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Taymenbaesa A. A.*, Bypzanbaii A. E. ?
L Temipbex JKypaenos amvinoazer KazYOA
2 Abaii amwinoasvl Kaz¥I1y
L neoazoauxa 2viteimoapbinbly Kanoudamot, OoyeHm
2 mazucmpanm

AFBLIIIBIH TUIIH YHPEHY BAPBICBIHJIA CTYJIEHTTEP/IIH
BIHTBIMAKTACTBIK JAT'IBIJIAPBIH JAMBITYTF'A APHAJIFAH
HUHTEPAKTUBTI OKbITY CTPATEI' USIJIAPBI

Axoamna

Makanaga aFpUIIBIH  TUTIH YHpeHy OapbiChIHIA CTYIEHTTEPIiH BIHTBIMAKTACTHIK
JaFAbUIapbIH JaMBITYFa MYMKIHAIK O€peTiH MHTEPAaKTUBTI OKBITY CTpaTErHsUIapblH KOJAAaHYIbIH
MEearOrMKAIBIK IapTTapbl KapacThIpbUIaabl. MaKajgaHbIH MaKcaThl — KOMMYHHUKATHUBTIK TUIIIK
ToxipuOeHi Oipiecinm >xocmapiay, e3apa KeNiCIIreH KAThICy MXOHE YXKBIMIBIK JKayanmKepIIiIiK
JaFAbUTaphlH  MAKCATThl JIaMBITYMEH YINTACTBIPATBIH OIICTEMENIK MOJeNb YChbIHY. JKyMmbic
TEOPHSUIBIK CHUTIATKAa M€ JKOHE KOOMEpATHBTI OKBITY KaruJaldapbl MEH MIeT TUTIH OKBITYAaFbl
KOMMYHUKATHBTIK TOCUT HETI3IHIE MKEKEJIEreH WHTEPAKTUBTI CTpaTerwsuiapbl CaJbICTHIPYFa
OarpITTanFaH. «Mo3anka» ojiciHe, KaThICYIIBUIAPABIH KOJBIHAAFBl aKmapaT aibIpMaIlbUIbIFbIHA
HETI3JIeNTeH TarchlpMaiapra, jka3oaima MOTiHII Olpiiecim KYpacThIpyFa JKOHE TOMTHIK >KoOaiapra
epeKIle Hazap ayIapbUIbI, opOip cTpaTervs OUTIM alylIbUIApAaH Tajlall €TeTiH BIHTBIMAKTACTHIK
opeKeTTepi TYPFBICHIHAH KapacThIPbUIAbl. Y CHIHBUIFAH MOJICNbh CAa0aKTarbl ©3apa OPEKETTECTIKTI
OpTaK MakKcaTThl aWKbIHAAY, pOJAepAl Kelicy, TamnchlpMaHbl Oipiiecin  OpbIHAAy JKOHE
peduiekcusIIbIK Oaranay Ke3eHAepl apKbUIbl YHbIMIACThIpabl. [lenarorukansik cyiiemeniey, Tk
KoJjgay »JKoHe Oaranay eJIIeMAEpiHiH aWKBIHABIFBl OKBITYAbl YHBIMIACTHIPYIBIH KaXeTTi
KypaMJacTapbl peTiHlle CHIaTTanaabl. Mojens TONTHIK KYMBIC YIepici MEH opOip KaThICYIIBIHBIH
KEKe YJEeCiH ecKepy VIIH e3apa Oaranaynabl jKeke PeqUIeKCHSIMEH YIITACTHIPAAbl. ¥ CHIHBUIFAH
TOCUIIIH TPAKTUKAJIBIK MaHbBI3bl HAKTHl OKBITY CTPATETHUSUIAPBIH BIHTBIMAKTACTBIKTHI JAMBITY
MaKcaTTapbIMEH OHE OHBI Oaranay KepCeTKilTepiMeH OaillaHBICTBIPYBIHIA, OYJI arbUIIIBIH T
cabakTapbIH JOCHapiayFa >KOHE MOCNbII KeHIHHEH SMIMPHUKAIBIK TYPFBIIAH TEKCEpyre HEri3
0omanpl.
Tipek co30ep: unmepaxmuemi OKblmy, bIHMLIMAKMACMbBIK 0AObLIAPYL, ARbLIWbIH MINIH YUpeH)y,
Koonepamuemi OKblmy, MONMbuIK 63apa apekemmecmik, o3apa Oazanay, OilimM anryubliapobly
pedhnexcusicuol.

Taymenbaesa A. A1, Bypeanbaii A. E.?
! KasHAU umenu Temupbexa XKypeenosa
2 KasHITY umenu Abas
tkanouoam neoazozuueckux nayk, ooyenm
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NHTEPAKTUBHBIE CTPATEI'MA OBYUYEHMUSA IJIS1 PASBUTHUA HABBIKOB
COTPYJHHUYECTBA CTYJEHTOB IIPU N3YYEHUU AHT IMMCKOT O SI3bIKA

Aunomayus

B cratbe paccmaTpuBalOTCS TENArOTMYECKHE YCIOBHSI, NMPU KOTOPBIX HHTEPAKTUBHBIC
cTpareruu oO0y4YeHUsI MOTYT CHOCOOCTBOBATh PA3BUTHUIO HABBIKOB COTPYJIHUYECTBA CTYICHTOB B
MpoLecCe W3YYCHHS AaHIJIMMCKOro si3blka. lLlenmp crarbu 3aKiovaercs B IPEIOKCHHH
METOJIMYECKOM  MOJenH, OObEeIUHAIOMEH KOMMYHHKAaTUBHYIO  SI3BIKOBYIO  IPAaKkTUKYy C
I[EJICHANIPABICHHBIM PAa3BUTHEM COBMECTHOTO IUIAHUPOBAHUS, COTJACOBAHHOTO Yy4YacTUs U
KOJUIGKTUBHOM OTBETCTBEHHOCTH. PaboTa uMeeT TeopeTHMYecKUid XapakTep M MpeJroiaraer
COIIOCTABJICHUE OT/CIHHBIX WHTCPAKTUBHBIX CTPATETUN C OMOPOW HA MPUHITUIBI KOONIEPATHBHOTO
o0ydeHHss M KOMMYHHMKATHMBHOT'O TOJXOJa K TPENoJaBaHUI0 HHOCTPaHHBIX s3bIKOB. Ocoboe
BHHUMaHUE yJISSETCSI METOIY «MO3anuKay, 3aJaHusIM ¢ HH(POPMAIIMOHHBIM Pa3pbIBOM, COBMECTHOMY
CO3/IaHUI0 MHCbMEHHBIX TEKCTOB U T'PYIIOBBIM MPOEKTaM; Kaxaas CTpaTerusi pacCMaTpUBAETCs C
TOYKH 3PCHHUSI JICUCTBUI COTPYIHHUECTBA, KOTOPhIE OHA TpeOyeT oT oOyuaromuxcs. [Ipeanaraemas
MOJIENIb OpPraHu3yeT B3aHUMOJCHCTBHE HA 3aHSATHM KaK IOCJIEI0BaTeIbHOCTh COBMECTHOIO
OTIpe/ICTICHUS [IEJIH, COTJIACOBAHMSI POJICH, BBHITIOHEHUS OOIIET0 3a/1aHusl U PEIICKCUBHON OIEHKH.
[lenarornueckoe COMpPOBOXKICHHUE, S3BIKOBAs MOJJIEPKKA M IPO3pPAvyHbIE KPUTEPUH OLICHUBAHUSA
paccMaTpuBalOTCS Kak HEOOXOJUMbIe KOMIIOHEHTHI OpraHu3anuud oOydeHus. Mojaenb codeTaer
B3aMMOOIICHUBAHHUE C WHIUBUAYAIbHON peduieKCHeid, MO3BOJISSI YUUTHIBATh IPYMIOBBIE MPOIECCHI
Y JINYHBIA BKJIAJ YYaCTHUKOB. [IpakTHueckas 3Ha4MMOCTh MPEIOKEHHOTO TOIX0/1a 3aKITI0YacTCs
B YCTaHOBJICHUHU CBSI3U MEXKIY KOHKPETHBIMH CTPAaTErHsMH MpernofaBaHUs, UEISIMH DPa3BUTHS
COTPYJIHUYECTBA U MOKA3aTEISIMU €Tr0 OICHKH, YTO CO3aéT OCHOBY JUIS TUTAHUPOBAHMS 3aHITHIA U
MOCIIEAYIOIIEH IMIUPUIECKOM MTPOBEPKU B YCIOBUSAX 00YUYCHHS aHTJIMICKOMY SI3BIKY.
Knrouesvie cnosa: unmepakxmuenoe odyueHue, HABbIKU COMPYOHUYECMBA,; U3VUeHUe AHSTULUCKO20
A3bIKA, KOONepamusHoe obyueHue, 2pynnosoe 3aumoolelcmsue; 63aumMooyenusanue; peguexcus
00VUAIOWUXCSL.

Tautenbayeva A. A.%, Burganbay A. E.?
! Temirbek Zhurgenov Kazakh National Academy of Arts
2 Abai Kazakh National Pedagogical University
! Candidate of Pedagogical Sciences, Associate Professor
2Master’s student

INTERACTIVE TEACHING STRATEGIES FOR DEVELOPING STUDENTS’
COLLABORATION SKILLS IN ENGLISH LANGUAGE LEARNING

Abstract

This article examines the pedagogical conditions under which interactive teaching strategies
can support the development of students’ collaboration skills in English language learning. The
purpose is to propose a methodological framework that integrates communicative language practice
with the deliberate development of shared planning, coordinated participation, and collective
responsibility. The article adopts a conceptual approach, comparing selected interactive strategies
through the principles of cooperative learning and communicative language teaching. Particular
attention is given to jigsaw activities, information-gap tasks, collaborative writing, and group
projects, with each strategy examined in relation to the collaborative actions it requires from
learners. The proposed framework organises classroom interaction around a sequence of shared
goal setting, role negotiation, joint task completion, and reflective evaluation. Collaboration is
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operationalised through observable indicators, including equitable participation, active listening,
reasoned negotiation, mutual assistance, and integration of individual contributions into a shared
outcome. Teacher guidance, language support, and transparent assessment criteria are considered
essential components of this instructional design. The framework combines peer assessment with
individual reflection to document both group processes and personal contributions. Its practical
contribution lies in connecting specific teaching strategies with explicit collaboration objectives and
assessment indicators, providing a basis for lesson planning and subsequent empirical evaluation in
English language classrooms.

Keywords: interactive teaching; collaboration skills; English language learning; cooperative
learning; group interaction; peer assessment; learner reflection.

Introduction:

English language education involves preparing learners to participate in activities that
require the coordination of ideas, responsibilities, and communicative intentions. In such activities,
students need to explain their reasoning, respond to alternative perspectives, negotiate decisions,
and contribute to shared outcomes. This understanding of language use is reflected in the Common
European Framework of Reference for Languages Companion Volume, which incorporates
mediation and collaborative interaction into its description of communicative activity. Its
descriptors address learners’ ability to facilitate participation, develop others’ ideas, and construct
meaning collectively. Collaboration therefore represents a substantive dimension of language
education that can be incorporated into both instructional objectives and assessment practices [1].

