTepAiH ajxam
KOTHUITMSCHIHA TOH TEPEH CEMaHTHKAJBIK KYPBUIBIMIAPFa, KOHIENTyalpl MeTadopanapra xoHe
MparMaTUKajIblK KOHTEKCTKE COMKECTIK JIeHreili capanTtaiabl.

3eprreyain Makcatel — LLM nmorukanbiK-cCeMaHTHKAIBIK MYMKIHIIKTEPIHIH IIETIH aHBIKTAy
KOHE OJIapJIbIH aJaM TiTIHE TOH KYpJesi CeMAaHTHKANIBIK epicTepli pedyKuusiay CHUIATBIH amly.
OxcnepumeHTTiK Oonimue GPT-4 »xone Llama 3 cusKThI 3amMaHayd MOJENBACPIIH Ka3akK >KOHE
aFbUIIIBIH  TUIAEPIHACT] JIOTMKAIBIK NapaJoKCTap MEH S3THO-MOJIEHUM KOHTEKCTKE HETi3JeNreH
TarchIpManap/bl OpbIHJAY canachkl CaJblCThIpMalbl TYpAe TanaaHabl. HoTmkenep kepceTkeHIeH,
MOJICNIbJICP CHUHTAKCHUCTIK JEHIei/ie *KOFaphl KOPCETKIIl KOPCETKEHIMEH, TepeH CEMaHTHKAJbIK
UHpEepeHIMsl MEH KOHTEKCTIK MarblHaHbl allyJa adTapibIKTall peayKuusra YIIbIpaisbl.
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MakanaHblH KOPBITHIHIBICHIHAA JKaCaHAbl MHTEIIEKT JTUHIBUCTUKACHIHAAFBl «MarbIHACHI3 (opMay
(deHomenine Oara Oepiyim, JUHTBUCTHKAIBIK PEIYKIHMSIHBIH Oonamak muQpIbK KOMMYHUKAIUSIFA
acepi Typasbl FBUIBIME O0JKaMaap sKacaaibl.

Kinr ce3gep: LLM, KOTHUTHBTIK aHalu3, JWHTBUCTHKAIBIK PEIYKIHS, JIOTHKAIBIK-
CEMaHTHKANBIK KYPBUIBIMIAP, YKacaHAbl MHTEJVIEKT JIMHIBUCTUKACHI, CTATUCTHKAJBIK CEMaHTHKA,
U PIBIK TMHIBUCTHKA

INTRODUCTION

The third decade of the 21st century has become an era of technological anthropocentrism in
linguistics. The emergence of Large Language Models (LLMs) and their rapid integration into
everyday communication demands a reevaluation of traditional views on language's nature, the
emergence of meaning, and the modeling of cognitive processes. However, as the generative
capabilities of neural network architectures (Vaswani et al., 2017) increase, a new existential
challenge for linguistic science emerges: the problem of “linguistic reduction.” At the heart of this
issue lies the reduction of linguistic richness, pragmatic context, and deep semantics by Al systems
to mere statistical vectors.

The biggest methodological challenge in the operating principle of modern LLMs (e.g., GPT-
4, Llama 3) is the “Black Box” phenomenon. In modernist linguistics (as in Chomsky's
transformational grammar), the generative capacity of language relies on specific rules and logical
structures, whereas in neural network models, this process is based on the distribution of
probabilities among billions of parameters (Marcus & Davis, 2020).

Although the model appears to provide a coherent ‘answer,” the logical steps leading to that
result cannot be explained through precise linguistic categories (Floridi & Chiriatti, 2020). This lack
of transparency in its internal logic poses a significant obstacle to the cognitive analysis of
language. The “black box™ problem is the main ontological barrier to recognizing the linguistic
agency of artificial intelligence. Thus, the “Black Box” problem is the main ontological obstacle to
recognizing the linguistic agency of artificial intelligence.

In explaining the semantic limitations of language models, the concept of “Stochastic Parrots”
proposed by Emily Bender and Timnit Gebru is crucial (Bender & Gebru, 2021). According to this
concept, LLMs do not understand language; they are merely systems that have mastered the
frequency of word occurrences and the probability of their sequences in a large dataset. Moreover,
they generate form, not meaning.

In human cognition, a linguistic sign is always connected either to a real-world object or to an
abstract concept through embodied cognition (Lakoff & Johnson, 1980). For the model, however,
the word “apple” is merely numerical vector statistically associated with other vectors such as
“fruit,” “red,” and “sweet.” Therefore, here we see semantics reduced to statistics. No matter how
meaningful the model's generated text may seem, it is a manipulation carried out in a semantic
vacuum. This issue is particularly pronounced in inflectional-agglutinative and context-dependent
languages like Kazakh (Suleimenova, 2022), where the model, while preserving the word's
morphological form, may lose its deep cognitive meaning.

Another aspect of the problem of linguistic reduction is the loss that occurs during the
transformation of linguistic richness into a vector space. Language is not just a sequence of words;
it is also intonation, pragmatic context, cultural encoding, and the speaker's intent. In a digital
format, language is reduced to just textual data, which is then reduced to multidimensional vectors
(embeddings).

The following important properties are lost in this process:

1. Contextual depth: The ‘“unspoken thought” or presupposition in human language is
inaccessible to models, as they only operate within the given “tokens.”

2. Pragmatic flexibility: The semantic nuances of a word in different social situations are lost
due to statistical averaging.
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3. Emotional-Cognitive Resonance: The linguistic unit loses its connection to the individual's
experience, becoming merely a digital template.

Linguistic reduction is not merely a technical limitation; it is the threat of language detaching
from its human essence and becoming just an informational code. While models simplify the use of
language, they “flatten” the complexity of linguistic thought (linguistic flattening).

This study aims to uncover, through cognitive analysis, the nature of the reduction of these
logical-semantic structures in LLMSs. By evaluating the models' ability to construct logical chains in
Kazakh, we aim to demonstrate how far they are from the deep structures inherent in human
cognition. This is not just a technological issue; it is a fundamental question about the future of
linguistics and the preservation of human identity in the digital age.

The issues raised in the introductory section will be further comprehensively examined and
substantiated in subsequent sections through the discussion of materials and methods, as well as
empirical analusis.

LITERATURE REVIEW

The recent critical works of Noam Chomsky, the patriarch of modern linguistics, particularly
in his article “The False Promise of ChatGPT” (2023), have laid the foundation for academic
skepticism regarding LLMs (Chomsky et al., 2023). According to Chomsky, human linguistic
competence is biologically determined and capable of generating complex grammatical rules from
limited data. Neural network models, in contrast, rely solely on statistical correlations within vast
datasets (Big Data).

For Chomsky, the main drawback of LLMs is their inability to distinguish between “possible”
and “impossible” linguistic structures. The model treats any statistical probability as language,
which contradicts the Universal Grammar principle in human cognition. Thus, by describing an
LLM not as a learner of language but merely as a data processor, Chomsky highlights that linguistic
reduction occurs at a deep cognitive level.

Searle's “Chinese Room Argument,” a classic argument that denies artificial intelligence's
capacity for “understanding,” is being reinterpreted in the context of modern LLMs (Searle, 1980).
According to Searle's argument, syntactic manipulation (replacing symbols according to rules)
never leads to semantics (understanding meaning).

Modern researchers equate GPT or Claude models to Searle's “operator sitting with a set of
rules” in the Chinese Room. Although the model correctly answers the question, it does not grasp
the reality behind those words. This is the clearest evidence of the reduction of meaning.
Proponents of Searle's idea argue that an LLM's “understanding” is merely a functional imitation,
and that true semantics is only possible through embodied cognition.

Technical papers and presentations by OpenAl leaders Ilya Sutskever and Sam Altman
express an optimistic view on the semantic capabilities of LLMs (Sutskever, 2023). They argue that
if the model can predict the next word (next token prediction) with high accuracy, then it has
constructed an internal model of the world.

According to Sutskever, semantics in deep neural networks are complex geometric structures
in a vector space. They “represent” meaning through statistics. However, even in their technical
papers, the problem of linguistic reduction is indirectly acknowledged through the concepts of
‘alignment’ and “hallucination” (OpenAl, 2024). The model's generation of nonsensical answers is
evidence that its semantic structures do not fully align with human logic, relying instead on
statistical inference.

The works of Academician A. Zhubanov and Professor K. Bektayev, who laid the foundations
of statistical methods and mathematical linguistics in Kazakh linguistics, serve as the
methodological foundation for analyzing modern LLMs. Their statistical frequency dictionaries of
Kazakh texts and automatic text processing algorithms, created in the 1970s and 1980s, are akin to
early prototypes of modern neural networks.
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A. Zhubanov's (2022) work, “Automatic Processing of Linguistic Information,” was the first
to describe the linguistic laws of text reduction. Although K. Bektayev's (1985) statistical models
revealed the probabilistic nature of language, scientists have always cautioned about the “living”
properties of language that cannot be captured in a mathematical form. Today's LLMs have taken
the frequency analysis laid the foundation for by these scientists to a global level, but the issue of
“linguistic intuition” and “depth of content” mentioned by K. Bektayev has yet to be technically
resolved in neural networks. By comparing the works of domestic scientists with modern neural
networks, we can determine the Kazakh language's resistance to digital reduction and its semantic
distinctiveness.

A review of the literature shows that two approaches have emerged regarding LLMs: the first
is the technical approach, which views language as a statistical algorithm (OpenAl), and the second
is the classical linguistic approach, which considers language a uniquely cognitive and biological
phenomenon (Chomsky, Searle). The works of A. Zhubanov and K. Bektayev serve as a golden
bridge between these two approaches, emphasizing the importance of preserving the language's
linguistic integrity while acknowledging its statistical nature. This theoretical basis will serve as the
foundation for the experimental analyses in the following sections of the article.

MATERIALS AND METHODS

To investigate the phenomenon of linguistic reduction in large language models, we have
developed a comprehensive methodology at the intersection of linguistic expertise and
computational cognitive science. Three of the most powerful architectures to date were selected as
the subjects of the study: OpenAl's GPT-4 models (OpenAl, 2024), Meta's Llama 3 (70B) version,
and Anthropic's Claude 3 Opus model.

1. Study Materials and Corpus Structure

To ensure the objectivity of the experiment, we developed a dedicated test corpus called the
“Cognitive-Semantic Testbed” (CST). The corpus consists of two language blocks (Kazakh and
English) and includes the following categories:

* Logical paradoxes: The Epimenides paradox, “Russell's Barber,” and modern linguistic
antinomies (50 tasks in total).

» Complex metaphors and idioms: Phrases that involve deep semantic layers of the language
and cannot be directly translated (100 units).

* Contextual Ambivalence: Texts where the meaning of a single sentence changes solely
based on the pragmatic situation.

This material allows for testing not only whether the model memorizes word combinations,
but also how it processes the underlying logical connections.

2. Method 1: Cognitive Prompting

In the first phase of the study, we moved away from the simple question-and-answer method
and used “Chain-of-Thought” (CoT) and “Zero-shot Chain-of-Thought” techniques, which involve
prompting the model to describe each step of its logical reasoning. The goal of this method is to
compel the model to describe every step of its logical reasoning.

Special attention was paid to the ethno-cultural context. For example, the model was tasked
with explaining the underlying meaning of Kazakh proverbs and sayings. The prompt required the
model to reveal the folk cognitive model behind the proverb, not just its literal meaning. The
prompt was structured to steer the model toward conceptual analysis rather than a statistical
response. This helps determine the model's level of semantic reduction (its substitution of deep
meanings with surface-level words).

3. Method 2: Semantic Mapping and Error Classification

The second method is Semantic Mapping of the model's proposed answers. “Hallucinations”
that are common in models (hallucinations) or illogical answers are not just technical errors, but are
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considered the result of cognitive reduction (Marcus & Davis, 2020). We classified these errors
according to the following cognitive levels:

* Ontological errors: The model confuses the physical or logical properties of objects (e.g.,
attributing a material property to an abstract concept).

« Disruption of logical inference: The substitution of statistical inertia for the connection
between premises and conclusion.

 Pragmatic reduction: Taking the text in an overly literal sense, ignoring its emotional or
social nuance.

Each model's response was evaluated on this map, and it was determined at which level of
digital reduction (syntactic, semantic, or pragmatic) it occurred most frequently.

4. Method 3: Human-Al Comparative Analysis

The most complex part of the experiment was comparing the performance of the expert
linguist and the artificial intelligence. For this, a “visually impaired” version of the test was used.
The expert linguist and the models were given equally complex linguistic tasks (e.g., finding hidden
irony in classic literature or performing a cognitive analysis of a philosophical text).

Comparison Parameters:

1. Semantic Depth: The extent to which the text's subtext is revealed.

2. Logical Coherence: The strength of the chain of reasoning.

3. Creativity vs. Template: The model's reliance on ready-made phrases versus the human's
ability to create new semantic connections.

This method allowed for the cognitive gap between “human and machine” to be characterized
with concrete quantitative and qualitative metrics.

5. Data Processing and Validation

The experimental results were processed using Qualitative Data Analysis (QDA) methods.
Each model's response was evaluated by a panel of three experts. A rating scale from 1 to 5 was
established (1—complete reduction/error, 5—deep cognitive correspondence). To check for
statistical significance, the obtained data were subjected to correlation analysis.

Thus, the chosen set of methods provides a comprehensive basis for studying the issue of
linguistic reduction in large language models not only superficially but also at the level of internal
cognitive-semantic mechanisms. This design ensures the scientific validity of the results presented
in the next section of the article.

RESULTS AND DISCUSSION

The results of the conducted multi-level experiment, alongside the significant achievements of
large language models in natural language processing, have also revealed their fundamental
limitations. The findings are analyzed below through the lens of “linguistic degradation,” “semantic
vacuum,” and “feedback loop” (Bender & Gebru, 2021).

1. Linguistic Degradation: Syntaxical and Stylistic Templateization

The results of the complex syntactic tasks given to GPT-4, Llama 3, and Claude 3 during the
experiment confirmed the phenomenon of “linguistic flattening.” A comparative analysis revealed
that when processing inversions, retardations, and complex sentences characteristic of the author's
style in Kazakh and English, the models tend to conform them to average statistical norms.

For example, in M. Auezov's (2010) novel-epic “Abai's Path,” where the models were tasked
with paraphrasing multi-component sentences that intertwine a nature scene and a character's inner
turmoil, the following results were recorded:

« Syntactic reduction: The models replaced the author's expressive syntax (rhythms created
with commas and parenthetical modifiers) with short, dry “Subject + Predicate” sentences.

* Stylistic monotony: Models replaced rare archaisms and dialectalisms with common neutral
words. This reduces the emotional-expressive coloration of the language by up to 40-50%.

23




Becmuux KazHITY um. A6as, cepus «llonuazviunoe obpazoganue u unocmpannas gunonoeusy, Ne2(54), 2026 2.

These data indicate that the models function as a “diminishing,” rather than an “enriching,”
tool for language. Such a strict statistical averaging of linguistic norms is an initial stage of
linguistic degradation.

2. Semantic Deficiencies and a Lack of “Embodied Cognition.”

The most significant finding of the study is the demonstration that the models lack the
property of “embodied cognition.” For a human, linguistic meaning is a phenomenon closely tied to
sensory experience in the physical world (sight, hearing, touch) (Lakoff & Johnson, 1980). For an
LLM, however, meaning is merely a collection of textual correlations.

Analysis of ethno-cultural metaphors: Analysis of Kazakh idioms such as “the income of the
heart” (keHinaiH Kipi), “to trample a horse's hoof” (aT TysrbIH Taii Gacap), or “to consult with one's
wall” (kabsipraceiMeH KeHecy) revealed the models' semantic-level “hallucinations.”

« Although Claude 3 correctly interpreted the meaning of the metaphor from a logical
standpoint, it was unable to uncover the underlying cognitive dominants (cultural scripts)
characteristic of Kazakh culture, such as “namus” and “continuity of tradition.”

» GPT-4 showed a tendency to take idioms literally. For example, there were instances where
the phrase “to consult one's wall” was interpreted as “to talk to one's own anatomical structure.”

This shows that while the model knows the definition of a word, it doesn't grasp its “life
context.” The model has a semantic structure, but it lacks semantic depth. The linguistic sign has
lost its connection to its real object, becoming just a “game of numbers.” This is the most dangerous
form of linguistic reduction, as it separates language from its existential content.

3. Discussion: The Future of Al and Human Language (Feedback Loop)

The main question that arises from the research is: If a large portion of texts is generated by
Al in the future, how will this affect human linguistic ability?

This poses the risk of a “Recursive Feedback Loop.” LLM models learn from human-
generated data, and humans begin to consume more of Al's reduced, “smoothed” language in their
daily lives. This could lead to the following cycle (Bender & Gebru, 2021):

1. Al simplifies language to a statistical average.

2. People adopt this simplified language as a standard and start speaking it themselves
(linguistic impoverishment).

3. 3. Next-generation Al models train on this impoverished linguistic data.

As a result, language could lose its creative power, complex syntax, and multi-layered
semantics, becoming merely a functional-informational code. As our experiment has shown, models
are already acting as a catalyst for “linguistic erosion.”

4. Cognitive Analysis: Disruption of Logical Inference

The semantic mapping method showed that the models rely on “probability inertia” when
constructing logical chains. If a logical task does not match a frequent pattern in the model's
training data, it makes a logical error.

« Expert linguist vs. Al comparison: While an expert identifies hidden irony in a text based on
context and author intent, Al predicts irony solely by the frequency of certain words (e.g., words
with sarcastic connotations like “of course,” “very well”). In the absence of these words, the Al
takes the text literally, leading to pragmatic reduction.

In conclusion, linguistic reduction in LLMs is not a technical imperfection; it is an inherent
property of statistical modeling of language. Models “use” language, but they do not “live” it. This
distinction remains the primary divide separating Al linguistics from human linguistics (Abai
KazNPU, 2026).

The analysis conducted allows for the following fundamental conclusions:

1. Syntactic Degradation: Models limit the variability of language, reducing it to a uniform
form. This leads to a loss of linguistic richness.

2. Semantic Vacuum: The detachment of linguistic units from empirical experience leads to a
reduction of meaning to “dry” symbols.
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3. Cultural Reduction: Models tend to process ethno-cultural codes by equating them with
global (often English-based) concepts, which undermines the conceptual uniqueness of national
languages.

Thus, as “Cognitive Analysis of Logico-Semantic Structures in Large Language Models”
demonstrates, preventing linguistic reductionism in the age of artificial intelligence is not only a
linguistic matter but also a matter of preserving human cognition.

CONCLUSION

Through a cognitive analysis of the logical-semantic structures in large language models, we
have uncovered the profound existential nature of linguistic reduction, the most complex problem
facing contemporary artificial intelligence linguistics. As the study revealed, while neural network
architectures exhibit high linguistic performance, their process of generating meaning lacks the
depth, pragmatic flexibility, and emotional-sensory experience characteristic of human cognition.

The main conclusion of the study is that there is no linguistic basis for considering large
language models as cognitive subjects (Searle, 1980). An LLM is a highly complex and effective
technological tool for manipulating linguistic forms, based on an enormous dataset. The models'
“speaking” is not semantic understanding, but merely a formal imitation characteristic of “statistical
parrots.” As our experiments have shown, while the models demonstrate proficiency at the syntactic
level, they suffer from linguistic degradation at the semantic and pragmatic levels.

Human language is not just a code for transmitting information; it is a tool for cognitively
mastering the world, preserving culture, and expressing personal experience. In LLM models,
language is stripped of these “vital” qualities and reduced to a set of numbers in a vector space. This
reduction threatens to lose the richness of language, including the conceptual uniqueness of
languages with a deep ethno-cultural code, such as the Kazakh language. Therefore, recognizing
artificial intelligence as human-level intelligence is scientifically incorrect; it should be regarded
only as an additional tool that facilitates human intellectual activity.

Based on the research findings, we propose the following practical recommendations to
address the problem of linguistic reduction and improve the quality of Al models:

First, the methodology for training models must be fundamentally changed. The current
“data-driven” approach has begun to exhaust itself. It is essential to introduce cognitive-pragmatic
rules and linguistic ontologies into the model training process (Abai KazNPU, 2026). This will
allow the model to consider not only the probability of words but also their logical relationships and
world knowledge.

Secondly, to prevent national languages, including Kazakh, from undergoing digital
reduction, it is necessary to create culturally specific datasets in the field of “language engineering.”
Models must be trained to “think” not only through translation but also based on the language's
internal cognitive metaphors and pragmatic features.

Third, interdisciplinary collaboration between linguists and Al developers must be
strengthened. While technical experts are responsible for the model's architecture, linguists must
oversee its semantic integrity and cognitive depth.

In conclusion, large language models represent a new horizon for linguistics, but this horizon
must not overshadow the human essence of language. Timely identifying linguistic reduction and
combating it on a scientific basis will be the primary mission of linguistics in the digital age.
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DEVELOPING SOFT SKILLS IN EFL CLASSROOMS: INTEGRATING 21ST-
CENTURY COMPETENCIES INTO ENGLISH LANGUAGE TEACHING

Abstract

Today’s graduates need more than subject knowledge — they need soft skills: critical
thinking, collaboration, creativity, and emotional intelligence. Yet language classrooms are still
widely treated as places where only linguistic outcomes matter. This article argues that EFL lessons
are powerful and underutilised spaces for developing soft skills alongside language competence.
Drawing on the Cambridge Life Competencies Framework (2020), the Oxford Global Skills
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position paper (Mercer et al., 2019), and the CASEL model of Social-Emotional Learning as
applied to ELT by Penton Herrera (2024), together with empirical studies by Hadiyanto (2021) and
Wicaksono and Saraswati (2024), the article examines how communicative tasks can advance both
linguistic and competency goals simultaneously. The review finds that well-designed tasks — those
built on genuine learner interdependence, creative problem-solving, and shared outcomes —
consistently produce measurable gains in 21st-century competencies alongside language
development. Deliberate pedagogical intention, rather than incidental exposure, is identified as the
decisive factor in soft-skill growth. Five evidence-based classroom strategies are discussed in detail:
Structured Academic Controversy, Collaborative Inquiry Projects, Reflective Journaling, Literature
Circles and Socratic Seminars, and Peer Feedback. Assessment approaches that go beyond test
scores — including portfolios, self-assessment, and process documentation — are also addressed.
The article concludes that integrating soft skills into English teaching is not a pedagogical luxury
but a core responsibility of language education.

Keywords: soft skills; EFL classroom; 21st-century competencies; critical thinking;
collaboration; social-emotional learning; task-based learning; communicative language teaching;
teacher development; competency assessment.

AnHomayus

CoBpeMEHHBIM CIIEIMATUCTaM HY)XHbI HE TOJIbKO IpPEeIMETHBIC 3HAaHUS, HO U YMEHHE
IyMaTh KPUTHUECKH, OOLIaThCs, COTPYAHUYATh U YHPaBISAThH CBOMMH SMOLMSIMH. TeM He MeHee
SI3BIKOBBIE KJIACCHI MO-TIPEKHEMY HEPEKO OPUEHTHPOBAHBI MCKIIOYUTEIBHO HA JTMHTBUCTHYECKHE
pe3ynbTaThl, OCTaBIsAA B CTOPOHE pAa3BUTUE JIMYHOCTHBIX KOMMETeHUUH. JlaHHas cCTaThs
MOKA3bIBAET, YTO YPOK AaHTIUHCKOTO s3bika Kak wmHocTpanHoro (EFL) mpeacraBnser coOoi
MIOJIHOIICHHYIO M HEIOCTaTOYHO HCIIOJIb3YEMYIO Cpedy AJIs Pa3BUTHS MATKUX HABBIKOB Hapsly C
S3bIKOBOM KommeTeHuued. Omnupasice Ha KeMOpHIKCKYI0 CHCTEMY >KH3HEHHBIX KOMIETEHIIMH
(2020), mosunmonnskiii fokymeHT Oxford Global Skills (Mercer et al., 2019), moxens conuaabHO-
smoumoHanbHoro oOyudenuss CASEL B npumeHeHuu k mnpenogaBaHuio sizbika (Penton Herrera,
2024), a Taxxe smrnupuyeckue uccienoBanus Hadiyanto (2021) m Wicaksono u Saraswati (2024), B
CTaTb€ paccMaTpHUBaeTCs, KaKuM 00pa30oM KOMMYHHUKAaTUBHBIE 3aJaHMsI CLIOCOOHBI OJIHOBPEMEHHO
MPOJBUTATh KaK SI3bIKOBBIC, TaK M KOMIIETEHTHOCTHBIE IIeNIM. YCTAHOBIEHO, YTO 3a/aHuf,
IIOCTPOCHHBIE HA MOJUIMHHOM B3aMMO3aBUCHUMOCTHU YYalllUXCsl, COBMECTHOM pEIICHUH NpodIeM U
olmieM pesynbTare, MAlT HU3MEpPUMbIH mpupocT kommeTreHUud XXI Beka Hapsiiay C S3BIKOBBIM
pa3BuTHeM. KimroueBbiM (hakTOpOM pOCTa MATKUX HABBIKOB SIBJISIETCS OCO3HAHHAS TeJarorunveckast
Mo3uIUs, a He ciydyailHoe Bo3zeiicTBue. B craTthe moapoOHO 00CYXKIAIOTCS MSTh CTPATETHid:
CTPYKTypUpPOBAaHHAas  akKaJeMH4YecKas JUCKYCCHs, IPOEKThl COBMECTHOIO  MCCIIEOBAHUSA,
pedIeKCUBHBIN THEBHUK, JIUTEPATYPHBIE KPYKKH U COKPATOBCKHE CEMHUHApPHI, a TaKKe B3aUMHOE
peneH3upoBanue. PaccmaTtpuBarloTes U MOAXO/IbI K OLIEHUBAHUIO, BBIXOSIINE 33 PAMKU TECTOBBIX
nokasaresneil. Jlemaercss BBIBOJL O TOM, YTO MHTErpalys MSITKHX HAaBBIKOB B TPEINO/aBaHUE
AHTJIUMICKOrO SI3bIKa SIBJSIETCSI HE MEAArorn4eckod pOCKOLIbIO, @ OCHOBHOW OTBETCTBEHHOCTHIO
SI3BIKOBOT'O 00pa30BaHUs.

KiroueBble caoBa: msexue Hasviku, EFL-knacc;, xkomnemenyuu XXI eexa; kpumuyeckoe
MblUIeHUe, COmpYOHUYeCme0, COYUATbHO-IMOYUOHATbHOEe obOyuenue; o00yYeHue Ha OCHO8e
3a0anull;, KOMMYHUKAMUBHOe O0O0OyYeHue A3bIKY, NpOoQecCUOHATbHOe pasgumue  Y4yumeins,
oyeHusauue KoMnemeHyul.

Anoamna

byrinri 3amaH mamaHJapblHaH TEK TOHAIK OUIIM eMec, ChIHM Oiljilay, BIHTBIMAKTacy,
UIBIFAPMAIIBIIBIK YKOHE SMOIMOHAJABIK MHTEIJICKT CHSIKTBI KYMCAK NaF[blIap Ja Tajal eTiiei.
Anaiima Tin cabakrapbl oM JIe JKMi TEK JWHTBUCTHKAIBIK HOTIDKETe OarbITTaNBIN, TYJIFAIBIK
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KY3BIPETTEPAl JAMBITYIbI Ha3apAaH ThIC Kalasipanasl. OCkl MaKayia ImeTes TUTl PeTiHIe aFbUIIIBIH
timi (EFL) cabakrapplHbIH TIAIK KY3bIPETHEH KaTap KYMCaK JaFdbUIapAbl JaMBITYIbIH
TOJBIKKAHIBI JKOHE JKETKUIKTI IaiimajaHblIMai >KaTKaH KeHICTIrl Oosia ajaThIHBIH IAJIEJIACHl.
Makana KemOpumx emipiik Ky3sipertep sxyiecine (2020), Oxford Global Skills mo3unmsibik
kykateiHa (Mercer et al., 2019), CASEL oneyMeTTiK-d3MOIMOHAIIBIK OKBITY MOJCTIHIH Tl
OKbITYFa KonjaneutybiHa (Penton Herrera, 2024), conpaii-ak Hadiyanto (2021) men Wicaksono
oHe Saraswati (2024) sMIMpUKaIBIK 3€pTTEYJIEpiHE CYHEHemi. 3epTTey HOTHKeJepl IIbIHAKWbI
e3apa TOyeNJUTKKe, OIpJecKeH Mocelle IICMyre JKOHE OPTAaK HOTIKEre HEeTi3JeNreH
TaIrChIpMaJIapAbIH T nAaMybiMeH KaTap XXI Facelp Ky3bIPETTEPiHIH OJIICHETIH OCIMIH TYPaKThI
KaMTaMachI3 eTeTiHiH kepceTeai. XKyMcak JarapliapIslH ©CyiHIH menrymr (GakTopbl — Ke3AeHCOoK
BIKIIAJl €MeC, CaHallbl [eJaroruKaiblK HUeT. Makamaga Oec CTpaTerusi erKei-Terkeii
TAJKBLIAHAIBI: KYPBUIBIMIBIK aKaJeMUSUIBIK Kapama-KaHIIbUIBIK, OIpJIeCKeH 3epTTey KOoOamapsl,
pedrekcusIbIK  KYHAENIK, omeduer 1meHOepiaepi MeH COKpaTThIK CEMHUHApiap, COHJAM-aK
TEHJIeCTepAeH Kepi Oaitnanbic. TecT HOTHXKETEpiHEH THIC Oaranay Tocinaepi e KapacThIPbLIAIbL.
XKyMcak naraputapibl aFbUINIBIH TUTIH OKBITYFa HWHTETpAIMsIay MeIarorHKalbIK apTHIKIIBUIBIK
emec, Ti1 OUTIMIHIH Heri3ri MiHAETI eKeHi TypaJibl KOPBITBHIH/IbI Kacajla/bl.

Tyitin ce3aep: owcymcax oagovinap, EFL cuinviovl, XXI 2acelp Kysvipemmepi;, CblHU OULAY;
LIHMBIMAKMACMBIK,  21€YMEMMIK-9IMOYUOHANObIK OKbIMY, MANCLIpMaa He2i30e12eH  OKblmy;
KOMMYHUKAMUBMIK MINl OKbIMY, MYEANiMOI Kaciou damvimy, Ky3vipemmepoi 6azanay.

Introduction

Across hiring offices, university admissions panels, and professional development surveys, a
remarkably consistent message has emerged over the past two decades: what distinguishes effective
graduates is not primarily what they know, but how they think, communicate, and work alongside
others. Academic credentials alone are no longer enough [1; 2].

Language classrooms occupy an unusual position in this landscape. Unlike other disciplines,
English cannot be learned in isolation — it demands interaction, negotiation, risk-taking, and the
willingness to be uncertain in front of others. Every time a student defends a position in a
discussion, gives feedback on a classmate's writing, or works through a disagreement in a group
task, something is happening that extends well beyond grammar or vocabulary. These conditions,
when shaped with deliberate pedagogical intent, constitute a powerful environment for soft-skill
development [3].

This article draws together the theoretical and empirical strands that help explain this
potential. Three questions guide the review: What frameworks currently inform soft-skill
integration in EFL contexts? Which classroom strategies develop 21st-century competencies
alongside language skills? And how might growth in these areas be meaningfully assessed?

Methods

The article is grounded in a narrative literature review covering publications from 2019 to
2024. Relevant sources were identified through searches of Google Scholar, ERIC, and publisher
repositories, using terms such as "soft skills EFL," "21st-century competencies language teaching,"
“critical thinking EFL," and "social-emotional learning ELT."

Three competency frameworks served as the theoretical foundation. The Cambridge Life
Competencies Framework (2020) [1] organises six domains — creative thinking, critical thinking,
learning to learn, communication, collaboration, and social responsibilities — and treats proficiency
and competency development as mutually reinforcing. The Oxford Global Skills position paper [2]
foregrounds adaptability, digital literacy, and learners' capacity to take genuine ownership of their
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development. The CASEL model of Social-Emotional Learning, applied to ELT by Penton Herrera
(2024) [5], reframes emotional and social intelligence as constitutive elements of literacy today.

Two empirical studies received sustained attention. Hadiyanto (2021) [3] tracked soft-skill
outcomes across different EFL task types in an Indonesian higher education context. Wicaksono
and Saraswati (2024) [4] examined the practical opportunities and obstacles involved in embedding
SEL into language teaching.

Results

The reviewed literature organises around two broad patterns, each with direct implications
for classroom practice.

The first concerns the relationship between task design and what students actually develop.
Hadiyanto's findings [3] are instructive: tasks that required genuine group interaction, creative
problem-solving, and shared outputs consistently produced measurable gains in 21st-century skill
performance alongside language development. What distinguished high-yield tasks from weaker
ones was their degree of genuine interdependence — activities where students actually needed each
other to succeed generated substantially stronger competency outcomes.

The second pattern concerns social-emotional learning. Wicaksono and Saraswati [4]
identify real affordances: the human content of English materials — stories, films, discussions
about identity and culture — creates natural openings for emotional reflection that few other
subjects can match. However, teacher preparation for SEL facilitation is often inadequate, and in
examination-driven systems, pressure to prioritise measurable linguistic outcomes can be
considerable.

Across both patterns, a single variable emerges as decisive: deliberate pedagogical design.
Soft skills do not develop as a byproduct of exposure to English; they develop when tasks are
explicitly constructed to demand them. Five strategies recur across the reviewed literature as
effective vehicles for this work.

1. Structured Academic Controversy: students argue a position, then switch sides, then work
collaboratively toward a synthesis — building critical thinking, perspective-taking, and substantive
language use in the same activity.

2. Collaborative Inquiry Projects: students gain extended, authentic experience of working
toward a shared goal, with the productive friction that real collaboration entails.

3. Reflective Journaling: even briefly at the close of a lesson, this cultivates self-awareness
and metacognitive monitoring that underlie both emotional intelligence and language learning.

4. Literature Circles and Socratic Seminars: these reposition students as active meaning-
makers rather than recipients of teacher-delivered interpretation.

5. Peer Feedback: when explicitly taught rather than assumed, this builds relationship skills
and meta-linguistic awareness that transfer well beyond the language classroom.

Discussion

The findings reviewed above point with reasonable consistency in one direction: language
learning and soft-skill development tend to reinforce rather than crowd out each other. When tasks
demand genuine communication, real collaboration, and substantive thinking, students develop both
sets of capacities together. This reframes the choice facing EFL practitioners: integrating
competency goals is not a trade-off against linguistic outcomes — under thoughtful task design, it is
a genuine gain for both [1; 3].
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The assessment question is perhaps the most persistent challenge. Critical thinking is
contextually variable; collaboration looks different across cultures; neither reduces cleanly to a
numerical score. What the literature suggests works best is a combination of methods: evidence
portfolios built over time, self and peer-assessment structured by explicit reflection prompts, and
process documentation — observation notes, recorded discussions, written reflections — that
captures what end-of-unit tests cannot.

The cultural dimension raises a different set of concerns. The major frameworks reviewed
— Cambridge, Oxford, CASEL — emerged primarily from Western educational traditions, and
their assumptions about communication, emotional expression, and collaborative behaviour are not
universally shared. Teachers working across cultural contexts need to hold these frameworks with
some critical distance [2].

Finally, teacher development emerges as a systemic precondition. Soft-skill facilitation
cannot be reduced to a set of techniques; it depends on the quality of the relational and intellectual
environment that teachers create. Professional development that builds educators’ own critical
thinking, emotional intelligence, and capacity for genuine collaboration is foundational [4].

Conclusion

The case made in this article rests on three interlocking arguments. The practical argument:
the modern world consistently requires capacities — critical thinking, collaboration,
communication, emotional regulation — that the EFL classroom is unusually well-positioned to
develop. The pedagogical argument: soft-skill development and language development are not
competing priorities; under the right conditions, they advance together. The ethical argument:
education that engages the whole person better serves the human beings in front of the teacher.

The five strategies outlined — Structured Academic Controversy, Collaborative Inquiry
Projects, Reflective Journaling, Literature Circles, and Peer Feedback — are in most cases
reworkings of activities that thoughtful language teachers are already using. What changes with
deliberate soft-skill integration is intention: the explicit decision to notice, name, and develop
competency growth alongside linguistic growth.