A central pedagogical challenge concerns the relationship between participation in group
activities and the development of collaboration skills. For the purposes of this article, collaboration
skills are understood as the capacities required to establish shared goals, coordinate contributions,
engage with peers’ reasoning, provide mutual assistance, and evaluate collective progress. Their
development depends on the quality of interaction within a group. Storch’s longitudinal
investigation of adult English as a Second Language pair work identified distinct interactional
patterns characterised by differences in equality and mutuality, with some patterns offering more
favourable conditions for language learning than others. These findings establish the importance of
examining how learners work together when evaluating the educational value of pair and group
tasks [2]. Social interdependence theory provides a foundation for explaining how the organisation
of learning goals influences cooperation. Johnson and Johnson connect cooperative learning with
the relationships among individual effort, collective achievement, and the instructional conditions
established by teachers. Their account positions cooperation as a process that requires deliberate
organisation and sustained pedagogical support [3]. Applied to English language teaching, this
perspective suggests that tasks should give students meaningful reasons to exchange information,
consider one another’s contributions, and take responsibility for a common result. A shared product
becomes educationally valuable when its production requires coordinated reasoning and allows
each participant’s contribution to be identified.

The relationship between collaboration and language learning can also be understood
through the mediating function of dialogue. Swain and Lapkin’s analysis of two French immersion
students completing a joint task illustrates how learners use interaction to identify linguistic
problems and work towards possible solutions. Although their study concerns French immersion
rather than English language instruction, it offers a relevant account of language as a resource for
both communication and collective thinking [4]. From this perspective, discussing word choice,
explaining an interpretation, or negotiating the organisation of a text creates opportunities to
connect linguistic activity with collaborative reasoning. The educational potential of such
exchanges depends on learners’ engagement with the substance of their partners’ contributions.
Interactive teaching strategies can provide a structure for organising these exchanges. Gillies’
review identifies positive interdependence, individual accountability, supportive interaction,
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interpersonal skills, and group reflection as important components of cooperative learning [5].
Drawing on these principles, the present article considers four strategies: jigsaw activities,
information-gap tasks, collaborative writing, and group projects. Each can be designed around a
particular collaborative demand. Jigsaw activities require learners to explain and integrate
complementary information; information-gap tasks create a communicative need to request
clarification and verify understanding; collaborative writing involves negotiating a shared text; and
group projects require the coordination of responsibilities over successive stages of work. These
connections provide a basis for selecting strategies according to explicit collaboration objectives.

Collaborative writing is particularly relevant because it produces a shared text through
which joint decision-making can be examined. Storch’s research timeline situates this practice
within second language education and describes its development alongside changing literacy
practices and technologies that facilitate joint text production [6]. Within the framework proposed
here, collaborative writing is treated as an opportunity to organise discussion about content,
structure, and linguistic choices. Its value for developing collaboration should be examined through
the decisions learners make together, the explanations they provide, and their responses to
suggested revisions. Text quality and interaction quality are consequently treated as distinct
dimensions of assessment, each requiring appropriate evidence. Evidence concerning interactive
strategies also calls for careful interpretation. Cochon Drouet, Lentillon-Kaestner, and Margas
reviewed 69 studies of the jigsaw method and reported substantial variation in its effects across
educational outcomes. Their analysis highlights inconsistencies concerning achievement,
motivation, social relations, and academic self-esteem, while identifying potential explanations that
require further empirical investigation [7]. These findings caution against assuming that a
recognised cooperative structure will produce uniform benefits across classrooms. For English
language education, an appropriate implication is to specify task demands, participation
arrangements, and intended outcomes before evaluating whether a strategy supports the
development of collaboration.

Teacher mediation is a further consideration. Gillies emphasises the role of teachers in
preparing students for cooperative interaction and supporting productive discussion [5]. In the
proposed framework, this role includes making collaborative expectations explicit, providing
language resources for discussion, and observing how participation is distributed. For example,
students may need support in requesting an explanation, expressing disagreement respectfully,
inviting a quieter peer to contribute, or summarising a group decision. Such support connects the
interpersonal requirements of collaboration with the linguistic resources needed to enact them.

Assessment must likewise capture how students contribute to collective work. A meta-
analysis by Double, McGrane, and Hopfenbeck, covering 54 studies, found a small-to-medium
overall effect of peer assessment on academic performance, supporting its use as a formative
practice across educational settings [8]. This evidence supports considering peer assessment within
interactive instruction, although it does not by itself establish improvements in collaboration skills.
The present article therefore proposes combining peer assessment with teacher observation and
individual reflection. Relevant indicators include responsiveness to others’ ideas, the provision of
useful assistance, fulfilment of agreed responsibilities, and contribution to shared decisions. Recent
research further clarifies the need to connect instructional activities with the processes they are
intended to develop. Zheng, Cao, and Yu identify continuing difficulties in translating collaborative
writing research into classroom practice, particularly in relation to interaction quality, learners’
emotional experiences, assessment, and preparation for collaborative work [9]. Their analysis
supports a specific methodological concern: teachers require a coherent basis for relating the
selection of an interactive strategy to observable collaborative behaviour. The problem addressed in
this article is therefore the instructional alignment of collaboration objectives, task organisation,
language support, and assessment criteria within English language learning. The analysis seeks to
identify the collaborative actions required by selected strategies, explain the pedagogical conditions
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that can support these actions, and formulate indicators for evaluating students’ participation and
contributions. The framework organises classroom work through shared goal setting, role
negotiation, joint task completion, and reflective evaluation. Its intended contribution is to make the
relationship between teaching strategy and collaboration objective sufficiently explicit to guide
lesson planning and subsequent empirical investigation. In this way, the article establishes a basis
for examining collaboration as an educational objective with identifiable processes and assessable
outcomes.

Methods

The study adopts a qualitative conceptual design that combines a focused narrative review,
comparative pedagogical analysis, and the development of an instructional framework. Its purpose
IS to establish how interactive teaching strategies can be organised to support students’
collaboration skills in English language learning. The analysis draws on published scholarship and
examines relationships among task characteristics, collaborative processes, and assessment
principles. A narrative review is appropriate for integrating these interconnected areas, provided
that the selection of literature and the reasoning underlying its synthesis are made explicit.
Accordingly, the methodological emphasis is on conceptual coherence and the relevance of the
evidence to the research purpose. [10]

The conceptual development follows a theory-synthesis approach. Research on cooperative
learning and peer interaction provides explanations of how learners coordinate their contributions,
while literature on language pedagogy informs the communicative demands of classroom tasks.
Assessment scholarship contributes principles for translating collaboration into observable
indicators. These perspectives serve distinct analytical functions within the proposed framework:
they explain the conditions supporting collaboration, identify opportunities for practising it through
English, and guide the interpretation of collaborative performance. This integration follows the
principle that conceptual research should specify how selected theories contribute to the argument
and how their combination supports the proposed contribution. [11] The literature base comprises
the substantive publications discussed in the Introduction and five methodological sources
introduced in this section. Selection is purposive and guided by relevance to collaborative
interaction, instructional design, conceptual synthesis, and assessment. Sources are considered
according to their identifiable scholarly provenance, clarity of conceptual contribution, and
applicability to the research questions. Foundational publications supply theoretical explanations,
empirical studies provide context-specific evidence, and reviews help identify broader patterns and
limitations. These different forms of evidence are interpreted according to their respective purposes.
The resulting review supports the construction of a methodological framework without claiming
exhaustive coverage of the field. The analytical procedure is informed by directed qualitative
content analysis, in which existing theory and relevant findings guide the initial categories used to
interpret textual material. [12] In the present study, these categories comprise shared goals,
interdependence, participation, negotiation, mutual support, and reflection. They function as
interpretive questions applied to descriptions of learning activities and collaborative processes. For
example, the analysis considers whether successful task completion requires contributions from
several learners, how participants respond to alternative suggestions, and whether responsibility
extends beyond completing an individually assigned component. Attention also extends to
conditions that complicate collaboration, including uneven participation, excessive dependence on a
more proficient learner, and the separation of individual contributions without subsequent
integration. The comparative analysis focuses on four instructional strategies: jigsaw activities,
information-gap tasks, collaborative writing, and group projects. Each strategy is examined through
a common set of dimensions: the intended shared outcome, the distribution of information and
responsibility, opportunities for reciprocal communication, requirements for integrating
contributions, teacher support, and possible evidence of collaboration. This approach enables
comparison across activities that differ in duration, organisation, and expected products. The
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analysis distinguishes between opportunities created by a task and the collaborative behaviour
learners may demonstrate during its implementation. Consequently, the presence of pair or group
work is treated as an organisational feature whose educational significance depends on the
interaction it generates.

Within this comparison, collaboration is operationalised through five proposed indicators:
equitable participation, active listening, reasoned negotiation, mutual assistance, and the integration
of individual contributions into a shared outcome. Equitable participation concerns meaningful
opportunities to influence the task and assume responsibility. Active listening is represented by
responses that acknowledge, clarify, or develop a peer’s contribution. Reasoned negotiation
involves explaining preferences and considering alternatives before reaching a decision. Mutual
assistance includes providing support while preserving the recipient’s involvement. Integration
concerns the extent to which contributions are discussed and incorporated into a coherent collective
product. These definitions establish the conceptual basis for subsequent instructional and
assessment decisions. The instructional framework is constructed through the principle of
constructive alignment, which connects intended learning outcomes with the activities through
which learners practise them and the evidence used to assess their achievement. [13] Applied to the
present topic, each collaboration outcome is linked to relevant communicative actions and task
conditions. For example, developing reasoned negotiation requires opportunities to propose
alternatives, explain choices, request clarification, and respond to disagreement. A corresponding
task therefore needs a shared decision that depends on discussion, together with evidence showing
how participants reach that decision. Language support, including functional expressions and
prompts, is incorporated where necessary to make these actions accessible.

The proposed instructional sequence comprises shared goal setting, role negotiation, joint

task completion, and reflective evaluation. These stages provide an organising structure across the
four strategies while allowing adaptation to learners’ proficiency, task complexity, and available
classroom time. Teacher support is specified in relation to the demands of each stage, including
clarifying expectations, helping learners distribute responsibility, monitoring participation, and
prompting reflection on interaction. The sequence is presented as a pedagogical proposal for
classroom application and subsequent investigation.
Assessment design draws on the distinction between descriptive rubrics and instruments that merely
assign ratings or count behaviours. Meaningful rubric criteria require descriptions of performance
quality that correspond to the intended learning outcomes. [14] Accordingly, the proposed
assessment approach uses the five collaboration indicators as separate criteria. Prospective evidence
includes teacher observations, peer feedback, individual reflections, and traces of joint decision-
making in task products. Descriptors should address how learners contribute, respond, and
coordinate their work. Linguistic accuracy and fluency require separate consideration so that
judgments of collaboration remain sensitive to learners’ differing English proficiency. The
methodological contribution consists of a theoretically grounded framework linking interactive task
design, collaborative actions, and assessment. Its internal coherence depends on maintaining
explicit connections between the literature, the analytical categories, and the proposed teaching
procedures. The study involves no primary participant data, and the framework’s effectiveness and
assessment properties remain open to empirical investigation. Its conclusions therefore concern
pedagogical rationale and design principles; evidence of sustained improvement in students’
collaboration skills would require subsequent classroom implementation and evaluation.

Research Results

The conceptual analysis yields three interconnected outcomes: a comparative account of the
collaborative opportunities provided by four interactive teaching strategies, an instructional
framework linking these opportunities to purposeful language use, and a set of descriptive criteria
for evaluating collaborative performance. These outcomes represent the results of the literature-
based synthesis and pedagogical modelling undertaken in this study. They provide a basis for
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designing and examining classroom practice, while their effectiveness in producing sustained
improvements in students’ collaboration skills remains subject to empirical investigation. A central
finding of the synthesis concerns the relationship between task organisation and the quality of
participation. The collaborative potential of an activity depends on whether learners need to engage
with one another’s contributions to achieve the intended outcome. Assigning students to a group
establishes a setting for interaction, but the distribution of information, responsibility, and decision-
making opportunities determines what that interaction requires. Gillies’ investigation of cooperative
learning in a junior high school mathematics context found that students working within structured
arrangements offered more elaborated assistance and developed stronger perceptions of group
cohesion and responsibility for peers’ learning. Although this evidence originates outside foreign
language instruction, it supports the broader pedagogical rationale for explicitly structuring
collaboration. [15]

The analysis further identifies the allocation of informational responsibility as a relevant
condition for participation in English language tasks. Dao and McDonough found that mixed-
proficiency EFL pairs demonstrated greater mutual engagement when the less proficient learner
held information needed for task completion. Their findings indicate that interactional roles can
influence participation alongside language proficiency. [16] In the framework developed here, this
evidence informs a design principle: each learner should possess a meaningful contribution that
peers need to understand and incorporate. Consequently, roles are defined through intellectual and
communicative responsibility, including explaining evidence, checking understanding, or
evaluating alternatives. Roles concerned only with recording or managing materials offer a
narrower basis for practising collaboration.

The comparison of jigsaw activities, information-gap tasks, collaborative writing, and group
projects reveals complementary opportunities for developing collaboration. Their differences
concern the actions required to connect individual contributions with a collective outcome. Table 1
presents the resulting conceptual mapping.

Table 1. Collaborative opportunities and design conditions across interactive teaching

strategies
Strate Basis of Collaborative Essential design
9y interdependence actions targeted condition
. The final task requires
. Explaining, .
Learners contribute - . connections among
: ) . listening, requesting o
Jigsaw different sections of e contributions,
o . . clarification, and
activities information needed for - supported by
. synthesising .
shared understanding. : . preparation in expert
information.
groups.
Asking precise
_ Participants possess questions, clar_lfyl_ng Tas_k comp_letlon
Information- . . meaning, confirming requires reciprocal
incomplete or different . o
gap tasks . . understanding, and | exchange and a jointly
information. L .
coordinating checked solution.
decisions.
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Proposing ideas, Participants contribute
Learners share Do : . .
. o negotiating wording, | to planning, drafting,
Collaborative responsibility for the - - .9 .
- explaining revisions, and revision, with
writing content and language of . . -
and resolving decisions open to
one text. . i .
disagreement. discussion.
Planning,
A shared product negotiating Intermedlate _
. . responsibilities, checkpoints require
: requires coordinated o : :
Group projects oo monitoring progress, collective review
contributions over . ; )
integrating work, before the final
several stages. . )
and evaluating product is completed.
outcomes.

The comparison highlights the particular value of collaborative writing for making joint
decision-making visible. A shared text offers a concrete focus around which learners can discuss
meaning, organise arguments, and reconsider linguistic choices. Storch’s classroom study found
that writing in pairs created opportunities for combining ideas and exchanging feedback; the jointly
produced texts also demonstrated advantages on several assessed dimensions. However, learners
expressed differing views about the experience. [17] For the present framework, the relevant
implication is that the writing process provides evidence of how contributions are negotiated. A
polished final text alone cannot establish whether responsibility was distributed meaningfully
throughout its production. Group projects extend the temporal scope of collaboration by requiring
participants to maintain coordination across planning, production, and revision. The scoping review
by Jaleniauskiene and Venckiene documents varied approaches to project-based language learning
in higher education, including opportunities for learner choice, authentic products, reflection,
critique, and revision. [18] The present synthesis connects these features to the management of
collective responsibility. Its resulting design proposition is that project work should include
occasions when students examine how their separate contributions fit together. Without such
integration points, a project may provide substantial individual work while generating relatively
limited collaborative reasoning. A second outcome is the specification of the four-stage
instructional framework introduced in the Methods section. Its stages connect the organisation of a
task with the communicative actions through which collaboration becomes possible. Shared goal
setting establishes a common interpretation of the expected outcome and its quality criteria. Role
negotiation distributes responsibility while allowing learners to request support or reconsider an
unsuitable allocation. Joint task completion involves exchanging information, evaluating
suggestions, and adjusting contributions in response to peers. Reflective evaluation examines both
the completed product and the interaction through which it was developed.

The distinctive feature of this framework is the connection between stages. Decisions made
during planning remain open to revision when difficulties emerge, and reflection generates specific
adjustments for subsequent tasks. This arrangement draws on research into socially shared
regulation, which emphasises learners’ awareness of collective learning processes and the value of
making those processes explicit through appropriate support. Jarveld and colleagues identify design
principles concerning awareness, the external expression of learning processes, and prompts that
activate regulation within collaborative settings. [19] Their principles inform the inclusion of brief
planning statements, progress checks, and shared reflection in the proposed framework. An
illustrative application is an English-language task requiring students to prepare a recommendation
for a campus improvement. Learners first agree on the audience and the criteria for a useful
recommendation. They then negotiate responsibility for examining different forms of evidence.
During task completion, they compare alternatives and construct a recommendation supported by
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contributions from the group. Reflection addresses which suggestions influenced the decision, how
disagreement was handled, and what participation arrangements require adjustment. This example
demonstrates the alignment of the proposed stages; it is not an account of an implemented
intervention. A third outcome is a descriptive assessment framework that translates collaboration
into observable actions. The five criteria specified in the Methods section are retained: equitable
participation, active listening, reasoned negotiation, mutual assistance, and integration of
contributions. Table 2 differentiates three proposed forms of performance for each criterion. The
descriptors concern the quality and responsiveness of participation rather than the frequency of
speech or the grammatical sophistication of individual contributions.

Table 2. Proposed descriptive rubric for collaboration in English language tasks

Participation

Independent

Participation that

participation

contribute or allow
space for peers.

respects others’
opportunities to
participate.

Criterion requiring subport collaborative supports group
g g supp participation coordination

Needs prompting to cm?ﬁiz[fgﬁzzr:d Helps redistribute

Equitable prompting opportunities when

participation becomes
uneven.

Active listening

Needs support to
clarify or respond to

a peer’s contribution.

Checks
understanding and
responds directly to
peers’ ideas.

Connects different
contributions and
helps the group
resolve
misunderstandings.

States a preference

Explains choices and

Helps compare
alternatives against

Mutual assistance

Needs guidance to
request help or
provide useful

Offers relevant
explanations and
seeks assistance

Reasoned without explaining it : oo
-~ I considers reasons shared criteria and
negotiation or considering e
g offered by others. formulate a justified
alternatives. -
decision.
Adjusts support to

peers’ needs while
preserving their
responsibility for the

Integration of
contributions

support. when necessary. task.
Focuses on an Helps identify gaps,
assigned component | Revises individual reconcile

with limited
attention to the
whole.

work to fit the
shared outcome.

inconsistencies, and
connect contributions
coherently.

The rubric provides a basis for feedback and reflection, but its introduction cannot itself be
treated as evidence of skill development. Panadero and colleagues’ meta-analysis found a positive
effect of rubrics on academic performance, while estimates concerning self-regulated learning and
self-efficacy were smaller and more uncertain. These findings support distinguishing among the
outcomes attributed to assessment tools. [20] Within the present framework, rubric-based
judgments would therefore require evidence from interaction, peer feedback, individual reflection,
and the development of shared products. The synthesis also establishes an interpretive boundary
between successful task performance and the development of collaboration skills. A learner may
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collaborate effectively in a familiar activity while requiring considerable support in a new group or
a more demanding task. Demonstrating development would require repeated observations showing
more independent and responsive participation across relevant situations. The contribution of the
present analysis is to specify what such development could involve and how instruction can create
opportunities to examine it. The resulting framework connects task conditions, communicative
actions, and assessment criteria without assuming that any single interactive strategy produces
equivalent outcomes for all learners.

Conclusion

The conceptual analysis identifies purposeful interdependence, shared responsibility, and
responsive peer interaction as key conditions for supporting collaboration in English language
learning. Jigsaw activities, information-gap tasks, collaborative writing, and group projects offer
complementary opportunities to explain ideas, negotiate decisions, assist peers, and integrate
individual contributions. Their pedagogical value depends on how these actions are incorporated
into tasks and supported through appropriate language resources and teacher guidance.

The proposed framework connects shared goal setting, role negotiation, joint task
completion, and reflective evaluation with explicit criteria for collaborative performance. This
alignment provides a methodological basis for designing activities and assessing equitable
participation, active listening, reasoned negotiation, mutual assistance, and the integration of
contributions. The study’s contribution lies in linking instructional choices to observable
collaborative actions while distinguishing collaboration from linguistic proficiency. Classroom
implementation and repeated assessment are required to establish the framework’s effectiveness and
determine whether the targeted skills develop and transfer across tasks and group settings.
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Abstract
Future language teachers meet Al-enabled language learning tools twice: as learners who use
them now, and as professionals who may soon bring them into their own classrooms. This article
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reports a cross-sectional survey of pre-service English teachers at one Kazakhstani pedagogical
university. Thirty-eight third- and fourth-year students took part, and 33 confirmed using Al-
enabled language learning tools within the previous twelve months. The questionnaire was adapted
from the Technology Acceptance Model and covered perceived usefulness, perceived ease of use,
behavioral intention, an additional block on future professional use, a usage profile, and two open-
ended questions. Internal consistency of the multi-item scales was satisfactory (Cronbach's alpha
0.74-0.80). ChatGPT-type chatbots turned out to be the most widely used tools (81.8%), and
vocabulary and writing were the skills students practised most often. Perceived usefulness received
the highest composite rating (M = 3.80) and perceived ease of use the lowest (M = 3.44).
Usefulness correlated positively with behavioral intention (rho = 0.53, p = 0.002), whereas usage
frequency showed no significant association with intention. Open-ended responses pointed to
infrastructural barriers, distrust of answer accuracy, and the quality of Kazakh-language adaptation.
Implications for foreign language teacher education programmes are discussed.

Keywords: artificial intelligence; Al-enabled language learning tools; technology acceptance
model; pre-service English teachers; foreign language education; ChatGPT; perceived usefulness;
behavioral intention; Al literacy; Kazakhstan.

Ilyticenosa M.M.
O. XKonibexos amvinoazel Oymycmix Kazaxcmarn nedazocukanvly ynusepcumenti,
PhD, npogheccop m.a.