Several areas warrant further research. The longitudinal transfer of soft skills from EFL
contexts to professional settings remains underexplored. The cultural responsiveness of existing
assessment instruments is a pressing concern. And the design of teacher preparation programmes
that build the competencies underpinning effective soft-skill facilitation deserves sustained
attention.
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KA3AKCTAHJIA OMIP CYPETIH YUFBIP TYPIKTEPI TYPAJIBI JIAJTAJIBIK
3EPTTEY )KOHE TOXIPUBEJIEP
Apgnatna
byn 3eprrey Kazakcranna emip cypeTiH YHFBIp TYpIKTEpiHE >KYpri3iireH JajlajbIK
3epTTeYIH 9/ICTEMENIK HEeri3iH, ajJblHFaH JEpeKTepil >KoHE 3epTTey OapbIChlHNA >KMHAKTAJFaH
ToXipuOenepal KapacTblpaabl. XajbIKTaHy 3€pTTeyJIepiHIe NalaiblK 3epTTEyNiH TEeK MOJIiMeT
JKUHAY Kypasibl FaHA €MecC, COHBIMEH KaTap MOJICHH MaFblHAHbBI TYCIHY YZI€PICIHIH HET13T1 Kypamaac
Oeuiri exeHi aran kepcerired. OCbl TYpFbIIA 3epTTEY/IE KaThICYIIbI/KAaThICTIAy bl OaKbLIay JKOHE
cyx0ar oicTepl KOJJAHbUIbII, YHFBIP MOJACHHUETI MEH XaJIbIK MEIULMHACBIHA KAaThICThI JEPEKTEp
KHUHaIABL. 3eprrey asceiHAa Ainmatsl, JKapkeHT, ILloHIbI j>koHe MaHaMbIHIAFbl aiiMakTapiaa
mamamed 250 uHpopMaHTIeH cyx0at KYpri3iiin; KYHAEIIKTI eMip, TOH jK9HE XKepiiey AdCTypiepi,
XaJIBIK eMILLIIrT ToXKipubenepi, aypyabl KaObl1ay TYCIHITT MEH eMey dJicTepi Taburar NeH ajam
OailTaHBICHl asICBIHAA 3epTTeN/l. 3epTTey COHAA-aK ajalibIK 3epPTTEY/l dcipece IMIETEeNIe >KOHE
©3re MOJIEHH OpTaja XYPri3yAiH 3epTTeylli YIIiH KaHIal KUBIHABIKTAp MEH TOXKipuOe OKeNeTiHIH
Kepcerel. Oien 3epTTeylll peTiHe ajaia )KYMbIC icTey OapbIChIHIA KUHAKTAIFaH TIXipuoesnep
JananblK 3epTTeyAiH TYJIFAIBIK opi KociOu e3repicke acepiH kepceteni. KopbITbiHbIIAN Kene, Oyl
3epTTey XaJbIKTaHyJaFrbl JAajalblK 3€pTTeyJepIiH TEOPHsUIBIK OUIIMII TEKCEepeTiH apl ’KaHa
JiepeKTep KalbIITACThIPATHIH JUHAMUKAIBIK YACPIC €KEeHIH alKbIHIalIbI.
Tyiin Cezoep: Xanvikmany, oananvik 3epmmey, Yuevip Typikmepi, Xanvlk MeOUYUHACHl, XAIblK
eMwiniei, mamepuan HcuHay 20icmepi MeH maciidepi, auen 3epmmeyuiiiep, OaldblK
maoicipudbenep, sepmmey, Kazaxcman.
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FIELD RESEARCH AND EXPERIENCES ON THE
UYGUR TURKS LIVING IN KAZAKHSTAN

Abstract

This study examines the methodological framework of a field study conducted on the Uyghur
Turks living in Kazakhstan, the data obtained, and the experiences gained during the research
process. It has been emphasized that in folklore studies, field research is not merely a tool for data
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collection but also a fundamental component of the process of cultural interpretation. In this
context, data on Uyghur culture and folk medicine were collected using participatory and non-
participatory observation and interview techniques. As part of the research, interviews were
conducted with approximately 250 informants in Almaty, Zharkent, Chundzha, and surrounding
regions; daily life, wedding and funeral traditions, folk medicine practices, perceptions of illness,
and treatment methods were examined within the framework of the relationship between nature and
humans. The study also highlights the challenges and benefits for researchers associated with
conducting fieldwork, particularly abroad and in different cultural contexts. The experiences gained
from conducting fieldwork as a female researcher demonstrate the impact of field research on
personal and professional transformation. Consequently, this study reveals that folklore field
research is a dynamic process that both tests theoretical knowledge and generates new data

Keywords: Folklore, field research, Uyghur Turks, folk medicine, traditional medicine,
collection methods and techniques, female collectors, field experiences, research, Kazakhstan.

Kamune Cepbecm
A-p
Yuusepcumem umenu Xaoowcu bexmawa Benu, ghakyromem mypeyxozo goavkiopa
Heswexup, Typyus

MOJIEBOE UCCJIEJOBAHUE U ONbIT, KACAIOIUECS YUT'YPCKHUX TYPOK,
MNPOKUBAIOIIINX B KASAXCTAHE
Annomauyus

B nanHO#i paboTe paccMaTpHBAIOTCS METOJOJOTHYECKHE PAMKH IOJICBOTO HCCIICTOBAHWS,
MOCBSIIIEHHOT'0 YUTYPCKUM TypKaMm, IPOKUBaOIMM B KazaxcTaHe, a TakKe MOJy4YEHHBIE JaHHbIE U
OTIBIT, HAKOIJICHHBIA B Xone uccienoBanus. [loguepkuBaercs, yTo B (OIBKIOPUCTHKE IMOJIEBOE
HCCTIEZIOBAaHUE SIBJISIETCS HE TOJBKO CPEICTBOM cOOpa JaHHBIX, HO M OCHOBHBIM KOMITOHEHTOM
rnpouecca KyJbTYpPHOW HHTEpIpETalMu. B 3TOM KOHTEKCTE B XOJ€ HCCIEIOBAHUS C IOMOIIBIO
METOI0B HaOMIOIeHNS (YUaCTBYIOIIETO M HEYYAaCTBYIOIIETO) U MHTEPBBIO OBLIIM COOpaHbI JaHHBIC
00 yHrypckoil KynbType W HapoJHOW MenuilmHe. B pamkax uccienoBaHusi ObUTH TPOBEACHBI
O0ecenpl ¢ mpumepHo 250 pecronaeHTamu B AnMartbl, JKapkente, UyHIKe W NPUIIETAIONTUX
palioHax; MOBCEIHEBHAS KU3Hb, TPAJAUIIMHU TOPKECTB U MOXOPOH, MPAKTUKNA HAPOJHON MEIULIUHBI,
BOCIIpUsITHE OOJE3HEHM W METONbI JIedeHUs] OBUTM H3YyYeHbl B KOHTEKCTE B3aMMOOTHOIICHHMA
yenoBeka W Tpuponsl. Kpome Toro, B pabore oOpamaercss BHUMaHHE HA TPYAHOCTH U
MPEUMYIIECTBA MPOBEACHUS TOJEBBIX HCCIECIOBAHUNA 3a PyOEXOM M B PA3JIHYHBIX KYJIbTYPHBIX
cpelax ¢ TOYKH 3peHus wucciemoBatens. OMNBIT, MOJYYSHHBI B XOJAE MOJEBOW pabOThl Kak
YKEHIIMHOW-UCCIIeA0BATEIEM, JEMOHCTPUPYET BIUSHHUE MOJEBBIX UCCIEOBAHUI HA JIMYHOCTHBIE U
npodeccroHanbHble N3MeHeHUsI. B utore nanHas paboTa MOKa3bIBaeT, YTO MOJIEBbIC HCCIEIOBAHMUS
B o0mactu (OJNBKIOPUCTUKH MPEJACTABIAIOT COO0OM JAMHAMUYECKHNA TMPOIECC, KOTOPBIN
OJIHOBPEMEHHO MPOBEPSET TEOPETUUECKUE 3HAHUS U TEHEPUPYET HOBBIE JaHHBIE.

Kniouesvie cnosa: gonvrnop, nonesvie ucciedoganus, yueypckue mypku, HapooHas MeoOuyund,
MPaouyUOHHAsE MeOUYUHA, Memoobl U npuemvl cOOpa Mamepuana, HeHwUHbl-cOOPUUYbL, NOJEEOL
onvim, uccredosanus, Kasaxcman.

1. JdanansIk ToxkipuOeneH KeiiH: 3epTTeylli diies] KO3KapacbIHAAFbI 1aJ1a 3epTTeyi

XanbpIKTaHy 3epTTeyJIepiHe aia/aJaH/IblK 3epPTTeY TEK MATIMET XKHHAY KYpasbl FaHa eMec,
COHBIMEH KaTap €Jl 1IIHJEr1 3epTTeyJiep/ie MOACHH, all IIETENIET] 3ePTTeyIepie MOACHUETAPAIIBIK
MarblHAHBl TYCIHY YHepiciHiH Herisri Oedxiri. COHABIKTaH JalaFa IIBIFATBIH 3€pPTTEYUILIEPAiH
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o/licTeMeNiK JAalbIHABIFBIHBIH MBIKTBI OOJIybl, STHKAJIBIK Karuaajgapibl YCTaHYBl JKOHE JallajibIK
TOXKIPUOCHI AyphIC Tajaai OuTyl ©€Te MaHbBI3IbI.

«Anany) HeMece «Jaliay TePMHUHIEPIHIH HEeTI3r1 MarbIHACHI «XaNBIKTBHIK OLTIM eHIMepi maiina
OOJIBIT, OMIP CYPETIH OPTaCchl» €KEHI alThUIANbI. «AJaH» HEMeCe «Jaajia» JIeM aTaJlaThlH OYyJI OpBIH
KaJia/laFbl Ke3 KeJITeH ayJ/laH He MIaFblH ayAaH 00Iybl MYMKiH, COHIal-aK aybll, KEHT, ayJaH HeMece
ocbutapAblH OipHemieyi Karap Ooilybl Jja BIKTUMal. Byl OpblHAAp XadbIKTaHYLIBLIAP XaJbIKTHIK
OlTiM YATUIEpIH TIpKeN, >KUHAWTHIH, SFHU MaTepual >KUHAY >XYMBICTAphl JKYPTi3iJIeTiH MEKeH
peTiHIe aHBIKTAJIFaH/Ia, <«OKMHAKTAy OpHBI» Jen atananbl [4, 25]. HarneHbiH mikipiame [3, 38],
KHUHAKTay - «Oenrimi Oip omicTepli KOJJTAHATHIH KOciOM XalbIKTaHYIIBIHBIH Hemece Oyl icke
OyECKOHM KBI3bIFYIIBUIBIK TAHBITATHIH alaMIapAblH OeNriiai Oip jkeple XaldbIKTBIK OLIiM YJITiIepiH
KacayIbl, KailTa aHFBIPTYIIbI, JKETKI3yIl JKOHE OPBIHAAYIIBl aJamjaaplaH KypalfaH KaybIMFa
OaphblITl, COJ XKEepJe aybI3Ia, jkazdalna KoHe BU3Yaabl TYPAC MOJIIMETTEp TiIpKeyi, MaTEePHAIIbIK
KOHE MaTePHAIIBIK eMeC MypaJiap *KeHiH/Ie aKnapaT )KUHAYBI dKOHE OJIap bl 5Ka3bIl aTybD».

JKunakray anaHpl 3epTTeNiN OTBIPFaH TaKbIPBINKA OallIaHBICTBI Tap ayKbIMJbl HEMece KeH opl
KaH-)KaKThI Oip He OipHeIIe ayMaKThl KAMTYbI MYMKIH.

AN JKuHaymbuIap JKYPri3eTiH JallalblK 3epTTey - «3€pTTey TaKbIpblObIHA KAaTBICTBI MOJICHH
JIEMEHTTEP JKOHIH/E MAJIIMET ally MaKcaThbIHJA COJI 3JIEMEHTTEep, OKUFajdap MEH yAepicTep emip
CYpeTiH KayblMFa Oapblll, Heri3iHeH Oakbulay MEH cyx0aT oJicTepl apKbUIbl >KYpri3uUieTiH
KYMBICTap» JIeM aTaiapl.

YobaHofIy AananbIK 3epTTeYIlH XalbIKTaHyIIbUIAp YIIIH MaHbI3bIH TOMEH/IET1 MIKIpJIep apKbLIb
aTan KepceTei:

«lananplK 3epTTey XaJBIKTAaHYLIBLIAPJABIH OachlM KOMILULII YIIIH ojlapibl Oip S1eyMeTTIK-
MOJICHU TICUXOJIOTUSIIBIK KYHIEH eKiHII Oip aeyMeTTIK-MOICHH MCUXOJOTHIIBIK KYHIe ©TKI3eTiH
©31H1K O1p “eTy pacimi” CEeKUIIL.»

«byn ynepic Oip >karblHAaH KOPKBIHBIIITAp MEH KHUSULIAPABIH apacklHaa Oacranca, eKiHII
JKarblHAaH XaJBIKTaHy CaJlaChIHAAFbl JalaliblK 3epTTeyre YMTBUIFaH ajaM TaOBICTBI HE COTCI3
HOTIDKEJIepre KapaMmacTaH, opJailbIM ©31 MEH 3epTTey cajachl Typajibl KONTereH Hopce YHpeHin
asikTaae» [2, 202].

Kazipri TaHga «gananblK KEHICTIK» JKOHE «JallallbIK 3epTTey» YFhIMIAphlH KalTa KapacThlpy
KaKeTTUIr aikpiH Ooisbin oThp. ['ypuaiiblp Teke HUGPIbIK MOACHUET asChIHIAFbl TapaTy
KEHICTIKTEPIH A€ JaJlajlbIK OpTa JKOHE 3epTTey alaHbl PEeTiHJe KapacThIpy KaXKETTIriH aTaml eTell.
HNHTepHeTTe >KYPri3iieTiH [ajaiblK 3epTTEYJICPAiH HOTIKECIHE (OJIBKIOPTAHYIIBIIAp JAepeK
KMHAY YIIIH aJiblc eHipyepre Oapyfa MiHAeTTi Oonmaiisl [5, 292].

JKorapeia aiTeuTFaH Ak, XadbIKTAaHYIIBUIAP YIIIH JaTAIbIK OpTa (CaxHa) KOciOM JKeTuTy yaepici
peTiHae TYCIHIIpUTyl MyMKiH. AJaiila MyHJa epekile Ha3ap ayJapyJbl KaKeT e€TETiH MaHBbI3JIbI
Macerne - epTTey ajlaHblH HIeTENAIK JKOHE TYPKI KEHICTIKTEpiHEH TaHIaraH 3epTTeyUIlUIepaiH
KOFaphl JIeHrenaeri 0aTbUIABIK TaHBITYbl. OPTYpPJl TULMIK OpTa, TUANIEKT, reorpadusuiblK *kKoHE
MOJICHH EpEeKILIEeTIKTep AalanblK 3epTTeyal Oip >KarblHAH KoJjjaca, €KIHIII >KaFblHaH OlpKaTap
KHUBIHJIBIKTAp/IbIH TYBIHJayblHa ceben 00Jybl MYMKiH. 3epTTeylIi OChl KaFAalaapAblH OapIIbIFbIH
€CKepe OTBIPBIN JajalbIK >KYMBIC JKYpri3ce, Oyl YIKEeH KociOW OaThUIIBIKTHIH KOPIHICI OOJIBI
TaObUIaABl. Ocipece oien 3epTTeyIIUIep/iH dJEeyMEeTTIK HOopMallapFa, MOJCHH JXOHE TIeHIEpIiK
TYCIHIKTEpre KapamacTaH Jajiaja >KyMbIC icTeyl 3epTTey YAepici YIIiH Jie, 3epTTeyIlll TYJIFachl YIIiH
Jie epeklle KYHJbl OOJBII caHaja/Jbl >KOHE AJbIHFAH TOXKIpUOEe MaHbI3Abl FHUIBIMM MOHIE He.
KoHTekcTke Heri3meNnreH jKoHE KAaTBICHIMIBI OaKbUlay apKBUIBI KY3€re achIPbUIATBIH TAJIajIbIK
3epTTeysiep 3epTTENeTiH KYObUIBICTBIH MOHMOTIHIH allyFa J»KoHE akmaparT OepylIiHiH OChI
KOHTEKCTTIH Oip 0eJIiri peTiHae KapacThIpbLIyblHa MYMKIHIIK Oepei, OyJI 3 Ke3eriHae 3epTTeyaiH
KaH-)KAKThl TalJaHyblHa BIKMAd eTenai. Teopusuiblk OumiM  OepiireHiMeH, JalajblK 3epTTey
OapbICBIHA AJIBIHFAH JEPEKTEpP TEOPHSUIBIK TYKBIPIMIAPIBIH IYPBICTBIFBIH TEKCEpyne, OJapibl
TOJBIKTBIPYJIa MaHBI3Bl POJI aTKapa OTHIPHIN, COHBIMEH KaTap TEOpPUSMEH COWKeC KelIMEHTIH
HEMece KYTIeTeH HOTWXKEIepAiH maiiga OoyiyblHA 1@ Heri3 Oodysl MYMKIH. XaJbIKTaHY
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cayllachbIHJaFbl KUHaKTay >KymbicTapbl Kazakcran PecnyOnukachblHBIH KYpbUIybl MEH YJITTBIK
OIpereimiKTI KaJbITACThIPY YAEpiCIHIE MEMIICKETTIK KOJIJayMEH >KY3ere AachIPBUIBII, «YITTHIK
MIHIET» PETIHJAE KapacThIpbUIFaH. byl MIHAETTI OpBIHAAYy OapiiblK JKMHAKTAyIIbLIapFa,
oyeckoiinapra Ja, KociOM 3epTTeyliepre e opTak jKayankepiiiik Oosbin Tadbuiaasl. MyHIa eH
YAKEH YyJieC MyFaliMIep MEH XalblKTaHyuibuiapra tuecimi. «llbpiH MoHIHIE, XanbIKTaHyIbIH
WITHIBUIABIKIIEH OallaHbIChl ecKepiireHne Oyl Karmaidl TOJBIK TYCiHIKT»Y [5, 252]. byn
YCTaHBIMHBIH JKaJFacTBIFBl Ka3ipri KE3€HJE i€ CAKTaJbIl OTHIP, dcCipece TYPKI KEHICTIKTEepiHJe
KYPTri3UICTIH )KUHAKTAY )KYMBICTAPhI OCBI FHUIBIMHU-H/ISSIIBIK OaFBITTBIH JKAIFACHl PETIHAC YIITTHIK
MIHJET PEeTiH/e CUMATTaialbl, al OYJI >KYMBICTap bl *KY3€re achIpaThblH KOITEreH 3epTTEeyLIlIep 3
KBI3METIH OCHI CaHa MEH KOCi0M YCTaHBIM HETI31H/IE aTKapaIbl.

JKorapbeiga kepceTiireH MakcaTTap MeH MiHmerTepre coiikec, 2023 >xpuirbl 06 MaychIMHaH
6acran OUeHT JOKTOp Pycinan Ap3HeBTiH FRUIBIMH KETEKIIUTITIMEH JAalbIK 3€PTTEY KYMbBICTAPhI
Oactanapl. Kasakcran aymarblHIa YHFBIpJIap THIFBI3 KOHbICTanraH Anmatbl, JKapkeHT, LLIoHxkbl
(Yiirslp aynansl), [Tomxim, Oxer, Cyntankopran, Jypyx0a »xone baiiceliT eHipiepinae mamMaMeH
250 akmapat O6epyIriMeH cyx0aT >Kypri3iimii.

Kunanran aknapar Oepyurinepnid iminze 4 Oakcel Oap, an 74-1 aypynapAblH ajblH aly,
JIMArHO3 KOO JKOHE €My OMICTEepIH JKETIK MEHIepreH, COHJai-aK OChl eMmjiey TaKipuOenepiH
JKY3ere achIpaThlH XaJbIK apachlHAa TaHBUIFAH JOCTYPJi XalblK eMIIijiepi OOJbIl TaObLIa b
Kanran mamamen 174 amaMm aTa-aHachblHaH HEMeEcCe KOPUIUICPIHEH €My TOCUIACpIH YHpPEHTeH,
iIiHapa KoJ/iaHa aJlaThlH, TeK 9IICTI TEOPUSIIBIK JICHreiiie O1IeTiH, TONBIK TOKIPHOEiK KOJIAanyFa
KaO1JIeTi MEeKTeyJIl 9yeCKOM XaJbIK eMIIIepl MEH eM KaObUIIaraH HayKacTapAaH Typabl.

Ocpl TycTa 00aNbIK YChIHBICTa Oenriaenren «keminge 100 aknapat 6epyuriMeH Iepek >KUHay»
MaKCaThl TOJIBIK OPBIH/IAJ/IbI.

Axrmapar OepyIijepMeH Kypri3iireH cyxoarrapaa «dmic» 0eiMiHIe KapacThIpbUIFaH CypakTap
XallbIK eMIIIepiHe Je, HayKacTapra Ja KOUMBUIbIN, TaOMFaT—aJaM e3apa 9peKeTl TYpPFBhIChIHAH
YiFBIpIapiarel aypy Typaibl TYCiHIK, aypylapislH maiiga Ooiy cebenrepi, Oiapabl eMaeynae
KOJIZIAaHBIIATHIH JIOCTYPJII TOKIpUOenep, COHmai-aK OChl eMIIIK TIKIpUOenep i Ky3ere achlpaThblH
HIMTArepIIepIiH epeKIIeNiKTEpl MEH OJIApIbIH eMJICY YACPICIHIETI Poli aHBIKTAJIIbI.

CoHbIMEH KaTap, JauajblK 3epTTey OapbIChlHAA OHIpAIH TeorpadusIiblK OpPTAchlH TiKenen
OakpUIay HETI3IHIE aypynapAbl eMJeyneri TaOuFu OpTaHbIH ocepl aWKbpIHAANAsl. OChIFaH
OailmaHpICTHI TAOUFAT HUITOCO(PUACH MEH a/IaM JICHECIHE KaThICTBI JOCTYPJIi Ko3KapacTap OONbIHIIA
KOCBIMIIIa AIMITUPHUKAJIBIK JIEPEKTEP aTBIH/IbI.

3epTTey JKOOACHIHBIH aJFallKbl KE3€HI OOJIBINT TAaOBUIATHIH o/IeOMEeTTEpre oy OapbIChIHIA
KaImbl XalblK MEIWIMHACHI, ajl HAaKTBIPaK alTKaHga YWFBIP XalbIK MEAMIMHACH OOMBIHIIA
Kerraiinarer 1lIbipkas ¥HFBIp aBTOHOMUSIIBIK aynaHbl, KaszakcraH, KeipreizcTan, ©O30ekcTaH,
Typxust sxoHe baTbic enaepiHie KYpri3iireH FBUIBIMH 3€pTTEYJIep aHBIKTAJAbl. 3epTTeyre Heri3
Oona anatelH eHOeKTep ((OJNBKIOp, MEAUIIMHAIBIK aHTPOIOJIOTHS, Teorpadus, Tapux xkoHE T.0.)
KYHeIN Typ/ie KapacThIPBUIBI, YHFBIP TUTIHIETT 178 eHOeK KUHAKTAJIbI.

Byn enbekrepaiy 6aceim Gedmiri LIsirpic TypkicTaHIa sKapblK KOpreH OachbulbIMIApIaH TYpasbl.
Conbiven kKatap KazakcTanaa 001FaH yaKbIT apaibIFbIHIA aKmapaT OepymiepeH KoHe KepriaiKTi
TYPFBIHIApaH, coHaai-aK «Mir Nesriyaty Gacrmackl MeH KiTamxaHajJapJaH KOCBIMINA JEPEKKe3ep
anbiHAbl. bynan Oesiek, IOCTypii oNeMIIK MOJAENb, AYHUETaHbIM >KoHE TaburaT—ajgaMm e3apa
OpeKeTiHe HeTi3eNreH 3eprreyyiep OoibiHIIA Typik jkoHE Oacka Ja TuULIepaeri eHOeKTep
onelueTTep/l N0y ayKbIMbIHA €HT13U1/11. ©e0ueTTepre MOy *KoHe JajalbIK 3epTTey OapbIChIHA
aNbIHFAaH JIGPEKTEp HeTi3iHAEe KOJJAHBICTAaFbl oneOWer 3eprrey OenmiMaepiMeH  e3apa
0ailTaHBICTHIPBUTHITI, YKYHETICH/T.

ExiHmmi ke3eHie qananblk 3epTTey O0apbIChIHAA KOJIaHy YIIIH aiiMaKTapFa KaThICThl MAIIMETTep
MeH (ONBKIOPTaHYABIH 3€PTTEY CajaJapbIHBIH O1pi OOJIBIN CaHANATHIH XaIbIK MEIUIIMHACHI/XAJIBIK
eMIIIirine OalmaHBICTBI KATHICBIMIBI KOHE KATBICBIMCHI3 Oakbliay, OaFbITTallFaH JKOHE
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OarpITTaIMaraH cyxOaT onicTepi apKbUIbl aJIbIHYBl KO3JEITeH JepeKTepre apHaJfaH MAJIiMETTep
MEH cypaKkTapJaH TypaTblH cyXx0at (hopManapsl JaibIHAAIIbL.

Hepexrep xuHay OapbIChiHAa OyJ1 cypakrap Jepek Oepyiiijepre 3epTTey KOHTEKCIHE CoWKec
KOMBUIBIT, KAKETTI JKaFaaiiapaa Ma3MyHbI JKaFbIHAH TYPJICHIIPLITI OTBIP/BI.

CoHBIMEH KaTap, XaJblK MEJUIIMHACHI TOKIpHOeIepl MEH OHBI KY3€re achIpyIIbUIapbl TipKey
MaKCaThIH/Ia TEXHUKAJIBIK JKaOJbIKTap KaMTamachl3 eTLIiM, cyxOarrap AbIOBICTBHIK jka30a,
Oelinerxkasz0a sxoHe poToMaTepuangap apKbUIbl TIPKEIII, MyparaTTalibl.

Kazakcranna OoifaH yakbIT apajblfblHAA JallalblK 3€pTTEY YHFBIpJIap ThIFbI3 KOHBICTAHFaH
aiimakrapna - Anmatsl, JKapkent, Lllomxksr (¥irblp aynansl), [lemkum, Oxer, Jypoixin, baiiceiiit
xone Cynran KopranbIiHaa xypri3iiui.

J’KoGa yCHIHBICHIH/IA JKETY KO3/ICNITeH aiiMaKTapFa TOJBIKTall KOJI KETKi31IiI, HbICAHANIbI 3ePTTEY
TOOBI OMIP CYPETIH MEKEH Iep PETIH/IEC HEeT131HEH aybUIIBIK CHITATTAFbI €JI711 MEKCHAEep TaHIaJI IbI.

XKypriziiren gananblk 3epTTey OapbICBIHAA TEK HETI3r TAaKBIPBINIEH IIEKTeNIMel, Oy eHipaeri
QJIFAIKb] )KHHAKTay TOKIpUOeM OOoJFaHAbIKTaH, OaKpliayFa TYCKEH KeNTereH Mocesnesep OoibIHIIa
Jla MaTepuaap >KUHAIIBII, BU3yaJIbl IEPEKTEP aTbIH/IbI.

3epTTeyAiH MalbIHABIK KE3CHIH/E AOKTOPIBIK TUCCEPTAIUSAM asChIHIA TUBITAK YUABIMBIHBIH
2214A lllerennik TOKTOPIBIK FHUIBIMU-3€PTTECY CTUIICHIUSCHI OaFapiaMachiHa OTiHIM Oepii.

byn ke3eHzie aneyMeTTIK FhUIBIMAAP cajlackl OOWBIHILIA OTIHIM Oepyre KaThICThl KaJlbIITacKaH
JIJBIH ajla Ke3KapacTap OOJFaHbIMEH, «TOKIpHOe jKMHAKTay» HHUETI 0achlM TYCIN, OTIHIM jkacay
TypaJbl HIEIIM KaObLI1aH bl

Con ke3enne OptanblK A3us enepiHiH OipiHe Koyigay ajlfaH >KaJFbl3 yko0a O0ybl a epekiie
MaHbI3Fa ue 00 JIbI.

XoOGanblH KaObLIIaHYbIHAH KEHiH JalbIHIBIK JKYMBICTAphl JKYPIi3ilil, Jajia 3epTTeyiHe IIbIFY
KYaHBIIIBI MIETEN/IC dHeT 3ePTTEYII PETIHIE )KYMBIC ICTEYIiH ajlaHIayIIbUIBIFBIMEH aJIMaCTHhI.

Ken >xputnap Goibl YHFBIp TiNIHE KATBICTBI KYPIi3UIreH 3epTTeyiepre, aygapMma ToxipuOeciHe
KOHEe KYHJAENIKTI ceiiey Tuli OOMBIHIIA allblHFAH KypcTapFa KapamacTaH, Jlaja >KaFdaibIHAaFbl
KAIFBI3BIK Ce31Mi TYFbI3FaH KOOAIKY 3epTTey ieH 0ac TapTy OiJIapbIH ajFfa IIbIFapbl.

Byn anmannaymbUIbIKTRIH Herisri ce6ebi - Typkusga kasipri yiFbslp Tifli OobIHINA OepisieTiH
OLTIM MEH KypCTapJbIH MIEKTEYJ opl KbICKa Mep3iMal OoJybIiHA OailJIaHBICTHI, Jajia >KarJaibIHIa
T TYCiHYZle KMBIHJIBIKKA YIIBIpAy XKOHE 63 OIBIH JKeTKi3e alMay KOPKBIHBIIIBI €/11.

Jananslk 3eprrey OacTanranra JAeWiH OapiblK JaWbIHIBIK SKYMBICTAphl asKTajlbIl, KaXKeTTi
OaiiyaHpICTap OPHATBUIBIIN, «YJITTHIK MIHAETTI» OPBIHAY MaKCaThl KOMBLIIbI.

byn «ynTTBIK MiHIET» TYCIHITT 3epTTeyIiH ¥UFBIp TYpIKTEpiHE apHalyblHa OaillaHBICTHI OJlaH
opi epeKIle ce31MIIK opi JKayarnKepIIIiKKe TOJIbI CUITaTKa ue OOJIbI.

Anramke! oye canapsl HeBmexup kamaceinan blcranOyira, ogan keiiin KazakcTanHbiH AnMatsl
KaJIachbIHA Y3€re achIPbUIJIBL.

bec caratka co3piIFaH Oy YIIy aBTOP CaHACHIHJAFbl OSHMOJIM KEHICTIKKE j>KacaliFaH carmap
peTiHae CHUMaTTalybl MYMKiH. Anaiina yiaTTBIK ce3imzaep coi OeHMoNliMIIKKe >KeTyre JereH
YMTBUIBICTHI KYIIEHTII, COHBIMEH KaTap OFaH >KaKbIHJAy TOJIKBIHBICHIH KaTap TYyBIHAATTHI. AJIMATHI
oyexailblHa KOHFaHHAaH KeWiH MIeKCi3 Jaja KEeHICTITHIH 3epTTeyIliHI KYIIaFblHA aJFaHbl
CEe3UITeHIMEH, COHBIMEH KaTap ajlaybIT Janajga >KaIFbI3IBIK KOPKBIHBIIIBI Ja Oap OOJFaHBIH
XKacblpy KMbIH. ¥IIaK KOHFaH COTTE TYCIHYT€ TaJIMbIHBIC YKacaJFaHbIMEH TOJIBIK UTepiie KoWMaraH
TiJ, TAHBIC JEN €CENTEeNreH reorpausuiblK OpTa MEH MOJEHHET 3epTTeyllire o3iHiH «O0eTeH»
eKeH/IIrH alKbIH ce3dipai. by cesim anram maiina GonraH Ke3le 3epTreylieH 06ac TapTy OWbl Ja
TyBIHJIaFAaHBIMEH, «YJITTBHIK MIHIET» TYCIHITT MyHJal KYMOH MEH KOPKBIHBIIITHI JKEHyTre ceOer
6ongel. OmaH KeWiHri keseHze Oip anTtanblk OeiliMzeny yaepici MeH 6HIpAl TaHbIN-Oiryre
OarbITTaNIFaH opekeTTep Kysere acelpbulbl. Ocbl Tycta Hycunxan orOachlHa, opraiibIM Kosigay
KepceTkeH Pycnan ycrasra, amMaHaTKa >XaHAUIBIPIBIKIIEH KaparaH JKapKbIH ycTasfa, COHJaii-ak
[Taitpipem xene MeH Hypitan arara epekiie anrbic OUaipiiei.
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AnMaTbhlHBl KOpPreHHEH KeWiH Oip anTa ©TKEH COH HEeri3ri 3epTTey HBICAHbI OO0JIbII
TaOblIaThiH KpITall mekapachlHa JKaKbIH OpHAJacKaH YUFBIPp TYpIKTepl KOHBICTAHFaH aiiMakka
canmap Oactanapl. Pycnman ycrasneiH amanatel petiae lllaifpipem ycTaz MaraH jKOJOACIIBUIBIK
kacanel. Anramkpl asmmamambiz [llaiieipeM ycTa3gbiH kKyOalbIHBIH TyFaH kepi - JKapkeHT
eHipinneri «Temen Ilemwxkum» aybutbl Oomnabl. OcbUtaiiiia, aiIblH ajla KOCHapliaHFaHIal
3epTTEYAiH HETi3ri HbICAHBI CaHAJIATBHIH AyBUIABIK OpTara KajaaMm Oacwliabl. Anaiima Oerimueny
YZAEpICiHIH Y3aKKa CO3bUTYBl MEH TUIAIK TYCIHICTIYyIIUTIKTEp OPBIH ajfaH CalbIH, 1IKI KOPKBIHBIII
ce3iMi KYIICHil, «dHeNl aJaMHBIH Jana KaFJdalblHIa JKAJIFbI3 KYMBIC ICTEyl» Typajibl owuiap
3epTTeyJeH 0Oac TapTy HHUETIH KaiTa-Kaiita anFa ImbIFapabl. Ocpa YaMm  yCTas3[elH  atai
KepceTkeHiHaen: «/lana sxarnaiibiHna 6eTeH, sFHU “e3re” 00ITy - SJIeMHIH Kail TYKIipiHe KYpCeHi3
JIe 3epTTEYII TaFIbIpbIHBIH Oip Oemiri. TinTi e3 9KeHi3JIeH MaTepual KWHAIl OThIpFaHIa 1a, Oip
COTTE ©31HI3/IIH JIe OJ YUIIH “‘e3re” ajamra alfHaIFaHBIHBI3AbI AaHFAPACHI3. OpUHE, 3epTTEYI YIIiH
Jlajia - ©3TreHiH eMip CypeTiH KeHICTiri. Anmaiiaa oiien periHae “e3re” 6oy myinae oHait emec» [1,
197-198]. Men Oyn ke3eHAe TybIHAAaFaH KHUBIHABIKTAD MEH IMIKI Ce3IMAEepi YITTHIK PYXBIMIIBI
Oepik cakTay apKbUIbl €HCEpYTe THIPBICTBIM. BYJI TaNIMbIHBIC ©3 HOTIXKECIH Oepil, yakbIT OTe Kele
optara OeiimMaene OacTaabIM dpi oen 3epTTeylll peTiHe «Jana >KardalblHAa OPHBIFBI KAITyFay»
KOJI KETKi3/1iM. ¥JIbl JajlaHblH OpTachlHAAa MEHI JKaTchiHOAH, 03 OaybIpbIHIail KaObuiaaran ¥ UFBIP
XaJKbIHA JIETE€H aJIFBICHIM IIIEKCI3.
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Hana >xarmaiibiHa OeHiIMIENTCHHEH KeHiH Xa30a JCPEeKTEpJICH OKbIFAaH MOJIMETTEepIM/Ii
Jepek Oepyuriyiep apKbUIbl HAKTBUIAI, OJIApJBIH alTKaHJapbhlH Tipkei OactaapiM. Toiinap, xepiey
pacimaepi, mai 6achbIHAaFbl Ke3Aecysep - OapibIFbl Ja )KUHAKTAY >KYMBICBIHBIH MaHbI3/IbI 3epTTECY
KeHICTiKTepiHe alHangbl. barpiT-Oarmap OepreH TyiFajapAblH KOMETIMEH YCBIHBUIFAH JepeK
OepylIiiepMeH Xeke cyxOarrap Kyprizuimi. Ocipece, YHUFBIP XalblK MEIUIIMHACHIHA KATBICTHI
EMILIUTIKIeH aifHaIbICaThIH aJaMJIapMEH, COHBIH imIiHAe OaKChUIAPMEH JKEeKe dpi y3aK YaKbITTBHIK
cyx0arTap YHBIMIACTHIPBUIIBI. XaJbIK EMIIIUIr JOCTYpl KEHIHEH CcaKTaJiFaH eHipiepAiH Oipi
OONFaHIBIKTAaH, KAKETTI MATIMETTepl >KUHAKTAayAa alTapibIKTail KUBIHABIK TybIHIAMaJIbl. bBym
toxipubenep Typkusnarbigail meTTeTiAMEH, MCIaMIBIK CUIATIEH YINTaca OTBIPHIN JKAJIFaChIH
TaIKaH OHE OHBI XKY3eTe achIpyIIbLIap KOFaMIaFel Oe/IeIiH caKTan KaiFaH. MyH/Iail epeKIIeNiKTiH
CaKTaTybIH/Ia YHFBIP XaJIKbIHBIH aTaJlFaH ToXipuOenepal KYHAETIKTI eMip/iH akplpamac Oeiri api
OMIpIIIK YCTaHBIM pETiHAE KaObUIIAaybl MaHBI3IbI pei aTkapajibl. JKapKeHT eHipiHAeri 3epTTey
KYMBICTapbl OaFrbIT OepyIlll TYJIFajJapIblH KOMETIMEH asKTalfaHHaH KeiliH, KeJeci 3epTTey HyKTecl
Hlonxsl (Yiirslp ayaansl) 6omnasl. JKuHaIFaH AepeKTepaiH OachbiM 06Tt OChl €Ki OHIP/IEH aJIbIHIBL.
Ce0e01 Oyt aiimakTap YWFBIp TYPIKTEpI THIFBI3 KOHBICTAHFAH HETI3r OHIpJIEp KaTapblHA JKaTaJlbl.
Hlomxbiaarel YUFBIP MOJACHHETI OpTasbIiFbl MeH PaThMa Xelne MaraH KOJI0ACIIBUIBIK KOPCETTI.
datuma xefe Ae )KMHAKTay YACPICIH MEH CEeKUIl «YITTBHIK MIHAET» peTiHIe KaObuiaam, ajIblH ana
MOJTIMETTEp KHHAIl, KONTETeH JIepeK OepylriiepMeH OailaHbic opHATybIMa KeMeKkTecTi. OHBIH aHa
MeHipiMiHAelH KaMKOPJIBIK TaHBITYHI JKOHE €Ki anTara KybIK ©3 YHiHAe KOHAK €Tyl eHipre JereH
KaKBIHABIK CEe31MIMJII KYIIEHTIM, «oiien peTiHae Kayirnci3 oprajga 00iy» CeHIMIMIII HBIFaUTTHI. by
KarJal 3epTTey JKYMBICHIH Jlaja JKaFIailbIHIa CeHIM/I1 9pi epKiH JKaIFacThIpybIMa MYMKIHAIK Oepi.
KyH caifpiH kemike AeiiiH nanaja )KyMbIC iCTeY TIINIK KABIHIBIKTAP/IBI 1a €yip sKeHUIIETIM, ana
TOXKIPUOECIHIH MaHBI3BIH TEPEH TYCIHyre >koi amTbl. OChl TYCIHIKIIEH YHKBICHI3JBIKKA, Y3AIKCi3
KO3FaJIbICTaH TYBIHJAFaH IIapIiayfa >KoHE KOCHapiiaHFaH Jiepek OepymiiiepiH 6aceiM OeririMeH
KYMBIC asKTaJFaHHAH KeHMIHT1 JKeHUIAIK ce3iMiHe OaiimaHbicThl Oenriyni Oip yakplTKa AJMaTbIFa
Kaiita opangsiM. Kama skarmaiipiHzga ©3 OeTiMIe eMip Cype ajlaTbhlH JCHreire »eTKeHre AewiH
Anmatbiia yakbIT oTKi3fmiM. Ocbl apaiblKTa OTKI3UIT€H ToMNapra, TYpJli MOJEHH Iapajiapra
KATbICBII, KUHAKTAY JKYMBICTapbIH KalracTblpy MakcatbiHa XKapkent, llonxel (¥HFbIp aynaHsbl),
[enwxum, Oxer, HypOixkin, baiiceitiT xone Cynran KopraHn eHipiepine OipHelle peT 6apbin-Kein
xypaiM. COHBIMEH KaTap, KOpIIIeC MEMIICKETTep 9pi MOICHHET NEeH OPKEHUET OPTAIIBIKTAPHI
OoubIn caHaaThiH O©30ekcTadH MeH KpIpFbI3cTanFa 6apy MYMKIHJITIH Jie xKibepMeTim.
KopeITbiHapIIail keme, oien 3epTTeylni peTiHae Oyl YIAepicTiH Mysne OHal OoJMaraHBIH aTarl
oTKiM kenefi. JlerenMeH TaOaHABUIBIK TEH JKIrep/iiH apKachlHAa Ke3 KEeITreH KUBIHIBIKTHI CHCepyTe

37




Becmnux KazHITY um. Abas, cepus «Ilonuszviunoe obpazosanue u unocmpannas gunonocusy, Ne2(54), 2026 2.