BOJIAIIAK AFBUIIIBIH TUII M¥FAJIMJEPIHIH KU KOJIJAVTHIH TLI
YUPEHY KYPAJIIAPBIH KABBIJIJIAYbBI 7/KOHE KOJITAHY bI

Anoamna

binim Gepyperi »acaHIbl UHTEIUIEKT TEXHOJOTHSIIAPBIHBIH KAapKBIHABI Tapadybl Ooaiak
Tin myranimaepidin XKW xongaliTelH Tin yipeHy KypajigapblHa KaThICTbl YCTaHBIMBIH 3€pTTEYAIH
©3CKTUIIIH apTTBIPBIT OTHIP: oJlap OyJl KypaagapAbl OUTIM adyIibl peTiHAe NaiiJalaHbl,
OoJammakra KociOM KhI3METIHIE KOJMJaHyhl MYMKiH. Makamana 6ip Ka3akCTaHIBIK IeIaroruKaibIK
XKOO-upIH Oonamak aFpUIMIBIH Tl MYFaliMIEpl apachlHIa >KYPri3iireH KpOoCC-CEeKIMSIIBIK
cayajHaMaJIbIK 3epTTey HoTHxkenepl OasHaananel. 3eprreyre 3—4-KypcThlH 38 CTYAEHTI KaTbICTHI,
onapnabiH 33-1 conrbl OH eki aiga XM KommalWTelH Tinm yipeHy KypannapblH NaiianaHFaHbIH
pactansl. CayalHaMa TEXHOJIOTHSIHBI KaObUIIay MOJIEN HeTi3iHaAe OeHiMAeN i »KoHe Maiaansl Jem
KaObLTIay/ 11, IAIaNaHy KEHUIIITIH, Maijanany HUETiH, Oomamak KociOu KOIaHy bl 3epAeIeUTiH
KOCBIMIIIa OJIOKTHI, Maiaiany IpoQuIIiH KoHE €Ki allblK CypakThl KamThiabl. [Ikamamapasiy imki
yinecimainiri kanarattanapiblk (Cronbach's alpha 0,74—0,80). Ex wui maiianaHbuIaThiH Kypan —
ChatGPT tunti ugar-6otrap (81,8%); Kypanmap keOiHEe JEKCHKAa MEH >Ka3bUIBIM JaFbUIapbIH
JaMBITY YIIH Konmaneutaael. Iladimamel gen kaOwsuimay eH skorapel (M = 3,80), maiimanany
xeHuairi eq toemeH (M = 3,44) Garanannapl. [laiianbuiblK MMEeH MaiijjaiaHy HUETI apachlHIA OH
Oaitmanpic aHbIKTaABl (tho = 0,53; p = 0,002), an mailganaHy >KUUTITT MEH HHET apachIHJIAFbI
OaiimaHbIc MOH/II O0IMaIbl. ANIBIK jkayanTapaa WHOPAKYPBUILIMIBIK KeAepriiep, xKayar JoJIirine
CEHIMCI3/IK JXoHE Ka3ak TuliHe Oelimaey camacekl aramapl. llleren Tim MyFamiMaepiH naspriay
OafapramanapblHa apHaJIFaH YChIHBIMIAp Oepinesi.

Tyiiin ce30ep: oicacandvl unmennekm; KU konoavimvin min yipeny Kypanoapol,
MEXHONI02UAHBL KAObLIOAY MoOei; DoIauax agvliublh Mmini myeanimoepi; wemminoik oinim oepy;
ChatGPT, natioanst oen xabwiroay, navidarany nuemi; KU cayammulivizol, Kazakcman.
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INPUHATHUE U UCITOJIB30BAHUE UN-UHCTPYMEHTOB U1 U3YUEHUSA
SI3BIKA BYJYIIIUMHA YYUTEJSIMHA AHTJIUMCKOT'O SI3bIKA

Annomayus

BricTpoe pacmpocTpaHeHHE TEXHOJOTMH HMCKYCCTBEHHOTO HHTEIUIEKTa B 0Opa30BaHUU
00yCIIOBIMBAaEeT HEOOXOIMMOCTh U3YUYEHHSI TOT0, KaKk Oyayliue yuuTens s3blka Bocupunumarotr UN-
MHCTPYMEHTHI ISl U3YUEHUS S3bIKA: OHU UCHOJIB3YIOT UX KaK 00ydarouirecs U MOTyT IPUMEHATh B
npodeccroHalbHON AesTenbHOCTH. B craThe mpencTaBieHbl pe3ysbTaThl KPOCC-CEKIHMOHHOIO
ONIPOCHOTO HCCIENO0BaHUs OyIylIMX YYHUTeJIeH aHIJIMICKOro s3blKa OJHOT0 Ka3aXCTaHCKOI'o
MeJarornyeckoro Bys3a. Yuactue npuHsaiau 38 ctyneHToB 3—4 KypcoB, M3 HUX 33 MOATBEPIMIH
ucnosb3oBaue MM-UHCTpyMEHTOB A M3Y4y€HHUS S3bIKAa 3@ IIOCJIEJHUE IBEHAALIATH MECSLEB.
AHKeTa aJanTHpoBaHa HA OCHOBE MOJIENU MPUHATHS TEXHOJIOTUH U 0XBAThIBaJIa BOCIIPUHUMAEMYIO
MI0JIE3HOCTh, MPOCTOTY HCIOJb30BAHUS, HAMEPEHHE HCIOJIb30BAHMUS, IOMOJHHUTEIbHBIN OJOK O
npodeccHoOHAIbBHOM NPUMEHEHUH, Npo(uiIb HCIONb30BaHUS U JBa OTKPBITBIX BOIMpOCA.
BHyTpeHHSsI cOTacoBaHHOCTh IIKanl Obuia ynoeierBopurenbHoi (Cronbach's alpha 0,74-0,80).
HaubGonee pacrnpocTpaHeHHBIM HHCTPyMEHTOM oOKa3zanuch 4ar-0otbl Tuma ChatGPT (81,8%);
MHCTPYMEHTBl 4allle NPUMEHSIOTCS M PAa3BUTHS CIIOBApHOIO 3alaca M HaBBIKOB IHMCbMA.
Bocnpuaumaemasi 1mosje3HOCTh MoOJdyuwia HauBbiciyto ounenky (M = 3,80), mnpocrota
UCIOJIb30BaHUS — caMyto HU3KY0 (M = 3,44). [lone3HoCTh NOJ0KUTENBHO CBsI3aHa ¢ HAMEPEHHEM
ucnons3zoBanus (tho = 0,53; p = 0,002); cTaTUCTHYECKH 3HAYMMOHN CBS3HM MEXIY YaCTOTOM
HCIIOJIb30BAaHNS U HAMEPEHUEM MCIOJIb30BaHUS HE BBIABICHO. OTKpBITBIE OTBETHl yKa3aJld Ha
nH(ppacTpyKTypHbIE Oapbephl, HEAOBEPUE K TOYHOCTH OTBETOB M MPOOJIEMbl KauecTBa OTBETOB Ha
Ka3axckoM s3blke. OOCyXIaroTcs peKOMEHJAMM JJsl [porpaMM HOJTOTOBKM — y4HTeNen
WHOCTPAHHBIX SI3bIKOB.

Kniouesvie cnosa: uckyccmeennvuii unmennexm, HH-uncmpymenmul 0N u3yueHus A3vlKa;
MoOenb NPUHAMUSL MEeXHON02Ull; OYOywue yuumensi aH2IUliCKo20 A3bIKA, UHOA3bIYHOE 00pazosanue;
ChatGPT; éocnpunumaemas nonre3Hocmns, Hameperue uchonvzosanus; HH-spamomuocmo;

INTRODUCTION

Artificial intelligence (Al) technologies have been reshaping language education in recent
years, and research is only beginning to catch up with practice. A systematic review of Al
applications in higher education found rapid technological spread alongside weak pedagogical
grounding [1]. Within language education, adaptive systems form one recognisable group of Al-
based tools: they adjust task difficulty, content and feedback to the learner's level and responses,
and the literature often uses the terms adaptive learning and personalized learning interchangeably
[2]. The arrival of generative tools such as ChatGPT then widened the picture considerably and
sharpened research interest in foreign language teaching. Researchers have studied the place of
ChatGPT in EFL learners' informal digital learning [3], teachers' views on what such tools can offer
[4], and how Al tools affect affective factors related to speaking [5]. In this article the umbrella
term Al-enabled language learning tools covers both specialized adaptive applications and general-
purpose generative chatbots used for language learning; adaptivity is treated as one salient feature
of such tools rather than a defining criterion.

Whether a new technology takes root in education depends above all on whether its users
accept it. Acceptance research on generative Al already shows that established models transfer to
this new class of tools: studies of university students' uptake of ChatGPT confirm their applicability
[6]. The framework applied most often remains the Technology Acceptance Model (TAM). Davis

17




Becmuux KazHITY um. Abas, cepus «Ilonussviunoe obpazosanue u unocmparnnas gunonoeusy, Ne3(55), 2026 e.

[7] proposed explaining the intention to use a technology through two constructs, perceived
usefulness (PU) and perceived ease of use (PEOU). Later extensions [8] and systematic reviews of
educational settings [9] support the continuing relevance of TAM for studying how educational
technologies are received.

Pre-service teachers occupy a particular position in acceptance research because they
encounter Al twice, first as learners and later as professionals who decide whether to bring such
tools to their own students. In a study of 452 pre-service teachers at a German university, perceived
usefulness (p = 0.501) and perceived ease of use emerged as the main predictors of the intention to
use Al [10]. Initial language teacher education has also begun responding to generative Al: teacher
educators report rethinking their courses [11], and intervention studies have sought to build pre-
service language teachers' professional generative Al competence [12]. Such work connects to the
wider agenda of Al literacy [13] and to the UNESCO Al competency framework for teachers [14].
Survey evidence on how pre-service English teachers themselves accept and use Al-enabled
language learning tools nevertheless remains limited, particularly outside East Asian and European
contexts.

For Kazakhstan the question carries particular weight. Al development has been declared a
state priority, and the Concept for the Development of Artificial Intelligence for 2024-2029 was
approved by Government Decree No. 592 of 24 July 2024 [15]. Access to Al tools in the education
system keeps expanding, yet empirical evidence on how future foreign language teachers actually
use and accept them remains limited. The quality of Al output in Kazakh deserves attention as well:
in a recent evaluation conducted in the clinical nutrition domain, ChatGPT-4 outputs in Kazakh
performed substantially worse than corresponding English and Russian outputs [16]. How such
localization constraints shape learners' acceptance is still poorly documented, particularly for
Kazakhstan.

Against this background, the study set out to identify pre-service English teachers' acceptance
and use of Al-enabled language learning tools at one Kazakhstani pedagogical university. The
research questions and the hypothesis are formulated in the Materials and Methods section.

MATERIALS AND METHODS

The study followed a cross-sectional survey design. Four research questions were posed:

(RQ1) which Al-enabled language learning tools students use, how often, and for which language
skills; (RQ2) what the levels of the acceptance constructs are, namely perceived usefulness (PU),
perceived ease of use (PEOU), and behavioral intention (Bl); (RQ3) whether indicators of use are
related to the acceptance constructs; (RQ4) what intentions students hold, as future teachers, about
applying these tools in their professional work. Within RQ3 one hypothesis was tested: H1, usage
frequency is positively related to behavioral intention.
The study involved third- and fourth-year students of the English teacher education programme at
one Kazakhstani pedagogical university (convenience sampling). Of 40 distributed questionnaires,
38 were completed and returned (a response rate of 95%). Twenty-two respondents (57.9%) were
third-year and 16 (42.1%) fourth-year students; 29 (76.3%) were female and 7 (18.4%) male, one
respondent preferred not to indicate gender, and one left the question unanswered. Self-assessed
English proficiency (CEFR) was distributed as follows: A2 — 3 (7.9%), B1 — 17 (44.7%), B2 — 15
(39.5%), C1 and above — 3 (7.9%). The screening question showed that 33 respondents had used
Al-enabled language learning tools within the previous twelve months and entered the main
analysis; the 5 non-users answered only the demographic block and the open-ended question on
barriers.