OOJIaTHIHBIH, aj TO3IMIUIIK TMEH KalCapJbIKTHIH aJaMHBIH ©3 KOJIbIHIA €KeHiH TyciHaiM. Jlama
KarmalbiHaa 0acTaH OTKEpreH TaXipuOenepiMIi eMIpiMHIH €H MaHbBI3Ibl opi JKaJbIMJa MOHTI
CaKTaJIaThIH eCTEIIKTEepPIHIH KaTapblHA KOCTHIM. YaKbIT ©T€ KeJe COJI OHIpjepre OYpBIHFbIIAMA
KOPKBIHBIIICHI3, ©3IM1 COJ OpTara JKaKblH CE31HE OTHIPHIN JKOHE CAFBIHBIIINCH KaiTa OpabIIl
KypaiM. Ochbl yaepicTeTi €H YJKEH KOJIJIay KOpCeTyHIiiepiM - oTOachiM, YCTa3aaphbiM, Kaszak
JOCTapbIM KOHE YWFBIP Xaikel Oonabl. OnapablH OapibIFblHA IIBIHAWBI PU3AMIBUILIFEIM MEH
QJIFBICBIMJIBI OLIJTIPEMIH.
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INTEGRATING KAZAKH NATIONAL TRADITIONS INTO ENGLISH LESSONS FOR
SECONDARY SCHOOL STUDENTS: STUDENTS’ PERCEPTIONS OF
INTERCULTURAL AWARENESS AND LEARNING MOTIVATION

Abstract

This study explores students’ perceptions of integrating Kazakh national traditions into
English language instruction and examines its relationship with intercultural awareness, learning
motivation, and speaking confidence among seventh-grade learners. The research was conducted
at AiPlus Educational Center with 25 students aged 12-14. A descriptive mixed-method research
design was employed, combining a post-intervention Likert-scale questionnaire, open-ended
responses, classroom observations, reliability analysis, and correlation analysis.

The instructional intervention consisted of eight English lessons integrating Kazakh cultural
content such as traditions, hospitality customs, traditional foods, national symbols, and cultural
practices. Quantitative findings demonstrated consistently high levels of positive student
perceptions across all measured dimensions, with mean scores ranging from 4.56 to 4.92 and
positive responses ranging from 96% to 100%. Reliability analysis revealed high internal
consistency of the questionnaire instrument (Cronbach’s a = .89). Correlation analysis identified a
moderate positive relationship between lesson enjoyment and speaking confidence (r = .64).

The qualitative findings supported the statistical results and demonstrated that students
perceived culture-based English lessons as meaningful, engaging, and motivating. Learners reported
increased intercultural awareness, greater pride in national culture, and stronger willingness to
communicate in English.

The findings suggest that integrating Kazakh national traditions into English language
teaching may positively relate to intercultural awareness, learner engagement, and speaking
confidence. The study is theoretically grounded in the frameworks of Byram, Deardorff, Kramsch,
and Dornyei and contributes to research on culturally responsive approaches in foreign language
education.

Keywords: intercultural awareness, English language teaching, Kazakh national traditions,
learning motivation, cultural identity, speaking confidence, secondary education
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HUHTETPAIIUA KABAXCKHUX HAIIMOHAJIBHBIX TPAJIUIIUA B YPOKH
AHIJIMMCKOT O SI3BIKA JJIS1 YUAIIIUXCSA CPEJHEM IIKOJIbl: BOCHPUSATHUE
YUYAIIUMUCA MEXKYJbTYPHOM OCBEJIOMJIEHHOCTH U YYEBHOM
MOTHUBALIUN

Anunomauyus
JlaHHOE WuCCEeIOBaHHE TIOCBSIIIEHO M3YYEHUIO BOCHPUATHS YYAUIUMUCS WHTETpaluu
Ka3axCKUX HAIMOHAIBHBIX TPAIUINNA B OOy4YeHHE AHTIIMMCKOMY SI3BIKY M €€ CBSI3U C Pa3BUTHEM
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MEXKYJIbTYpPHOI OCBEJOMJIEHHOCTH, Y4YeOHON MOTHBAallUM M YBEPEHHOCTH B TOBOPEHUH Y
yuamuxcsi 7 knacca. Mccnemoanme Obuio mpoBeneHo B AiPlus Educational Center cpeau 25
ydamuxcsi B Bozpacte 12—14 mer. B paGoTe mcmosib30Bajics OomMcaTebHBIA CMEIIAHHBIA METOJI
HcCcIe0BaHus, BKIIIOUAIONINI aHKeTUPOBaHUE MO 1iKaie JlalikepTa rnocie HHTepBEHIIUH, OTKPHIThIC
BOIPOCHI, HAOJIO/IEHUE 32 YYEOHBIM MPOIIECCOM, aHATTU3 HAAEKHOCTH U KOPPEISILIMOHHBIN aHAIH3.

WHTEepBEeHLINS COCTOsUIa U3 BOCBMU YPOKOB aHIJIMICKOTO $3bIKA, HHTETPUPYIOIINUX 3J1EMEHTHI
Ka3aXxCKoW KyJbTYphl, BKIIIOUas TpaJWlUU, OObYAaW TOCTEHNPUHMMCTBA, HAI[MOHAJbHBbIE OOMa,
KYJbTypHbIE CUMBOJIBI M TPAJUIMOHHBbIC MpakTUKU. KoJnyecTBEHHbIE pe3yJbTaThl IMOKA3aIu
CTaOUJIBHO BBICOKHE TII0Ka3aTeNd TOJOXKUTEIBHOTO BOCIPHUATUS IO BCEM HCCIEIyeMbIM
rnapamMeTpam: CpeJHue 3Ha4eHHs BapbUpOBAIKCH OT 4.56 10 4.92, a 1075 MOJOKUTETBHBIX OTBETOB
cocraBuna or 96% no 100%. Anann3 HagE€XHOCTH NPOJEMOHCTPUPOBAI BBICOKHI YpPOBEHb
BHyTpeHHeH coriiacoBaHHocTH aHkeThl (Cronbach’s o = .89). KoppensiuoHHBIH aHATH3 BBISBII
YMEPEHHYIO MOJIOKUTEIBHYIO CBA3b MEX/Iy UHTEPECOM K YPOKaM U YBEPEHHOCTHIO B TOBOPEHHH (T
=.64).

KauecTBeHHbIE pe3ysbTaThl MOATBEPAWUIM CTAaTUCTUYECKHE JaHHbIE M IIOKa3alIH, YTO
ydalecs: BOCIHPUHMMAIU KyJIbTYPHO-OPUEHTHPOBAHHBIE YPOKH AaHIVIMMCKOrO s3blKa Kak
WHTEPECHbIE, 3HAYMMbIE W MOTHBHUPYIOIIME. Ydallhecs OTMETHWIM POCT MEXKYJIbTYPHOU
OCBEJIOMJIEHHOCTH, YCWJIEHHWE 4YyBCTBAa TOPJOCTH 3a HAIMOHAJIbHYIO KYJBTYPY M IOBBILIEHUE
TOTOBHOCTH HCITIOJI30BaTh aHIVIMMCKUN S3bIK B KOMMYHUKALIMH.

PesynpraTel MccnenoBaHus TO3BOJSAIOT MPEAIONIOXKUTh, YTO HMHTErpalus Ka3aXCKHX
HAI[MOHAJILHBIX TPAIUIUI B 00yUeHHE aHTJIMHCKOMY SI3bIKY MOYET MOJIOKUTEIBHO COOTHOCUTHCS C
pa3BUTHEM MEXKKYJIbTYPHOH OCBEAOMJIEHHOCTH, Y4eOHOW BOBICYEHHOCTH W YBEPEHHOCTH B
TrOBOpPeHHH. TeOopeTHUYEeCcKyl0 OCHOBY HCCIEIOBAHUS COCTABISIIOT KoHIenuuu baiipama, dupnopd,
Kpammr un Jl€puben. HMccienoBaHue BHOCUT BKJIAJ B Pa3BUTHE KYJIBTYPHO-OPUEHTHUPOBAHHBIX
MO/IXOJIOB B 00yUYE€HUU UHOCTPAHHBIM SI3bIKAM.

Knrwoueevie cnosa: medxckynomypnas o0c6e00MAEHHOCMb, O00YYeHUue aH2AUUCKOMY SA3bIKY,
Ka3zaxckue HAYUOHANbHblE Mpaouyuu, yyeOHas MOMuUayus, KyJabmypHas UOeHMUYHOCY,
VBEPEeHHOCMb 8 2080peHUl, cpedHee 00pa3osanue
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OPTA MEKTEII OKYIIBIJIAPBIHBIH AFBIJIIIBIH TIJII CABAKTAPBIHA KA3AK
YJITTBIK I9CTYPJIEPIH KIPIKTIPY I KABBIUITAYbI: MOJIEHUETAPAJIBIK
XABAPJAPJIBIK ITEH OKY MOTUBALIUACHI

Anoamna

byn 3eprrey Kazak YATTBIK JOCTYPJIEPIH aFBUINIBIH TiUTi  cabakTapblHa KipiKTipyni
OKYIIBUTAPJBIH Kajlail KaOBUIJAWTHIHBIH >KOHE OHBIH MOJCHUETAPAIBIK XadapAapiibIKKa, OKY
MOTHUBAILIMSICHIHA JKOHE COMJIey CEHIMAUIIriHE KaTBhICBIH KapacThipyFa apHanraH. 3eprrey AiPlus
Educational Center opransirbinga 12—14 »xac apaibIFbIHIAFBl 25 OKYIIbl apachlHAa KYPTi3ii.
3epTTeyne MHTEpBeHUMANaH Keifinri JlaiikepT mikamacel OOMBIHIIA cayajqHama, allbIK CypakTap,
CHIHBINTHIK ~OaKpUIay, CEHIMAUIIK Tajalaybl »JKOHE KOPPEeNALMSUIBIK —TalAayIsl KaMTHTBIH
CHUITaTTaMaJIbIK apajiac 3epTTey /iCi KOJIaHbIIIbIL.

WNHTepBeHIMsST Ka3aK MOJEHHUETIHIH JJIEMEHTTEPIH, COHBIH IIIHAE WITTHIK IOCTYpJIEpi,
KOHAK)KAWIBIK  OACT-FYPhINTAPbIH, YITTHIK TaramJIapAbl, MOJIEHH paMi3ep MeH JAJCTYpiii
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TOXiprOenepai KaMTUTBIH CeTri3 aFbUIMIBIH TUT cabarbiHaH Typabl. CaHIBIK HOTHXKETEep OapIbIK
KepceTKimTep OOMBbIHINA OKYIIBUIAPBIH KOFaphl JCHTEHIeri OH KO3KapachlH KOpCEeTTI: opTalia
kepcerkimrep 4.56 meH 4.92 apanbiFbiHAa OONIBI, al OH kayanrapiabiH yieci 96%-man 100%-ra
nerin okerti. CeHIMAUNIK Tanmaybl cayajdHaMaHbIH >KOFapbl IMIKI COMKECTLTITH KOepCeTTi
(Cronbach’s a = .89). KoppemsinusuiblK Tangay cabakka KbI3BIFYIIBUIBIK IEH COWMIEY CEHIMIUTIr
apachlHJIa opTalia OH OaljaHbIC 0ap €KEeHIH aHBIKTAbI (T = .64).

CamanplK HOTIDKEIEp CTATUCTHKAIBIK JIEPEKTEP/i pacTalbl >KOHE OKYIIBUIAPIBIH MOJCHU
Ma3MyHFa HETI3JIeITeH aFbUIIIBIH TiJIi ca0aKTapbhlH KbI3BIKTHI, MAFbIHAJBI JKOHE BIHTAJIAHIBIPYIIIBI
Jen KaObUiaaraHblH KepceTTi. OKymbuiap MOJICHUETAPABIK Xa0apAapiibIKThIH apTKAHBIH, YITTHIK
MOJICHUETKE JIETCH MaKTaHBIIITHIH KYIICHTCHIH KOHE aFbUIINIBIH TUTIHAE KapbhIM-KaThlHAC JKacayFa
JIeTCeH JalbIHABIKTHIH apTKAHBIH aTal OTTi.

3epTTey HOTIDKENEpl Ka3aK WYITTHIK AOCTYPJIEPIH aFbUINIBIH TITIH OKBITYFa KIpIKTIpy
MOJICHUETAPAIIBIK Xa0apAapIIbIKThIH, OKY OCJICeHIUTITIHIH KOHE Coiiiey CeHIMIUIITIHIH JaMybIHa OH
BIKITAJl €Tyl MYMKIH €KEHIH KepceTeal. 3epTTeyaiH TeopusuIblK Heri3in baitpam, dupnopd, Kpamia
xoHe Jl€pHbenm eHOekTepi Kypaiapl. by 3eprrey meTen TUIIEpiH OKBITYAAaFrbl MOICHHETKE
OarpITTAIFAH TOCUIACP/II JAMBITYFa YJIEeC KOCAIbI.

Tyitin co30ep: maoenuemapanvik xaboapoapivlk, abLIWbIH MK OKbIMY, KA3aK YAMmblK
dacmypaepi, 0Ky MOMUBAYUSCHL, MIOEHU CIUKECMIK, Colliey ceHiMOiniel, opma 6inim

Introduction

The growing interconnectedness of societies has significantly transformed the goals of foreign
language education. In contemporary educational contexts, language learning is no longer limited to
the development of grammatical accuracy and communicative fluency. Learners are increasingly
expected to interact effectively with representatives of different cultural backgrounds, interpret
cultural meanings, and participate successfully in intercultural communication. As a result,
intercultural competence has become one of the central objectives of modern foreign language
teaching [1].

According to Michael Byram, intercultural communicative competence includes attitudes of
openness and curiosity, knowledge of social groups and cultural practices, skills of interpreting and
relating cultural phenomena, and the ability to evaluate cultural perspectives critically [1].
Similarly, Darla K. Deardorff conceptualizes intercultural competence as a developmental process
involving respect, adaptability, empathy, and effective interaction across cultures [2]. These
perspectives emphasize that successful language education should prepare learners not only for
linguistic communication but also for meaningful intercultural engagement.

The importance of intercultural competence is further emphasized in the framework
developed by the Council of Europe, which identifies pluricultural awareness, mediation, and
intercultural communication as essential components of language proficiency [3]. The Common
European Framework of Reference for Languages: Companion Volume highlights that language
learners should be capable of recognizing cultural diversity, comparing values and beliefs, and
mediating between cultures. This reflects a broader shift from viewing language as an isolated
linguistic system toward understanding language as a social and cultural practice.

Culture and language are inseparable dimensions of communication. Claire Kramsch argues
that language functions as a symbolic system through which cultural meanings, identities, and
social values are negotiated [4]. In a similar way, Farzad Sharifian explains that linguistic
expressions are shaped by cultural conceptualizations, including shared beliefs, schemas, and
cultural categories that influence how individuals interpret reality [5]. Therefore, effective language
teaching should provide learners with opportunities to explore cultural meanings embedded in both
their own culture and the target language.

Within the Kazakhstan educational context, intercultural competence occupies a particularly
important place. S. S. Kunanbayeva identifies the formation of an intercultural personality as one of
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the key goals of foreign language education in Kazakhstan [6]. This approach emphasizes the
development of learners who are capable of preserving their national identity while participating
actively in global communication. Such a perspective is especially relevant in multilingual and
multicultural societies where educational policy seeks to balance globalization with the preservation
of cultural heritage.

National traditions and customs represent one of the most effective pedagogical resources for
achieving this objective. Traditions embody the collective historical experience, values, and
worldview of a people and provide meaningful contexts for communication. By discussing topics
such as Nauryz, Kazakh hospitality, the yurt, the dombra, and traditional customs, learners not only
expand their vocabulary and speaking skills but also deepen their understanding of cultural concepts
that shape social interaction.

Comparative analysis of native and foreign cultural practices also plays an important role in
the development of intercultural awareness. Anthony Liddicoat emphasizes that comparison allows
learners to identify similarities and differences between cultures and reflect critically on their own
cultural assumptions [7]. When students compare Kazakh traditions with customs in English-
speaking countries, they learn to interpret cultural symbols, explain culturally grounded meanings,
and develop respect for cultural diversity. Such activities directly support the development of
interpretive and comparative intercultural skills [1].

Recent studies in intercultural language education demonstrate that culturally responsive
teaching can positively influence learner engagement and classroom participation. Will
Baker argues that integrating cultural awareness into English language teaching increases learners’
motivation and encourages more meaningful communication [8]. In the Kazakhstan
context, Kuralay Smakova and BethAnne Paulsrud report that teachers perceive local cultural
content as an important resource for developing intercultural communicative competence in English
language classrooms [9]. These findings suggest that culturally integrated instruction may help
learners connect language learning with their personal and cultural experiences.

Despite the growing recognition of intercultural competence in foreign language education,
many English lessons in secondary schools continue to focus primarily on grammar and vocabulary
development, while the cultural dimension remains insufficiently integrated. As a result, students
may develop linguistic knowledge without acquiring the ability to explain their own culture or
engage confidently in intercultural dialogue.

The integration of Kazakh national traditions into English lessons offers a practical and
culturally meaningful response to this challenge. National traditions provide familiar and
emotionally relevant content that allows learners to discuss authentic cultural experiences in
English. Such instruction may support the development of language skills, intercultural awareness,
motivation, and cultural identity simultaneously. In addition, students become capable of presenting
their national culture to international audiences, which represents an important objective of
contemporary foreign language education.

However, empirical studies examining students’ perceptions of culture-based English
instruction among secondary school learners in Kazakhstan remain limited. Most existing studies
focus on university students or theoretical discussions, while fewer studies investigate the
experiences of adolescent learners in supplementary educational settings. This study addresses this
gap by exploring how the integration of Kazakh national traditions into English lessons relates to
intercultural awareness and learning motivation among seventh-grade students at AiPlus
Educational Center.

The purpose of this study is to explore students’ perceptions of integrating Kazakh national
traditions into English lessons and to examine its relationship with intercultural awareness, learning
motivation, and speaking confidence. Specifically, the study seeks to answer the following research
questions:

1. How do students perceive the integration of Kazakh national traditions into English lessons?
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2. How do students perceive the role of this approach in developing their intercultural
awareness?

3. Does the integration of national traditions relate to increased motivation and speaking
confidence?

4. Which dimensions of intercultural awareness and motivation receive the highest ratings?

By analyzing questionnaire data, open-ended responses, and classroom observations, the

study aims to contribute practical evidence supporting culturally responsive approaches in English
language education.

Methods

Research Design. This study employed a descriptive mixed-method research design
combining quantitative and qualitative approaches. Mixed-method research is widely used in
educational studies because it enables researchers to investigate both measurable outcomes and
participants’ subjective experiences simultaneously [10]. The quantitative component of the study
consisted of a post-intervention questionnaire based on a five-point Likert scale, while the
qualitative component included open-ended responses and classroom observation notes.

The study followed a post-intervention survey design. All participants completed the
questionnaire after participating in a series of English lessons integrating Kazakh national traditions
into language instruction. Because the purpose of the research was to explore students’ perceptions
and experiences rather than establish direct causal relationships, a descriptive design was
considered the most appropriate methodological approach.

The study was guided by the following research questions:

1. How do students perceive the integration of Kazakh national traditions into English lessons?

2. How do students perceive the role of this approach in developing their intercultural
awareness?

3. Does the integration of national traditions relate to increased motivation and speaking
confidence?

4. Which dimensions of intercultural awareness and motivation receive the highest ratings?

Based on the theoretical frameworks of intercultural communicative competence proposed
by Michael Byram [1] and Darla K. Deardorff [2], the study was guided by the assumption that
culturally integrated English instruction may positively relate to students’ intercultural awareness,
motivation, and communicative confidence.

Research Setting and Participants. The study was conducted at AiPlus Educational Center, a
private supplementary educational institution specializing in English language instruction for
school-aged learners. Supplementary educational centers in Kazakhstan provide additional
opportunities for communicative language practice and often allow greater flexibility in the use of
culturally relevant instructional materials.

The participants were 25 seventh-grade students enrolled in two English groups (7A and 7B).
All 25 responses were included in the final analysis. The students were between 12 and 14 years old
and demonstrated English proficiency levels ranging from A2 to B1 according to CEFR descriptors
[3]. At this stage of cognitive development, learners are generally capable of expressing opinions,
comparing cultural practices, and reflecting on social values, which makes adolescence an
appropriate period for intercultural learning.

A purposive sampling technique was employed because the selected participants had direct
experience with English lessons integrating Kazakh national traditions and therefore represented an
appropriate sample for the objectives of the study [10].

Participation in the research was voluntary. Students completed the questionnaire
anonymously, and no personally identifiable information was collected. The study followed general
ethical principles of confidentiality, voluntary participation, and educational benefit.
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Instructional Intervention. The instructional intervention consisted of eight English lessons
conducted over four weeks. Each lesson incorporated elements of Kazakh national traditions into
communicative language learning activities. The intervention was designed according to principles
of intercultural language teaching proposed by Anthony Liddicoat [7], Claire Kramsch [4],
and Michael Byram [1], who emphasize the importance of reflection, comparison, and authentic
cultural content in language education.

The lessons addressed the following topics:
Nauryz and spring celebrations;
Kazakh hospitality and guest etiquette;
The yurt as a symbol of nomadic culture;
The dombra and musical heritage;
Traditional foods;
Wedding customs;
Comparison of Kazakh and English-speaking traditions;
Student presentations entitled “My Culture in English.”
Each lesson included communicative activities such as vocabulary tasks, pair discussions, role
plays, comparison charts, project work, and oral presentations. Students practiced describing
cultural traditions, comparing customs, expressing opinions, and presenting cultural information in
English.
The instructional intervention was structured around three pedagogical objectives:
— to expand topic-specific vocabulary and speaking skills;
— to develop intercultural awareness and comparative thinking;
— to strengthen appreciation of national culture and cultural identity.

According to S. S. Kunanbayeva, foreign language education in Kazakhstan should contribute
to the formation of an intercultural personality capable of representing national culture in
international communication [6]. The intervention reflected this principle by encouraging learners
to use English as a means of explaining their own cultural heritage.

Research Instrument. The primary research instrument was a post-intervention questionnaire
created using Google Forms. The questionnaire consisted of three sections:

1. demographic questions;
2. ten Likert-scale items;
3. four open-ended questions.
The ten Likert-scale statements measured the following dimensions:

NG~ WONE

Questionnaire Dimension Purpose

Enjoyment of culture-based lessons Measure emotional engagement

Ability to explain traditions in English Assess communicative cultural
expression

Understanding of other cultures Examine intercultural awareness

Lesson interest Evaluate motivational engagement

Speaking confidence Assess communicative confidence

Respect for cultural diversity Examine intercultural attitudes

Pride in national culture Measure cultural identity awareness

Classroom participation Assess learner involvement

Ability to compare cultures Examine comparative intercultural skills

Preference for future culture-based Measure future motivational orientation
lessons

Table 1. Questionnaire Dimensions and Purposes
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Responses were recorded using a five-point Likert scale:

1 = Strongly Disagree
2 = Disagree
3 = Neutral
4 = Agree
5 = Strongly Agree

The questionnaire items were developed on the basis of constructs commonly used in
intercultural competence and language motivation research. Byram [1] identifies knowledge,
attitudes, and interpretive skills as central dimensions of intercultural competence, while Deardorff
[2] emphasizes openness, respect, and intercultural interaction. Motivational dimensions were
informed by Zoltan Dornyei’s work on learner engagement and motivational development in second
language acquisition [11].

The open-ended questions invited students to describe:

— what they liked most about the lessons;

— what difficulties they experienced;

— which traditions interested them most;

— whether they would like more culture-based English lessons.

These responses provided qualitative evidence that complemented the quantitative findings.

Validity and Reliability. To support content validity, the questionnaire was developed in
accordance with the theoretical frameworks and research objectives of the study. Each
questionnaire item corresponded to a specific aspect of intercultural awareness, motivation, or
classroom engagement.

Face validity was established through the use of clear and age-appropriate language suitable
for seventh-grade learners. The questionnaire statements were formulated in simple English to
ensure that participants could understand them without difficulty.

Methodological triangulation strengthened the credibility of the study by combining
guantitative questionnaire data, open-ended responses, and classroom observation notes [12].

The reliability of the questionnaire was assessed using Cronbach’s alpha. The analysis
demonstrated high internal consistency among the Likert-scale items (o = .89), indicating that the
questionnaire reliably measured related dimensions of intercultural awareness and learning
motivation.

Data Collection Procedure. Data collection was conducted immediately after the completion
of the instructional intervention. During the final lesson, students received a link to the
questionnaire and were given sufficient time to complete it independently.

A total of 25 questionnaires were submitted, and all responses were included in the analysis.
Because the questionnaire was administered after students had participated in the entire series of
culture-based lessons, participants were able to evaluate the instructional approach based on
sustained classroom experience rather than isolated impressions.

In addition to questionnaire data, the researcher maintained classroom observation notes
throughout the intervention. These notes documented levels of participation, learner engagement,
common difficulties, and notable student comments during classroom activities.

Data Analysis Procedures. The quantitative data were exported from Google Forms
to Microsoft Excel for statistical analysis. Descriptive statistics were used to calculate:

1. mean scores for each questionnaire item;
2. percentages of positive responses;
3. ranking of indicators according to average scores.

Positive responses were operationalized as ratings of Agree and Strongly Agree (scores of 4
and 5 on the Likert scale).

In addition to descriptive statistics, a Pearson correlation analysis was conducted to examine
relationships between selected variables. The analysis revealed a moderate positive correlation
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between lesson enjoyment and speaking confidence (r = .64), suggesting that students who
perceived the lessons as more enjoyable also tended to report higher confidence in speaking
English.

The qualitative responses were analyzed using thematic coding procedures [13]. First, all
responses were reviewed several times to identify recurring ideas and patterns. Similar responses
were then grouped into preliminary categories such as enjoyment, cultural pride, speaking
confidence, and vocabulary difficulties. Finally, these categories were refined into broader themes
reflecting shared student perceptions of culture-based English instruction.

The integration of quantitative and qualitative findings enabled a more comprehensive
interpretation of students’ experiences and perceptions regarding the use of Kazakh national
traditions in English language teaching.

Research results

A total of 25 seventh-grade students completed the post-intervention questionnaire after
participating in eight English lessons integrating Kazakh national traditions into English language
instruction. The analysis revealed consistently positive student perceptions across all measured
dimensions, including intercultural awareness, classroom engagement, speaking confidence, and
motivation toward English language learning.

Quantitative Results. Table 2 presents the mean scores and percentages of positive responses
for all questionnaire items.

Indicator Mean (M) Positive
Responses (%0)

Enjoyment of culture-based lessons 4.84 96%
Ability to explain traditions in English 4.60 96%
Understanding of other cultures 4.68 96%
Lesson interest 4.92 100%
Speaking confidence 4.56 96%
Respect for cultural diversity 4.88 100%
Pride in national culture 4.84 100%
Classroom participation 4.68 96%
Ability to compare cultures 4.80 100%
Preference for future culture-based lessons 4.92 100%

Table 2. Mean Scores and Positive Responses for Questionnaire Items

The results demonstrate consistently high levels of positive student perceptions regarding the
integration of Kazakh national traditions into English lessons. Mean scores ranged from 4.56 to
4.92 on a five-point Likert scale, indicating strong agreement across all measured dimensions.

The highest mean scores were observed for lesson interest (M = 4.92) and preference for
future culture-based lessons (M = 4.92), suggesting that students strongly appreciated the inclusion
of culturally relevant content in English language instruction. High scores were also observed
for respect for cultural diversity (M = 4.88) and pride in national culture (M = 4.84), indicating that
the instructional activities may have supported both intercultural awareness and positive cultural
identity.

The comparatively lower score for speaking confidence (M = 4.56) suggests that some
learners still experienced difficulties when communicating culturally specific concepts in English.
Nevertheless, the overall responses remained highly positive.

46




Abait amvinoaser Kaz¥I1Y-niy Xabapwwicel, « Kenminoi oinim bepy sicaone wemen mindepi gpunonozusicoly cepusicot, Ne2(54), 2026
IC.

Figure 1. Mean Scores by Questionnaire item
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Figure 1. Mean Scores by Questionnaire Item

Figure 1 visually demonstrates the distribution of mean scores across all questionnaire
indicators. The graph illustrates that all measured dimensions received highly positive evaluations
from participants. The strongest results were associated with learner interest, willingness to
continue culture-based instruction, and intercultural respect, while speaking confidence received the
lowest — though still strongly positive — average score.

Figure 2. Percentage of Positive Responses
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Figure 2. Percentage of Positive Responses

Figure 2 illustrates the percentage of positive responses for each questionnaire item. Positive
responses, operationalized as ratings of Agree and Strongly Agree, ranged from 96% to 100% across
all indicators. The figure demonstrates a consistently favorable evaluation of culture-based English
instruction among participants.

The results suggest that students perceived the instructional intervention as engaging,
meaningful, and culturally relevant. In particular, students expressed strong interest in continuing
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similar lessons in the future and demonstrated highly positive attitudes toward intercultural
communication and cultural diversity.

Reliability Analysis. To evaluate the reliability of the questionnaire, Cronbach’s alpha was
calculated for the ten Likert-scale items. The analysis demonstrated high internal consistency (o =
.89), indicating that the questionnaire reliably measured related dimensions of intercultural
awareness, classroom engagement, and learning motivation.

The reliability coefficient suggests that the instrument provided stable and consistent
responses across participants and therefore represented an appropriate tool for investigating
students’ perceptions of culture-based English instruction.

Correlation Analysis. A Pearson correlation analysis was conducted to examine relationships
between selected variables. The analysis revealed a moderate positive correlation between students’
enjoyment of culture-based lessons and their speaking confidence (r = .64). This finding suggests
that students who perceived the lessons as more enjoyable also tended to report higher confidence
during oral communication activities.

The correlation result indicates that emotionally engaging and culturally meaningful
classroom experiences may positively relate to learners’ willingness to communicate in English.

Qualitative Results. The qualitative responses supported the quantitative findings and
provided additional insights into students’ perceptions of the instructional intervention. Thematic
analysis of the open-ended responses revealed four major themes: increased interest and enjoyment,
pride in national culture, increased speaking confidence, and vocabulary-related difficulties.

Theme 1: Increased Interest and Enjoyment

Most students described the lessons as interesting, enjoyable, and different from ordinary
English classes. Learners particularly appreciated discussing familiar cultural topics rather than
relying exclusively on textbook materials.

—One student stated: “It was fun to talk about our culture.”

— Another participant wrote: “Yes, because it is not boring.”

These responses suggest that students perceived culture-based English lessons as more
emotionally engaging and personally meaningful than traditional classroom activities.

Theme 2: Pride in National Culture

Many students expressed pride in discussing Kazakh traditions in English. They perceived the
lessons as an opportunity to present their own culture through a foreign language. This theme was
also supported by the high quantitative score for pride in national culture (M = 4.84).

— One student wrote: “I felt proud.”

— Another participant stated: “Showing my culture to the world.”

These responses indicate that the integration of national traditions helped students view
English not only as a foreign language but also as a tool for representing their cultural identity in
intercultural communication.

Theme 3: Increased Speaking Confidence

Several students reported that they felt more confident speaking English when the lesson
topics were familiar and culturally meaningful. Since students already had background knowledge
about Kazakh traditions, they were able to focus more on expressing their ideas in English.

This qualitative finding corresponds with the quantitative result for speaking confidence (M =
4.56) and the correlation between lesson enjoyment and speaking confidence (r = .64). The results
suggest that personally meaningful topics may encourage learners to participate more actively in
oral communication.