The questionnaire was administered on paper in class. Permission to conduct the study was
obtained, and the introductory section of the questionnaire informed respondents about voluntary
participation, the anonymity of responses, and the use of data in aggregated form for research
purposes only, which served as informed consent.
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The questionnaire consisted of six parts: a screening question, a demographic block, a usage
profile (a list of tools, frequency, skills, and duration), an acceptance block, a future-teacher block,
and two open-ended questions. The screening question offered respondents a working definition,
describing Al-based tools that automatically adjust task difficulty, content, or feedback to the
learner, and listed examples that included specialized applications and ChatGPT-type chatbots used
for language learning. Because the tools respondents actually reported ranged from adaptive
applications to general-purpose chatbots, the broader term Al-enabled language learning tools is
used in reporting. The items of the acceptance block were adapted from the original constructs of
the Technology Acceptance Model [7]: PU with four items, PEOU with four items, and Bl with
three items, all on a five-point Likert scale (1 — strongly disagree, 5 — strongly agree). Two author-
developed additions were included: item PU5 on adaptivity and a future-teacher (FT) block of three
items. Neither belongs to the original instrument [7]: PU5 was treated as a separate exploratory item
and was not merged into the PU composite, and the FT block was analyzed separately. The items
were forward-translated into Kazakh by the author and checked against the original English
wording; the full cross-cultural adaptation cycle recommended for self-report measures [17],
including back-translation, expert committee review, and pretesting, was not implemented, and the
instrument was not piloted before field use. Both points are acknowledged in the Limitations
section.

The analysis relied on descriptive statistics (frequencies, percentages, means, and standard
deviations), internal consistency of the scales (Cronbach's alpha), and Spearman rank correlations.
Composite scores were computed as the mean of the items; a composite was calculated only when
at least three of the four PU items, three of the four PEOU items, and all three Bl and FT items had
been answered. Given the small sample size (n = 33), no factor analysis was performed, and non-
parametric correlations were used. Apart from the hypothesized H1 test, all correlations were
exploratory and are reported with unadjusted p-values. The analysis was carried out in Python 3
with the pandas and SciPy libraries.

The two open-ended questions were analyzed through inductive content analysis. All
responses were read in full and assigned short descriptive codes; codes recurring across responses
were grouped into broader themes. Coding was performed on the original Kazakh responses, and
illustrative quotations were translated into English by the author for reporting. Coding was carried
out by the author alone; no second coder was involved, so intercoder reliability could not be
computed. This is acknowledged in the Limitations section.

RESULTS

Usage profile (RQ1). Among users (n = 33) the most widespread tools were
ChatGPT/Gemini-type chatbots used for language learning (27 respondents, 81.8%), followed by
Duolingo (17; 51.5%) and Quizlet (17; 51.5%), ELSA Speak (9; 27.3%), Memrise (5; 15.2%), and
Busuu (2; 6.1%); Grammarly, Cake (twice), and DeepL Write were named under the option ‘other'.
The largest groups by frequency used the tools about once a week (13; 39.4%) or several times a
week (11; 33.3%); two respondents (6.1%) used them daily. As for duration, 11 respondents
(33.3%) had used the tools for 6-12 months, 8 (24.2%) for more than a year, 9 (27.3%) for 3-6
months, and 5 (15.2%) for less than three months. The tools were applied most often to vocabulary
(22; 66.7%), writing (20; 60.6%), speaking practice (19; 57.6%), and grammar (18; 54.5%);
pronunciation was named least often (11; 33.3%). A detailed usage profile is presented in Table 1.

Table 1. Usage profile of Al-enabled language learning tools (n = 33)

Indicator Category n (%)

Tools (multiple choice) ChatGPT/Gemini (chatbot) 27 (81.8)
Duolingo 17 (51.5)
Quizlet 17 (51.5)
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ELSA Speak 9 (27.3)
Memrise 5(15.2)
Busuu 2 (6.1)
Other (Grammarly, Cake, DeepL Write) 4(12.1)
Freguency Daily 2 (6.1)
Several times a week 11 (33.3)
About once a week 13 (39.4)
Several times a month 6 (18.2)
Less often 1(3.0)
Duration Less than 3 months 5(15.2)
3-6 months 9 (27.3)
6-12 months 11 (33.3)
More than a year 8 (24.2)

Acceptance levels (RQ2). All multi-item scales showed satisfactory internal consistency
(alpha > 0.70; Table 2). Perceived usefulness received the highest composite rating (M = 3.80, SD =
0.60), while perceived ease of use was rated comparatively low (M = 3.44, SD = 0.68), with the
weakest single item concerning the ease of finding the needed function (M = 3.09). Behavioral
intention (M = 3.48, SD = 0.74) and future-teacher intention (M = 3.53, SD = 0.85) were above the
scale midpoint. The exploratory adaptivity item PU5 received the highest rating among the
usefulness statements (M = 3.97, SD = 0.85); it was analyzed as a separate item and was not merged
into the PU composite.

Table 2. Descriptive statistics and reliability of the scales (users, n = 33)

Scale / item Items Cronbach's M SD n
alpha

Perceived usefulness (PU) 4 0.74 3.80 |0.60 |33

PUS: adaptivity (exploratory item) | 1 — 3.97 |0.85 |33

Perceived ease of use (PEOU) 4 0.77 3.44 10.68 |33

Behavioral intention (BI) 3 0.80 348 074 |31

Future-teacher intention (FT) 3 0.76 353 (085 |31

Relations between use and acceptance (RQ3). Hypothesis H1 was not supported: the
association between usage frequency and behavioral intention did not reach statistical significance
(rho = 0.26, p = 0.150, n = 31). The associations of usage duration and tool range with the
acceptance constructs also failed to reach significance (all |rho| < 0.28, p > 0.05). At the same time,
the relations among the constructs were broadly consistent with selected TAM relationships: a
moderate positive association was recorded between PU and Bl (rho = 0.53, p = 0.002, n = 31), and
positive associations were found between PU and PEOU (rho = 0.44, p = 0.010, n = 33) and
between PU and FT (rho = 0.40, p = 0.027, n = 31). In exploratory analyses, the adaptivity item
PUS5 was also positively associated with Bl (rho = 0.42, p = 0.020, n = 31). These additional
correlations were exploratory and are reported with unadjusted p-values (Table 3).

Table 3. Spearman rank correlations, rho (n)

Variable 1 2 3 4 5
1. Usage frequency —

2. PU —0.02 (33) —

3. PUS5 (item) —0.14 (33) 0.71** (33) | —

4. PEOU —0.01 (33) 0.44* (33) 0.23 (33) —
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5. BI 0.26 (31) 0.53** (31) |0.42*(31) |0.31(31)

6. FT 0.06 (31) 0.40* (31) | 0.38*(31) | 0.14(31) 0.31 (30)

Note: * p < 0.05; ** p < 0.01; pairwise n in parentheses. Correlations other than the H1 test are
exploratory; p-values are unadjusted.

Open-ended responses (complementing RQ1 and RQ4). Four themes were identified in the
answers about benefits (29 responses): adaptivity and personal pace (‘tasks that match my level’, 'l
train my weak points more', 'l choose the difficulty myself’); immediate feedback and error analysis
('l notice my mistakes right away', 'l understand why it was wrong’); time saving and accessibility;
and contextual explanation with examples. Four themes were identified in the answers about
barriers (32 responses, including non-users): infrastructural and financial barriers (unstable internet,
paid features, advertising); distrust of answer accuracy ('l am afraid it gives wrong answers', ‘it may
turn out wrong when | check later'); the quality of Kazakh-language adaptation (‘the Kazakh
answers are not accurate’, 'the Kazakh examples feel unnatural’, difficulty with English-only
interfaces); and self-regulation difficulties (distraction, the risk of depending on ready-made
answers). The reasons given by the five non-users were not knowing where to start, the sufficiency
of the teacher's materials, unstable internet, fear of wrong answers, and the absence of need.

DISCUSSION

Several findings deserve comment. The usage profile, to begin with, was dominated by
general-purpose ChatGPT/Gemini-type chatbots used for language learning (81.8%) rather than
specialized adaptive applications. What respondents experience as adaptivity is therefore mostly
dialogic, not algorithmic level adjustment: explanation on request, examples, reformulation. The
open-ended answers make this concrete ('if I do not understand, it explains again in other words', 'l
can ask my own question freely"), and the picture fits the rapid uptake of generative chatbots among
university students reported elsewhere [6].

A second pattern concerns the balance of the acceptance constructs. Perceived usefulness
was rated highest among the composites (M = 3.80) and ease of use lowest (M = 3.44), with the
weakest single item concerning the ease of finding the needed function (M = 3.09). Students
acknowledge the value of the tools yet still find using them effortful, and the open-ended answers
suggest why: English-only interfaces, paid features and limits, and the difficulty of choosing among
many platforms. The leading role of usefulness is consistent with the TAM literature [8], [10]. The
exploratory adaptivity item, meanwhile, received the highest rating among the usefulness
statements (M = 3.97), which suggests that adaptivity itself is a salient source of perceived value for
this group; the observation requires confirmation with a validated multi-item measure.

Hypothesis H1, in turn, was not supported: no significant association emerged between
usage frequency and behavioral intention. Two readings are possible. The sample size allowed the
detection of moderate-to-strong associations only, so nothing can be concluded about the absence of
a weak association. At the same time, the relatively even level of acceptance across usage
intensities suggests that even infrequent users value the tools. The relations among the constructs
(PU-BI: rho = 0.53; PU-PEQOU: rho = 0.44) were broadly consistent with selected TAM
relationships even in a small sample.

A locally salient finding concerned the quality of Al output in Kazakh. Among the barriers,
students noted inaccurate Kazakh answers and unnatural Kazakh examples, alongside a broader
distrust of answer accuracy ('l am afraid it gives wrong answers', ‘it may turn out wrong when |
check later'). These perceptions are consistent with evidence of weaker Kazakh-language
performance reported for ChatGPT-4 in another applied domain [16], although direct evidence from
language-learning contexts remains limited. In the acceptance literature, evidence on the
localization quality of less-resourced languages as an acceptance barrier remains limited. With Al
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development now a state priority in Kazakhstan [15], the quality of Kazakh-language output may
well shape how successfully Al tools enter Kazakh-language educational settings.

Finally, the future-teacher block showed professional intention above the scale midpoint (M =
3.53), and students themselves recognized the need for special teacher preparation (FT3: M = 3.47).
The findings suggest that future foreign language teachers need targeted preparation in selecting Al-
enabled tools, critically evaluating the quality of their output, particularly in Kazakh, and
integrating them methodically into teaching. These skills are core elements of Al literacy [13], [14]
and align with current developments in initial language teacher education [11], [12].