Theme 4: Vocabulary and Pronunciation Difficulties

Despite the overall positive responses, some students mentioned difficulties related to
vocabulary and pronunciation. Culturally specific terms, names of traditions, and words connected
with national customs were sometimes challenging to explain in English.
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However, these difficulties did not negatively affect students’ overall perception of the
lessons. On the contrary, many learners viewed new vocabulary as useful and interesting. This
suggests that culture-based instruction should be accompanied by appropriate vocabulary support,
pronunciation practice, and examples of how to explain culturally specific concepts in English.

Classroom Observation. Classroom observation notes also supported the questionnaire and
open-ended responses. During pair discussions, role plays, comparison tasks, and oral presentations,
students demonstrated active participation and enthusiasm. Learners volunteered answers, worked
collaboratively, and showed particular interest when discussing familiar cultural topics such as
Nauryz, Kazakh hospitality, traditional foods, and national symbols.

Students appeared especially engaged during comparative activities in which they analyzed
similarities and differences between Kazakh traditions and customs in English-speaking countries.
Observation notes indicated that students were generally more willing to participate orally when
lesson content reflected their own cultural experiences.

Summary of Findings. Overall, the findings indicate that students perceived the integration of
Kazakh national traditions into English lessons positively across all measured dimensions. The
instructional approach was associated with high levels of learner interest, intercultural awareness,
cultural pride, classroom participation, and speaking confidence.

The combination of quantitative findings, reliability analysis, correlation analysis, qualitative
responses, and classroom observations provides practical evidence supporting the use of culturally
responsive approaches in English language education for secondary school learners in Kazakhstan.

Discussion

The quantitative findings, qualitative responses, classroom observations, and statistical
analyses consistently demonstrated that culture-based English lessons created an engaging and
meaningful learning environment in which students were able to connect language learning with
their own cultural experiences. The findings of this study indicate that the integration of Kazakh
national traditions into English language instruction was positively perceived by seventh-grade
students and may contribute to the development of intercultural awareness, learner motivation, and
speaking confidence.

As demonstrated in Table 2 and Figures 1-2, all questionnaire items received highly positive
evaluations, with mean scores ranging from 4.56 to 4.92 and positive responses ranging from 96%
to 100%. These results suggest that students perceived the instructional intervention as both
educationally valuable and personally meaningful.

The findings align closely with the theoretical framework of Michael Byram, who defines
intercultural communicative competence as a combination of attitudes, knowledge, interpretive
skills, and critical cultural awareness [1]. In the present study, students demonstrated positive
attitudes through high levels of enjoyment, intercultural respect, and willingness to continue
participating in culture-based English lessons. The exceptionally high scores for lesson interest (M
= 4.92) and future preference for similar lessons (M = 4.92) indicate that culturally integrated
instruction may positively relate to learners’ engagement and motivation.

The findings also support Byram’s argument that intercultural learning should involve the
ability to interpret and relate cultural phenomena rather than simply memorize information about
foreign cultures [1]. Students reported highly positive perceptions regarding their ability to compare
Kazakh and foreign traditions (M = 4.80) and explain cultural concepts in English (M = 4.60).
During classroom activities, learners compared customs, holidays, hospitality traditions, and family
practices across cultures, which suggests the development of comparative intercultural awareness.

The results may also be interpreted through Darla K. Deardorff’s process model of
intercultural competence [2]. According to Deardorff, intercultural competence develops
progressively through openness, curiosity, respect, and communicative interaction. In the present
study, students reported highly positive perceptions related to respect for cultural diversity (M =
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4.88), classroom participation (M = 4.68), and understanding of other cultures (M = 4.68). These
findings suggest that the instructional activities encouraged learners to engage more actively with
intercultural communication and cultural reflection.

An important finding of the study concerns the relationship between lesson enjoyment and
speaking confidence. The correlation analysis demonstrated a moderate positive relationship
between these variables (r = .64), indicating that students who perceived the lessons as more
enjoyable also tended to report greater confidence when speaking English. This result suggests that
emotionally engaging classroom environments may positively relate to learners’ willingness to
communicate.

The comparatively lower mean score for speaking confidence (M = 4.56), although still
strongly positive, may be explained by the linguistic challenges associated with discussing
culturally specific concepts in English. Several students mentioned vocabulary and pronunciation
difficulties when describing traditional customs or national symbols. These findings suggest that
culture-based instruction should be supported by appropriate lexical scaffolding and communicative
practice in order to facilitate accurate and confident expression.

The findings are also consistent with Claire Kramsch’s perspective that language learning
should create opportunities for learners to negotiate meanings between cultures rather than simply
acquire isolated grammatical knowledge [4]. Kramsch argues that intercultural learning emerges
when students reflect on relationships between their native culture and the target language culture.
In the present study, students compared Kazakh traditions with customs in English-speaking
countries and reflected on similarities and differences between cultural practices. This process
appeared to support both intercultural awareness and cultural identity formation.

Importantly, intercultural learning in this study did not weaken students’ attachment to their
national culture. On the contrary, learners reported very high levels of pride in national culture (M =
4.84). Qualitative responses such as “Showing my culture to the world” suggest that students
perceived English not only as a foreign language but also as a means of presenting their own
cultural identity in intercultural communication. This finding supports the idea that intercultural
education can strengthen awareness of national culture while simultaneously promoting openness
toward other societies and traditions.

The motivational outcomes of the study may also be interpreted through Zoltan Dérnyei’s
work on second language motivation [11]. Dornyei emphasizes that meaningful classroom
experiences and emotionally engaging learning environments play an important role in sustaining
learner motivation. In the present study, students consistently described the lessons as interesting,
enjoyable, and different from traditional English classes. Qualitative comments such as “It was fun
to talk about our culture” and “Yes, because it is not boring” suggest that the instructional
intervention increased emotional involvement and classroom engagement.

The findings are also consistent with previous studies in intercultural language
education. Will Baker argues that integrating cultural awareness into English language teaching
promotes more meaningful communication and learner engagement [8]. Similarly, Kuralay
Smakova and BethAnne Paulsrud report that local cultural content may support the development of
intercultural communicative competence in Kazakhstan’s English language classrooms [9]. The
present study extends these findings by providing empirical evidence from secondary school
learners participating in supplementary educational settings.

The classroom observation notes further reinforced the questionnaire findings. Students
demonstrated active participation during pair discussions, role plays, and comparative cultural
activities. Learners appeared particularly engaged when discussing familiar cultural practices such
as Nauryz, hospitality traditions, traditional foods, and national symbols. These observations
suggest that culturally familiar content may reduce communicative anxiety and encourage greater
oral participation.
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Despite the overall positive findings, several methodological limitations should be
acknowledged. First, the study involved a relatively small sample of 25 students from a single
educational center in Almaty, which limits the generalizability of the findings. Second, the research
relied primarily on self-reported perceptions rather than objective assessments of language
proficiency or intercultural competence. Third, because the study employed a descriptive post-
intervention design without a control group or pre-test/post-test comparison, the findings should not
be interpreted as evidence of direct causal effects.

Nevertheless, despite these limitations, the study provides practical support for the integration
of culturally responsive approaches into English language teaching in Kazakhstan. The findings
suggest that culture-based English instruction may positively relate to learner engagement,
intercultural awareness, motivation, and classroom participation. Overall, the theoretical
perspectives of Byram, Deardorff, Kramsch, and Doérnyei provide a coherent framework for
understanding the positive student perceptions identified in this study. Together, the findings
suggest that culturally integrated English instruction may create more meaningful, engaging, and
communicative learning experiences for secondary school learners.

Conclusion

This study explored students’ perceptions of integrating Kazakh national traditions into
English language lessons and examined its relationship with intercultural awareness, learning
motivation, and speaking confidence among seventh-grade learners at AiPlus Educational Center.
The quantitative findings, qualitative responses, classroom observations, and statistical analyses
demonstrated consistently positive student perceptions regarding the use of culturally integrated
instruction in English language education.

The quantitative results revealed high mean scores across all measured dimensions, including
lesson interest, intercultural awareness, classroom participation, respect for cultural diversity, and
willingness to continue participating in culture-based English lessons. As presented in Table 2 and
Figures 1-2, positive responses ranged from 96% to 100%, indicating a highly favorable evaluation
of the instructional approach among participants.

The qualitative findings further supported these results by demonstrating that students
perceived the lessons as interesting, meaningful, and different from traditional English classes.
Many learners expressed positive emotions when discussing Kazakh traditions in English and
reported increased pride in their national culture. Student responses such as “Showing my culture to
the world” suggest that participants viewed English not only as a foreign language but also as a
means of representing their own cultural identity in intercultural communication.

The findings suggest that integrating Kazakh national traditions into English language
instruction may contribute positively to several dimensions of intercultural awareness and learner
motivation. Students reported greater confidence in discussing cultural topics in English, stronger
ability to compare traditions across cultures, and increased respect for cultural diversity. These
outcomes are consistent with the theoretical perspectives of Michael Byram [1], Darla K.
Deardorff [2], and Claire Kramsch [4], which emphasize the importance of intercultural
communication, cultural reflection, and meaningful interaction in foreign language education.

The study also demonstrated that culturally relevant instructional content may positively
influence learner engagement and classroom participation. The moderate positive correlation
identified between lesson enjoyment and speaking confidence (r = .64) suggests that emotionally
engaging classroom experiences may support learners’ willingness to communicate in English. In
addition, the reliability analysis demonstrated high internal consistency of the questionnaire
instrument (Cronbach’s o = .89), indicating that the collected data provided stable and consistent
measurements of related constructs.

From a pedagogical perspective, the findings highlight the importance of incorporating
culturally responsive approaches into English language teaching in Kazakhstan. The use of national
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traditions provides learners with authentic and emotionally meaningful contexts for communication
while simultaneously supporting awareness of national culture and intercultural understanding.
Communicative activities involving comparison, reflection, and cultural explanation may therefore
contribute to more engaging and meaningful language learning experiences for secondary school
students.

At the same time, several limitations should be acknowledged. The study involved a relatively
small sample of participants from a single educational center, which limits the generalizability of
the findings. In addition, the research relied primarily on self-reported perceptions and did not
include objective assessments of language proficiency or intercultural competence. Because the
study employed a descriptive post-intervention design without a control group or pre-test/post-test
comparison, the findings should not be interpreted as evidence of direct causal relationships.

Future research could involve larger and more diverse participant groups, longitudinal
designs, classroom discourse analysis, and more advanced statistical procedures in order to
investigate the long-term educational impact of culturally integrated English instruction. Further
studies may also examine the role of specific cultural elements such as oral traditions, storytelling,
music, and national literature in supporting intercultural communication and language learning.

In conclusion, the study provides practical empirical support for the integration of Kazakh
national traditions into English language instruction as a culturally responsive pedagogical
approach. By connecting language learning with students’ cultural identity and lived experiences,
culture-based instruction may contribute to more meaningful, engaging, and communicative English
language education for secondary school learners in Kazakhstan.
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MNPOBJIEMAT A BATBITTAJIFAH 911C HET'I3IHAE OKYLIBIJIAPIBIH
KOI'HUTUBTIK JAT' IBIJIAPBIH JAMBITY

AHJaTna

by makanana arpUIIIBIH TUTIH OKBITYIBIH MpoOJeMara OarbITTalFaH 9JIiCi asChIH/A KOFaphl
CBIHBINT OKYIIBUIAPHIHBIH KOTHUTHBTIK JaFAbUIAPBIH AaMBITY Maceneci KapacTelpbuiaabl. Kaszipri
Oi1iM Oepy KEHICTIriHAe IIeTeN TUIIH MEHIepTy TeK TUIMIK OipiiKTepai MrepTyMeH IIEKTEIMEH,
COHBIMEH KaTap OUIIM alyIIbIHBIH CBIHH OiUIay, TalJay, CAIBICTHIPY, ISJIEN/ICY, MEeNIiM Ka0buiaay,
aKmapaTThl JKyieney »oHe IIbIFapMallbUIbIK TYPFBIIAH MaibiMIay KaOUIeTTepiH >KeTUAIpyMeH
TBIFBI3 OAWJIAHBICTA JKY3€re achlpbuTybl KakeT. OChI TYPFBIIAH ajFaHaa, mpolieMara OarbITTalIFaH
OKBITY 9J1iC1 JKOFaphl ChIHBIN OKYLIBUIAPBIHBIH TAHBIMJIBIK OCJICEHILIITIH apTThIPyFa, OJIAPJbIH OKY
yAepiciHAer1 epOecTIriH KYyUIeUTyre jKoHE IIbIHAWbl KOMMYHHKATUBTIK >KaFAasTrap Heri3iHze
oiiJlay OpeKeTiH JaMbITyFa MYMKIHJIK O€peTiH THUIMIl MeJaroruKalblK TICUIAepaiH Oipi peTiHae
CHUITaTTaJIaIbl.

3epTTey HoTHXeciHJe NpolseMara OarbITTalIFaH O/ICTIH OFApbl CHIHBIN OKYIIBUIAPBIHBIH
KOTHUTHBTIK JIaFIbUTAPBIH KYHENi JaMBITYFa, OJIapbIH MIETel TUTIHAE O KOPHITY, MalbIMIay KoHE
JIONIeTIl colyiey KaOimeTiH )KeTUIAIpyTe bIKMal eTeTIH/AIr aHbIKTanaasl. Makana KOPbITBIHBICHIH/IA
aTaJlfaH 9JIICTI arbUIIIBIH Tl cabaKTapbhlHBIH Ma3MYHbIHA MAaKCaTThl TYP/E €Hri3y OiIiM camachblH
apTTHIPYAbIH, (PYHKIIMOHAIIBIK CayaTThIIBIKTEI JAMBITY/IBIH KOHE OKYIIBIHBIH 3USTKEPIIIK JIeyeTiH
KETITIPYIIH MaHBI3/IbI MAPTHI €KSH/IIT1T KOPCeTIIel.

Kiar ce3gep: mpobGnemara OaFbITTanfaH OKBITY, aFbUILNIBIH TiTIH OKBITY, KOTHHUTHBTIK
JaFabUIap, JKOFAphl CHIHBIN OKYIIBUIAPHI, CBIHU OijIay, KOMMYHHKATHBTIK KY3BIPETTLUTIK, TAHBIM/IBIK
OeJNICeHIUTIK, aHAIMTUKAIBIK OMJay, OKYIIbl OEJICEeH[UINIr, Coiyiey MaFAbIChl, KOMMYHHUKATUBTIK
omic, GyHKIIMOHAIIBIK CayaTThUIBIK.

AHHOTAUSA

B nanHOlf cratbe paccMarpuBaeTcs MpoOsiieMa pPa3BUTHSL KOTHUTHBHBIX HAaBBIKOB
CTapIIEKJIACCHUKOB B paMKax MpoOJIEeMHO-OPUEHTHPOBAHHOIO MeToJla OOyuYeHHs aHIIIMHCKOMY
a3bIKy. B coBpemMeHHOM 00pa30BaTebHOM MPOCTPAHCTBE OBJIAJEHUE HHOCTPAHHBIM SI3BIKOM
JIOJDKHO OCYHIECTBIISATBCS HE TOJIBKO IIPH OBJIA/ICHNN SI3BIKOBBIMH €IMHULIAMH, HO U B TECHOM CBSI3U
C COBEpUICHCTBOBAHHWEM CIIOCOOHOCTH OOYy4YarolIerocss KPUTUYECKH MBICIUTh, aHaJIU3UPOBATbH,
CpaBHUBATh, ApPryMEHTHPOBATh, NPUHUMATh pELICHUS, CHCTEMAaTH3HPOBATH HWHPOPMALHUIO U
TBOpPYECKH paccykaarb. C 3TOH TOYKH 3peHHs] METOJ MPOOJIEMHO-OPUEHTUPOBAHHOIO O0Y4YEeHHUs
XapakTepusyercs Kak OAWH H3 A(PQPEKTHUBHBIX TMEJArOTMYeCKUX IMOJIXOA0B, MO3BOJSIONINN
MIOBBICUTD II03HABATEIbHYIO aKTUBHOCTh CTAPUICKIACCHUKOB, YCHWJIUTh MX CaMOCTOSITEIBHOCTh B
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y4eOHOM Tpolecceé ¥  pa3BUTh MBICIMTENIBHYIO JCATENPHOCTh HA OCHOBE peasbHBIX
KOMMYHUKATHBHBIX CUTYaIH.

B pesymnbrare mccnenoBaHUS YCTaHOBJICHO, YTO NPOOJIIEMHO-OPUEHTUPOBAHHBIH METOJ
CIOCOOCTBYET  CHUCTEMHOMY  pPa3BUTHIO  KOTHUTHBHBIX  HABBIKOB  CTapIICKJIACCHUKOB,
COBEPIICHCTBOBAHMIO WX YMEHHMH pacCyXaaTh, pacCy’kAaTh M apryMEHTHPOBAHHO T'OBOPHTH Ha
WHOCTPAHHOM SsI3bIKE. B 3aKiIl0OYeHMH CTaThbH YKa3bIBACTCS, YTO IIEJICHANPABICHHOE BKIIIOYCHHE
JaHHOTO METOJa B COJIEP)KAHUE YPOKOB AHTJIHMHCKOTO S3bIKA SBIISETCS BaKHBIM YCIOBUEM
MOBBIIIEHUST ~ KayecTBa  OOpa3oBaHMs,  pPa3BUTUSA  (PYHKUMOHAIBHOM  TIPaMOTHOCTH U
COBEPIICHCTBOBAHUS HHTEIUIEKTYaJIbHOTO TIOTEHIMAJA yJaerocs.

KnioueBsle cj10Ba: npo01eMHO-OpUECHTUPOBAHHOE 00y4€eHHE, O

OyueHHEe aHIJIMHCKOMY SI3BIKY, KOTHUTHBHBIC HaBBIKH, CTapUICKIACCHUKH, KPUTHYECKOE
MBIIIUIEHHE, KOMMYHHUKAaTUBHAsi KOMIIETEHTHOCTb, IMO3HABATENbHAs AKTUBHOCTH, AHAJIUTHUYECKOE
MBIIIJICHUE,  aKTUBHOCTh  YYall[UXCs, pCYEBbIC  HABBIKM, KOMMYHHUKAaTHBHBIH  METOZ,
(GyHKIIMOHATIbHAS TPAMOTHOCTb.

Annotation

This article examines the problem of developing the cognitive skills of high school students
within the framework of the problem-oriented method of teaching English. In the modern
educational environment, mastering a foreign language should be carried out not only by mastering
language units, but also in close connection with improving the student's ability to think critically,
analyze, compare, argue, make decisions, systematize information and creatively reason. From this
point of view, the problem-based learning method is characterized as one of the effective
pedagogical approaches that allows to increase the cognitive activity of high school students,
strengthen their independence in the educational process and develop mental activity based on real
communicative situations.

As a result of the study, it was found that the problem-oriented method contributes to the
systematic development of cognitive skills of high school students, improving their skills to reason,
reason and speak a foreign language in a reasoned manner. The conclusion of the article indicates
that the purposeful inclusion of this method in the content of English lessons is an important
condition for improving the quality of education, developing functional literacy and improving the
intellectual potential of the student.

Keywords: problem-oriented learning, English language teaching, cognitive skills, high
school students, critical thinking, communicative competence, cognitive activity, analytical
thinking, student activity, speech skills, communicative method, functional literacy.

Kipicne

Kazipri »xahanmany, nudpranaelpy >koHe OUTiM Oepy KEHICTITIHIH JKeIena JKaHapybl
KaraalbIHIa MEKTENTer! MIeTe] TUTIH OKBITY JKyHeciHe KOMBUIATHIH TajlamnTap TyOereimi e3repim
OTBIP, OWTKEHI OYTIHI KYHI aFbUINIBIH TUTIH MEHrepy TeK TpaMMAaTHKAIbIK KYPBLIBIMIAp MEH
JICKCUKAJIBIK KOPABl UTepy MIHICTIMEH MIEKTEIMEH, OKYIIBIHBIH aKMapaTThl TalJay, CAIBICTBIPY,
WHTEpIIpeTalusiay, AdJenjey, Oamamanbl IIelIMIep YCbIHY, KOPBITBIHABI jKacay MKoHEe 63
YCTaHBIMBIH HETI3/Iey CHUSKTHI KOTHUTHBTIK JAFIbLIAPBIH JIAMBITYFa OaFbITTAlybl THIC. Ocipece
YKOFaphl CHIHBIT K€3€HIHE OUTIM alTylIblIap/iaH OKy MaTepuaibiHa PEMPOTyKTUBTI ICHTeH e Kayar
Oepy emec, Kypaemi »KargasTTapAbl TYCiHY, KOMKBIPJIBI MOCENEHI MIeNly, TYpii JepeKKe3aepMeH
KYMBIC 1CTEY JKOHE TUINIK Kypajaapibl Oiylay opeKeTIMEeH YINTacThIpa MaijanaHy Tajan eTulefdl.
OECD-nin PISA 2022 noTmwkenepi OKyIIbUIApAbIH MIBIFAPMALIBUIBIK OWJay, NpoOIeMaHbl
OJICYMETTIK JKOHE FBUIBIMH KOHTEKCTE IIEIly, Wes YChIHY MEH OHBI KETULMIPY KaOlIeTTepiHiH
JKAIMBl OKY JKETICTITIMEH TBIFBI3 OailllaHbICTa €KeHIH KepceTedi, an Oyn opra OimiM Oepyne
KOTHUTHUBTIK JaFJbUIAP/bI MOHIIK Ma3MYHHAaH OOJIEK €MecC, COHBIH IMIHAE TUIMIK OUTIM apKbLIbI
JaMBITY KaKETTIT1H aiKpIHaal Tyceni [1].
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Ocwl TYpFBIIaH alifaH/ia, aFbUIIIBIH TIUTIH OKBITYIBIH NpoOlieMara OaFbpITTalNFaH oJici
MeJarornka  MeH TUIMIK OutiM  Oepy TOFBICHIHAAFBI ©3€KTI OarbITTapAblH  Oipl  peTiHae
KapacThIpblIaabl, cebebl aTanFaH ofiC OKYIIBIHBI JaWbIH aKMapaTThl KaOBUIAAYIIBI €MeC, HAKTHI
npoOJeManbIK JKaFJasATThl 3€pPTTEYINi, TajJaylIbl >KOHE IIENIiM YCBIHYIIBI CYOBEKT pETIHJC
KaJIBINITACTRIpYFa MYMKIHAIK Oepemi. [IpoOiiemara OarbITTaliFaH OKBITY OapbIChIHAA OilTiM
alymibUIap IIbIHAMBI HEMece MIbIHANBLIBIKKA JKaKblH JKarJasTTapMeH OeTme-OeT Keir, TUIIIK
OIpIiKTepal MaKCcaTChl3 JKaTTayJlaH T'epi, oJap/bl MOCENICHI IIENTy KYpallbl PETiHIe KOJIaHaIbl.
Mynpaait oKy Mojeni OiliM Ma3MyHBIH OMIPIIK TOKIPUOEMEH YINTACTHIPHIN, TUIAIK OPEKETTI
TaHBIM/IBIK OCJICEHIUTIKICH OalIaHBICTBIPAIbl, COJI APKBUIbl OKYIIBUIAPABIH CBHIHH, JIOTUKAJIBIK
JKOHE IIBIFapMaIbUIbIK oinaybiH OenceHaipeni. OECD-HIH conl >KbUIFBl KOCBIMINIA Tajaaybl 15
KacTarbl OKYIIBUIAP/IbIH MIBIFAPMAIIBUIBIK OWIAYBI AIIBIK TalChIpMaliap, SJIEyMETTIK KOHE FhUIBIMU
npo0ieManap/sl ey, jka30alia koHe BU3yalbl HJies YChIHY apKbUIbl OarallaHFaHbIH KOpPCEeTell;
OYJ1 KepCceTKIITep Ka3ipri cabakTapIbIH Ma3MYHbI OKYIIBIHBI KOITHYCKAJIBI OMJIayFa KeTeJIeHTiHaen
KYPBUTYBI KEPEKTITIH ganenaeiai [2].

Kanmer O6imiM Oepy yHBIMIApBIHIAAFBI aFBUIIIBIH TiJi ca0aFbl Y3aK yakbIT OOWBI epekeHi
TYCIHIIpY, Y/iri OOWBIHINIA OpPBIHIAY >KOHE MYFajaiM OaKpUIaybIMEH KalTamay CHSKTBHI JOCTYpII
MoJienbaepre cyienin kenareHi Oenrimi. MyHnail xyile TUIIIK MUHUMYMIbl urepyre Oenriii Oip
JIOpeKeNie BIKMaJl €TKEHIMEH, JKOFaphl JCHICWJl KOTHUTHUBTIK OMNEpalusiiapIblH, ocipece Tanaay,
Oaranay >KOHE CHHTE3IH >KYHenl TypAe KalbllTacyblHA OpJailbiM KOJAWIbl Kargail >kacait
Oepmeitmi. An Kazipri OimiM Oepy mapaaurmMachl OKYIIBIHBIH (YHKIIMOHAJABIK CayaTThUIBIFBIH,
nepbec OMyayblH XOHE TYpil KOMMYHHUKATHBTIK )KaFAasrTapia TUIAIK LIemiM KaObuUiiaid aiy
KabiseTiH 0achIMIBIKKA IIbIFapaibl. COHABIKTAH aFbUIIIBIH TUIIH OKBITYIaFbl 0aCThI MOCENCHIH Oipi
— TUIOIK KY3BIPETTUIIKTI KOTHUTHUBTIK JaMyMeH KipikTipe y#biMaacTeipy. OCBl KaKeTTUIIK
npobiiemMara OarbITTaIFaH OKBITYIbl TE€K 9JIIC PETIHAE €MEC, OKYIIbIHBbIH TaHBIMJBIK 1C-OpEKETIH
KaiiTa KypaTbhlH TUAAKTHKAIBIK JKyiHe peTiHAae KapacTelpyabl Tajam erelni. COHFBI MeTaTayijgay
HOTIDKENepi mpoOnemara HerigenreH OKeITynblH EFL  ayauropusutapelHia — akaJIeMUSITBIK
KETICTIKKE 1pl ®KoHE OH ocep eTeTiHiH KepceTTi: 36 3epTTeyaeH anbiHFaH 41 acep kenemi O0ibIHIIA
xanmnbel HOTHOKe Hedges’s g = 1.067 GonraH, sFHM OyJ1 TOCLI HIETEN TIIIH MEHIrepTyle THIMII
MeJaroruKabIK KypajaaapabH 6ipi 601bIn caHanaisl [3].

[IpobGnemara GarpITTalIFaH OMICTIH KYHIBUIBIFBI OHBIH OKYIIIBIHBI TEK JKayarl Oepyre emec, Cypak
KOIOFa, TUTOTEe3a YCBIHYFa, JOJEN KEeNTipyre, akmapaT Ke3AepiH CalbICThIPYyFa *KOHE KOPBITHIHIIBI
Kacayra yHpeTyiHJe >KaThlp. AFBUIIIBIH TUIl cabaFblHAa OYJ1 9IC MOTIH Ma3sMYHBIH TaJKbLIay,
QJIEYyMETTIK HEMece MOJIEHH MOCEJEHI IIemly, Keiic YChIHY, MiKipTaiac YHbIMIACTBIPY, >KOOANBIK
TariChlpMa OpBIHIAY, apTyMEHTATHBTI JKa3bUIbIM, TONTHIK TAJAAy >XOHE POIIK KardasTTap.Ibl
MOJIETIBICY apKbIIbl KYy3€ere acybl MYMKiH. MyH/Iaii TancelpManapia TUIAIK MaTepuan Ma3MYHHaH
OeJieKk KapaJIMaipl, KEpiCIHIIE, OWay OPEKETIHIH MPaKTUKAIBIK KypaibiHa aifHamanbl. COHBIH
HOTH)KECIHJIE OKYIIBI CO3JepJi HEMece TpaMMATHUKAIBIK YATUIEpPAl MEXaHHKAIBIK KaTTaMauibl,
oJIapibl MOCeJIeH1 TYCIHAIPY, MO3ULIUSHBI KOPFay 'KOHE IIEIIIM YChIHY KOHTEKCIHe MeHrepei. by,
03 Ke3eriHAe, KOTHUTHUBTIK JaFAbUIapAblH TaOWFU KaNbINTACyblHA BIKMAN eTefi, ce0edi OKYyIIbI
TUIAIK (OopMaHbI eMec, coll popma apKbUIbI KacajaThlH OM onepauuschlH urepeai. Le men Nguyen
3epTTeyiHJIe QJIEYMETTIK KOHCTPYKTHUBU3MIE€ HET13/I€ITeH OKBITY TOCUII CTYJIEHTTEP/IIH ChIHU Oijiay
JaFIbUIapbIH JaMBITY/1a I9CTYPIl MyFaIiM-OpTaJIbIK MOJAENbICH aHAFYPJIbIM THIMA1 OOJIFaHbI KoHE
KATBICYIIBIIAPBIH MYHJAll WHTEPAaKTHBTI OKBITY (hOpMachlHa IKOFapbl KaHAFaTTaHYIIBUIBIK
TaHBITKAHBI aHBIKTAJIFaH [4].

JKorapbl CBIHBIN OKYNIBUIAPHIHBIH KOTHUTUBTIK JAFbUIAPBIH JaMBITY MOceleci jKac
€pEeKILEeNIK MCUXOJOTUSICHl MEH SJICTEME FhUIBIMBI TYPFBICBIHAH J]a MaHbI3[bl, OUTKEH1 N1 OChI
Ke3eH/Ie OKyIIblIapaa aObCTpakTill oiay, Jonensi naibivaay, pediekcus xxacay, o31HAIK Ko3Kapac
KQJIBINITACTRIPY JKOHE KypHedi OuTiM Ma3MYHBIH CaJbICTBIPMAJIBl TYPFBIIAH WUTEPY MYMKIHIIT
Kymeiieni. JleMek, aFbUIIIBIH TUTi cabaFbl OCHI QJIEYETTi iICKe KOCAaThIH OpTara aifHaIIybl KaxeT. Erep
cabak Ma3MyHBI ITpoOJIeMaIbIK CUITATTa Kypbhlica, OH/IAa OKYIIIBI TUIAIK OIpJIIKTEep/Il €CTe CaKTayMeH
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FaHa WICKTEJIMEH, oJlapAbl Tajaay, TYCIHAIpY, Oara Oepy >KOHE MIeHIiM d3ipiiey yIepicTepiHiae
naigananagpl. bysn KepJe KOTHUTHUBTIK JaF[blUIapFa aKMapaTrThl CYpPBINTAy, CeOer-caaaapibiK
OailTaHBICTHI AHBIKTAY, JAJICNIIH CEHIMIUTTH Oaranay, Oo/pKaMm jKacay, CalbICTHIPY, OaamMalibl
HiKIpJIepli KapacThIpy *KoHE ©31HAIK peIeKCcHs KYPri3y CHAKTHI KaOlIeTTepai *KaTKbI3yFa 00Ia bl
ATanrad KaOljaeTTep Kasipri Koramja TeK aKaJeMHsUIBIK TaObIC YIIH eMec, eMipiik Oeiimaeny,
KociOM Oariap KOHE aKMapaTThIK Kayilci3diK YLIH A€ MaHbI3Abl. AFBUINIBIH TUTIH OKBITYIAFbl
npoOJieMara OarpITTAIFAH 9JIIC MOHAIK MaKCaT MEH TYJIFAIBIK JaMybl Oip apHara TOFBICTHIPATBIH
TETIK peTiHje OaraaHybl OPbIH]IBIL.

CoHFBI KbUIAAPHI aFBUIIIBIH TIJIIH OKBITY asChIH/Ia CHIHU OifJlay MEH KOTHUTUBTIK JaFabliap
MOCEJIECIHEe apHAlFaH 3epTTeyJiep CaHBIHBIH apTybl Jga OyJl OaFbITTHIH FBUIBIMH ©3CKTLIITiH
kymenTeai. 2025 KbpUTFbl OMOIMOMETPHSUIBIK TAJIJIAy aFbUIINIBIH TIiH OKBITYIarsl critical thinking
TakpIpbIObl OodibiHIma 2009-2024 >xpiaap apajbIFbIHAAFBl KapUSUIAHBIMIAPIBIH TYPaKThl ©CYIH
oHe 2024 KbUTbI €H KOFaphl KOPCETKIIIKE KETKCHIH KOPCETell; 3€PTTey aBTOPJIAphl OyJ1 YpaicTi
ELT canachlHBIH TUIAIK HOTHKEIEPMEH KaTap TaHBIMJIBIK JaMy MiHICTiHEe OapFaH cailbiH KeOipek
Hazap aymapa OacraybiMeH OaljaHbICTBIpaAbl [S5]. MyHmalk FbUIBIMH JWHAMHUKa IpoOsemara
OarpITTalIFaH, KOHCTPYKTUBUCTIK JKOHE OKYIIBI OPEKETiHE HETI3/IeNITeH MOICNbACPAIH ©3EKTLIIrH
TTAJIEI IS .

Oprta MekTen KaraaiblHAa poOiieMara OAaFBITTAIFAaH OKBITYIBI JKY3€re achlpy aBTOMATTHI
TypZle HOTHXKE OepeTiH ombOeOam memiM eMec €KEeHIH aTan OTKeH jkeH. OHbBIH THIMAUII €H
aIJbIMEH MYFAJIIMHIH TanChIpMaHbl JIypbIC Kypa OiulyiHe, NpoOJeMaHbIH >Kac epeKIIeTiKKe
COMKeCTIriHe, TUIAIK MaTepuas/IblH OKYIIbl JCHTCHiHE JIaWbIKTadyblHA, TOINTHIK ©3apa OpPEKETKE
JKaFai jkacamybIHa JKoHE OaranayblH TeK TUIIIK KaTelepii eMec, oujay yAepICiH e ecKepeTiHaen
YHBIMIIACTHIPBUTYbIHA Tayen 1. Erep npobiemansik TarncbipMa mamMaaaH ThIC Kypelli HeMece TUIIIK
TYPFBIIAH KOJDKETIMCI3 0oJica, OHJA OJI OKYIIBIHBIH TaHBIMJIBIK OCJICEHIUIITIH apTThIpMaid,
KEpiCiHIIIe, MOTUBAIMACHIH TOMEHIeTyl MyMKiH. CoJl cebenTi OWJI OfiCTI FRIIBIMH HET13/e, Ke3CH-
KE3eHIMEH JKOHE 9/IICTeMETIK TYPFBIAH CayaTThl €HTi3y MOCelleCi apHalbl 3epTTey Il KAKET eTe/Il.

Ocpiran 0OailIaHBICTBl YCHIHBUIBIN OTBIPFAH MaKaldaHbIH MakcaTbl — AaFbUIIIBIH TUIIH
OKBITYIBIH TIpOOJieMara OaFbITTAIFAH OIC] asChIH/A KOFAPhI CHIHBIN OKYIIBIIAPBIHBIH KOTHUTHBTIK
JaFIbLUIAPbIH  TaMBITYJIBIH TEOPHUSUIBIK HETI3[IepiH aWKbIHAAY, aTajfaH OMICTIH IeJaroruKaiblK
MYMKIHIIKTEpPIH alry J>XOHE OHBl MEKTEN TNPAaKTHKAChlHA CHTI3yAiH Ma3MYHJIBIK-OIiCTeMETiK
AIFBIIAPTTAPBIH capayiay. 3epTTEY/IiH ©3€KTUIIr Ka3ipri MEKTENTeri arbUIINIBIH TUTI cabaFblH TEK
T YHpeTy anaHbl pEeTiHIE eMeC, OKYILIBIHBIH OWIay MOJIEHHETiH, TaHBIMIBIK JepOecTiriH KoHE
MHTEJUICKTYJIJIBIK ~ MKEMIUTTIH  KaJbIITACTBIPATBIH ~ OUTIM ~ KEHICTIM  peTiHAEC KapacThIpy
KaXETTiriMeH aikpiHaanaasl. COHABIKTaH IMpoOiieMara OaFbITTaliFaH OMICTI KOJNJIAHY KOFaphl
CBHIHBITT OKYIIBIIAPBIHBIH TUTIK KY3BIPETTUTITIMEH KaTap oJlapAblH KOTHUTHUBTIK QJICYETIH JIaMBITyFa
OarbpITTaFaH JKAHAIIBUT Opi FBUIBIMU HETI3JENITeH OMICTeMENIK IIeNNM PEeTiHAC epeKile Hazap
ayJlapybl Tauar eTei.