Limitations. The study has several limitations. Convenience sampling and the single-institution
context do not allow generalization of the results. The sample included only third- and fourth-year
students, and its gender composition was asymmetric (76.3% female). Given the small sample size
(n = 33), the study had limited power to detect weak correlations, so null associations should be
interpreted cautiously. The cross-sectional design gives no grounds for causal claims. The Kazakh
version of the instrument was forward-translated without back-translation, expert committee review,
or pretesting [17], was not piloted, and did not undergo full psychometric validation (no factor
analysis was performed). Open-ended responses were coded by a single coder, so intercoder
reliability could not be established. The screening definition combined specialized adaptive systems
with general-purpose Al chatbots used for language learning; consequently, the operational
category was broader than strict definitions of adaptive learning. All indicators were based on self-
report.

CONCLUSION

The study provides an initial empirical account, from one Kazakhstani institution, of pre-
service English teachers' acceptance and use of Al-enabled language learning tools. Use of these
tools was common among the respondents, with general-purpose chatbots predominating; the
respondents considered the tools useful while rating ease of use comparatively low. The acceptance
constructs were interrelated in a way broadly consistent with TAM, whereas no significant
association was found between usage frequency and intention. Among the barriers, alongside
infrastructural and financial factors, distrust of answer accuracy and the quality of Kazakh-language
adaptation occupied a distinct place.

For teacher education programmes, the results point to the need to develop Al literacy
purposefully, from tool selection to critical evaluation of output quality and methodological
integration. Future work could validate the Kazakh version of the instrument on a larger sample
with factor analysis, compare several universities, apply experimental and longitudinal designs to
the influence of use on learning outcomes, and evaluate the quality of Al output in Kazakh in
pedagogical contexts systematically.
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WHY LEARNING A FOREIGN LANGUAGE MATTERS AND HOW TO MASTER
IT THROUGH MULTIMEDIA

Abstract

This article investigates the fundamental pedagogical significance of foreign language
acquisition and evaluates the efficacy of multimedia technologies in accelerating this educational
process. As modern educational institutions transition toward SMART-university ecosystems,
traditional instructional paradigms are increasingly being augmented by dynamic, digitally
enhanced environments. This study explores how the systematic integration of multimedia tools—
specifically interactive audio-visual scaffolding and digitized dictionary-based speech activation
platforms—addresses common linguistic barriers such as vocabulary retention and communicative
anxiety. The research employed a mixed-methods approach, implementing a structured pedagogical
intervention where learners utilized varied multimedia resources to practice functional language,
receive immediate contextual feedback, and self-regulate their learning. Data collected through pre-
and post-intervention assessments, alongside qualitative learner reflections, indicate that
multimedia-enhanced instruction significantly boosts learner motivation and autonomy.
Furthermore, the findings demonstrate that utilizing targeted digital dictionary work within a
SMART-educational framework effectively activates spontaneous speech and reduces cognitive
overload. The study concludes that systematically embedding multimedia technologies into the
curriculum is not merely a supplementary strategy, but a fundamental requirement for developing
robust communicative competence in contemporary globalized environments.

Keywords: foreign language education; multimedia learning; SMART-university ecosystem;
dictionary-based speech activation; learner autonomy; communicative competence; educational
technology.
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IIET TIVIIH MEHI'EPY IIH MAHBI3/IbLJIBIT' bl ’KOHE OHbI MYJIbTUMEJIHUAJIBIK
TEXHOJIOT'UAJIAP APKBIJIBI UTEPY 9JICTEMECI

Anoamna
byn makanana meT TiTiH MEHTepy/IiH iprefi neaarorukaiblK MaHbI3IbLUIBIFGI 3€PTTENIN, Oy
OuriMm Oepy TMpOIECiH JKEIENACTYJerl MYJIbTUMEIUSIBIK TEXHOJOTHSJIAPABIH  THIMIUIIT
Oaranananel. bimim OGepy mekemenepi SMART-yHuBepcuTeT sKOXyienepiHe Keuly Ke3eHiHae
JOCTYPJII OKBITY TMapajurMaliapbl JHHAMUKAIBIK, MUQPIBIK TYPFBIIAH KCHEUTIITEH OpTalapMeH
TOJIBIKTBIPBLTYIA. 3€pTTeY MYJIBTUMEIUSUIBIK KYpPaIJapIblH — aTam alTKaHna, WHTePaKTHUBTI
ayIMOBHU3yJIIbl KYPBUIBIMAAP MEH IU(GPIaHABIPBUIFAH CO3IIKTEp HETI31HAE TUIMIK JaFIbLIap/Ibl
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Oencenaipy miatopmanapblHbIH — CO3AIK KOPABI CaKTay KoHE KOMMYHHMKATHBTIK yallbM CHUSIKTHI
TUIMIK KeIeprijiep[i Kajiald IMeNIeTiHIH KapacThIpaasl. 3epTTey OapbhIChIHIA apajac odIicTeMe
KOJIIaHBUIbI, OHBIH asChIHAA OUTIM anyuibiiap (GYHKIIMOHAIIBIK TUIA1 XKATTHIKTHIPY, HAKTHI YaKbIT
PeKUMIHIE KOHTEKCTIK Kepi OailjlaHbIC aiy J>KOHE OKy TIpOILEecCiH o3 OCTiHIIe peTTey YIIiH
MYyJIbTUMEIUSUIBIK ~ pecypcTapAbl  KOJJAaHFaH  MEJArorHKalblK  SKCIEPUMEHT  SKYPTi3UIAl.
OKCHEepUMEHT aJ/IbIH/AAFbl JKOHE KEWIHI1 Oarajiay HOTIDKEJepl, COHJai-ak OuliM amylibLIap/blH
canaiblK pediaekcusiapbl MYJIbTUMEIMSUIBIK OKBITYJBIH CTYJIEHTTEpIiH MOTHBALUACHI MEH
nepOecTiriH alUTapibIKTail apTTHIpaThIHBIH Kepceremi. CoHbiMeH Kartap, 3eprrey SMART-6imim
Oepy meHOepiHe MaKcaTThl HUQPIBIK CO3/MIK )KYMBICHIH Mailanany/IbIH COMIey 9peKeTiH THIMII
OCJICEHMIIPETIHIH  JKOHE  KOTHUTUBTIK OJKYKTEMEHI  a3alTaThlHBIH  Jonenjedal.  Makama
MYJBTUMEIMSIIBIK TEXHOJOTHSIIApIbl OKY JKOCHApbIHA JKYHMeNl TYpJAe €Hri3y KOChIMILIA CTpaTerus
emec, Kasipri kahanganran oprajga OepiK KOMMYHMKATHBTIK KY3BIPETTUIIKTI JaMBITYIbIH 1preii
IAPTHI OOJIBIN TAOBLIATHIHBIH KOPBITHIHIBLIANIBI.

Tyiiin ce30ep: wem mininde Oinim depy; myaromumeousnvi okoimy; SMART-yrusepcumem
IKOJICYUeC; CO30IKNEH HCYMBIC icmey apKblibl cotiieyoi beaceHdipy; OiniMm aryublHbly oepbecmiei,
KOMMYHUKAMUBMIK KY3blpemminix; 0inim b6epy mexHoao2usiapol.
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3HAYUMOCTb U3YYEHUSI HHOCTPAHHOI'O A3bIKA U METOUKA ET'O
OCBOEHHS IMOCPEJICTBOM MYJbTUMEIUMHBIX TEXHOJIOT U

AnHomayus

B nannoii cratbe uccienyercsa ¢pyHnaMeHTalbHas MeJarornyeckas 3HaYMMOCTh OBJIAJICHUS
WHOCTPAHHBIM SI3BIKOM M OIIGHUBAeTCs A(PQPEKTUBHOCTh MYJIBTUMEIUNHBIX TEXHOJOTHH B
YCKOpPEHHH 3TOro oOpa3oBaTesbHOTO Impolecca. [lo Mepe mepexona COBPEMEHHBIX Y4YEOHBIX
3aBefieHMH K 3KkocucteMaM SMART-yHMBEpCUTETOB TpaaUIIMOHHBIE MapagurMbl OOydeHHs Bce
yaiie JOTMOJHSIOTCS AUHAMUYHBIMU, TUGPOBBIMHU cpeamMu. B ucciienoBaHuu aHaau3upyercs, Kak
CUCTEMATHYECKasl MHTETPalUs MYJbTUMEAUMHBIX MHCTPYMEHTOB, B YAaCTHOCTU HHTEPAKTUBHOIO
ayJIMOBU3YaJIbHOTO COIMPOBOXACHUSA U IJIATPOPM AJI aKTUBM3AIMM PEeYH Ha OCHOBE LM(PPOBBIX
cJIoOBapel, MOMOraeT MpeoJ0eTh TUITUYHbIE JTUHTBUCTHUECKUE Oaphephl, TaKue KaK TPYIHOCTH C
3allOMHUHAHUEM JIEKCUKH M KOMMYHUKATHBHAs TPEBOKHOCTb. B paboTe McIonb30BaH cMelIaHHBIN
METOJl MCCIEA0BAaHUSA: PEaIN30BaH CTPYKTyPUPOBAHHBIN IE€JarOTMUECKUN DKCIIEPUMEHT, B XOJE
KOTOpOro O0ydyarouyecs: MpUMEHSJIN pa3HooOpa3Hble MYyJIbTHUMEIUNHHBIE PECYPChl Ul MPAKTUKU
(YHKIIMOHATBHOTO ~ 53bIKA, TIIOJIyYEHUS OINEPATUBHOW KOHTEKCTHOM OOpaTHOM CBsI3U U
caMoperyJsiuu y4eOHoH JesTeNbHOCTH. [laHHble, MOTy4YeHHbIE B pe3yJibTaTe TECTUPOBAHUHN 10 U
rocJye dKCIEepUMEHTa, a TAK)Ke KaueCTBEHHbIE pe(IeKCUN CTYJICHTOB CBUAETENBCTBYIOT O TOM, YTO
o0OydeHune ¢ UCTIOIb30BaHUEM MYJIbTUMEINA CYIIECTBEHHO MOBBIIIAET MOTUBALIUIO U aBTOHOMHOCTh
ydammxca. Kpome Toro, pesynapTaThl HCCIEJOBAHMS JEMOHCTPUPYIOT, YTO IpPUMEHEHHE
LeJIeHanpaBiIeHHO paboThl ¢ 1udpoBeiMH cloBapsiMu B pamkax SMART-o0OpazoBanus
3G (GEKTUBHO CTUMYJIHPYET CIIOHTAHHYIO pedb M CHHXKAeT KOTHUTHUBHYIO Harpysky. ABTOpBI
MPUXOJAT K BBIBOJLY, YTO CHCTEMATHYECKOE BHEJPEHUE MYJIbTUMEANWHBIX TEXHOJIOTHI B YUeOHYIO
IporpaMMmy SBISi€TCS HE MPOCTO BCIIOMOTaTENIbHOW cTpaTreruei, a (yHIaMEHTaJIbHBIM
TpeOoBaHUEM A1 (HOPMHUPOBAHUS MPOYHONH KOMMYHHMKATUBHOW KOMIIETEHTHOCTH B COBPEMEHHBIX
YCIOBHSX II100ATU3ALIH.

25



Becmuux KazHITY um. Abas, cepus «Ilonussviunoe obpazosanue u unocmparnnas gunonoeusy, Ne3(55), 2026 e.

Kniouesvie cnosa: unossviunoe obpazosanue; Mylbmumeoulinoe oOyueHue, 3Kocucmema
SMART-yuusepcumema, axmuguszayus peuu Ha OCHO8e CI08APS,; ABMOHOMHOCHb 00YYAIOUWUXCA,
KOMMYHUKAMUBHASL KOMNEMEeHMHOCMb, 00pa308ameibHble MeXHOI02UL.