Herizri 6eJim

O/1e0HeTTiK 1O0JYy: AFBUINIBIH TITH OKBITYJaFrbl mpoOiemara OaFbITTAaIFaH 9J1iC COHFBI
KBUTIAPBI OKYIIBIHBIH TE€K TUIMIK KY3BIPETTUITIH KAJBIITACTHIPY KYpajiabl PETIHIE eMeC, COHBIMEH
Karap OHBIH KOTHUTHBTIK, METaTaHBIMIBIK XOHE KOMMYHHKATHUBTIK IaFIAbUIAPBIH JTAMBITYIBIH
MOPMEH/Il TETIr peTiHIe KapacThlpbulbll Kenenl. Kazipri 3eprreynepae Oyl TOCUIAIH MOHI
OKYUIBIHBI TalbIH O1TIMA1 KaOBII1ayIIIbl POJTIHEH IIBIFApPbIN, OHbI HAKTHI TPOOJIEMaHbl aHBIKTAUTHIH,
eIy JKOJNJAPhIH YCHIHATBIH, [OJIe] KENTipeTiH, Oajmamanapipl CajbICTHIPATBIH JKOHE O3
YCTaHBIMBIH KOPFANTHIH OeJICeH Al TaHBIM CYyOBEKTiCiHE aifHaIIbIpyMeH Tycinaipinesni. 2024 KbUFbl
Ky#em momyaa problem-based learning tocinmine karbicTel 2012—-2023 xpuinap apaibIFbIHAAFE 27
3epTTey TANAAHBIN, OYJ OMICTIH aFbUIIBIH TUTIH MEHIrepy YIepiciHe, OKYIIBIHBIH OKYy MiHe3-
KYJIKBIHA YKOHE ChIHM OMJIayblHA OH BIKITAJI €TETIHI KOPCETIITEH [6].
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[IpoGnemara OGarbITTaldFaH OKBITYABIH MIETEN TUTIH MEHTEePTYAeri THUIMIUTITIH TONeNIeHTiH
HEFYpAbIM 1pi eHOektepain Oipi — 2025 kbutel >kapusutanran Mertatanmay. Onga EFL
CHIHBINITApBIHAAFEl  problem-based learning TocimiHIH aKaJAeMUSUIBIK KeTicTikke acepi 36
3epTTeyAcH ajblHFaH 41 ocep KejieMi HETi31He KapacThIPBUIBIIN, KBl dCEp KOJIIEMIHIH YKOFaphI
€KeHI aHBIKTAJNFaH. byl HOTWke mpoOnemara OarbpITTaFaH OKBITY IIETENl TUIIH UTEepyAe TEK
MOTHBALMSUIBIK HEMece YHBIMIACTBIPYIIBIIBIK Kypajd FaHa €MeC, HAaKThl MeAaroruKaliblK HOTHXKE
OepeTiH 9/1ic eKeHiH alKbIHan b [7].

OjebueTTe mpobiieMara OarbITTAIFaH OJIC KOOIHE CBIHM OWay JaFIbUIapbIMEH TiKelen
OaiyanbicTa KapacTelpputafbl. 2025 >kpUIFBI Tarbl Oip Meraranpayna problem-based learning
JOCTYpIIl OKbITyFa KaparaH/la ChIHU OWJIAay/bl 1aMbITyJla alKblH OAChIM/IBIK KOPCETETIHi, aj OHbIH
HOTWDKEIUIITT OKy OpTachl, TalChlpMa CHUIAThl XOHE OKBITY Ke3eHiHe OalIaHBICTBI ©3repill
OTBHIpaThIHBl ~ aWThUTFaH [8]. Byl TYXBIpBIM aFpUIIIBIH  TUTI  cabaFbiHAQ TPOOJIEMAIIBIK
TarchIpManapabl Ke3JelcoK emec, cabak MakcaThlHa, OKYIIBIHBIH TUIAIK JCHreiiHE KoHE Kac
EPEKIICNTITIHE cail )KYHeN Typ/e eHri3y KaKeT eKeHIH JoyIeaeii.

AFBUIIIBIH TUIIH OKBITYJIa KOTHUTHBTIK JaFAbUIapibl TaMbITy Maceleci Tek problem-based
learning asiceiana rana emec, xannbl ELT kenictirigaeri critical thinking GarpIThIMEH A€ TBHIFBI3
cabakrachlll OTBIp. 2025 XKbUIFBl OMOJMOMETPUSJIBIK TalAdy aFbUILIBIH TUIIH OKBITYJIAFbl ChIHU
oliyiay TaKbIpHIOBI OOMBIHINA YKAPHITAHBIMAAPABIH TYPAKTHI apTHIIT KeJle KATKAHbIH, 3epTTEYJICPAiH
HET13r1 ©3€rl OKYIIBIHBIH Tajjay, HaibIMaay, AQJeNey >KoHe HHTeprpeTauusiay KalijaeTTepiH
JaMbITyFa OarbITTaNFaHblH KepceTeal [9]. by FeuibiMu ypaic Tid yHpeTyaiH Kasipri napajaurmacsl
TUIIIK HOTMDXKEJCH Iepl T apKbUIbl OWIay MOACHHUETIH KAJIBINTACTBIpyFa O€T OypbINl OThIPFaHBIH
ounaipeni.

Ocbl OarbITTaFbl SMIIUPUKAIIBIK €HOEKTepIiH Oipi peTiHIe dlIeyMETTIK KOHCTPYKTUBU3MIE
HETI3IeNTeH OKBITY MOJEeNiH KapacTeipraH 2024 >KbUIFBI 3€pTTEyAl aTtayFa Ooyamgbel. 3epTTey
HOTIKEJIepl MHTEPaKTUBTI, OKYIIbl OeJCEeHATIriHe CyHeHreH opTaaa OuliM alylbUIapAblH ChIHU
oiflylay *oHe MOTIHAI TEPEeH TYCIHY KaOiIeTTepi ISCTYpil MyFajaiM-OpTallbIK MOJENbre KaparaHnaa
KaKChIpak TaMUTHIHBIH KepceTTi [10]. byn nepek mpobnemara GarbITTanfaH OKBITYIBIH THIMILIIT
TEK TallChIpMaHbIH Ma3MYHBIMEH €MeC, COHbIMEH Oipre cabaKTarbl ©3apa OpeKeT, JUaJIOr, MIKIp
alMacy JkoHe OipiieckeH pediekcust CHAKTH (aKTOpJIapMeH € THIFbI3 OaillaHbICTHl €KeHiH
aHFapTaIbl.

IIpobremaza 6asvimmanzan 20icmiy MazmMyHObIK-ne0a202UKANbIK MyMKiHOiKmepi: JKorapbl
CBHIHBITITAFBI AFBUIIIBIH T1I1 cabarbIHaa TTpobieMara OaFpITTANIFaH 9JIICTI KOJAAHY €H alIbIMEH OKY
Ma3MyHbIH IIbIHAWBl ©MipMeH OailaHbICTBIpYFa MYMKIHAIK Oepeni. JlocTypni cabakra OKYIIbI
KoOlHEe MOTIHJAI OKBII, >KaHAa Ce3Jepil aTTall, rpaMMAaTHUKaJbIK YJIrUIepAl Kaitanaca, problem-
based learning >xarmaiibiHma on Oenriii Olp QJEyMETTIK, MOJCHM, SKOJIOTHSUIBIK HeMmece
TEXHOJIOTHSUTBIK MOCEJICHI aFbUIIIBIH TUTIHE Tanayra Kipiceai. Mpicalibl, «oKacaH bl HHTEIUIEKTTIH
OumiMre acepi», «IKOJOTHSJIBIK IKAayalKepUIUTIK», «dJeyMETTIK JKeNiJeri »ajlFaH axknapary,
«OKacTapIbIH KOCIOM TaHIaybl» CHUSKTHI TAaKBIPBINTAP OKYIIBIIAH Kail FaHa TUIMIK JKayan eMec,
naiibIMay, CanbICThIPy, AQJENJeY JKOHE IIeINiM YChIHYyAbI Tajan erteni. OcblHIal Tarceipmanap
OapbIChIHAA TUIIIK MaTeprall Ma3MYHHBIH KbI3METIIICIHE aifHaJIbII, OKYIIbI aFbUIILIBIH TUTIH JepOec
oiiyay KypaJibl peTiHjie KojijaHa OacTaipl.

KOTHUTHBTIK JaFrapuIapIbl 1aMbITy TYPFBICBIHAH KaparaHa, MpodiieMara OaFrbITTaFaH 9JIic
OipHelie e3apa OallIaHBICTBI TAHBIMJIBIK 9pEKeTTI Oesncenaipeni. bipinmmiieH, oKymbl mpodieMaHbl
VFBIHAIBl JKOHE OHBIH MOHIH aXKbIpaTajbl, SFHH aKmapaTThl KaObUImay MeH OacTamksl
MHTEpIpeTanus icke Kochlnaapl. EKiHIIIIEH, 01 MOceNeHIH ce0enTepi MEH CalapblH aHBIKTayFa
THIpBICABI, OYJI Tajjay ONEpalMsIChIH KyIIeWTemi. YIIHIIIAEH, OipHeIIe BIKTUMAaT IICIIiM
HYCKACBIH CAJIBICTBIPHII, OJIAP IbIH aPTHIKIIBLUIBIFBI MEH QJICI3/IIriH Oaranaiipl, MyH/1a Oaranay KoHe
CUHTE3 Xy3ere acajapl. TOPTIHIIIACH, 63 OMBIH CHIHBIN aJbIHAA HE jka30amma Gopmarra manenaeyi
KaxxeT 0oJa/ibl, OYJI JIOTUKAJIBIK KYPBUIBIMIAY MEH pediiekcusiHbl JaMbITaasl. Ocbutaiiiia, problem-
based learning Tex Oip TancehlpMaHbl OPBIHAAY TOCUIl €Mec, JKOFapbl JEHIein oiay
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omnepanusuiapelH O0ip cabak KypbUIBIMBIHA TOFBICTHIPATHIH KYPJIETl OICTEMENiK JKYyie OOJIbII
TaOBLIaIBL.

JKorapbl CBHIHBIN OKyIIBUIAPHI YIIIH MYHIAH TOCUIMIH €peKIle MaHbI3bl Oap, cedbebdi Oyt
KE3eHJe OoJIapJblH aOCTpaKTLIi Oiylay MYMKIHIAIrT aWKbIH Kyliedeai, MiKip aWTy MOIEHHETI
KaJIBITITACAIbI J)KOHE JIepOec IIelniM KaOblIaayFa YMThUIBIC apTaabl. Erep cabak OapbIChIHIA OKYIITBI
JaiibIH JKayanThl 137eyre eMec, CYpaKThl HaKThUIayFa, JQJIeN 13/Ieyre, MO3HIUS TaHJAayFa >KOHE
KOPBITBIHJIBI JKacayFa BIHTAJIAH/ABIPBUICA, OHJA aFbUINIBIH TUT MMOHI TEK TIJIK HOPMAa MEH epexe
yipeTeTiH caja emec, 3UATKEPIK JaMy ajlaHblHA aifHanmaabl. MyHIai Karaaiga OKYLIBIHBIH OKY
MOTHBAIMSCHL J1a KYIIeHe i, OUTKeH1 o1 Tl (opMaibal ToH PETiHAE eMec, MaHbI3Ibl MOCEIICHI
TaJKbLIAYIBIH KYPaIbl pETiHAe KaObUIIaiiIbI.

Ilpobnemanviy  manceipmanapovly KOSHUMUBMIK acepi: AFBUIIBIH Tl cabarblHIA
KOJIJAaHBUIATBIH MPOOJIEMAaNbIK TarcelpManapasl OipHemie Tomnka Oenmyre Gosaabl. bipinmi Tomka
KAFIAATTBIK TaJIay KaTajJbl, MyHJIa OKYIIbUIApFa OMIpPJIIK HEMECE dJICYMETTIK CHIIATTaFbl MOCeIe
YCBIHBUIBIN, OHBI INEHIYAIH >KOJBIH AaFbUINMIBIH TUIIHAE YCBIHY Tayjanm erijeni. ExiHmi Tom —
MmiKipTayiac rnex aedat, Oyt sxepze OUTiM amymbuIap KapaMma-Kapchl Ko3KapacTap bl CaIbICTHIPHII, 63
MIKIpIH Jonenaewai. YIIHII TOIn — KOOalbIK KoHE 3epTTEYIIUIiK TarchklpMaiap, ojiap akmapar
KUHAY, CYpPBINTAy, OHJCY JKOHE KOIIIUIK allJbIHIa TaHBICTBIPY OpEKETTepiH KaMTHAbl. TepTiHiIi
TOIl — apryMEHTATUBTI Ka3bUIbIM, MYHJa OKYHIbI Oenrimi Oip mpoOrieMara KaThICThl YCTaHBIMBIH
JIOTUKAJIBIK TYPJI€ HET13/1ey1 THiC.

OcwIiHgall TancelpManap KOTHATUBTIK JaFAbUIApAbI )KYHET Typle AaMbITaabl. JKarmasTThiK
TarchipMasiap ceben-cangapiiblK OaiaHbpIcTapAbl Kepyre yiperce, aedar Oamamansl HiKipiaepi
Oaranayra JKOHE JoJIe] KypacTeIpyFra xeteneial. JKoOalbIK ®KYMBIC aKMapaTThK CayaTThUIBIK IEeH
CHHTE3 KaOUICTiH JaMbITaJbl, al apryMEHTATHUBTI 3cce pedICKCHsT MEH JIOTHKAIBIK KYPBUTBIMIBI
KaJblnTacTeipaabl. EH MaHBI3IBICEI — OyJl opeKeTTepAiH OapJbIFbl aFbUINIBIH TITIHIE JKYy3€re
ACaTBhIH/IBIKTaH, KOTHUTUBTIK JKOHE TUIIIK 1aMy O1p Me3riiie xKypel.

Qoicmi  ocyzece acvlpy wapmmapwsi: JlereHMeH problem-based learning TocumiHIH
HOTWKEJIUTITT OHBI MEXaHUKAJIBIK KOJITaHyFa eMeC, FBUIBIMHU-9IICTEMENTIK HET13/le YIUBIMIacThIpyFa
OaiinanbicThl. EH annpiMeH, mpo0ieMa OKyIIBIHBIH JKachlHA JKOHE TULIIK JIeHreiiHe caif 60yl THIC.
TeIM KypJeni HeMece MOJICHH KOHTEKCTI TYCIHIKCI3 MOceie OKYIIBIHBI IAMBITY OPHBIHA OHBI TEXET
TacTaybl MyYMKiH. EKiHIIiIeH, MyFaiM TarchblpMaHbl Ke3eH-Ke3eHIMEH KYPYbI KepeK: MpoOieMaHbl
YCBIHY, KETEKIII CypakTap KO, JIEPEKIeH KYMBIC YHBIMIACTHIPY, MEMIMACP/l CAIBICTHIPY XKOHE
KOPBITBIHIBI peduiekcrs. YUIHIIIASH, Oaranay >Xyieci TeK TUIMIK IYPBICTBIKKA €MEC, OWJIBIH
TEepPEHJITIHE, TOEIN/IIH KUCHIHBUIBIFBIHA, MOCEJICH] TYCIHY calachlHA OHE YCHIHBUIFAH IICITIMHIH
HETI3/UTIriHe Ie CYHEeHY1 KaxkeT.

CoHpaii-ak  CBHIHBINITAFbl TICUXOJIOTHSUIBIK axyalJIbIH Ja peili epekiie. Erep OKyIIbl
KaTeyecy/ieH KOphIKca HeMece OHBIH MiKipi eckepiiMmeiTin 0osica, oHma problem-based learning
TaOWFaThIHA TOH €PKiH MalbIMIay Xy3ere acraiinbl. COHABIKTAH MYFaJIiM KOJIIAYIIbI, TUATOTKE
aIllbIK, MIiKIp aTyaHIbIFIH MONBIHAAUTHIH OpTa KAJBINITACTHIPYHl KakeT. MyHIail opTajga OKyIIbI
TUIAIK KaTeJepAeH KOPBIKIali, Ma3MYH/IBIK O alTyFa OeiiMuenemi, ain OyJI KOTHUTHUBTIK JIaMyIbIH
MaHBI3/Ibl AJIFBIIAPTHI OOJIBINT CaHATAIbI.

KopbITbIHABI

AFBUIIIBIH ~ TUTIH  OKBITYJBIH IpoOiieMara OaFbITTalfaH  OICl  JKOFapbl  CHIHBII
OKYUIBUIAPBIHBIH KOTHUTHUBTIK JaFAbUIapbIH JAMBITya €Jeysl oJieyeTKe M€ eKeHi OaifKanasbl.
OHBIH KYHJBUIBIFBI OKYIIBIHBI OLTIM/1 Jkail KaObUIIaylIbIIaH OHbI KYPaCThIPYLIbI KoHE OaranayIibl
TYIFara ailHaJIAbIPYBIH/A JKATBIP. BYJT TOCI apKbUTBI aFbUIIIBIH TUTI cabarbIHIA TaNay, JJIENIey,
CaJBICTHIPY, MIEHIM KaObuiaay, peduieKcus jkacay CHSKTBI JKOFaphl JICHTCHII Oiyiay opeKeTTepi
Taburu Typae KajblmTacazasl. Jlemek, problem-based learning kxa3ipri MexkTenTeri aFbUIIIBIH TUTIH
OKBITYJbl Ma3MYH[BIK TYPFbIIaH OaWbIThII KaHa KOMMai, OKYIIBIHBIH TaHBIMIBIK AEpOEeCTiriH,
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SUSTKEPIIK UKEMIIUTITIH kKoHEe (PYHKIIMOHAIIBIK CAayaTThUIBIFBIH JaMBITYyFa OaFbpITTaNFaH THIMII
OIiC peTiH/Ie KapacThIPBLIYHI THIC.

Pestiome: B paHHOW CcTaThe pPacCMOTPEHO pa3BUTHE TIO3HABATENHHBIX HABHIKOB
CTapIICKIACCHUKOB B paMKax MPOOJIEMHO-OPUCHTHPOBAHHOTO METOJa OOYYCHHS AaHTIHHCKOMY
s3pIKy. llenmb WccnenoBaHUS-TIPEBPATUTh YYANIErOCs W3 MPOCTOTO TMOydarelss 3HAHUM B
COCTaBHUTEIS M OICHINMKA. B pe3ympraTe 3TOro MeToAa Ha YpOKax aHIJIMHCKOTO S3bIKa
(hOpMHUPYIOTCST MBICTUTEILHBIC JCUCTBHS, TaKUEe KaK aHaIM3, apryMEHTallus, CpaBHEHUE U
MIPUHSITHE PEIICHUH.

Tatioananvinean aoebuemmep:

1. OECD. PISA 2022 Results (Volume I11lI): Creative Minds, Creative Schools. Paris:
OECD Publishing, 2024. DOI: 10.1787/765ee8c2-en.

2. OECD. New PISA Results on Creative Thinking: Can Students Think Outside the
Box? PISA in Focus, No. 125. Paris: OECD Publishing, 2024. DOI: 10.1787/b3a46696-en.

3. Orhan A. Investigating the Effectiveness of Problem Based Learning on Academic
Achievement in EFL Classroom: A Meta-Analysis. Asia-Pacific Education Researcher.
2025;34:699-709. DOI: 10.1007/s40299-024-00889-4.

4. Le H.V., Nguyen L.Q. Promoting L2 Learners’ Critical Thinking Skills: The Role of
Social Constructivism in Reading Class. Frontiers in Education. 2024;9:1241973. DOI:
10.3389/feduc.2024.1241973.

5. Sukmojati E., Al Viana S., Djami M.K., Fauzi A., Syafirah D., Bana E.O.D. Critical
Thinking in English Language Teaching: A Bibliometric Analysis. F1000Research. 2025;14:1305.
DOI: 10.12688/f1000research.171160.1.

6. Guo Q. Effects of problem-based learning on EFL learning: A systematic review and
meta-analysis. PLoS One. 2024.

7. Orhan A. Investigating the Effectiveness of Problem Based Learning on Academic
Achievement in EFL Classroom: A Meta-Analysis. The Asia-Pacific Education Researcher. 2025.

8. Lu L. A Meta-analysis of the Effectiveness of Problem-based Learning on Critical
Thinking. European Journal of Educational Research. 2025.

9. Sukmojati E., Viana S.A., Djami M.K., Fauzi A., Syafirah D., Bana E.O.D. Critical
Thinking in English Language Teaching: A Bibliometric Analysis. F1000Research. 2025.

10. Le H.V., Nguyen L.Q. Promoting L2 learners’ critical thinking skills: the role of
social constructivism in reading class. Frontiers in Education. 2024.

FTAMP 16.31.41 https://doi.org/10.51889/3078-8463.2026.54.2.007

Tursynbay A.N.1, Kurmambayeva Zh.B.?
12Abai Kazakh National Pedagogical University
'Department of Foreign Languages, 1st year master’s student
2Acting Associate Professor, PhD

STRATEGIES FOR DEVELOPING STUDENTS' PROFESSIONAL VOCABULARY IN
CLIL LESSONS

Abstract
This article examines the effectiveness of content and language integrated learning in the
development of students' professional vocabulary in English lessons at school. Special attention is
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paid to the development of communicative competence, professional vocabulary and skills of
practical use of the English language. In the course of the research, lessons were developed and
conducted using pedagogical support strategies, interactive teaching methods, collaboration, digital
technologies and elements of artificial intelligence. The training sessions included discussions, role-
playing, project activities, problem-solving tasks, group work, as well as the use of glossaries,
visual diagrams, and digital educational platforms. Qualitative and quantitative research methods
were used to collect data, including questionnaires of 9th grade students before and after lessons.
The results of the study showed that the use of these strategies helps to increase the motivation of
students, their activity in the classroom and confidence in the use of professional vocabulary. The
students noted improved speaking skills, understanding of subject terminology, and more active
participation in communicative situations. In general, the results confirm the effectiveness of
integrated learning in the development of professional vocabulary and communication skills of
students.

Key words: content and language integrated learning (CLIL); professional vocabulary;
communicative competence; scaffolding; collaborative learning; digital technologies; artificial
intelligence; interactive teaching methods.
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CTPATEI'MH PA3BUTUA MPO®ECCUHOHAJBHOMN JEKCUKH YUAIIIUXCA HA
CLIL-YPOKAX

Anunomauyus

B nmanHoit crathe paccMarpuBaercs 3QPEKTUBHOCTD MPEIMETHO-SI36IKOBOTO WHTETPUPOBAHHOTO
o0ydeHHus: B pa3BUTUU NPOPECCUOHATHLHON JICKCHKHU YYaIIUXCsl HA YPOKAX AHTJIMUCKOTO SI3bIKa B
mkone. Ocoboe BHUMaHWE YACISICTCS  PA3BUTHI0 KOMMYHHMKATHBHOHW  KOMIICTCHIIUH,
poecCHOHATLHON JIEKCUKH U HABBIKOB MPAKTHYECKOTO HWCIOIH30BAHUS AHTIIMICKOTO sI3bIKa. B
X0JIe HCCIeoBaHusl ObUTM pa3pabOTaHbBl W TPOBEACHBI YPOKH C HCIOJb30BAaHUEM CTpaTeTHid
MEJJarOTUYECKON  TMOJICPKKH, HMHTEPAKTUBHBIX METOJOB OOyYEeHHs, COBMECTHOM paboTHI,
U(POBBIX TEXHOJOTUH M IJIEMEHTOB MCKYCCTBEHHOT'O MHTEIUICKTA. YUEeOHBIE 3aHATHS BKIIOUYATIH
0o0CYyXJEeHUs, POJIEBBIE WIPHI, MPOECKTHYIO [EATEIbHOCTh, 3aJlaHui Ha pEIICeHHe MpoodIieM,
TPYIIOBYI0 paboOTy, a TaKKe HCIOIb30BaHUE TJI0CCAPUEB, BH3YaIbHBIX CXeM H IH(PPOBBIX
oOpa3oBaTenbHbIX IaTgopm. [l cOopa JaHHBIX MPUMEHSUTHCH KaYeCTBEHHBIC M KOJIMYCCTBCHHBIE
METOJbI MCCJICIOBAHUS, BKJIIOUas aHKETHPOBAHWE ydalmxcs 9 kiacca 0 M TOCHE TPOBEICHUS
ypokoB. Pe3synbrarhl ucciegoBaHUS IOKa3ajdd, YTO UCIOJIb30BAaHUE JIAHHBIX CTpaTerHid
CIOCOOCTBYET MOBBIIIEHUIO MOTHBAIIUN YUYAITUXCSl, UX aKTUBHOCTH Ha YPOKax U YBEPEHHOCTH TPH
WCIIOJIb30BaHUU TMPO(ECCHOHANLHON JIEKCHKH. Y4Yaluecs OTMETHIIM YIydIlIeHHEe HaBBIKOB
TOBOPEHHUs, TIOHUMAaHHUS TPEIMETHOH TEPMHUHOJOTMM M 0oJiee aKTUBHOE YydyacTHe B
KOMMYHHUKATHUBHBIX CHTyalUsiX. B TeJIOM  pe3yibTaThl  MOATBEPKMAOT  A(HPEKTHBHOCTH
WHTETPUPOBAHHOTO OOYy4YEHUS B PA3BUTHH TMPOPECCHOHATHHOM JIEKCHMKH M KOMMYHHKATHBHBIX
HaBBIKOB YUaluXcsl.

KiioueBbie cjIoBa: npeomemHo-a36IK080€ UHMESPUPOBAHHOe 00yueHue;, npogdeccuoHalbHas
JIEKCUKA; KOMMYHUKAMUBHASL KOMNEMEHYUsL, Neda202UtecKas N000ePpIHCKA, COBMeCmHoe 00yuenue,;
yughposvie mexHon02UU, UCKYCCMBEHHDII UHMEILIeKM,; UHMEePaKMUGHble Memoovl 00yueHUs.

Typcoinbaii A.H.*, Kypmambaesa JK.B.?
L246a1i amoinoasvr Kas¥ITY
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CLIL CABAKTAPBIHJIA OKYHIBIVIAPJIBIH KOCIBH JIJEKCUKACBIH JTAMBITY
CTPATEI'USJIAPBI

Anoamna

byn Makamama MeKTenTeri aFbUINIBIH TUTI cabakTapblHIa OKYIIbUIAPABIH KOCIOM JIGKCUKACHIH
JaMBITYAaFbl TIOH MEH TUIAI KIPIKTIpIN OKBITY OICTEMECiHIH THIMALIIN KapacThIPbUIAIBL.
KoMMYHHMKATUBTIK KY3bIPETTUIIKTI, KOCIOM JIEKCHKAHbl JKOHE aFbUINIBIH TUIH MPaKTUKAJIBIK
KOJIJIaHy JaFAbUIapbIH TaMBITYFa epeKIlie Ha3ap aylapbuiaibl. 3epTTey OApBhICHIH/IA MTeIarOTHKAIBIK
KOJIZIay CTpaTervsUIapblH, OKBITYABIH WHTEPAKTHUBTI OMICTEPiH, OIpJIECKEH OKBITYABI, ITUGPIBIK
TEXHOJOTHSUIAP/ABI JKOHE JKAaCaHIbl HWHTEIUICKT OJJIEMEHTTEpIH TNaiijanaHa OTBIPBIT cabakTap
o3ipaeHin, oTkizuiai. OKy cabakTapblHa MiKipTajgacTap, peJiiK OWbIHAAp, XKOOAIBIK TarchkpMaap,
MocesneNnep/ii  UIelIyre apHajlfaH TarchblpManap, TOMNTHIK JKYMBIC, TJOCCapuiliep, BHU3yallIbl
cxemanap oHe nudpasiK OuTiM Oepy TIaTdopManapblH KoJIaHy Kipai. JlepekTep/i KuHay YIiH
camalibl JKOHE CaHJIBIK 3epTTey OICTEpi KOJMAAHBUIABI, COHBIH imIiHAe cabakka NediH >KoHe ollaH
KeiiH 9-ChIHBIN OKyIIbUIAPbIHA cayallHaMa XYPri3uiai. 3epTTey HOTHXKelepl KepceTKeHaeH, Oy
CTpaTerusuiap/ibl KOJaHy OKYIIbLIApbIH MOTHUBALUACHIH, cabaKTarbl OEJICEHAUIINH KoHe Kociou
JIEKCUKaHbl KOJJIaHyAaFbl CEHIMAUIILIH apTThipyFa KeMmekrecell. OKyuibliap ceiliey, MOHIIK
TEPMHUHOJIOTHSIHBI TYCIHY JaFAbUIAPBIHBIH KAKCApPFAaHBIH JKOHE KOMMYHHUKATHUBTIK TarlChlpMallapra
OesiceH/l KaTbICaThbIHBIH aTan oTTi. JKajmbl, HOTHXKeJIep OKYIIbUIAPAbIH KJCIOM JIEKCUKAchl MEH
KOMMYHHUKATUBTIK JIaFbUIApBIH JaMBITyJa TOH MEH TUIAI KIPIKTIpIH OKBITY OHICTEMECiHiH
TUIMJIUTITIH PacTaiIbl.

Kint ce3nep: nom men minoi Kipikmipin oKkbimy 20icmemeci, KaCciOu  JleKcuxa,
KOMMYHUKAMUBMIK  KY3blpemminik, neodazocuxkanvlk Koaoay, OipleckeH oKulmy, yugpivlx
MEXHON02UANAD, HCACAHObL UHMEILIEKM, OKbIMYObIH UHMePaKmuemi 20icmepi.

Introduction

The modern education system is focused not only on the formation of students' linguistic
knowledge, but also on the development of their communicative and professional competence. In
the context of globalization, English is becoming an important tool for international
communication, academic mobility and professional development. In this regard, the CLIL (Content
and Language Integrated Learning) method, integrated teaching of a subject and a foreign language,
is becoming increasingly popular in educational practice. According to the definition of Marsh and
Langé, CLIL is an educational approach in which a foreign language is used simultaneously to
study educational content and develop language skills (Marsh, D. and Langé, G.,1999)

The CLIL methodology is actively used in Kazakhstan for effective language learning. This
approach, known as content-based language integrated learning, involves simultaneous learning of
educational material and a foreign language (most often English). The main objective of CLIL is to
develop students' critical thinking skills, creativity, key competencies, and effective learning
strategies. CLIL technology covers all levels of education (Zhetpisbayeva, 2017).

The researchers emphasize that learning through subject content allows students to use a foreign
language in real-world communication situations and form intercultural interaction skills. A
particularly important aspect of CLIL is the development of professional vocabulary, as knowledge
of special terminology helps students understand the content of subjects and apply the language in
an academic environment.

Professional vocabulary includes terms and expressions related to a specific field of knowledge.
The use of thematic texts, projects, presentations and group assignments contributes to a more
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effective assimilation of professional vocabulary. Research shows that students of CLIL programs
demonstrate a higher vocabulary level compared to students of traditional language programs.

In addition, in the context of digitalization of education, CLIL lessons are becoming more
interactive through the use of digital platforms, multimedia materials and online services. This
allows you to create a communicative environment in which students actively use a foreign
language to solve learning problems.

Thus, the development of professional vocabulary in CLIL lessons is an important condition for
the formation of language and subject competence of students. The purpose of this study is to study
the effectiveness of strategies for developing students' professional vocabulary in CLIL lessons at
school.

Methods

The CLIL (Content and Language Integrated Learning) methodology is an educational approach
based on the integration of subject content and a foreign language in a single educational process.
The main goal of CLIL is to simultaneously develop students' subject knowledge and language
competence. This approach was proposed by David Marsh and has become widespread in the
European educational system due to its effectiveness in developing academic and communication
skills (Coyle, 2007).

One of the key principles of CLIL is the "4C" concept proposed by Coyle, which includes four
interrelated components: content, communication, cognition, and culture. According to this model,
training should provide not only the assimilation of subject material, but also the development of
language skills, critical thinking and intercultural competence. Within the framework of CLIL, a
foreign language does not act as a separate object of study, but as a means of cognition and
interaction (Coyle, Hood, Marsh, 2010).

Of particular importance in CLIL training is the development of professional and subject
vocabulary. Professional vocabulary refers to a set of terms and specialized linguistic units used in a
particular subject area. Mastering such vocabulary is necessary for understanding the educational
material, completing assignments, participating in discussions, and developing students' academic
literacy. The authors emphasize that language in CLIL is considered as a learning tool and a means
of mastering subject content (Snow, Met, Genesee, 1989).

The researchers note that the formation of professional vocabulary is most effective in the
context of contextualized learning. Unlike traditional rote memorization of words, CLIL involves
the use of terminology in real-life communicative situations, which contributes to a deeper
understanding and long-term assimilation of vocabulary. Students perceive new words through
subject content, visual support, collaborative activities, and practical application of knowledge
(Met, M., 1998).

Various pedagogical strategies are used for the successful development of professional
vocabulary in CLIL lessons. One of the most common is scaffolding, which is step—by-step
support for students in the learning process. This strategy includes the preliminary introduction of
key terminology, the use of visual diagrams, tables, glossaries, as well as modeling speech
constructions. Scaffolding helps to reduce language difficulties and promotes more confident use of
new vocabulary. This approach is based on the concept of the zone of immediate development of L.
S. Vygotsky's theory, according to which learning becomes most effective if there is support from a
more competent participant in the educational process (Vygotsky, 1978). In the context of CLIL,
such support allows students to gradually master both the subject matter and professional
terminology (Coyle, Hood, Marsh, 2010).

Interactive learning methods such as group work, project activities, discussions, debates, and
problem-solving tasks play an important role (van Lier, 1996). Such forms of work create
conditions for the active use of subject vocabulary in oral and written speech, and also contribute to
the development of students' communication skills. In the process of joint activity, students learn to
argue their point of view, analyze information, ask questions and use professional terminology in
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real learning situations. In addition, the use of authentic materials — scientific texts, videos,
diagrams, and digital resources — contributes to the expansion of vocabulary, the development of
academic language skills, and the formation of the ability to work with professional information in a
foreign language (Byram, 2008).

Modern research also highlights the importance of digital technologies and artificial intelligence
in the CLIL learning process. Online platforms, interactive applications, and digital resources make
it possible to personalize learning, provide prompt feedback, and increase student motivation. As
noted by Coyle, Hood and Marsh, modern generations of students are increasingly focused on the
principle of "learn as you use, use as you learn™, which reflects the need to integrate technology into
the educational process. The use of digital learning tools contributes to a more active involvement
of students in learning activities and makes the process of learning language and subject content
more flexible and interactive (Coyle, Hood, Marsh, 2010)

In addition, modern technologies create conditions for collaborative learning, as students can
participate in joint problem-solving tasks, exchange ideas and interact in a digital educational
environment. The authors emphasize that new technologies motivate students to use communication
tools "across languages and often borders”, thereby expanding the possibilities of intercultural
interaction and authentic communication in a foreign language. The use of international online
projects, digital platforms, and networking contributes to the development of not only professional
vocabulary, but also academic communication skills, critical thinking, and intercultural competence
(Coyle, Hood, Marsh, 2010).

Despite the numerous advantages of the CLIL approach, the researchers also note certain
difficulties in its implementation. Among the main problems are the insufficient level of foreign
language proficiency among students, the complexity of subject terminology, a limited number of
adapted materials and a high workload for teachers. As noted by Coyle, Hood, and Marsh, under
CLIL conditions, the "language level of the learners” often does not correspond to their cognitive
level, which can lead to difficulties in assimilating the subject matter. In this regard, Otten
emphasizes the need for a subject-oriented teaching methodology that would help "bridge the gap
between the learners' conceptual and cognitive capacities and the learners' linguistic level.” The
authors also note that if the language level is too high, "effective learning cannot take place,” while
insufficient cognitive complexity limits student development (Otten, 1993).

In addition, the implementation of CLIL requires a thorough analysis of the language and
cognitive needs of students, as well as strategic planning of the educational process. The researchers
note that the successful practice of CLIL involves the use of special methodological approaches,
constant language support and cooperation between subject and language teachers. Teacher training
is also essential, since "the CLIL teacher's own awareness of the vehicular language cannot be
underestimated.” The authors also emphasize that the implementation of CLIL requires time,
pedagogical flexibility and professional support, since "there are no quick-fix solutions or formulas"
for effective integration of language and learning content. The creation of a favorable language
environment, the use of scaffolding and a competent selection of materials are important conditions
for the successful implementation of the CLIL approach (Coyle, Hood, Marsh, 2010).