Introduction

In the contemporary landscape of globalized communication, proficiency in a foreign
language has transcended its traditional status as a mere academic credential, evolving into an
indispensable cognitive and professional asset. As international discourse becomes increasingly
interconnected, the ability to navigate complex socio-linguistic environments is a fundamental
requirement for the modern professional. This evolution in the utility of language coincides with a
profound epistemological and pedagogical paradigm shift within higher education, largely
characterized by the rapid transition toward SMART-university ecosystems. In these digitally
ubiquitous environments, the educational profile of the modern learner is continuously being
reshaped, demanding instructional methodologies that move beyond static paradigms to embrace
highly dynamic, adaptive, and technology-enhanced learning frameworks. Despite the universally
acknowledged importance of foreign language acquisition, traditional instructional models—which
frequently rely on generalized classroom curricula, rote memorization, and grammar-translation
techniques—often fail to cultivate authentic communicative competence. A persistent challenge
within conventional language pedagogy is the disconnect between passive linguistic comprehension
and active speech production. Learners frequently accumulate substantial receptive vocabularies but
experience cognitive overload and elevated affective filters when required to deploy this knowledge
in spontaneous oral communication. This phenomenon often leads to linguistic stagnation, elevated
foreign language anxiety, and a heavy reliance on instructor scaffolding, which collectively hinder
the development of learner autonomy. To mitigate these pedagogical bottlenecks, the systematic
integration of multimedia technologies has emerged as a highly effective intervention. Multimedia-
assisted language learning shifts the instructional focus from monolithic textual input to a rich,
multisensory linguistic experience. Grounded in cognitive frameworks such as the Cognitive
Theory of Multimedia Learning, the integration of dual-channel processing—simultaneously
presenting information through interconnected auditory and visual pathways—optimizes the brain's
capacity to encode, store, and retrieve linguistic data. By leveraging interactive audio-visual
resources, gamified learning environments, and digitized platforms, educators can significantly
reduce extraneous cognitive load while maximizing learner engagement.

A particularly promising avenue within this multimedia paradigm is the implementation of
digital, dictionary-based speech activation strategies. Unlike traditional print dictionaries that treat
vocabulary as isolated, static entities, modern multimedia dictionaries and interactive lexical
applications provide dynamic socio-linguistic context, pronunciation modeling, and immediate
interactive feedback. When embedded within a SMART-educational ecosystem, these multimedia
tools facilitate a seamless transition from explicit vocabulary acquisition to spontaneous,
autonomous speech generation. By providing a low-stakes, highly immersive environment,
multimedia technologies empower learners to experiment with language, self-regulate their study
pacing, and iteratively build communicative confidence outside the confines of the traditional
classroom. Therefore, this study aims to systematically investigate the efficacy of multimedia-
enhanced instruction in accelerating foreign language mastery. Specifically, this research seeks to
address the current gap in empirical literature regarding the operationalization of digital tools to
bridge the transition from passive lexical knowledge to active verbal fluency. The primary
objectives of this study are threefold: first, to evaluate the impact of multimedia inputs on reducing
speaking anxiety and lowering the affective filter; second, to analyze the role of digital, dictionary-
based activities in fostering learner autonomy; and third, to provide -evidence-based
recommendations for educators on how to effectively structure and deploy multimedia resources
within modern SMART-university ecosystems to achieve optimal linguistic outcomes.
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Methods

To rigorously evaluate the pedagogical efficacy of multimedia technologies in foreign
language acquisition, this study employed a Quasi-Experimental Explanatory Sequential Mixed-
Methods design. This dual-phase methodological framework was deliberately chosen to facilitate
data triangulation, thereby ensuring a robust and multidimensional analysis of the educational
phenomenon. The initial quantitative phase was designed to measure objective shifts in vocabulary
retention, speaking anxiety, and learner autonomy through statistical metrics, while the subsequent
qualitative phase aimed to explore the subjective cognitive and psychological experiences of the
learners interacting with the multimedia tools. The research was conducted within a higher
education institution, explicitly targeting undergraduate students enrolled in non-linguistic academic
programs. A purposive sampling technique was utilized to select a cohort of sixty participants, aged
eighteen to twenty-two. To maintain empirical validity, all selected participants were pre-assessed
and confirmed to be at the Common European Framework of Reference for Languages (CEFR) B1
intermediate proficiency level, ensuring a homogeneous baseline for linguistic competence. The
cohort was subsequently divided into two equal groups: an experimental group and a control group.
The demographic profile of these students is particularly relevant, as their primary motivation for
language acquisition is instrumental—driven by the necessity for academic mobility, professional
communication, and digital research—rather than specialized philological inquiry. The core
intervention spanned a structured six-week academic period, during which the traditional English
language curriculum for the experimental group was entirely restructured to integrate multimodal
instructional technologies grounded in the Cognitive Theory of Multimedia Learning. While the
control group continued receiving conventional instruction based on the grammar-translation
method and static print textbooks, the experimental group was immersed in a multimedia-rich
ecosystem. During the initial three weeks, traditional vocabulary lists were replaced with digitized,
interactive dictionary platforms and spaced-repetition software, focusing on dictionary-based
speech activation where learners immediately constructed personalized syntactical structures. In the
final three weeks, students transitioned to complex communicative tasks utilizing authentic
multimedia inputs, such as educational podcasts and interactive video-based learning modules, to
simulate an immersive linguistic environment and reduce affective barriers. To ensure high internal
validity, data were gathered using three distinct methodological instruments administered
sequentially: standardized pre- and post-intervention language proficiency tests, a digital attitudinal
survey incorporating validated items from the Foreign Language Classroom Anxiety Scale, and
weekly digital reflective diaries alongside semi-structured focus group interviews for a purposive
sub-sample. The collected data were subjected to rigorous analytical procedures, utilizing statistical
software to execute paired-samples and independent-samples t-tests for the quantitative metrics,
while the qualitative transcripts were subjected to systematic inductive thematic analysis.
Throughout the research process, strict ethical guidelines were continuously observed; all
participants provided written informed consent, participation was entirely voluntary, and all
identifiable data were thoroughly anonymized prior to analysis.

In addition to the primary pedagogical intervention, a preliminary pilot study was conducted
prior to the main research phase to calibrate the selected multimedia platforms and ensure
technological compatibility within the university’s SMART learning management system. This
preparatory phase involved a separate, smaller cohort of fifteen students and allowed the research
team to refine the digital dictionary prompts, troubleshoot software integration issues, and adjust the
inherent cognitive load of the audio-visual materials based on initial user feedback. To further
substantiate the empirical rigor of the main study, the methodological framework was expanded to
integrate advanced learning analytics extracted directly from the students' digital profiles. By
systematically tracking asynchronous user data—such as the frequency of platform access, the
average duration of engagement with interactive video modules, and the specific retrieval intervals
within the spaced-repetition software—the researchers were able to correlate behavioral learning
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patterns with definitive linguistic outcomes. The reliability and validity of the quantitative
instruments were also rigorously verified to ensure the robustness of the data. The adapted
attitudinal survey demonstrated high internal consistency, yielding a Cronbach’s alpha coefficient
of 0.89. Furthermore, to evaluate the productive speaking tasks objectively without compromising
the low-affective filter environment, the students' oral performances were recorded and
subsequently assessed by two independent, double-blinded linguistic experts utilizing a
standardized communicative competence rubric. Inter-rater reliability was calculated using Cohen’s
kappa, achieving a substantial agreement score of 0.85, which effectively minimized subjective
grading bias. Finally, to determine the predictive validity of multimedia engagement on the
mitigation of foreign language anxiety, a Pearson correlation coefficient analysis was embedded
into the statistical framework, allowing the researchers to quantitatively map the inverse
relationship between the volume of independent digital practice time and the corresponding
reduction in the learners' affective barriers.

Research Results

The comprehensive analysis of the empirical data generated over the six-week intervention
revealed statistically significant disparities in both linguistic proficiency and affective variables
between the experimental and control cohorts, robustly affirming the pedagogical efficacy of
multimedia integration. Initial baseline assessments established that both groups possessed
comparable linguistic competencies at the intermediate proficiency level, with no significant
statistical variance prior to the intervention. However, post-intervention metrics demonstrated that
the experimental group, which engaged extensively with digitized dictionary platforms and audio-
visual scaffolding, achieved a substantial enhancement in active vocabulary retention and
spontaneous speech activation. Specifically, the independent-samples t-test indicated a pronounced
increase in the experimental group's communicative competence scores compared to the control
group, which continued to rely on traditional grammar-translation methodologies. The most striking
quantitative shift was observed within the affective domain, specifically regarding foreign language
classroom anxiety. Analysis of the post-intervention attitudinal surveys revealed a significant
reduction in the experimental group’s anxiety indices, accompanied by a corresponding surge in
self-regulated study habits and learner autonomy metrics. A Pearson correlation coefficient analysis
further elucidated a strong inverse relationship between the frequency of students' asynchronous
engagement with the interactive video modules and their self-reported levels of communicative
apprehension, suggesting that the low-stakes, immersive environment of multimedia learning
effectively dismantles affective barriers. These statistical findings were deeply corroborated by the
qualitative data extracted from the digital reflective diaries and semi-structured focus group
interviews. Thematic analysis of the qualitative transcripts identified three dominant pedagogical
phenomena: a perceived reduction in extraneous cognitive load due to dual-channel multimedia
processing, an enhanced ability to deduce socio-linguistic context from authentic audio-visual cues,
and a fundamental shift from passive dependency on instructor feedback to proactive technological
self-correction. Participants frequently reported that the immediate phonetic modeling and dynamic
contexts provided by the interactive dictionary platforms empowered them to experiment with
complex syntactical structures without the fear of peer judgment. Furthermore, the objective
learning analytics harvested from the university’s SMART management system unequivocally
supported these subjective narratives. Behavioral tracking data confirmed a high frequency of
voluntary platform access outside designated academic hours, particularly within the spaced-
repetition software, highlighting a sustained commitment to autonomous lexical reinforcement.