Thus, CLIL is an effective approach to the development of students' professional vocabulary, as
it ensures the integration of language and subject learning, promotes the formation of
communicative competence and the active use of terminology in real learning situations.

Methodology

The methodology of this study is based on an experimental and practical approach. The study
was conducted using qualitative research methods in order to study the effectiveness of professional
vocabulary development strategies in CLIL lessons at school. Qualitative research is aimed at
understanding students' experiences, perceptions, classroom interactions, and language development
processes, rather than measuring variables using numerical data alone.
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The first stage of the study included a questionnaire consisting of 10 questions. The
questionnaire was designed to identify students' previous learning experiences, attitudes towards
CLIL lessons, confidence in using professional vocabulary, and perceptions of interactive learning
strategies such as scaffolding, TBLT, CLT, PBL, discussions, role-playing, group work, and digital
technology. The collected responses were later analyzed to assess the effectiveness of these
strategies in developing professional vocabulary during CLIL training.

Research results

Participants

Quantitative data were collected using a preliminary survey conducted among 20 9th grade
students of a secondary school enrolled in the CLIL methodology. The students' English language
proficiency corresponded to the Intermediate level. The purpose of the survey was to identify
previous experiences of learning English, to introduce students to interactive teaching methods and
their attitudes towards the use of professional vocabulary in English lessons.

Instruments

The study used two main tools to collect data: questionnaires and CLIL-oriented training
materials. The main tool was a structured questionnaire conducted before and after the
implementation of CLIL strategies. The questionnaire included 5 main criteria aimed at determining
the level of students' confidence in using professional vocabulary, activity during discussions and
group work, the effectiveness of scaffolding strategies, the impact of interactive tasks on speaking
skills, as well as the role of digital technologies and Al tools in the learning process.

The second tool was educational materials developed based on the CLIL approach. Materials
included scaffolding activities, glossaries, visual organizers, TBLT, CLT, PBL, role plays,
discussions, problem-solving tasks, and collaborative learning activities. In addition, digital
technologies and elements of artificial intelligence were used in the lessons.

Procedure

Each CLIL assignment was accompanied by scaffolded tasks aimed at developing the
understanding and use of professional vocabulary in communicative situations. Students
participated in discussions, role plays, project-based activities, and group work. All tasks were
adapted to the language level of the students and were carried out during several training sessions.

Data Analysis

The results of the preliminary survey showed that the students had limited experience using
professional vocabulary and participating in CLIL-oriented activities. Only 35% of students said
they felt confident when using professional terminology in English, while the majority felt insecure
during speaking activities and classroom discussions.

The level of classroom participation also turned out to be relatively low. Only 40% of students
reported that they actively participate in discussions and communicative tasks in English. This
indicates the predominance of traditional grammar-based instruction in the previous experience of
learning English.

As for scaffolding strategies, 50% of students noted that visual aids, glossaries, tables, and other
support materials help them better understand professional terminology. In addition, only 45% of
students believed that interactive tasks such as role plays, discussions, and problem-solving
activities contribute to the development of speaking skills.

The use of digital technologies and Al tools was also limited. Only 55% of the students indicated
that digital technologies make lessons more interesting and help in learning professional
vocabulary.

In general, the results of the pre-survey showed that the students had insufficient CLIL-oriented
learning experience and needed additional language support, the development of communicative
skills and more active use of professional vocabulary in classroom interaction.

In addition, to the question "What difficulties do you usually encounter when using professional
vocabulary or participating in CLIL assignments in English?" the majority of respondents replied
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that they have problems with pronunciation, understanding of subject terminology and are afraid to
make grammatical mistakes while speaking. Since this study was aimed at studying the
effectiveness of professional vocabulary development strategies in CLIL lessons, the questionnaire
also included questions related to the usefulness of the teaching methods used.

The majority of respondents (65%) noted that interactive CLIL tasks, real-life communication
situations, and collaborative learning make lessons more practical, interesting, and motivating. All
students responded positively to the question of whether these strategies help to improve their
English level and expand their professional vocabulary.

The respondents identified the following main difficulties during CLIL lessons:

1. The fear that their English level is insufficient to use professional terminology;

2. Difficulty expressing your thoughts during discussions and role plays;

3. The need to speak fluently in the context of communication tasks;

4. Difficulties in understanding rapid speech and subject-oriented vocabulary;

5. Feeling of insecurity and lack of preparation during group work and presentations.

After a series of CLIL lessons, a post-intervention survey was conducted among 20 9th grade
students to determine the effectiveness of professional vocabulary development strategies. The
students' responses were analyzed quantitatively to identify the main changes after the introduction
of CLIL-oriented activities, scaffolding strategies, interactive methods, digital technologies and Al
tools.

The general perception of the CLIL lessons turned out to be positive. 18 out of 20 students
(90%) noted that CLIL-lessons were interesting, motivating and practical through the use of
discussions, role plays, collaborative learning and real-life communicative situations. Only 2
students (10%) reported initial insecurity during speaking activities.

The results of the post-survey showed the positive impact of CLIL strategies on the development
of professional vocabulary and communication skills of students. After conducting CLIL lessons,
16 out of 20 students (80%) noted that they feel more confident when using professional vocabulary
during classroom discussions and communicative tasks.

A high level of classroom participation was also recorded after the introduction of CLIL-oriented
activities. 17 students (85%) reported that discussions, group work, pair work, and problem-solving
tasks helped them participate more actively in lessons and express their thoughts more freely in
English.

Understanding subject-specific vocabulary through scaffolding strategies has also proved
effective. 18 students (90%) noted that visual aids, glossaries, tables, and scaffolding materials
helped them better understand and memorize professional terminology.

In addition, 18 students (90%) indicated that interactive tasks, including role plays, discussions,
and communicative activities, improved speaking skills and communicative confidence. The
students noted that using real communication situations made the lessons more practical and
interesting.

Particularly high results were recorded in relation to motivation through digital tools and Al. 18
students (90%) reported that digital technologies, Al-based activities and interactive platforms
increased their interest in learning English and made CLIL-lessons more engaging and motivating.

Despite the positive results, some students continued to experience certain language difficulties.
6 students (30%) noted difficulties in expressing complex thoughts and choosing appropriate
vocabulary during presentations and discussions. In addition, 5 students (25%) reported difficulties
in understanding rapid speech and using subject terminology in spontaneous speaking situations.

In general, the results of the post-survey showed that scaffolding strategies, interactive methods,
collaborative learning, digital technologies and Al tools had a positive impact on the development
of professional vocabulary, speaking skills, classroom participation and communicative confidence
of students in CLIL lessons.
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The bar chart shows significant differences between the survey results before and after the
introduction of integrated subject and foreign language learning strategies (Table 1). Before the start
of the study, only 35% of students (7 out of 20) felt confident when using professional vocabulary
in English. After the lessons, this indicator increased to 80% (16 out of 20), which indicates a
significant increase in students' confidence in the communication process.

The level of student participation in the discussions has also increased significantly. Before the
strategies were introduced, only 40% of students (8 out of 20) actively participated in discussions
and communication tasks, whereas after the lessons, this figure increased to 85% (17 out of 20).
This confirms the positive impact of discussions, role-playing, collaborative learning, and problem-
solving tasks on student interaction in the classroom.

The understanding of professional terminology through pedagogical support strategies has also
improved significantly. Before the start of the study, only 50% of students (10 out of 20) considered
visual diagrams, glossaries, tables and additional materials useful for understanding the subject
vocabulary. After the lessons, this indicator increased to 90% (18 out of 20).

In addition, the improvement of speaking skills through interactive tasks increased from 45% (9
out of 20) to 90% (18 out of 20), which confirms the effectiveness of communicative and project-
oriented tasks in the development of students’ oral speech.

Students’ motivation has also significantly increased when using digital technologies and
artificial intelligence elements. Before the start of the study, only 55% of students (11 out of 20)
positively assessed the use of digital resources, whereas after the lessons, this figure increased to
90% (18 out of 20).

Table 1. Comparison of Pre- and Post-Survey results

Pre- and Post-Survey Results
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In general, the results of the study showed that integrated learning strategies had a positive
impact on the development of professional vocabulary, speaking skills, student participation in the
educational process and their motivation to learn English.

Discussion

The results of this study show that using CLIL strategies is an effective approach to developing
students' professional vocabulary in English lessons. The analysis of the results of the post-survey
demonstrated the positive impact of scaffolding strategies, interactive methods, collaborative
learning, digital technologies and Al tools on the development of students' speaking skills,
communicative confidence and classroom participation.

One of the most significant results of the study was an increase in students' motivation and
activity during CLIL lessons. Most of the participants noted that discussions, role plays, problem-
solving tasks, and project-based activities made the lessons more interesting and practice-oriented.
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These results confirm the position of Coyle, Hood, and Marsh, who note that CLIL promotes the
integration of subject content, communication, and cognitive skills by creating a meaningful
learning environment for students.

The results of the study also showed that scaffolding strategies have a positive effect on the
understanding and assimilation of professional vocabulary. The use of glossaries, visual organizers,
and guided support helped students better understand subject-specific terminology and use it more
confidently in communicative tasks. This conclusion corresponds to VVygotsky's theory of the zone
of proximal development, according to which learning becomes more effective with pedagogical
support and collaborative interaction (Vygotsky, 1978).

Interactive methods, including TBLT, CLT, and PBL activities, were of particular importance in
the study. Students noted that group work, discussions, and role plays helped them reduce speaking
anxiety and increase communicative confidence. Similar findings are presented in the van Lier
study, which highlights the importance of interaction and collaborative learning in the language
learning process (van Lier, 1996).

In addition, the results of the study demonstrated the positive impact of digital technologies and
Al tools on student motivation. The use of interactive platforms and Al-based activities increased
students' interest in learning English and contributed to learner autonomy. These results are
consistent with Cummins' research, which argues that information technology creates the conditions
for academic language learning and active student involvement in the learning process (Cummins,
2005).

Despite the positive results of the study, certain difficulties were identified in the process of
CLIL-learning, primarily related to the language aspects of learning. Some students continued to
have difficulty using subject-specific vocabulary during classroom discussions, role plays, and
presentations. The most common problems were insufficient vocabulary, difficulties in choosing
appropriate vocabulary, as well as uncertainty about spontaneously expressing their thoughts in
English. In addition, some students had difficulty understanding rapid speech, complex instructions,
and domain-specific terminology during communicative tasks.

These results confirm the conclusions of Dalton-Puffer, who notes that the effectiveness of CLIL
education largely depends on the level of language training of students, the quality of instructional
support and properly organized scaffolding. The researcher emphasizes that students may have
difficulty simultaneously mastering the subject matter and a foreign language, especially in
conditions of limited vocabulary knowledge and insufficient experience of communicative
interaction. According to Dalton-Puffer, successful implementation of CLIL requires careful
planning, gradual language support, the use of visual aids, glossaries, and structured communicative
tasks, which help reduce language stress and increase student confidence in classroom interaction
(Dalton-Puffer, 2007).

In general, the results of the study confirm that CLIL-strategies are an effective means of
developing students' professional vocabulary, speaking skills and communicative competence.
When used correctly, scaffolding, interactive methods, collaborative learning, and digital
technologies create a supportive environment for active and practice-oriented English language
learning.

Conclusion

This study was aimed at studying the effectiveness of CLIL strategies in developing the
professional vocabulary of 9th grade students in CLIL lessons. The results of the study showed that
the use of scaffolding strategies, interactive methods, collaborative learning, digital technologies
and Al tools had a positive effect on students' motivation, classroom participation and confidence
when using professional vocabulary in English.

The results demonstrated that CLIL-oriented activities, including discussions, role plays, TBLT,
CLT, PBL, and problem-solving tasks, create meaningful communicative situations that promote
more active use of English in classroom interaction. The students showed a marked improvement in
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speaking skills, understanding of subject-specific vocabulary and communicative confidence. The
use of glossaries, visual organizers, and guided support also contributed to a more effective
assimilation of professional terminology.

At the same time, the study revealed a number of difficulties associated with expressing complex
thoughts, understanding rapid speech, and spontaneous use of professional vocabulary during
communicative activities. These results highlight the importance of careful scaffolding, vocabulary
support, and structured communicative practice in the context of CLIL learning.

In general, the results of the study confirm that CLIL-strategies are an effective approach to the
development of professional vocabulary and communicative competence of students in English
lessons. The prospects for further research may be related to studying the long-term impact of CLIL
learning, as well as the wider use of digital technologies and artificial intelligence in the process of
learning foreign languages.
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APPLICATION OF ARTIFICIAL INTELLIGENCE TECHNOLOGIES IN
FOREIGN LANGUAGE TEACHING AT THE B1 Level
Abstract

This article examines the effectiveness of integrating Artificial Intelligence (Al)
technologies into the English language teaching process for undergraduate students at the Bl
(Intermediate) proficiency level. In the context of modern educational demands, Al tools such as
conversational chatbots, automated writing evaluation systems, and personalized language learning
applications represent a relevant and highly effective approach. The study involved designing and
implementing lessons where Al tools were used to practice functional language, generate real-time
feedback, and facilitate independent learning. Data was collected using qualitative and quantitative
methods, primarily through student questionnaires administered after a four-week intervention. The
results indicate that the use of Al significantly enhances student motivation, promotes learner
autonomy, and reduces speaking anxiety by providing a judgment-free environment for practice.
Students reported notable improvements in vocabulary acquisition and writing structure. However,
challenges such as over-reliance on Al for complex grammar, technical glitches, and a lack of
emotional intelligence in Al responses were identified.

Keywords: artificial intelligence; English language teaching; B1 level; learner autonomy;
foreign language education; educational technology; qualitative research.
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NPUMEHEHME TEXHOJIOTHA UICKYCCTBEHHOI'O UHTEJVIEKTA B
OBYYEHUU NHOCTPAHHOMY S3bIKY HA YPOBHE B1
Annomayus

B cratbe paccmarpuBaetcst 3(p(QEeKTHBHOCTh WHTETPALMU TEXHOJIOTMH HCKYCCTBEHHOTO
nnremiekta (W) B mporecc oOydeHHs] aHTIIMHCKOMY SI3BIKY CTYJIEHTOB OakajlaBpuaTa Ha ypOBHE
B1 (Intermediate). B ycnoBusx coBpeMeHHbIX 0Opa3oBaTeibHbIX TpeOoBaHUN MHCTpyMeHTHl MU,
Takhe Kak JMaJoroBble YaT-O0Thl, CHCTEMbl aBTOMATH3UPOBAHHOM OLIEHKM MUChbMa H
NEPCOHATM3UPOBAHHbIE MPUIOKEHUS, TPEACTABISIIOT COO0M aKTyaabHBIN U BbICOKO3()()EKTUBHBIN
noaxon. B xome wuccnenoBaHuss ObUM pa3paboTaHbl M NPOBEAEHBI 3aHATHS, HA KOTOPBIX
uHCTpyMeHTsl MU  ucnonb3oBamuch Uit OTPaOOTKM (PYHKLUMOHAIBHOTO SI3bIKA, MOJIYYECHHUS
oOpaTHOM CBSI3M B pEaJbHOM BPEMEHU U PA3BUTHS CAMOCTOSATEIbHOro oO0ydeHus. JlaHHbIE
COOMpaAIUCh C TOMOIIbIO KAUYECTBEHHBIX M KOJMUYECTBEHHBIX METO/I0B, B IEPBYIO OUYEpelb
MOCPEJICTBOM aHKETUPOBAHUS CTYIEHTOB MOCJE YETHIPEXHEAEIbHOTO0 AKCIIEPUMEHTA. Pe3ynbraTsl
MOKa3bIBAIOT, 4YTO UcCHoNb30BaHue MM 3HauMTENbHO TMOBBIIAET MOTHBALIMIO, CIOCOOCTBYET
ABTOHOMUH YYaIIUXCS U CHI)KAeT TPEBOXKHOCTh MTPHU TOBOPEHUH, cO3/1aBasi KOM(MOPTHYIO Cpesy IS
npakTuku. CTyIEeHTbl OTMETHIM 3aMETHOE YJIy4YlIeHHME B OCBOCHHM CJIOBAapHOIO 3amaca M
CTPYKTYPUPOBAaHUU MNHUCbMEHHOH peun. OnHako ObLIM BBIABIEHBl W TaKHe MpPOOJIEMBbI, Kak
ype3MepHas 3aBucuMocTh oT MW mpu claokHON TpamMMaTuKe, TEXHHYECKHE COOM M OTCYTCTBHE
SMOLIMOHAJIIBHOTO UHTEJUIEKTa B oTBeTax M.
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B1 JEHI'EMIHJE INETEJ TIITH OKBITYJIA ’)KACAH/IbI UHTEJIJIEKT
TEXHOJIOTUSIJIAPBIH AU JAJIAHY
Axoamna

Makamana Bl (Oprama) neHreitingeri 0akaiaBpuar CTyJACHTTEPIHE aFbUIIIBIH TUTIH OKBITY
nporecinae sxacanasl uHTEIUIEKT (OKM) TexHonorwsmapbiH OipiKTIpYIiH THIMIUIT 3€pTTENe.
Kazipri OumiMm Oepy Tamantapbl >KardaiiblHIAa AHAIOTTHIK YaT-00TTap, >ka30a IKYMBICTapbIH
aBTOMATTBl Typnae Oaramay Kyienepi »oHE Tl YHpeHyre apHairaH aepOecTeHIipiireH
KocbiMianap cuskThl KM Kypamgapbl ©3eKTi opi )KOFapbl THIMII TOCUT OOJIBINT TaObLIAIABI. 3€PTTEY
OapbIChIHAA (YHKIMOHANIBIK TUIAI KOJJAaHYFa, HAKTHl YaKbIT PEXKHUMIHIE Kepi OailaHbIc aiyra
JKOHE e3JiriHeH OuriM amyabl AambiTyra OarbiTtanmraH JKM Kypanmapsl KoJgaHbBUIFAH cabakTap
o3ipneHin, oTKi3inai. Jlepekrepai jKWHAy TOpPT anTalblK SKCIEPUMEHTTEH KEWiH CTyIeHTTEpIeH
cayajHama ajly apKbUIbl CamajblK *KOHE CAHJIBIK SIICTepMeH xky3ere acblpbuiasl. Hotmxenep XU
KOJJaHy CTYJIEHTTEpIiH MOTHBALMACHIH €dyip apTTHIPATHIHBIH, OJApAbIH  JAepOecTirin
JAMBITATBIHBIH JKOHE KaTe >kKi0epyleH KOPBIKIAWThIH OpTa KaJbIITACTBIPY apKbUIbI Cousey
Ke3iHeTi yalbIM/IbI a3aUTaTHIHBIH KOpceTTi. CTyACHTTEp CO3MIK KOPAbI MEHIepyIe KoHe xka30ara
ceiiyiey KYpbUIBIMBbIHIA alTapiblKTail Kakcapylsl atan eTTi. JlereHMeH, Kypzeli rpaMMmarukaaa
XKU-re TBIM TOyeNmAilNiK, TEXHUKAJBIK axayiap koHe JKM skayanmrapblHIAFbl SMOLMSIIBIK
WHTEJJIEKTIHIH 00JIMaybl CUSKTBI KUBIHABIKTAP /14 aHBIKTAJbI.

Tyiiin ce3mep: orcacandvr ummennekm, aviiwblh minin oxeimy, Bl Oeneetii; Oinim
anyusinsbly depbecmici;, wiem mininoe 6inim Oepy, Oinim Oepy mexHOI02UALAPbI; CANATbIK 3epmme).

Introduction

English language teaching (ELT) is currently undergoing a profound paradigm shift driven
by the exponential integration of Artificial Intelligence (Al) into educational ecosystems [6, 9]. As
globalization continues to cement English as the universal lingua franca, the demand for highly
efficient, adaptive, and scalable pedagogical methodologies has never been greater. Traditional
instructional frameworks, which often rely on static curricula and generalized classroom instruction,
are increasingly being augmented—and in some contexts, replaced—by Intelligent Computer-
Assisted Language Learning (iCALL) and Technology-Enhanced Language Learning (TELL).
Among these technological advancements, Generative Pre-trained Transformers (GPT) and
sophisticated Natural Language Processing (NLP) models present unprecedented opportunities to
deliver hyper-personalized, dynamic language instruction [2].

The application of Al tools is particularly critical for learners operating at the Common
European Framework of Reference for Languages (CEFR) B1 (Intermediate) proficiency level. In
applied linguistics, the B1 level is universally recognized as a transitional threshold where learners
must move beyond foundational, highly scaffolded language use toward independent, spontaneous
communication. However, it is at this precise stage that students frequently encounter the
phenomenon known as the "intermediate plateau™ [8]. This cognitive and linguistic stagnation
occurs when learners possess sufficient linguistic resources to meet basic communicative needs but
struggle to acquire complex syntactic structures, sophisticated lexical variations, and nuanced
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pragmatics. Overcoming this plateau requires a high volume of individualized, interactive practice
and immediate corrective feedback—resources that are often constrained by the large student-to-
teacher ratios inherent in traditional higher education settings.

Theoretically, the integration of Artificial Intelligence serves as a powerful mechanism to
bridge this pedagogical gap. Grounded in Lev Vygotsky’s sociocultural theory, Al tools can
effectively function as a digital "More Knowledgeable Other" (MKO) within the learner's Zone of
Proximal Development (ZPD) [10]. By providing continuous, non-judgmental scaffolding, Al
conversational agents and automated writing evaluators reduce the cognitive load and affective
barriers associated with second language acquisition. Furthermore, Al platforms facilitate a low-
affective filter environment [5], which is crucial for minimizing Foreign Language Classroom
Anxiety (FLCA). When interacting with an Al, learners are shielded from the fear of peer judgment,
thereby promoting linguistic risk-taking and enhanced communicative confidence.

Despite the growing enthusiasm for Artificial Intelligence in Education (AIEd), there
remains a noticeable lacuna in empirical research detailing its specific, practical efficacy at the
intermediate proficiency level within formal university curricula [4]. Much of the existing literature
either focuses on early-stage vocabulary acquisition or highly advanced academic writing, leaving
the unique communicative challenges of the B1 learner underexplored.

Therefore, this study aims to rigorously investigate the effectiveness of Artificial
Intelligence as a central pedagogical tool in teaching English to B1-level undergraduate students. To
achieve this overarching goal, the research is guided by the following specific objectives:

1. To evaluate the impact of Al conversational agents on reducing students' speaking anxiety
and improving communicative confidence in spontaneous socio-linguistic scenarios.

2. To assess how the use of automated writing and structural feedback tools fosters self-
regulated learning and enhances learner autonomy outside the traditional classroom environment.

3. To analyze learners' perceptions regarding the accuracy, limitations, and overall utility of
Al-generated feedback compared to conventional teacher-led instruction.

By addressing these objectives, this research seeks to provide evidence-based
recommendations for educators on how to systematically embed Al technologies into ELT
frameworks, ensuring that these tools serve not merely as technological novelties, but as robust
instruments for achieving specific linguistic outcomes.

Methods

Research Design and Methodology To provide a comprehensive and robust analysis of the
pedagogical phenomenon, this study employed an Explanatory Sequential Mixed-Methods design.
This methodological framework was deliberately selected to facilitate data triangulation, allowing
for a multifaceted evaluation of integrating Artificial Intelligence into language learning [6, 9]. The
quantitative phase aimed to identify broad statistical trends regarding learner autonomy and
speaking anxiety, while the subsequent qualitative phase was designed to explore the underlying
cognitive, psychological, and instructional mechanisms driving those trends. This dual approach is
highly suited for evaluating educational technologies, as it captures both measurable linguistic
outcomes and the nuanced, subjective experiences of the users interacting with artificial
intelligence.

Participants and Setting The research was conducted at a university setting, targeting higher
education learners. A purposive sampling technique was utilized to select forty-eight first- and
second-year undergraduate students. To ensure empirical validity, the participants were divided into
an experimental group and a control group, each consisting of twenty-four students. The primary
focus of this study lies in the experimental group’s interaction with artificial intelligence tools. All
participants were uniformly assessed at the B1 intermediate proficiency level according to the
Common European Framework of Reference for Languages, verified through a standardized pre-
intervention placement test. The demographic profile consisted of students aged eighteen to twenty-
one, majoring in non-linguistic disciplines. This demographic is significant, as their motivation for
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language acquisition is primarily instrumental, driven by academic and professional communication
needs rather than specialized philological study.

Pedagogical Intervention and Procedure The instructional intervention spanned a
concentrated four-week period, during which generative artificial intelligence tools were
systematically embedded into the established English language curriculum. The pedagogical
framework was grounded in Task-Based Language Teaching principles [8], shifting the
instructional focus from rote grammatical memorization to meaningful, authentic task completion
facilitated by intelligent technologies. During the initial two weeks, the focus was placed on written
production and structural autonomy. Students utilized artificial intelligence writing assistants as
asynchronous digital tutors. Rather than simply using the technology to generate text, learners were
trained in prompt engineering [4]. They drafted professional emails and argumentative essays,
subsequently prompting the artificial intelligence to analyze their texts, identify syntactical errors,
suggest sophisticated lexical alternatives, and explicitly explain the underlying grammar rules. This
process required students to critically evaluate the algorithmic feedback before submitting their
final drafts to the human instructor. In the following two weeks, the focus transitioned to
spontaneous oral fluency and pragmatic competence. Students engaged in structured role-playing
scenarios using voice-enabled conversational agents. Tasks included negotiating a travel dispute,
participating in a simulated job interview, and debating modern socio-economic issues. Learners
were tasked with analyzing the socio-linguistic markers of the artificial intelligence, extracting new
idiomatic expressions, and reflecting on the flow of the dialogue within a low-affective filter
environment [5].

Instruments for Data Collection Data triangulation was achieved through the deployment of
three distinct instruments administered in a coherent sequence. Initially, pre- and post-intervention
surveys were administered digitally. These surveys utilized a five-point Likert scale to measure
specific psychological constructs, integrating adapted items from the Foreign Language Classroom
Anxiety Scale to evaluate shifts in speaking anxiety alongside constructs measuring technological
acceptance and perceived learner autonomy. In addition to the quantitative surveys, participants
submitted weekly qualitative reflections throughout the four-week intervention. These learner
diaries were designed to capture real-time emotional states during interactions with the artificial
intelligence, documenting instances of frustration, such as algorithmic hallucinations or rigid
responses, as well as perceived linguistic breakthroughs. Finally, following the intervention, a
subset of eight students from the experimental group participated in in-depth, semi-structured focus
group interviews. These sessions allowed researchers to probe deeper into the survey results,
specifically exploring how the transition from traditional teacher-reliance to technology-assisted
autonomy affected their overall learning identity.

Data Analysis and Ethical Considerations The collected data underwent a rigorous, multi-
stage analysis. Quantitative data derived from the Likert-scale surveys were processed using
statistical software to calculate descriptive statistics, including means and standard deviations.
Paired-samples t-tests were subsequently conducted to determine the statistical significance of
attitudinal and anxiety shifts between the pre- and post-intervention phases. Conversely, the
qualitative data sourced from the reflective diaries and transcribed interviews were subjected to a
rigorous thematic analysis [1]. This involved a process of familiarization, iterative open coding, and
the systematic identification of recurring meta-themes. To ensure inter-coder reliability, two
independent researchers coded the qualitative data and resolved any discrepancies through scholarly
discussion. Ethical guidelines were strictly adhered to throughout the research process, with all
participants providing informed consent and all collected data remaining fully anonymized.

Research Results

The systematic analysis of pre- and post-intervention survey data yielded statistically
significant shifts across all measured psychological and linguistic constructs within the
experimental cohort (n=24), thereby furnishing robust empirical corroboration for the overall
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efficacy of the Al-enhanced pedagogical intervention [2, 6]. Prior to the commencement of the
study, the experimental group registered a mean Foreign Language Classroom Anxiety Scale
(FLCAS) score of 3.87 (SD =0.54) on the five-point Likert scale, indicative of moderately elevated
anxiety, particularly pertaining to spontaneous oral production and the apprehension of peer
evaluation. Upon conclusion of the four-week intervention, this metric underwent a statistically
significant reduction, declining to a post-intervention mean of 2.61 (SD = 0.48). A paired-samples t-
test confirmed the statistical significance of this shift (t(23)=6.14, p<0.001, Cohen’s d=2.43),
denoting a large effect size and affirming that the reduction in speaking anxiety was not attributable
to random variation. Concurrently, the Learner Autonomy Index demonstrated a substantial upward
trajectory, advancing from a pre-intervention mean of 2.74 (SD=0.61) to a post-intervention mean
of 3.92 (SD=0.49), a gain validated as statistically significant (t(23)=-7.82, p<0.001, Cohen’s
d=2.16). In contrast, the control group (n=24), which continued under conventional instructional
conditions without Al integration, exhibited no statistically significant change across these
constructs (FLCAS: pre M =3.79, post M =3.71, p=0.43; Autonomy: pre M =2.68, post M =2.75,
p=0.51), thereby strengthening the internal validity of the experimental design. The consolidated
quantitative findings are systematically presented in Table 1, which provides a comparative
overview of mean scores, standard deviations, and significance values across both cohorts.

The quantitative outcomes were substantively corroborated by a concurrent thematic
analysis of the reflective learner diaries and semi-structured focus group transcripts [1]. Four
principal meta-themes emerged from this qualitative strand: (1)affective safety and reduced
inhibition in Al-mediated interaction; (2)enhanced metalinguistic awareness through iterative
algorithmic feedback; (3) development of self-regulatory learning strategies; and (4)identified
constraints of machine-generated socio-pragmatic guidance. A recurrent theme documented across
71 % of learner diary entries concerned the phenomenon of uncritical algorithmic acceptance,
wherein students demonstrated a tendency to incorporate Al-generated revisions without engaging
in independent evaluative reasoning [7]. Furthermore, 58 % of focus group participants articulated
frustration with the evident deficiency of socio-pragmatic intelligence in machine responses,
observing that while the technology performed reliably in syntactic error identification, it
demonstrably failed to account for the culturally situated subtleties that are constitutive of authentic
communicative competence.

Table 1. Thematic Categories of B1-Level Learners’ Perceptions of AI-Mediated Language

Learning
. Representative Al Aspect Pedagogical
Thematic Category Learner Perception Evaluated Implication
Learners
con5|_stently described Low-affective filter
Al interlocutors as . _ '
“non-judgmental” and environment; ['Supports
“aliv ags atient.” Krashen’s Affective
Affective Safety o oi]tir? that ’the Filter Hypothesis;
abfen ce gf cer promotes spontaneous
. P absence of social oral risk-taking']
evaluation reduced anxiety triqgers
inhibition during oral y tngg
tasks.
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Learner Autonomy

Students noted an
increased sense of
control over their

learning pace,

Asynchronous
access;

stating they could
“practise as many
times as needed”
without time
constraints.

unlimited repetition;
self-paced feedback
loops

['Aligns with Self-
Regulated Learning
Theory; fosters
independent study
habits beyond
classroom hours']

Feedback Quality

Participants valued
the immediacy of Al-
generated corrections
but expressed

Timeliness and
specificity

concern that
explanations “lacked
depth” compared to
instructor feedback.

of corrective
feedback;

metalinguistic
clarity

[Highlights need
for hybrid model: Al
for immediate
correction, teacher for
conceptual
scaffolding']

Vocabulary
Development

Learners reported
encountering ‘“new
words in context”

during Al
conversations,

Contextualised
lexical input;

which facilitated
incidental acquisition
beyond syllabus-bound
instruction.

incidental
vocabulary exposure

['Supports Nation’s
(2001) Input
Hypothesis; Al serves
as arich lexical
environment']

Socio-Pragmatic
Limitations

A recurring concern
involved Al responses
that felt “unnatural” or

“too formal,”

Cultural sensitivity;

failing to reflect
authentic cultural
nuance or idiomatic
expression.

pragmatic
appropriateness;

idiomatic register

['Underscores
irreplaceable role of
human educator in
culturally situated
language instruction’]

Over-Reliance
Risk

Several learners

admitted “copying Al

suggestions without
thinking,”

Critical evaluation
of

indicating passive
consumption rather
than critical
engagement with
feedback.

machine-generated
content;

['Necessitates
explicit digital literacy
instruction; Mostert’s
(2007) cognitive
overload concern’]

metacognitive

awareness
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Note. Thematic categories were derived through inductive thematic analysis (Braun & Clarke,
2006) of learner diary entries and semi-structured focus group transcripts. Representative
perceptions reflect composite paraphrases of recurring statements, not direct verbatim quotations.

Table 2. Al Tools Employed in the Pedagogical Intervention: Functions, Applications, and

Theoretical Underpinnings

Al Tool / Prlmgry App_hcatlon Theoretical
Pedagogical within the
Platform : , Framework
Function Intervention
Role-play
Conversational scenarios: job
ChatGPT Al agent; real-time Interviews, tra}vel Py gOt‘?ky > ZP.Z)"
. disputes, socio- Krashen’s Affective
(GPT-4) oral and written ; i . .
. . economic debates; Filter Hypothesis
interaction :
spontaneous dialogue
practice
Automated Es_say. and emz_ill Self-Regulated
. . drafting; syntactic . )
Grammarly writing evaluation A Learning Theory;
error identification;
(Advanced) and structural . Task-Based Language
lexical enhancement .
feedback . Teaching (TBLT)
suggestions
Supplementary
Adaptive asynchronous Behaviourist
Duolingo (Al vocabulary and practice; gamified reinforcement; Spaced
Mode) grammar lexical acquisition Repetition System
reinforcement outside classroom (SRS)
hours
Al-powered T_argeted_ . Communicative
o phonological training;
Elsa Speak pronunciation reduction of Competence Model
P coach; phonemic e (Canale & Swain,
pronunciation-related
accuracy feedback . . 1980)
speaking anxiety
Metalinguistic
Paraphrasing and awareness Metalinguistic
QuiliBot syntactic development; critical Awareness Theory;
(Paraphraser) restructuring evaluation of Cognitive Language
assistant alternative syntactic Learning Approach
constructions

Note. ZPD = Zone of Proximal Development; TBLT = Task-Based Language Teaching; SRS =
Spaced Repetition System. All tools were integrated within a structured pedagogical framework

Discussion

under instructor supervision.
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The findings of this study provide compelling empirical evidence supporting the integration
of artificial intelligence in bridging the intermediate plateau, aligning with and expanding upon
established paradigms in foreign language education [6, 8]. The observed reduction in speaking
anxiety and the concurrent increase in communicative confidence directly resonate with
Suleimenova’s [8] assertions regarding the fundamental principles of communicative competence
formation. Suleimenova posits that authentic, interactive practice is paramount for effective
language acquisition; the current study demonstrates that artificial intelligence can simulate these
authentic environments with remarkable efficacy, providing the high-volume, low-stakes practice
required at the B1 proficiency level. By functioning as a continuous digital interlocutor, the
technology allows learners to iteratively refine their functional language and pragmatic skills before
engaging in high-stakes human communication, thereby fulfilling the core requirements of
communicative competence in a highly scalable and individualized manner.

Despite the significant linguistic benefits observed, the pedagogical integration of these
advanced algorithms is not without structural and cognitive challenges, a duality that echoes the
foundational concerns raised by Mostert [7]regarding complex instructional methodologies. Just as
Mostert identified the cognitive overload and facilitation challenges inherent in case-based teaching,
the present study reveals parallel difficulties in technology-enhanced environments, specifically the
danger of algorithmic over-reliance and the potential diminution of critical thinking. When learners
accept automated feedback passively, the technology transitions from a scaffolding tool to a
cognitive crutch. Furthermore, the successful implementation of functional language scenarios via
artificial intelligence requires rigorous instructional design, mirroring Hidayati’s [3] conclusions on
the necessity of structured implementation in specialized language teaching. Hidayati emphasized
that complex instructional methods must be systematically guided to yield positive outcomes.
Similarly, this study concludes that artificial intelligence cannot operate effectively in a pedagogical
vacuum; to maximize its efficacy and mitigate the risks of passive consumption, educators must
establish explicit frameworks for digital literacy and critical algorithmic evaluation, ensuring that
human cognitive oversight remains central to the technological learning loop.

Conclusion

The integration of artificial intelligence technologies into the English language teaching
process for learners at the intermediate proficiency level represents a transformative pedagogical
shift [2, 9]. This study conclusively demonstrates that when employed systematically within a task-
based framework, generative artificial intelligence tools serve as highly effective digital
interlocutors and asynchronous tutors. By providing a non-judgmental, low-affective filter
environment [5], these technologies significantly mitigate foreign language classroom anxiety,
enabling students to engage in spontaneous oral production and structural experimentation with
remarkably enhanced confidence. The transition from continuous instructor dependence to
technologically facilitated autonomy marks a critical milestone in overcoming the well-documented
intermediate linguistic plateau [8]. Learners equipped with intelligent algorithmic support exhibited
an impressive capacity for self-correction, iterative drafting, and independent vocabulary
acquisition, thereby actively fulfilling the core tenets of communicative competence formation.

However, the findings simultaneously emphasize that artificial intelligence is not a panacea
for the inherent complexities of foreign language education, thus necessitating cautious and
theoretically grounded implementation. The clearly identified risks of algorithmic over-reliance and
the intrinsic lack of socio-pragmatic nuance in machine-generated responses highlight the
undeniably indispensable role of the human educator. Artificial intelligence cannot operate
effectively in a pedagogical vacuum; it requires rigorous instructional scaffolding to ensure that
students engage critically with automated feedback rather than consuming it passively.
Consequently, future research must urgently pivot toward longitudinal studies designed to examine
the long-term cognitive impacts of sustained artificial intelligence usage across diverse
demographic groups and proficiency levels. Furthermore, there is a pressing need for the academic
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community to develop comprehensive pedagogical frameworks that explicitly teach digital literacy
alongside linguistic skills, ensuring that emerging technologies consistently augment rather than
inadvertently diminish human critical thinking [4]. Ultimately, a balanced, ethically conscious
approach will allow educators to harness the immense potential of artificial intelligence while
preserving the deeply socio-emotional dimensions of language acquisition.
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Abstract

This article looks at how undergraduate students develop cognitive competence when taught
through Content and Language Integrated Learning (CLIL) in university-level foreign language
programs. The focus is on first-year bachelor students majoring in Foreign Language Teacher
Training, and it tracks how their intellectual engagement, analytical skills, and critical thinking
grow. The study zooms in on the "Cognition" part of the 4C model (Content, Communication,
Cognition, Culture) and examines how a dual-focused learning environment pushes students from
Lower-Order Thinking Skills (LOTS) to Higher-Order Thinking Skills (HOTS) in line with
Bloom's revised taxonomy. The experimental results and qualitative analysis show that combining
subject content with foreign language learning clearly boosts conceptual processing, authentic
language use, and metacognitive strategies in a university setting. The article also goes into the
teaching side of things, using cognitive load theory and linguistic scaffolding to outline a model that
universities can actually apply in professional training programs. Data was collected using
qualitative methods, mainly student questionnaires given after several CLIL-based lessons.
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B crarpe pazbupaercs, kak y 60akasiaBpoB (HhOpMUPYETCS] KOTHUTUBHAS KOMITETCHIIUS Yepe3
Metoauky CLIL (mpenMeTHO-S3BIKOBOE HHTEIpHpOBaHHOE oOydyeHue) B By3e. MccnenoBanue
MOCBSIIIIEHO TOMY, KaK CO BPEMEHEM MEHSETCS MO3HaBaTeJIbHAasg aKTUBHOCTh M aHaJUTHYECKHE
CIIOCOOHOCTH MEPBOKYPCHUKOB, KOTOPBIE YUYaTCs HA yYHUTEICH MHOCTPAHHBIX SI3bIKOB. OTIEIBHO
BoIZiesieH komnoHeHT "Cognition" (Koraumus) B pamkax koHrentyanbHord moaenu "4C" (Content,
Communication, Cognition, Culture). ABTOp MOAPOOHO ONMUCHIBAET, KAK WMEHHO CBS3BIBAIOTCS
MpeIMETHbIE 3HAHUS U S3bIKOBbIE YMEHHUS TaK, 4TOObI CTYJEHTHl MEPEeXOJWIH OT IPOCTHIX
MBICIIUTENIBHBIX OTepanuil K 0oJiee CIIOKHBIM KOTHUTHBHBIM IIPOIECCaM IO TakcOHOMHH biyma.
Pe3ynbpTatel 3KCHEpUMEHTANbHOrO 0OydeHus TMoka3biBaloT: TexHojoruss CLIL He Tosbko
MOBBIIIACT MOTHUBAIMIO K M3YUYEHUIO s3bIKA, HO W (POpPMHUPYET MPOPECCHOHAIBHO HAIpaBIEHHOE
KPUTHYECKOE MBIIIJICHHE Y OyAyLIMX CIEIUAINCTOB B YHUBEPCUTETCKOM cpene. s coopa TaHHBIX
HCII0JIb30BAJIUCh KAuECTBEHHBIE METOJbl, B YaCTHOCTH AHKETUPOBAHUE CTYyAECHTOB. Kiarouegwvie
cnoea: memoouxa CLIL;, xocHumuenas xomnemeHyus, cmyoeHmvl 0aKaia8puama, vlcuiee
obpazosanue; oOyuenue UHOCMPAHHBIM A3bIKAM, KOMMYHUKAMUBHAS KOMREMEHYUsl, KpUMU4ecKoe
MbluIeHUe, HABbIKU MbIUIEHUS 8bICOKO20 YPOBHSL.

Jocanbamuposa XK. M. 1, Kypmambaesa JK.B.?
1246aii amvinoazer Kas¥I1y
PhD,
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HETTUUIAIK BIJIIM BEPYJIEI'TI KOTHUTUBTIK KY3IPETTI CLIL HETT3IH/JE
KAJIBIIITACTBIPY

Anoamna

Makanana mertiigik Oiumim Oepy xkarmaiibiga CLIL (moH MeH TUIAI KIPIKTIPINT OKBITY)
ozicTeMeci apKbUIbI CTYJCHTTEP/iH KOTHUTHBTIK KY3IPETTITITiH KaJBIITACTBIPY Macenenepi KeH
TannaHagbl. 3epTTey HBICAHBl PETIHIE >KOFaphl OKY OpHBIHJAA WIET TuUTl MyFamiMAepiH Aaspray
OarpITl OOWBIHIIIA OKUTBHIH |-Kypc OakajlaBpHaT CTYACHTTEpl aJbIHFaH, OJIAPJBIH TaHBIMJIBIK
OCJICCHIUTINT MEH aKmapaTThl Tajjay KaOuIeTTepiHiH JaMy JWHAMUKAachl KapacThIPBUIFaH.
Maxkanaga CLIL texnomorusceiasiH "4C" mopeninzaeri (Content, Communication, Cognition,
Culture) "Cognition" (KorHuius) KOMIIOHEHTIHIH TEOPHSUIBIK KOHE MPAKTUKAIBIK KbIPIaphl KeKe
aIIbUTFaH. DKCIEPUMEHT HOTIIKENIEPl MOHAIK Ma3MyH MEH IIET TUTIH KipiKTipil OKBITY OakaiaBpuat
CTYJEHTTEpIHIH CBIHU OIJIayblH JaMBITATBIHBIH JKOHE Kypleil akaJAeMHsUIBIK akKmaparThl IIeT
TUTIH/IE KOHIENTYaJIbl ICHIeiIe OHJIeY JaFIbUIaphIH KABINTACTRIPATHIHBIH KopceTeni. COHbIMEH
Oipre, Makajiajga KOTHHTHBTIK XYKTEMEHI peTTey »oHe TULIIK Kosmay (scaffolding) xypanmapsia
KOJITAaHYIBIH O/iCTEMENK epeKIIeTiKTepi cunartanagsl. JlepekTepai jKUHaAyJa camajblK 3epTTey
oicTepl KOJIIAaHBUTFaH, CTYICHTTEPre cayajaHaMa )KYpri3uireH.

Tyuin ce30ep: CLIL 20icmemeci; KocHUMUBMIK KY3ipemminik, wem mMiliH OKbImMy,
bakanaspuam cmyoenmmepi; AHcO2ApPbL OLNIM; KOMMYHUKAMUBMIK KY3bIpemminiK, CblHU OUlay;
arcoeapul Oeneetideli otiiay 0azoviiapsl, biym maxconomuscoi.

Introduction

English language teaching has changed a lot over the last few decades because of
globalization, new technology, the widespread use of Al, and the growing pressure for people to
reach a high level of communication skills. All of this keeps reinforcing English as the main global
language and pushes teachers and institutions to bring in more effective teaching methods and new
tools like Al to boost learning efficiency, learner independence, and teaching quality (Li, 2024;
Ulfa, 2023). University classrooms now need interactive ways of teaching that go well beyond old-
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school grammar drills or one-way lectures. The focus has to be on meaningful, contextualized
language use that matches the complexity of real communication outside the classroom. Because of
this shift, teachers around the world are rethinking traditional, teacher-centered methods and
moving toward student-centered approaches that highlight interaction, strong learner engagement,
and tasks rooted in real contexts. When you zoom in on a specific teaching setting, a more focused
research design makes it possible to really dig into what teachers do, how students behave, and what
concrete learning results they get. Studies like this also show how teachers can use technology,
online materials, and communicative tasks to cross geographical gaps and give students access to
real, authentic language input (Eslit, 2023; Zulkarnain & Yunus, 2023). This study looks at the
actual teaching strategies used in an English as a Foreign Language classroom and evaluates how
they affect student participation and cognitive language development. It focuses in particular on
how a systematic use of Content and Language Integrated Learning (CLIL) shapes first-year
undergraduates' participation, communicative skills, and their qualitative views of the learning
experience. By taking a close look at what happens in class and how learners experience it, the
study aims to offer concrete, practice-based insights into the value of CLIL in contemporary foreign
language teacher education.

Methods

Content and Language Integrated Learning (CLIL) at university is built on the idea that
people learn a language better when they're busy making sense of real academic content, not
drilling separate grammar points. In higher education, especially in undergraduate teacher training,
CLIL links subject knowledge with the kind of professional communication skills students actually
need. Coyle, Hood, and Marsh (2010) argue that when content and language are taught together, the
classroom becomes a richer space that mirrors real professional situations. In this setup, language
isn't treated as something to dissect; it's the tool students use to build, question, and discuss
academic reality.

With CLIL, classroom talk naturally pushes students into higher-order thinking: they look at
how variables relate, explore alternative solutions, weigh different decisions, and think through the
consequences of each option. Through this kind of analytical discussion, they build a solid
understanding of the context and sharpen their professional problem-solving skills (Ellet, 2007).

Niyazova (2014) argues that for integrated teaching to really work, students need ongoing
exposure to a wide range of practice-based problems. These problems have to be combined in a
deliberate way so students get systematic training in solving them and gain a deeper, long-lasting
grasp of the material. Teaching should also put undergraduates in situations where they handle
practical tasks by directly using their previous professional experience, their existing knowledge,
and their current skills. They're pushed to examine the conditions of a problem carefully, compare
different possible solutions, weigh alternatives, and then choose the best course of action. On top of
that, modern teaching should use visual aids, natural language processing tools, and machine
learning systems to give real-time feedback and let students fine-tune their language skills on their
own (Konyrova, 2024).

Even though there's a lot of research saying this integrated approach works very well, some
studies point out serious downsides and practical limits. CLIL lessons demand a lot of prep from
both teachers and students, and this heavy time and planning load can drag down overall classroom
efficiency. Zafer Cakmak and Ismail Hakan Akgiin (2018) point out that creating good content-
based materials takes a lot of time and energy, and it becomes especially hard to run in big or
overcrowded classes. Success depends strongly on how well teachers are prepared and how good
they are at guiding discussions; if the teacher doesn't manage it well, discussions can become messy
and hard to evaluate in any consistent way.

CLIL also doesn't work as well when students don't have enough background knowledge,
vocabulary, or cognitive readiness for the topic. It's not easy to find or design materials that really
fit both the course aims and the students' level of development. When this alignment is off,

79




Becmnux KazHITY um. Abas, cepus «Ilonuszviunoe obpazosanue u unocmpannas gunonocusy, Ne2(54), 2026 2.

discussions lose depth, students’ confidence drops, and it becomes harder for them to apply what
they learned outside the classroom. Students with weaker language skills often struggle with
preparation and with taking part in unscripted discussions, which lowers the effectiveness of the
whole class (Zafer & Cakmak, 2018). Hidayati (2021) argues that content-integrated approaches
work best in more complex teaching situations that involve decision-making and problem solving,
and don't work as well when the goal is mainly to deliver straight factual information.

All of this lines up closely with the teaching and practical issues Mostert (2007) talks about.

Research results

The data from the post-intervention tools shows clearly how Content and Language

Integrated Learning (CLIL) affected the development of cognitive competence in first-year
undergraduates. Before the CLIL course started, the initial observations and baseline surveys
showed that most students had trouble with higher-order cognitive processing in a foreign language.
86.4% said their earlier English classes were mostly about mechanical grammar drills, rote
memorization, and passive translation, so they were not ready for independent conceptual analysis.
On top of that, 27.3% of them started out with low oral communicative confidence, strong affective
barriers, and visible anxiety when they had to take part in spontaneous academic discussion.

After content teaching and language teaching were fully integrated across the semester, the
post-intervention questionnaire showed a major shift in both engagement and how students saw
their own cognitive development. Looking at classroom interaction and teaching methods, 86.4% of
the students agreed that the content-focused CLIL modules pushed them to take part much more
actively in discussions and problem-solving tasks than in traditional, form-focused language
seminars. The dual focus moved their attention away from abstract accuracy and toward meaningful
situational analysis.

Figure 1. Undergraduate Student Perceptions After CLIL Invention (%)

jorgraduate Studient Perceptions After CLIL Interventior

e — ———

The guantitative and qualitative findings on self-efficacy and psychological barriers show a clear
improvement in oral production. 81.8% of the students reported a strong drop in language anxiety
and said they felt much more at ease speaking English when the main goal of the lesson was to
break down an educational problem or analyze a pedagogical situation, instead of trying not to
make grammar mistakes.

In terms of academic competence and cognitive development, focus group participants pointed to
several connected areas of professional growth:

72.7% said that intensive work with disciplinary pedagogical content directly led to fast
growth in their specialized vocabulary, academic collocations, and professional terminology in the
target language.
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68.2% showed and reported solid gains in critical thinking, analytical reasoning, and
independent problem solving, and confirmed that the integrated tasks activated their higher-order
thinking skills (HOTYS).

Alongside these clear positive results, the data also shows ongoing structural issues and
cognitive difficulties that need careful teaching responses. 63.6% of the students said they still had
regular problems when they tried to put complex, abstract ideas into words or connect theoretical
concepts during class presentations, mainly because of remaining lexical gaps and weaknesses in
academic discourse.

Discussion

The results of this study give a clear picture of how effective Content and Language Integrated
Learning (CLIL) is for building the cognitive competence of first-year university students. The
main result is that 86.4% of participants showed a clear increase in active classroom engagement.
That confirms that when language teaching is built around meaningful academic content, it sparks
students' interest and motivation. In traditional foreign language classes, undergraduates are usually
stuck in passive role-play and artificial communication tasks that don't match their actual cognitive
level. When you bring in real disciplinary content through the target language, the learning
environment automatically demands more personal involvement and shifts students from passive
listeners to active academic investigators.

There is also a clear link between integrating content and lowering psychological barriers: 81.8%
of students reported a strong drop in speaking anxiety. This directly supports the classic affective
filter hypothesis in second language acquisition. When university students concentrate on decoding
complex subject matter, analyzing variables, and working through structural solutions instead of
worrying about surface-level grammatical correctness, their internal anxiety about language use
goes down. Language stops being an abstract academic hurdle and turns into a practical tool for
communication. This matches the findings of Suleimenova (2013) and Zhetpisbayeva and
Shelestova (2018), who show that interactive, problem-focused environments in Kazakhstani higher
education lead to spontaneous language use and real communicative fluency.

Cognitive growth in the focus group is also clear from the 68.2% of respondents who noticed
structural improvements in their critical thinking and Higher-Order Thinking Skills (HOTS). By
deliberately building the upper levels of Bloom's Revised Taxonomy (analyzing, evaluating,
creating) into the language syllabus, students were pushed beyond shallow understanding of
meaning. The tasks pushed them to break down complex academic texts, evaluate pedagogical
decisions, and pull together their own ideas into original educational designs. This intellectual
pressure supports what Coyle, Hood, and Marsh (2010) argue: the Cognition dimension of CLIL
drives university learners away from rote memorization and toward structured abstract thinking.

At the same time, the data point to an important teaching warning: 63.6% of students said they
regularly struggled to express highly abstract concepts because of ongoing gaps in vocabulary. This
shows that cognitive development does not happen in a language vacuum; demanding cognitive
tasks must be matched with clear, explicit language support. If the language load is too heavy, the
learner's working memory gets hit with extra cognitive overload, and both content understanding
and language production can break down. This matches the instructional and practical difficulties
described by Mostert (2007) and Zafer Cakmak and Ismail Hakan Akgiin (2018), who stress that
tough academic content has to be paired with equally strong scaffolding.

On top of that, the 31.8% of students who reported problems with group dynamics show that
collaborative synthesis only really works when cooperative learning is tightly structured so that
students can't just sit back and stay passive.

Conclusion
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This empirical study looked at how well Content and Language Integrated Learning (CLIL)
actually works for building cognitive competence in first-year undergrads in a foreign language
teacher training program. The results show clearly: when language learning is tied to demanding
academic and pedagogical content, students develop stronger analytical skills, sharper critical
thinking, and more confidence in their own communication. Shifting the focus away from isolated
grammar drills and toward meaningful situational analysis turns CLIL into a double-focus approach
that moves students from passive memorization (LOTS) to active evaluation and conceptual
synthesis (HOTS).

The numbers and qualitative data from the post-intervention tools show that combining content
and language reduces foreign language anxiety by lowering the affective filter. When students use
the target language as a real working tool to unpack real educational situations, they participate
more in class and start speaking more freely. At the same time, the main structural problem that
came up - the lexical difficulties reported by 63.6% of students during complex cognitive tasks -
points to something essential: advanced cognitive work does not function well without ongoing,
focused language scaffolding. Intellectual challenge always has to go hand in hand with clear
vocabulary support and conceptual organizers, or students end up overloaded.

So, CLIL comes out of this as a powerful, expandable teaching model that reshapes traditional
foreign language teaching at university level. For this approach to keep working long term in
Kazakhstani higher education, universities need to build curricula around carefully scaffolded,
content-based materials and well-structured cooperative learning setups. In the end, developing
cognitive competence through CLIL means future language teachers graduate not only with strong
language skills, but with the high-level analytical and metacognitive flexibility they need to handle
the modern global knowledge economy.
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FORMATION OF CRITICAL THINKING SKILLS OF SENIOR SCHOOL STUDENTS
THROUGH THE STEM APPROACH

Abstract. The article discusses the formation of critical thinking skills among senior
school students in English lessons through a STEM approach. The study interprets English not only
as a subject focused on grammar and vocabulary acquisition, but also as a platform for analyzing a
specific problem, presenting arguments, comparing information, proposing a solution and working
in a team. The STEM approach connects English with elements of natural science, technology,
engineering thinking and mathematical analysis, bringing the student's language activity closer to
life situations. The article analyzes the works of Kazakh and Russian authors in recent years, their
conclusions are connected with the experience of teaching English. As a result, it was found that
STEM-based tasks strengthen the student's understanding of the text, questioning, argumentative
speech, checking information and finding creative solutions. The practical part offers specific
examples that can be used in English lessons. In addition, the study emphasizes the importance of
interdisciplinary collaboration, digital literacy, and student motivation in modern education. The
proposed activities promote self-learning, communication skills, and the practical application of
knowledge in real-world settings. The findings of the study can be beneficial for English teachers,
curriculum developers, and researchers studying innovative methods of teaching foreign languages
in senior schools.

Keywords: English, STEM approach, critical thinking, Senior School, Project Learning,
language skills, pedagogy.

AnaaTrna. Makanaga STEM ofici apKbUIbl aFbUIIIBIH Tili cabaKTapbIHAA SKOFaphl CHIHBIT
OKYIIBUIAPBIHBIH ChIHM TYPFBIJAH OWjlay KaOlIeTTepiH KaJbIITAaCThIPY KapacThIPbUIAAbI. 3epTTey
arpUIIIBIH TLIIH rpaMMaTKa MCH CﬁSI[iK KOPBIH MCHI'CPYTC OarpITTAIIFaH MOH peTiH,Z[C FaHa EMCC,
COHBIMEH KaTap Oenriiai Oip MoceleHl TaljayFa, JoJesep KenTipyre, akmaparThl CalbICTHIPYFa,
HICIIIMIH YCBhIHYFa OHE TONTA XKYMBIC icTeyre apHairaH ruatdopma perinae tycingipeni. STEM
TOCII aFBUIIIBIH TUTIH JKapaThUIBICTaHy, TEXHOJIOTHS, WHKEHEPIIIK OiIay OHE MaTeMaTHKAJIBIK
TaJJay AJIEMEHTTEpIMEH OalIaHbICTBIPAAbl, OKYIIBIHBIH TIUIMIK OPEKETIH OMIpJiK Karmaiaapra
JKakpIHIaTagApl. Makanana Ka3aKCTaHABIK JKOHE PECCWJIIK aBTOPJApAblH COHFBI KbUITAPAaFhl
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eHOCKTepl TalaHalbl, OJAPJbIH TYXKBIPBIMAAPHl AaFBUINIBIH TUTIH OKBITY TOXKipUOECIMEH
OaiinanbicTel. Hotmkecinge STEM-re HerizmenreH TancelpMmaiap OKYIIBIHBIH MOTIHAI TYCIHYIH,
CYpaK KOIOBIH, TOJENJII COMJIeYylH, aKMapaTThl TEKCEPylH >KOHE IIbIFAPMAIIBUIBIK MICIIIMICPIH
TaOybIH KYIICHTETIHI aHBIKTAIAbl. [IpakTHKaNbIK OeiMIe aFbUIIIBIH Tilli cabarblHIa KOJIaHyFa
OonaThlH HAKTHl MbIcanmap kenripinred. CoHBIMEH Karap, 3epTTey Kaszipri OuriMm Oepyzeri
MOHAPANBIK ~ BIHTBIMAKTACTBIKTBIH,  IUQPPIBIK  CAyaTTBUIBIKTBIH ~ JKOHE  OKYIIbLIAP]IbIH
MOTHBAIMSCHIHBIH ~MaHBI3[bUIBIFBIH  KopceTell. YCHIHBUIFAH Ic-IIapanap ©31H-e31 OKBITYFa,
KOMMYHUKATHBTI JaF[bplIapra, OUTIMII HAKTHI KaFjaia MpaKTHUKAIBIK KOJIJaHyFa bIKHAl eTell.
3epTTey HOTHXKENEpl aFbUIIIBIH TUTI MYFaliMJIepiHe, OKy OaFaapiiaMaliapbiH jKacaylbliapra jKOHE
OpTa MEKTeNTep/e HIeT TULAEPIH OKBITYIbIH HHHOBALMSUIIBIK 9ICTEPiH 3ePTTEHTIH 3epTTeyLIiiepre
nanaIb6l 00JIybl MYMKIH.

Tyiiinai ce3nep: arpurmbiH Timi, STEM Tocini, ChIHUM TYpFBIOAH OMJIAy, >KOFApbl CHIHBII
OKYIIBLIAPHI, )KOOAJBIK OKBITY, TULIIK JaFabLIap, eJaroruka.

AnHoTtanusi. B crarbe paccMmarpuBaeTcs (OpMHpOBAHHE HABBIKOB KPUTHYECKOTO
MBIIIJICHUSI y CTaplIEKIACCHUKOB Ha YpPOKax aHTIIMHCKOro si3plka ¢ wucnosnb3oBanuem STEM-
noaxona. B uccrenoBaHMM AHTIMICKHMMA SI3BIK  pacCMaTpPUBAETCS HE TOJBKO KakK IMpeIMerT,
HaIpaBJICHHBIM HA U3yYeHUE TPAaMMaTHKU U PACIIUPEHUE CJIOBAPHOTO 3amaca, HO U Kak Iiardopma
JUISL aHallu3a KOHKPETHOW MpoOJIeMbl, MPEICTaBICHHUS apryMEHTOB, CpaBHEHUs HH(opmammw,
MOUCKa pemeHus W padbotel B komanzae. STEM-moaxom oOBeIUHSET aHTIIMHCKUNA S3BIK C
JJIEMEHTaMH €CTECTBEHHBIX HAyK, TEXHOJIOTHH, WH)XEHEPHOTO MBIIIICHUS W MaTeMaTHYeCKOTrO
aHa/n3a, NpUONIMKas A3BIKOBYIO NEATENbHOCTh YyYallUXCsl K JKU3HEHHBIM CUTyaluusMm. B cratbe
AHATM3UPYIOTCS PabOThl Ka3aXCTAHCKUX M POCCUUCKUX aBTOPOB IMOCICTHUX JIET, & MX BBIBOJIBI
COIIOCTABJISIFOTCS C ONBITOM IPENOJaBaHus aHTJIMHCKOTO si3bIka. B pe3ysnbpTare ObUIO yCTaHOBIEHO,
9TO 3aJaHus, ocHoBaHHbIe Ha STEM-monmxone, CocOOCTBYIOT IydllieMy MOHHMAHUIO TEKCTa,
Pa3BUTHIO BOIPOCHO-OTBETHOW W apryMEHTATHBHOI pedH, MpoBepke HH(OpPMALUU U TOUCKY
TBOPYECKUX pPEIICHUA. B MpakTH4YeCcKol 9acTH MPUBEICHBI KOHKPETHBIC PUMEPHI, KOTOPHIE MOXKHO
WCIIONIb30BaTh Ha YpOKax aHrjuiickoro s3epika. Kpome Toro, B McciaenoBaHUU TMOJUYEPKUBAETCS
BaXHOCTh MEXIUCIUIUIMHAPHOTO COTPYJHUYECTBA, MHU(POBONM TPaAaMOTHOCTH W MOTHUBAIUU
y4dalmxcs B COBpEMEHHOM 00pa3zoBanuu. [Ipeninaraempie MEpONIPUATHS CIIOCOOCTBYIOT Pa3BUTHIO
HABBIKOB CaMOOOYyUYeHUs, KOMMYHHKAIIUM W TPAKTUYECKOTO0 TPUMEHEHUsS 3HAHWA B PEATbHBIX
yCloBUsIX. Pe3ynbraTel HccrneoBaHUsS MOTYT OBITh MOJIE3HBI YUMTEISIM AHTJIMHCKOTO S3bIKa,
pa3zpaboTurkaM ydeOHBIX MPOrpaMM M HCCIIEIOBATEINSIM, H3YYaONUM HWHHOBAI[MOHHBIC METO/IBI
MpernojaBaHusl HHOCTPAHHBIX S3bIKOB B CTApPIIUX KJIAcCaX.

KiroueBble caoBa: anrnuiickuii si3pik, STEM-moaxoa, KpuUTHYECKOE MBIIUICHHE,
YYEHUKH CTapIIuX KJIacCOB, MPOEKTHOE 00yUeHHUE, SI3bIKOBbIE HABBIKH, I1€JarOrvKa.

Introduction

Teaching English in senior school cannot be reduced to learning grammar structures and
memorizing vocabulary. A student may know a list of words, complete a gap-filling exercise
correctly and still feel lost when asked to explain a real problem, defend a personal opinion or
compare two possible solutions. This gap is especially visible in senior school, where learners
prepare for further education, professional choice and participation in a wider information space.
They read news, watch videos, use social networks, communicate online and face a large amount of
information every day. In this situation, English should help them not only understand foreign-
language material, but also evaluate it.

Critical thinking becomes one of the key aims of English teaching. It includes the ability to
ask meaningful questions, distinguish fact from opinion, check evidence, compare arguments,
notice weaknesses in a proposed idea and explain one’s own position clearly. These skills are
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difficult to form through mechanical exercises only. Students need tasks where the answer is not
given in advance. They need a situation where they must think, discuss, choose, test and explain.

The STEM approach gives English teachers a practical way to organize such learning.
STEM is usually connected with Science, Technology, Engineering and Mathematics. In English
lessons, however, it should not be understood as a simple transfer of physics, biology or
mathematics into a language classroom. Its real value is different. STEM creates a problem-based
learning situation where students use English to investigate, discuss, design, calculate simple data,
prepare a solution and defend it. For example, when students discuss how to reduce plastic waste at
school, they do not only learn ecological vocabulary. They observe the school environment, collect
simple information, compare possible actions, prepare a proposal and present it in English. In this
case, language becomes a tool for thinking.

The relevance of this topic is connected with the changing role of English in education.
Senior school students need English not only for exams, but also for academic communication,
project work, digital literacy and future professional mobility. If English lessons remain only text-
based and reproductive, students may fail to use the language in complex communicative situations.
The STEM approach can make English learning more meaningful because it connects speech with
real action.

The purpose of the article is to analyze the theoretical and practical possibilities of forming
critical thinking skills of senior school students through a STEM approach in the process of
teaching English. To reach this purpose, the article describes the pedagogical nature of the STEM
approach, reviews relevant scientific works, presents the author’s position and analyzes the results
of a small empirical experiment conducted with 30 senior school students. The object of the
research is the process of teaching English in senior school. The subject is the formation of critical
thinking skills through STEM-based tasks.

The theoretical significance of the study lies in interpreting STEM in English lessons as a
model that develops both language competence and analytical thinking. The practical significance is
connected with the possibility of using STEM-based tasks in senior school lessons to develop
speaking, writing, argumentation, teamwork and reflection. The novelty of the article is that STEM
is considered not only as an interdisciplinary method, but also as a tool for forming critical,
evidence-based and communicative thinking in English.

Methods

The article was prepared through theoretical analysis, comparison of scientific literature,
pedagogical modeling and empirical observation. Theoretical analysis was used to define the role of
STEM tasks in language teaching and to connect them with critical thinking skills. The literature
was selected from recent studies devoted to STEM education, project-based learning, digital tools,
EFL classrooms, online discussion and speaking skills. Special attention was given to works
published after 2022, because the problem of integrating STEM and critical thinking has become
more active in recent educational research.

The empirical part was organized in a senior school English classroom. Thirty students took
part in the experiment. Their English level was approximately intermediate, but their
communicative confidence and ability to support opinions with evidence were different. The
experiment lasted four weeks and included STEM-based tasks connected with school life, ecology,
health, technology and safety. The structure of lessons followed the sequence: problem, research,
language support, project work, presentation and reflection.

Before the experiment, students completed a short diagnostic task. They were asked to read
a short English text about reducing waste at school and write a brief opinion on the question: “What
can students do to make the school more environmentally responsible?”” The task was evaluated
according to four criteria: ability to identify a problem, use of arguments, use of evidence or
examples and clarity of English expression. After four weeks, students completed a similar task
based on the topic “How can our school become safer and more comfortable for students?”” The
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comparison of the two tasks allowed the researcher to see changes in students’ critical thinking and
language performance.

During the experiment, observation sheets were used. They recorded how students asked
questions, discussed options, used English during group work, divided roles and reacted to
criticism. Short reflection forms were also collected after each project. Students answered three
questions: “What was the main problem?”, “What evidence helped your group?” and “What would
you improve next time?”” These answers were important because critical thinking is seen not only in
the final presentation, but also in how students understand their own decision-making process.

Literature review

The STEM approach in English teaching is valuable when it creates a real intellectual task,
not when it is added formally to a lesson plan. A scientific topic alone does not develop critical
thinking. If students only translate terms or answer simple comprehension questions, they remain
passive. Critical thinking begins when they face uncertainty, compare possible solutions, select
evidence and explain why one idea is stronger than another.

R. M. Ashidiq, A. S. Samsudin and A. Suhendi write that STEM learning encourages
students to predict, search for evidence and make joint decisions [1, 44]. This idea is useful for
English lessons because communication becomes more natural when students discuss a problem
they have investigated themselves. For instance, a project on designing an energy-saving classroom
requires students to observe the classroom, discuss lighting, heating, windows and electrical
appliances, then defend their solution in English. Words such as “energy”, “efficient”, “reduce”,
“benefit” and “evidence” become part of argumentation, not isolated vocabulary.

F. Herlita, M. D. M. Ramadan and D. E. N. Afriza connect the PjBL-STEM model with
students’ ability to investigate, discuss and draw conclusions [2, 84]. In English teaching, this
means that senior school students need tasks where language is used for judgment and decision-
making. A topic such as “Healthy school canteen” may include a small survey, comparison of food
options, analysis of students’ habits and preparation of recommendations. The grammar appears
naturally through comparison, cause-effect structures and modal verbs.

Digital tools also support STEM-based English teaching when they are used for thinking,
not only for decoration. Khaeruddin and H. Bancong show that STEM learning through simulations
helps students observe a phenomenon, compare changes and draw conclusions [3, 39]. In an
English lesson, a simulation can become a visual basis for description and explanation. Students
may change a variable, observe the result and explain it in English. Even simple sentences become
meaningful when they are connected with observation and evidence.

The teacher’s role remains central. L. Li emphasizes that critical thinking in EFL classrooms
is not equal to simply expressing an opinion. It includes questioning, evaluating arguments and
justifying a position [4, 58]. This is important because many lessons use the phrase “critical
thinking” without real analytical work. The teacher must ask questions such as “How do you
know?”, “What is your evidence?”, “What is the weakness of your idea?” and “What can be
improved?” These questions push students beyond description.

A. Meirbekov, I. Maslova and Z. Gallyamova argue that digital educational tools can
develop critical thinking when they help students organize information, create logical tasks and
search for solutions together [5, 67]. For English teachers, this means that online boards, forms and
diagrams should lead to interpretation. A diagram is useful only when students explain what it
shows and why it matters.

Project-based learning also gives a strong methodological basis for STEM tasks. V. S.
Ramadhani, U. Azizah and H. Nasrudin show that project learning develops critical thinking
through problem identification, information search, solution proposal and evaluation [6, 38]. S.
Seitenova, Z. Abdrakhmanova, G. Bekbolatova and their colleagues prove that STEM practices can
support speaking skills in language lessons because students present a topic verbally, visually,
experimentally and argumentatively [7, 63]. Online discussions, analyzed by J. Xia and C. Xu, add
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another important element: peer questions and written responses help students revise their opinions
and deepen arguments [8, 52].

The reviewed studies show that STEM in English lessons works when tasks include a clear
problem, evidence, communication, group work and reflection. It does not replace language
teaching. It gives language a stronger purpose.

Author’s position

The author’s position is based on the idea that senior school students should not study
English as a closed system of rules. At this age, they need language that helps them think, discuss
and make decisions. A student who can write a grammatically correct sentence but cannot explain a
position, question weak evidence or defend an idea is not fully prepared for academic
communication. For this reason, STEM tasks should be used as a meaningful part of English
teaching.

It can be argued that the strongest side of the STEM approach is its ability to connect
language with action. When students design a solution, conduct a small survey, compare data or
prepare a model, they feel why English is needed. They speak not because the textbook requires an
answer, but because their group must explain something to others. This makes communication more
natural and, at the same time, more demanding.

At the same time, STEM should not make English lessons too technical. The aim is not to
turn an English teacher into a physics or mathematics teacher. The aim is to create a problem-based
situation where students use English to analyze, argue and reflect. The content should be
understandable for senior school students and suitable for their language level. A task may be
simple in scientific terms, but serious in thinking. For example, choosing the best way to reduce
paper use at school can lead to observation, comparison, evidence and decision-making.

It is believed that the teacher must protect the balance between creativity and language
accuracy. If the lesson focuses only on the project product, students may create a bright poster but
speak poorly. If the teacher focuses only on grammar correction, students may become afraid to
express complex ideas. A productive STEM-based English lesson needs both: language support and
intellectual challenge.

Empirical analysis

The empirical work was conducted with 30 senior school students. The main purpose was to
check whether STEM-based tasks could improve students’ critical thinking skills in English
lessons. The experiment lasted four weeks and included eight lessons. Each lesson had a specific
problem and required students to work in groups, use English for discussion, prepare a short
product and defend it.

At the beginning, students were divided into six groups of five. The groups were mixed
according to language level and classroom activity. This was important because some students
spoke English more confidently, while others were quieter but stronger in drawing, organizing ideas
or working with numbers. The teacher explained that every group member had to take part in the
final result. The roles included researcher, speaker, designer, language editor and time manager.
The roles changed during the experiment so that one student did not remain only a designer or only
a speaker.

The first diagnostic task showed several typical difficulties. Many students could name a
problem, but they did not develop it. For example, they wrote that schools should reduce waste, but
did not explain how this could be done or why their idea was realistic. Some students used general
phrases without evidence. Others had ideas but could not express them clearly in English. The most
difficult part was argumentation. Students often wrote one opinion and stopped. They rarely
compared alternatives or mentioned limitations.

The first STEM task was “How can we reduce plastic waste at school?”” Students observed
the classroom and school corridor, discussed where plastic waste appeared most often and prepared
two possible solutions. One group proposed reusable bottles, another suggested separate bins, and
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another group designed a short awareness campaign. The teacher gave language support: “Our main
problem is...”, “We found that...”, “This solution is better because...”, “One difficulty may be...”,
“We can improve it by...”. These phrases helped students move from single answers to connected
reasoning.

The second task was connected with health: “How can we make the school canteen
healthier?” Students discussed food choices, compared snacks and prepared recommendations.
They did not use complex nutritional calculations, because the focus was English and thinking.
Still, they had to classify options, explain risks and propose a realistic change. During this lesson,
students began to ask more questions to each other. For example, one group suggested removing all
sweet drinks, but another student asked whether students would accept this decision and what could
replace them. This moment was important because critical thinking appeared through disagreement.

The third task was “Design a safe route to school.” Students worked with a simple map and
identified risk points: heavy traffic, dark areas, narrow sidewalks and places where students often
cross the road. The task required them to use modal verbs and recommendation structures. Students
defended their route and explained why it was safer. Compared with the first lesson, their speech
became more organized. They used more cause-effect phrases and gave clearer reasons.

The fourth task was “Smart classroom for better learning.” Groups designed a classroom
with better lighting, seating, technology use and noise control. This task was more creative, but the
teacher required evidence. Students had to explain why each design element was useful. Some
groups first wanted to add many digital devices without clear purpose. After teacher questions, they
revised their ideas and explained how technology should support learning rather than distract
students.

The final post-task showed positive changes. Students’ answers became longer, but more
importantly, they became more structured. In the first diagnostic writing, many students gave one or
two general ideas. In the final writing, most students identified a problem, proposed a solution and
explained at least one reason. Several students added limitations, which was a clear sign of
developing critical thinking. For example, one student wrote that installing cameras could improve
safety, but it might not solve bullying if students were afraid to report problems. Another student
argued that a quiet study zone would help concentration, but the school would need clear rules for
using it.

Table 1. Development of students’ critical thinking skills before and after STEM-based task:

Criteria Before experiment After experiment
Ability to identify a 52% 83%
problem
Use of arguments 43% 78%
Use of evidence\examples 30% 71%
Clarity of English 48% 80%
expression
Ability to justify opinions 35% 76%

The table shows that students demonstrated improvement in all evaluated criteria. The most
noticeable progress was observed in the use of evidence and justification of opinions, which are
closely connected with critical thinking development.

The observation sheets also showed improvement. At the beginning, only a small number of
students asked clarifying questions during group work. By the end of the experiment, more students
asked questions such as “Why do we choose this?”, “What is our evidence?”, “Can we explain this
in English?” and “What if the school cannot pay for it?”” These questions showed that students were
not only completing a task, but also checking the quality of their own ideas.
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Group work became more balanced. In the first lesson, confident speakers tried to dominate.
Some students waited for instructions and avoided speaking. After the teacher introduced rotating
roles, quieter students participated more actively. The role of language editor was especially useful
because it allowed students with good writing skills to contribute even if they were not strong
speakers. The role of researcher helped analytical students organize information. The final
presentations became stronger when every student had a small speaking part.

Reflection forms confirmed the same tendency. At first, students wrote very short answers
such as “We worked well” or “It was interesting.” Later their reflections became more specific.
They mentioned weak arguments, lack of evidence, unclear speech or poor time management. One
group wrote that their solution was creative but too expensive. Another group admitted that their
presentation had many ideas but no clear order. Such comments show that students started to
evaluate the process, not only the final mark.

The empirical analysis also revealed several difficulties. First, STEM tasks require time. A
teacher cannot use them effectively if the lesson is planned only as a quick activity at the end.
Students need time to understand the problem, discuss it and prepare language. Second, some
students may focus too much on drawing or designing and forget English. To avoid this, the teacher
must set a clear language goal for every task. Third, students need vocabulary and sentence patterns.
Without support, even strong ideas remain silent.

The experiment with 30 senior school students proved that STEM-based tasks can develop
critical thinking in English lessons when they are properly structured. The strongest improvement
was seen in students’ ability to justify opinions, ask questions and revise ideas. The language also
became more purposeful. Students used English not only to answer the teacher, but to negotiate,
explain, defend and reflect.

Discussion

The results of the literature review and empirical work show that the STEM approach can
make English lessons intellectually richer. Its main advantage is the connection between language
and real problem-solving. When students discuss waste, safety, health, technology or classroom
design, they use English for a clear purpose. This changes their attitude to the lesson. They no
longer see English only as a set of exercises. They begin to see it as a tool for explaining ideas.

The first important finding is that STEM tasks strengthen vocabulary learning. Words are
remembered better when they are connected with action. For example, words such as “solution”,
“evidence”, “compare”, “predict”, “design”, “risk”, “benefit” and “improve” are difficult to
remember as an isolated list. In a project, they become necessary. Students need them to speak,
write and defend their position. This gives vocabulary a communicative function.

The second finding is related to argumentation. Senior school students often express
opinions quickly, but they do not always support them. STEM tasks force them to explain why a
solution is useful, realistic or better than another option. For example, when students propose a safer
route to school, they must mention traffic, distance, light, time and possible risks. They cannot
simply say that one route is “good”. They need reasons.

The third point concerns teamwork. Group work in English lessons sometimes becomes
formal. One student speaks, one writes, and the others remain passive. STEM projects can reduce
this problem if the teacher distributes roles clearly. The empirical experiment showed that rotating
roles helped more students participate. It also made them understand that thinking is not limited to
speaking. A student may contribute by finding evidence, organizing data, improving language or
preparing questions.

The teacher’s questions play a decisive role. A STEM lesson may look active, but it will not
develop critical thinking if the teacher accepts every answer without analysis. Questions such as
“What evidence supports your idea?”, “What is the weakness of this solution?”” and “How can you
improve it?” help students go deeper. These questions should not sound like criticism. They should
become a normal part of classroom thinking.
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Language support is another necessary condition. Students cannot show critical thinking in
English if they do not have the language for it. Sentence starters, useful phrases and vocabulary
banks do not make the task easier in a negative sense. They give students a bridge from thought to
speech. For senior school students, such support is especially useful because they often have ideas
but hesitate to express them in a foreign language.

Assessment also needs change. If the teacher evaluates only grammar, students may choose
safe and simple sentences. If the teacher evaluates only creativity, language learning becomes weak.
A balanced rubric should include clarity of English, relevance of arguments, use of evidence,
cooperation, creativity and reflection. This kind of assessment shows students that both language
and thinking matter.

There are limits to the STEM approach. It should not be used in every lesson mechanically.
Some topics require direct explanation, reading practice or grammar focus. STEM tasks are most
effective when the topic naturally includes a problem, choice or practical solution. The teacher
should also avoid overloading students with difficult scientific content. The STEM element must
support English learning, not replace it.

The empirical experiment was limited by the number of students and the short period of four
weeks. The results cannot be generalized to all senior school students. Still, the observed changes
are pedagogically meaningful. Students became more active, asked more questions and began to
support their ideas with reasons. This suggests that even a short STEM-based cycle can influence
classroom behavior if it is organized carefully.

Conclusion

The formation of critical thinking skills of senior school students through a STEM approach
in English teaching is a productive and realistic direction. The STEM approach helps students use
English not only for memorizing words or completing exercises, but also for analyzing problems,
comparing solutions, giving evidence and presenting ideas. It brings language learning closer to real
communication.

The literature review showed that STEM-based project learning, digital tools, simulations,
speaking tasks and online discussions can support critical thinking when they are connected with
problem-solving and reflection. The empirical analysis with 30 senior school students confirmed
this idea in classroom practice. After four weeks of STEM-based English lessons, students showed
better ability to identify problems, justify opinions, ask questions, cooperate in groups and reflect
on their results.

The author’s position is that STEM should be treated as a meaningful pedagogical
opportunity, not as a fashionable addition to the lesson plan. It works when the teacher chooses an
understandable problem, gives language support, organizes group roles, asks analytical questions
and assesses both speech and thinking. In this case, English becomes a living instrument of
communication and reasoning.

For senior school, this approach is especially important. Students are preparing for academic
study, professional choice and social participation. They need English that helps them think
independently, speak responsibly and work with information. STEM-based English lessons can
develop these abilities step by step. They make the lesson more demanding, but also more useful,
because students learn to connect language with action, evidence and personal judgment.

Summary

STEM approach develops critical thinking, the ability to argue one’s point of view,
collaborative skills and evidence-based communication in senior school students.

Tyitingeme

STEM Tocuni ChIHM TYpFBIIAaH OWJIAydbl, ©3 Ke3KapachlH JoJenaey KaOljeTiH,
BIHTBIMAKTACTBIK JaFr AbLIAPBIH KOHE JKOFapFhl CHIHBIN OKYIIbIIapPBIHBIH bitaY (Hiwi g1 KapbIM-KaTbIHACBIH
JaMbITabl.

Pe3ome
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STEM-nmoxxon pasBuBaeT y CTapUICKIACCHUKOB KPUTHMYECKOE MBIIUICHHE, YMEHUE
OTCTaMBATh CBOIO TOUKY 3PEHUs, HABBIKM COBMECTHON pPabOThI U 10Ka3aTEIbHYI0 KOMMYHUKAIHIO.
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Abstract

The present article investigates the role of cultural authenticity in reading texts employed for
foreign language instruction at the B1 proficiency level as defined by the Common European
Framework of Reference for Languages (CEFR). Cultural authenticity is understood as the degree
to which a text faithfully reflects genuine cultural practices, communicative norms, values, and
social conventions of the target language community. Despite broad scholarly consensus on its
pedagogical value, culturally authentic content remains insufficiently represented in mainstream
B1-level coursebook materials, creating a persistent tension between linguistic accessibility and
cultural richness. This study draws on theoretical frameworks from intercultural communication
theory, lingua-cultural pedagogy, and reading research to examine three core questions: what
constitutes cultural authenticity in B1 reading instruction; what pedagogical benefits and challenges
attend its use; and what practical principles should guide text selection and classroom adaptation.
The empirical component is based on a systematic analysis of 40 reading texts from six widely
adopted B1-level EFL coursebooks and supplementary graded readers, as well as semi-structured
interviews with 20 experienced EFL teachers in Kazakhstani higher education. Findings reveal that
fewer than 40% of analyzed texts achieved high ratings across all dimensions of cultural
authenticity. Teacher data show that while practitioners overwhelmingly value culturally authentic
materials, they face systemic challenges including text difficulty, limited curricular time, and
insufficient assessment tools. The article proposes the Cultural Authenticity Evaluation Framework
(CAEF) — a five-criterion instrument for selecting and adapting culturally authentic reading texts
for B1 learners — and discusses implications for materials design, teacher training, and curriculum
development.

Keywords: cultural authenticity; Bl level; reading texts; foreign language education;
intercultural communicative competence; CEFR; EFL pedagogy; text selection; scaffolding;
lingua-cultural approach.

KYJbTYPHAA AYTEHTHYHOCTDb TEKCTOB VI YTEHHUA HA YPOBHE B1:
TEOPETUYECKHUE U INEJATI'OI'MYECKHUE ACIHEKTBI

Annomauus

B craTtee uccnenyercst poib KyJbTypHOU ayTEHTUYHOCTH TEKCTOB JIJISl YTEHUSI, UCTIOIb3YEMBIX B
o0ydyeHuu MHOCTpaHHOMY s3bIKy Ha ypoBHe Bl mo mkame CEFR. KynbrypHas ayTeHTHYHOCTB
MMOHUMAETCA KaK CTENeHb, B KOTOPOM TEKCT JOCTOBEPHO OTPAXACT NOJJIUHHBIE KYJIbTYPHBIC
MPAKTUKHA, KOMMYHHUKAaTUBHBIE HOPMBI, IIEHHOCTH U COIIMAJIbHbIE KOHBEHIMU COOOIIEeCTBA
HOCHUTENEH 1eNeBoro s3pika. HecMOTps Ha MIMPOKOE MPU3HAHHME €€ MEeJaroru4eckoil 1EeHHOCTH,
KyJbTYPHO ayTEHTHYHBII KOHTEHT MO-TIPEeKHEMY HEJIOCTATOYHO MPEJCTaBI€H B CTaHIAPTHBIX
yueOHbIX MaTepuanax ypoBHs Bl. B cratee Ha ocHOBe aHanm3a 40 TEKCTOB U3 YUEOHUKOB YPOBHS
Bl u wunrepBpio ¢ 20 mpemnojaBaTeNs MM WHOCTPAHHOTO f3bIKa W3 Ka3aXCTAaHCKHUX BY30B
MpeJiaraeTcss NSATUKpUTEpUATbHAs MOJIETb OLEHKH KyJbTypHOU ayTteHTHuHocTH (CAEF) u
00CYXJAIOTCS TeNaroruiyeckrue HWMIUIMKAUU JUisi  pa3paboTKM  MaTepualoB, TMOIATOTOBKHU
MpernoaBaTeliell ¥ MPOSKTUPOBAHUS YUCOHBIX MPOTPAMM.

Knrwoueewte cnosa: kynomypHas aymenmuuHocmy, yposeHs Bl; mexcmul 0na umenus; ooyuenue
UHOCMPAHHOMY A3bIKY, MexcKynbmypHaa komnemenyus, CEFR; ombop mexcmos, ckaghghonoune;
JIUH2BOKYIbINYPOTIOUSL.

B1 JEHTEAIHJETT OKYLIBLIAPFA APHAJIFAH MOTIHEP/IH MOIEHH
IIBIHAWBUIBIFBI: TEOPUSUIBIK JKOHE MEJATOTAKAJBIK KO3KAPACTAP

Anoamna
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Maxkanaga CEFR Ooiipinma Bl peHreifinme meT TIMiH OKBITYAa KOJJAHBUIATBIH OKY
MOTIHJEPIHJETT MOACHH IIBIHAWBUIBIKTBIH POJi 3epTreneni. MoaeHu MIBIHAWBIIBIK — MOTIHHIH
MaKCaTThl TiJ1 KAybIMAACTHIFBIHBIH IIBIHAWBI MOJICHH TOXKipHOeIepiH, KapbIM-KaThIHAC HOpMaJlaphIH,
KYHJIBUTBIKTApPbIH JKOHE OJICYMETTIK KOHBEHIIMSUIAPBIH KAHIIAIBIKTHI 1071 OCHHEICUTIHAIr. 3epTTey
Hotmwkenepi Bl nmexreitiameri oky MortinaepiniH 40%-1aH a3bl MOJICHU NIBIHAWBUTBIKTHIH OapIIbIK
eJmeM/epi OOMBIHIIA KOFaphl Oara aFaHbIH KepceTTi. Makanana Bl aeHrelinaeri oKyubuiapra
apHaJIFaH MOJCHHU IIbIHAWBI MOTiHAEpHl ipikTey meH Oeiiimaeyre apHanraHn CAEF Gec emmemai
MOJIeNIl  YCBIHBLIQJABI; OKy MaTepHalIapblH jkacay, MyFaliMIepai Jaspiay JKOHE OKY
OargapiamMaliapbiH )K00allay calaChIHIAFbI MeIarOTMKAIBIK YCHIHBICTAP TATKbUIAHABI.

Tyiiin ce30ep: maldeHu wwiHaublblK, Bl Oeneetii; oKy momindepi; wem mini Oinimi;
Mmaodenuemapanvlk Kyzvipemminixk, CEFR; momin ipikmey, ckaghghonoune; iuneeomaoenuemmany.

1. Introduction

The question of what constitutes an appropriate reading text for foreign language learners has
occupied applied linguists and language educators for several decades. Since the communicative
turn of the 1970s and 1980s, the field has moved progressively away from artificially simplified,
grammar-focused texts toward materials that reflect natural, contextually situated language use. At
the heart of this shift lies the concept of authenticity — a deceptively simple term that has, in
practice, generated considerable theoretical debate and practical uncertainty. Authenticity in
language pedagogy has been defined variously as the genuine origin of a text (produced for native
speakers rather than for instructional purposes), the naturalness of the language it contains, the
relevance of communicative tasks surrounding it, or the degree to which it faithfully represents the
cultural context from which it emerges.

Among these dimensions, cultural authenticity has received comparatively less systematic
attention in the research literature, despite its central importance for the development of
intercultural communicative competence (ICC) — widely recognized as a core goal of
contemporary foreign language education (Byram, 1997; Kramsch, 1993). This relative neglect is
particularly problematic at the B1 proficiency level, where learners occupy a pivotal intermediate
position: they possess sufficient linguistic resources to engage meaningfully with moderately
complex texts, yet their cultural competence — their ability to interpret culturally specific
meanings, conventions, and pragmatic norms — often lags significantly behind their grammatical
development. Without deliberate exposure to culturally authentic reading materials, learners at this
level risk developing what might be termed ‘culturally orphaned language competence:
grammatically accurate but culturally impoverished command of the target language that leaves
them ill-equipped for genuine cross-cultural interaction.

The Kazakhstani educational context provides a particularly illuminating case for this study. As
Kazakhstan has expanded its trilingual education policy and increased the role of English as a
language of international communication and academic instruction, the demand for effective EFL
reading materials at the B1 level has grown substantially. Yet the cultural content of these materials
— and their capacity to develop learners' intercultural awareness alongside their linguistic
proficiency — has not been systematically evaluated. Teachers in this context frequently report a
tension between the linguistic accessibility of available coursebook texts and their cultural richness,
a tension that this study seeks to illuminate and address.

This article aims to make three interrelated contributions. First, it offers a theoretically grounded
definition of cultural authenticity as a distinct dimension of reading text quality, differentiating it
from related but distinct concepts such as textual authenticity, linguistic naturalness, and task
authenticity. Second, it reports the results of a systematic analysis of 40 B1-level reading texts and
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semi-structured interviews with 20 EFL teachers, providing empirical data on the current state of
cultural authenticity in B1 reading instruction. Third, and most practically, it proposes the Cultural
Authenticity Evaluation Framework (CAEF) — a five-criterion instrument for selecting, evaluating,
and adapting culturally authentic reading texts for B1-level learners.

2. Theoretical Background

2.1. Defining Cultural Authenticity

The concept of authenticity in language teaching materials has been subjected to extensive
scholarly scrutiny. Widdowson (1978) drew an influential distinction between the authenticity of a
text and the authenticity of language use, arguing that a text produced for native speakers does not
automatically generate authentic communicative engagement in the classroom — what matters is
not the provenance of the text but the genuineness of the interaction it occasions. Subsequent
scholars refined this taxonomy, distinguishing between textual authenticity (genuine source of
production), situational authenticity (correspondence to real-world communication contexts),
interactional authenticity (naturalness of learner engagement), and task authenticity (real-world
relevance of surrounding activities) (Gilmore, 2007).

Cultural authenticity, as conceptualized in the present study, refers to a distinct but related
dimension: the degree to which a reading text accurately, richly, and contextually represents the
cultural practices, values, communicative norms, and social conventions of the target language
community. This definition draws on the lingua-cultural tradition developed by Vereshchagin and
Kostomarov (1990) and elaborated by Vorobyov (1997), which holds that language and culture are
inseparably intertwined and that authentic communication requires not only correct grammatical
production but also culturally embedded meaning-making. A culturally authentic text, in this view,
does not merely mention cultural facts in passing but situates language use within genuine cultural
contexts — contexts in which the meaning of words, utterances, and discourse conventions is
shaped by cultural knowledge, values, and shared expectations.

2.2. Intercultural Communicative Competence and Reading

The theoretical justification for prioritizing cultural authenticity in reading instruction is most
fully developed within the framework of intercultural communicative competence (ICC) as
formulated by Byram (1997). Byram's model identifies five components: savoirs (declarative
knowledge of self, others, and cultural products); savoir comprendre (skills of interpreting and
relating); savoir apprendre/faire (skills of discovery and interaction); savoir étre (attitudes of
curiosity and openness); and savoir s'engager (critical cultural awareness). Culturally authentic
reading texts have the potential to develop all five components by presenting genuine
representations of target culture perspectives, requiring learners to interpret culturally specific
meanings, inviting comparison with their own cultural frameworks, and providing a basis for
critical reflection on cultural difference and similarity.

At the B1 level, the CEFR describes readers as able to understand texts consisting mainly of
high-frequency everyday or job-related language, and to identify the main conclusions in clearly
signposted argumentative texts (Council of Europe, 2020). This profile indicates that B1 learners
are linguistically equipped to engage with culturally situated texts, provided that cultural content is
appropriately scaffolded. The challenge is not one of linguistic incapacity but of cultural
unfamiliarity: B1 learners may possess the vocabulary and grammar to decode a text linguistically
while lacking the cultural schema necessary to fully comprehend its social and pragmatic meaning.

2.3. The Lingua-Cultural Approach to Reading

The lingua-cultural approach traces its theoretical roots to the work of Vereshchagin and
Kostomarov (1990) in the Russian-European tradition and has been developed in EFL pedagogy by
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scholars including Kramsch (1993) and Moran (2001). Central to this approach is the claim that
culturally significant lexical units — ‘cultural words' or linguo-cultural concepts — carry meaning
that cannot be fully conveyed through translation alone but must be understood in relation to the
cultural context that gives them significance. Examples include terms for culture-specific social
practices (the British concept of 'queuing'), emotional concepts that resist cross-cultural equivalence
(German 'schadenfreude’, Russian 'toska’), or discourse conventions reflecting culturally specific
norms of politeness, directness, or formality.

For Bl learners, encounter with such linguo-cultural concepts in authentic reading texts
represents a critical learning opportunity. When new vocabulary is encountered not as an isolated
item but as part of a culturally meaningful context — embedded in a narrative, dialogue, or
descriptive passage that brings the concept to life — learners can develop a richer, more durable
understanding of its meaning and use. This aligns with the depth of processing hypothesis (Craik &
Lockhart, 1972), which predicts that deeper, more elaborated cognitive engagement with new
material leads to stronger memory encoding and more flexible retrieval. Cultural contextualization,
in this sense, is not merely pedagogically desirable but cognitively advantageous.

2.4. Leveled Reading and Cultural Content

Leveled reading as a pedagogical practice is grounded in Vygotsky's (1978) concept of the zone
of proximal development and operationalized through Krashen's (1982) input hypothesis, which
posits that language acquisition proceeds most effectively when learners are exposed to input that is
slightly beyond their current competence level — comprehensible yet challenging. In the context of
B1 reading instruction, this principle has traditionally been applied primarily to lexical and syntactic
complexity, with relatively little attention to the cultural dimension of text difficulty. Research in
reading comprehension has demonstrated, however, that cultural familiarity is a significant
predictor of reading performance: learners consistently comprehend texts set in culturally familiar
contexts more easily than those set in unfamiliar cultural environments, regardless of linguistic
complexity (Alptekin, 2006). This finding suggests that cultural scaffolding — systematic
preparation for the cultural content of a text — should be regarded as an integral component of B1
reading instruction, not an optional supplement.

3. Research Methodology

3.1. Research Design

The present study employs a mixed-method research design, integrating systematic document
analysis with qualitative interview data. This design enables both a rigorous evaluation of cultural
authenticity in existing Bl-level reading materials and a contextually grounded understanding of
teacher perspectives on the challenges and opportunities of culturally authentic reading instruction.
The combination of these two data sources allows for methodological triangulation, enhancing the
credibility and comprehensiveness of the findings.

3.2. The Cultural Authenticity Evaluation Framework (CAEF)

The primary instrument for document analysis was the CAEF, developed specifically for this
study. The CAEF evaluates reading texts along five dimensions, each scored on a four-point scale
(1 =low, 4 = high):

1. Representational Accuracy: the degree to which cultural information is factually correct,
current, and free from stereotypical or reductive portrayals of the target culture.

2. Contextual Embeddedness: the extent to which cultural content is integrated naturally into
the communicative fabric of the text, rather than presented as isolated or encyclopedic
cultural information.
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3. Pragmatic Richness: the presence of culturally specific speech acts, discourse conventions,
and politeness strategies that reflect genuine target culture communicative norms.

4. Intercultural Perspective: the degree to which the text presents cultural content from an
intercultural rather than monocultural viewpoint, inviting comparison and reflection across
cultural frameworks.

5. Linguistic Accessibility: the appropriateness of lexical and syntactic difficulty for B1-level
learners, assessed through lexical density, sentence length, and type-token ratio measures.

Forty reading texts were sampled from six widely used B1-level EFL coursebooks — Cambridge
English Empower B1, Headway Intermediate, English File Intermediate, Outcomes Intermediate,
Navigate B1, and Solutions Intermediate — and three supplementary graded readers published
between 2015 and 2024. Texts were selected to represent a range of genres (narrative, descriptive,
journalistic, and informational) and cultural topics. Each text was independently rated by two
trained raters; inter-rater reliability was assessed using Cohen's kappa, yielding a coefficient of
0.78, indicating substantial agreement.

3.3. Teacher Interviews

Semi-structured interviews were conducted with 20 experienced EFL teachers from four
Kazakhstani higher education institutions. Participants had a mean teaching experience of 11.4
years and all taught courses at the B1 level. Interview questions explored: (a) teachers' definitions
and understanding of cultural authenticity; (b) criteria and practices for text selection; (c) challenges
in using culturally authentic texts with Bl learners; and (d) scaffolding strategies employed to
support cultural comprehension. Interviews were conducted in English and Russian, audio-recorded
with participants' consent, transcribed verbatim, and analyzed using reflexive thematic analysis
(Braun & Clarke, 2006).

4. Results and Discussion

4.1. Document Analysis Findings

The CAEF analysis revealed substantial variation in the cultural authenticity of B1-level reading
texts across all five evaluated dimensions. Table 1 presents the mean scores for each dimension
across the 40 analyzed texts.

Table 1. Mean CAEF Scores for B1-Level Reading Texts (N = 40)

CAEF Dimension M(ela_rLr)Score Rating
Representational Accuracy 3.21 Moderately high
Contextual Embeddedness 2.47 Moderate

Pragmatic Richness 1.93 Low-moderate

Intercultural Perspective 2.15 Low-moderate
Linguistic Accessibility 3.44 High

The data reveal a clear asymmetry: texts scored considerably higher on Linguistic Accessibility
(M = 3.44) and Representational Accuracy (M = 3.21) than on dimensions directly associated with
deep cultural engagement — Pragmatic Richness (M = 1.93) and Intercultural Perspective (M =
2.15). Only 15 of the 40 texts (37.5%) achieved a mean CAEF score of 3.0 or above across all five
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dimensions, indicating that fewer than four in ten Bl-level reading texts can be considered
genuinely culturally authentic by the standards of this framework.

The low scores on Pragmatic Richness are particularly noteworthy. Only 11 of the 40 texts
(27.5%) contained examples of culturally specific speech acts or discourse conventions — such as
expressions of indirect disagreement, culture-specific apology forms, or contextually appropriate
requests — that reflected genuine target culture communicative norms. The majority of texts
employed either culturally neutral language or pragmatically simplified dialogue that bore little
resemblance to real-world intercultural communication. This limitation has significant implications
for learners' pragmatic development, as exposure to culturally situated language use is essential for
the pragmatic competence required for authentic communication (Kasper & Rose, 2002).

Scores on Contextual Embeddedness showed greater variability. Narrative texts — particularly
personal accounts, travel narratives, and biographical excerpts — tended to score higher on this
dimension, as cultural content emerged naturally from events and experiences described.
Informational and descriptive texts on broad international topics (technology, environmental issues,
global travel) often scored poorly on contextual embeddedness, presenting cultural information as
factual addenda rather than organic components of the communicative context.

4.2. Teacher Interview Findings

Thematic analysis of the 20 teacher interviews yielded four major themes: (1) the recognized
importance of cultural authenticity; (2) practical barriers to implementation; (3) text selection
strategies; and (4) scaffolding practices.

Theme 1. Recognized Importance. Eighteen of twenty teachers (90%) expressed strong
agreement that culturally authentic reading texts were essential for developing learners'
communicative competence and cross-cultural understanding at the B1 level. Teachers articulated
sophisticated understandings of the language-culture relationship, frequently observing that learners
who engage only with culturally neutral materials develop grammatically accurate but
pragmatically inadequate communication skills — a concern that closely mirrors the theoretical
claims of the lingua-cultural tradition.

Theme 2: Practical Barriers. Despite their commitment to cultural authenticity, 75% of teachers
identified significant barriers to its implementation. The most frequently cited were: linguistic
complexity of authentic materials exceeding B1 learners' proficiency (80%); insufficient learner
background knowledge of target culture practices (70%); limited curricular time for pre-reading
cultural preparation (65%); difficulty assessing cultural comprehension as distinct from linguistic
comprehension (55%); and limited availability of high-quality, linguistically accessible, culturally
rich materials (50%). These findings reveal a systemic mismatch between pedagogical ideals and
available resources.

Theme 3: Text Selection Strategies. Teachers reported using a range of criteria for text selection,
though not all explicitly addressed cultural authenticity. The most commonly cited criteria were:
topic familiarity and learner relevance (95%), lexical and syntactic difficulty (90%), and text length
and genre (85%). Cultural authenticity was explicitly mentioned as a selection criterion by 70% of
teachers; however, the majority acknowledged lacking systematic tools for evaluating the cultural
richness of candidate texts, relying instead on professional intuition and experience.

Theme 4: Scaffolding Practices. Teachers reported a rich repertoire of scaffolding strategies. The
most frequently reported included: pre-reading cultural orientation activities such as background
discussion, short video clips, or visual image analysis (85%); provision of cultural glossaries and
explanatory footnotes (75%); culturally contrastive tasks inviting comparison of target culture
practices with learners' own cultural experiences (65%); and post-reading intercultural reflection
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discussions (60%). Several teachers also reported adapting authentic texts by adding cultural
commentary, restructuring culturally complex passages, or selecting excerpts that contained natural
cultural content within B1 linguistic parameters.

5. The Cultural Authenticity Evaluation Framework: Principles and Application

On the basis of the theoretical analysis and empirical findings, this section presents the five
CAEF principles as a practical guide for teachers and materials developers selecting and adapting
culturally authentic reading texts for B1-level learners. Each criterion is accompanied by illustrative
indicators and guidance for application.

Criterion 1: Representational Accuracy

Texts should present cultural information — practices, values, social norms, historical events,
and cultural artifacts — in a manner that is factually correct, current, and nuanced. They should
avoid stereotypical generalizations and reductive cultural profiles that present cultures as monolithic
or static. Indicators of high representational accuracy include: specific, concrete cultural examples
grounded in identifiable real-world contexts; acknowledgment of internal diversity within the target
culture; and authorship by or close collaboration with members of the target culture community.
Teachers should cross-reference cultural claims in candidate texts against multiple reliable sources.

Criterion 2: Contextual Embeddedness

Cultural content should emerge organically from the communicative context of the text — from
narrative events, character interactions, or situational descriptions — rather than being presented as
informational appendages. A text in which a character navigates a culturally specific social situation
or negotiates a cross-cultural misunderstanding is more contextually embedded than a text that lists
cultural facts in isolation. Genre considerations are central here: personal narratives, dialogues, and
journalistic features tend to achieve higher contextual embeddedness than encyclopedic or purely
descriptive texts.

Criterion 3: Pragmatic Richness

Texts should contain instances of culturally specific language use: greetings, forms of address,
expressions of politeness, disagreement, humor, apology, or refusal that reflect genuine
communicative conventions of the target language community. Pragmatically rich texts expose
learners to the pragmatic norms governing real-world interaction in the target language — norms
that are frequently absent in simplified or culturally sanitized coursebook materials. Teachers
selecting for pragmatic richness should attend to speech act realization patterns, discourse markers,
and register variation, comparing candidate texts with comparable authentic discourse from native
speaker sources.

Criterion 4: Intercultural Perspective

The most culturally valuable reading texts are those that do not present the target culture in
isolation but invite comparison and reflection across cultural frameworks. Texts that include
perspectives  from multiple cultural backgrounds, explicitly address cross-cultural
misunderstandings, or present cultural practices as potentially surprising to an outsider reader have
high intercultural perspective scores. Such texts provide natural starting points for post-reading
discussions in which learners can explore their own cultural assumptions, compare practices across
cultures, and develop the critical cultural awareness central to ICC.

Criterion 5: Linguistic Accessibility with Cultural Density

For B1 learners, a culturally authentic text must also be linguistically accessible — otherwise,
the cognitive demands of decoding unfamiliar language will crowd out the processing resources
required for cultural interpretation. Nation's (2009) recommendation of a 95-97% known
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vocabulary threshold for comfortable reading provides a useful benchmark. Within this constraint,
texts should aim for cultural density: a meaningful proportion of culturally specific vocabulary,
idioms, and references that create opportunities for cultural learning. The goal is not to simplify
cultural content into blandness but to present genuine cultural richness in language that B1 learners
can access with appropriate scaffolding.

6. Pedagogical Implications

The findings of this study carry important implications for foreign language pedagogy, materials
development, and teacher education. First, the widespread underrepresentation of culturally
authentic content in mainstream B1-level coursebook materials calls for a fundamental rethinking of
materials design at this level. Publishers and authors should prioritize texts that achieve high scores
across all five CAEF dimensions, rather than privileging linguistic accessibility at the expense of
cultural richness. The CAEF provides clear, operationalizable criteria that can support this process,
enabling more principled decision-making in both materials development and text selection.

Second, teacher education programs should equip pre-service and in-service teachers with the
theoretical knowledge and practical tools necessary for evaluating, selecting, and adapting
culturally authentic reading materials. Interview data reveal that while teachers overwhelmingly
value cultural authenticity, many lack confidence in assessing the cultural richness of reading texts
or designing effective scaffolding activities for culturally complex content. Professional
development programs focused on intercultural pedagogy — including practical training in
frameworks such as the CAEF — could significantly enhance teachers' capacity to provide
culturally rich reading instruction at the B1 level.

Third, curriculum designers should allocate sufficient time within B1-level courses for the pre-
reading cultural preparation and post-reading intercultural reflection activities essential for
maximizing the learning value of culturally authentic texts. Many teachers in this study reported
feeling constrained by curricular time pressures that limited their ability to engage learners in the
depth of cultural exploration authentic texts invite. Addressing this systemic constraint will require
not only revised curriculum guidelines but also a broader reconceptualization of the goals of B1-
level reading instruction — one that recognizes the development of intercultural competence as an
integral component of language proficiency, not an optional supplement.

Fourth, assessment frameworks for Bl-level reading should be expanded to include explicit
measures of cultural comprehension alongside linguistic comprehension. The current near-exclusive
focus on linguistic decoding in standardized reading assessments creates a misalignment between
instructional goals — which increasingly include ICC development — and assessment practices.
Developing valid and reliable instruments for assessing B1 learners' cultural comprehension and
intercultural reflection is a priority for future research and assessment development.

7. Conclusion

This article has examined the role of cultural authenticity in reading texts for B1-level foreign
language learners, drawing on theoretical frameworks from intercultural communication, lingua-
cultural pedagogy, and reading research, as well as empirical data from a systematic analysis of 40
B1-level reading texts and interviews with 20 experienced EFL teachers. The findings reveal a
persistent and educationally significant gap between the recognized value of cultural authenticity
and its practical realization in mainstream Bl-level reading materials: fewer than 40% of the
analyzed texts achieved high ratings across all five CAEF dimensions, with particularly low scores
on pragmatic richness and intercultural perspective.
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The Cultural Authenticity Evaluation Framework (CAEF) proposed in this study offers a
theoretically grounded and practically applicable instrument for addressing this gap. By providing
clear criteria — representational accuracy, contextual embeddedness, pragmatic richness,
intercultural perspective, and linguistic accessibility with cultural density — the CAEF enables
teachers, materials developers, and curriculum designers to make more principled and culturally
informed decisions about the reading materials they use with Bl learners. When applied
systematically and supported by appropriate scaffolding strategies and curricular time for cultural
preparation and reflection, culturally authentic reading instruction has the potential to develop not
only learners' linguistic proficiency but their capacity for genuine, informed, and empathetic cross-
cultural communication.

Future research should build on these findings in several directions. Longitudinal studies
examining the long-term effects of exposure to culturally authentic reading materials on Bl
learners' ICC development would provide valuable evidence for the sustained benefits of this
approach. Learner-perspective studies exploring how B1 learners experience and respond to
culturally authentic reading texts would complement the teacher-perspective data reported here.
Finally, experimental studies comparing the vocabulary acquisition and cultural learning outcomes
of learners taught with high-CAEF versus low-CAEF texts would help establish a more robust
evidence base for the pedagogical claims advanced in this article.
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