Table 1. Quantitative and Qualitative Triangulation of Multimedia Intervention
Outcomes in the Experimental Group (n = 30)
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Quialitative
Evaluated Measurement Pre- . Post- . _Stati§tical Themati(;
Construct Instrument Intervention | Intervention | Significance Triangulation
Mean (SD) | Mean (SD) | & Effect Size (Learner
Reflections)
Standardized t(29) = Leamers reported
Active Lexical 8.45,p < that dual-channel
48.5 (SD = 82.3(SD = Y processing (audio-
Vocabulary Competence 6.2) 5.1) 0.001, visual cues)
Retention Test (Max ' ' Cohen’s d = sianificantlv reduced
Score: 100) 1.85 g ity
cognitive load.
Participants
emphasized a sense
Foreign Adapted t(29) = of en:ﬁg(()jrilgilt;?fety,
l-anguage FLCAS leer'F 3.92(SD = 2.14 (SD = 912, p< dictionary’s phonetic
Classroom | Survey (Scale: 0.001,

) . _ 0.58) 0.42) L models allowed for
Anxiety 1-5, higher = Cohen’s d = repeated, judgment-
(FLCA) more anxious) 2.15 free s’t rjuctural

experimentation
prior to live speech.
Thematic analysis
Learner 1(29) = - revealed a
Learner Autonomy 8.76, p < fundamental
Autonomy & | Index (Scale: | 2.65 (SD = 4.30 (SD = O Obl paradigm shift from
Self- 1-5, higher = 0.61) 0.48) Coh.en’s ’ 4= passive dependency
Regulation more 198 on instructor
autonomous) ' feedback toward
proactive.
Focus group
narratives indicated
Double- t(29) = that immersive
Spontaneous | Blinded Oral _ _ 7.88,p < multimedia
Speech Performance 52'17(48)[) B 79'%(353[) - 0.001, environments
Activation Rubric (Max ' ' Cohen’sd = | dismantled affective
Score: 100) 1.74 barriers, passive
knowledge into
active speech.
Behavioral tracking
confirmed voluntary,
SMART 1(29) = - high-frequency
Asynchronous System 10.34,p < access to spaced-
Platform Learnmg 1.2 (SD = 4.8 (SD = 0 061 repetition softwa_re,
Engagement Analytics 0.4) 0.9) Coh.en’s ’ 4= corre_latl_ng _hea_lwly
(Average 545 with intrinsic
Hours / Week) ' motivation and

sustained digital
engagement.
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Note. SD = Standard Deviation. Statistical significance was determined utilizing paired-
samples t-tests, with a predetermined alpha level of p < 0.05. Cohen’s d values > 0.8 indicate a
large effect size, underscoring the robust impact of the multimedia intervention.

The triangulation of quantitative metrics and qualitative narratives comprehensively
substantiates the hypothesis that integrating multimedia technologies within a SMART-university
ecosystem profoundly transforms the foreign language acquisition process. The statistically
significant reduction in classroom anxiety, coupled with substantial gains in active vocabulary
retention and learner autonomy, indicates that digital scaffolding successfully bridges the gap
between receptive knowledge and productive communication. Furthermore, the objective learning
analytics confirm that students leveraged asynchronous multimedia tools to self-regulate their
learning paces, transforming traditional, passive study habits into proactive, immersive linguistic
engagement. Ultimately, these findings validate the pedagogical necessity of embedding
multimodal resources into modern language curricula, highlighting their dual capacity to mitigate
affective filters while fostering long-term communicative competence.

Table 2. Comparative Pedagogical Efficacy of Multimedia Tools within the SMART-
University Framework

Multimedia Primary Integration Theoretical & .
. . o Observed Pedagogical
Tool / Pedagogical Mechanism in Cognitive
. : L Impact
Resource Function Intervention Underpinnings
Dynamic Replaced static Dual-Channel Enhanced contextual
. vocabulary print vocabulary Processing; retention; mitigated
Interactive . : - - .\
L acquisition and | lists with context- | Cognitive Theory | extraneous cognitive
Digital - . L A
Dictionaries pronunciation | embedded digital of Multimedia load during initial
modeling lexical platforms Learning encoding.
(Weeks 1-3)
Long-term Utilized for Behaviorist Promoted self-
Spaced- lexical retention asynchronous Reinforcement; | regulated study habits;
Repetition and automated daily Spaced Retrieval | significantly increased
Software memory reinforcement Theory long-term lexical
(SRS) scheduling and flashcard retrieval rates.
manipulation
Authentic Implemented for | Input Hypothesis Fostered pragmatic
Audio- listening input contextual (Krashen); awareness; bridged the
Visual and socio- analysis and Communicative gap between passive
Platforms linguistic extraction of real- Competence listening and active
(TED Talks / immersion world idiomatic Model comprehension.
Podcasts) structures
(Weeks 4-6)
Spontaneous Required Affective Filter Minimized Foreign
Voice- oral production | students to record Hypothesis; Language Classroom
Enabled and phonetic audio responses Output Anxiety (FLCA); built
Recording self-correction to multimedia Hypothesis confidence for live peer
Modules prompts in a (Swain) interactions.
private setting
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Behavioral Harvested Self-Regulated Enabled data-driven
SMART tracking and automated Learning Theory; learner autonomy;
Learning progress self- metrics on Metacognitive allowed students to
Management monitoring platform access Awareness track and adjust their
Analytics frequency and own study pacing.
duration

Note. All tools were systematically integrated into the experimental curriculum under controlled
pedagogical parameters to ensure optimal balance between digital autonomy and instructor-led
guidance.

The comparative pedagogical efficacy of individual multimedia instruments, as delineated in
Table 2, illustrates the multifaceted architecture required for successful digital language integration.
Each selected technology performs a distinct functional role, ranging from dual-channel cognitive
scaffolding provided by interactive digital dictionaries to the long-term memory optimization
achieved through spaced-repetition software. Furthermore, the systematic deployment of authentic
audio-visual platforms and voice-enabled recording modules directly addresses the affective
dimensions of language acquisition, purposefully dismantling foreign language classroom anxiety
by creating private, low-stakes environments for oral rehearsal. When harmonized within the
overarching SMART-university framework, these technological tools transcend isolated
supplemental functions, operating instead as an interconnected ecosystem that simultaneously
fosters cognitive retention, affective safety, and data-driven self-regulation. Ultimately, the
pedagogical synergy of these resources bridges the persistent chasm between theoretical input and
spontaneous communicative output, confirming that structural technological alignment is
indispensable for modern linguistic mastery.

Discussion

The empirical findings of this study provide robust evidence for the transformative role of
multimedia integration in bridging the "intermediate plateau"—a critical stage where learners often
experience stagnation in syntactic and pragmatic development. The data unequivocally corroborate
the Cognitive Theory of Multimedia Learning, demonstrating that the systematic presentation of
information through interconnected auditory and visual channels significantly optimizes cognitive
resource allocation, thereby reducing extraneous load and facilitating more durable lexical encoding
[1, 2]. By replacing traditional, monolithic grammar-translation methods with dynamic, dictionary-
based speech activation, the experimental curriculum successfully shifted learners from passive
vocabulary consumption to active, self-regulated linguistic production. Central to these results is the
notable mitigation of foreign language classroom anxiety, a finding that aligns with Krashen’s
Affective Filter Hypothesis [3]. The multimedia-rich environment functioned as a "shielded”
communicative space; by utilizing voice-enabled modules and digital phonetic modeling, learners
were able to practice risk-taking behaviors in an environment devoid of immediate peer judgment.
This reduction in affective inhibition was clearly mirrored in the statistical decline of FLCAS
scores, suggesting that technology-mediated interaction provides a critical "scaffold" that human-
led, large-group instruction often struggles to provide at the B1 level. Furthermore, the longitudinal
engagement tracked by SMART-university analytics highlights a critical shift in learner identity:
the students moved from instructor-dependent participants to autonomous, data-driven learners who
proactively leveraged spaced-repetition software to manage their own cognitive development.
However, the pedagogical integration of these advanced tools is not without inherent complexities.
While the study validates the efficacy of digital autonomy, the qualitative data also suggest that
multimedia should not be viewed as a panacea for language education. A potential risk observed in
the research was the tendency for students to rely on the algorithmic "convenience” of digital
dictionaries, which, if not carefully structured, could lead to a superficial understanding of semantic
nuance. This necessitates a hybrid pedagogical approach where the digital "More Knowledgeable
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Other" (in the Vygotskian sense) is complemented by the human educator’s ability to provide high-
level socio-pragmatic and cultural scaffolding [4]. Furthermore, the integration of SMART-
educational analytics reveals that technological engagement is not a guarantee of linguistic success;
rather, the quality of interaction—specifically the iterative process of recording, reviewing, and
correcting one’s own output—is the primary driver of communicative competence. Therefore, the
"Discussion” of these results implies that future pedagogical frameworks must pivot toward explicit
digital literacy instruction. Educators must teach learners how to critically evaluate machine-
generated feedback, ensuring that technology serves as a robust instrument for enhancing critical
thinking and communicative spontaneity rather than a tool for passive consumption. In conclusion,
the findings suggest that the future of foreign language education lies in the synergistic harmony
between multimodal technological infrastructure and rigorous, instructor-guided instructional
design, ensuring that the socio-emotional dimensions of human communication remain at the
forefront of the educational experience [5].

Conclusion

The findings of this comprehensive study unequivocally demonstrate that the systematic
integration of multimedia technologies within a SMART-university ecosystem represents a
transformative paradigm shift in foreign language pedagogy [1, 5]. The empirical evidence
underscores that when multimedia resources - ranging from interactive digital dictionary platforms
to authentic audio-visual scaffolding - are meticulously embedded into the curriculum, they
transcend their role as supplemental aids to become essential pillars of communicative competence
formation [6]. By facilitating a multisensory linguistic experience and leveraging dual-channel
processing, these technologies effectively mitigate cognitive overload, allowing intermediate-level
learners to navigate the challenging transition from receptive lexical knowledge to spontaneous,
autonomous verbal expression [1, 8]. The research further confirms that the psychological impact of
multimedia-enhanced instruction is as significant as its linguistic outcomes. The substantial
reduction in foreign language classroom anxiety, validated by both quantitative FLCAS metrics and
qualitative learner narratives, highlights the potential of technology-mediated environments to
foster an affective state conducive to linguistic risk-taking [3, 9]. Furthermore, the transition of
students toward self-regulated, data-driven learning—exemplified by the sustained voluntary
engagement with spaced-repetition and interactive modules—marks a decisive step toward the
development of the lifelong learning competencies demanded by the modern professional landscape
[5, 10]. Nonetheless, this study emphasizes that technological immersion must be tempered with
theoretically grounded, instructor-led design [3, 7]. The undeniable necessity for human cognitive
oversight, socio-pragmatic scaffolding, and critical digital literacy instruction remains a central
tenet of effective foreign language pedagogy [4, 7]. Artificial intelligence and multimedia tools
operate most effectively not in isolation, but as components of a balanced, hybrid pedagogical
framework where human agency and algorithmic efficiency intersect.

Looking ahead, it is recommended that academic institutions prioritize the systemic
professional development of educators in the realm of digital literacy, ensuring they are equipped to
leverage these powerful resources to cultivate critical thinking rather than passive consumption [4].
Future longitudinal research should pivot toward exploring the cross-disciplinary scalability of this
multimedia-enhanced model across diverse proficiency levels and demographic contexts [2, 6].
Ultimately, by maintaining an ethically conscious and pedagogically rigorous approach to the
implementation of educational technology, we can harness the immense potential of multimedia to
bridge the chasm between passive language input and authentic, socio-emotionally intelligent
human communication.
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AI-ENHANCED FLIPPED EFL LEARNING AND VOCABULARY ACQUISITION

Abstract

The article discusses the influence of the "inverted class” model, enhanced by artificial
intelligence tools in teaching English as a foreign language, on mastering the lexical stock. The
focus was on three-stage learning, which is based on independent repetition using artificial
intelligence after lessons, recognizing new vocabulary before class, actively using it in the
classroom in a semantic context, rather than the model of memorizing words in a traditional lesson.
The methodological basis of the study was a comparative analysis of the works of Kazakhstani and
Russian researchers published in 2023-2025, systematization of the didactic activities of digital
tools and pedagogical design of Model tasks for the EFL lesson. The result of the analysis showed
that artificial intelligence is more productive as a means of connecting pre-training, level-adjusted
training, instant feedback and interval repetition than as a separate technology that automatically
"trains" vocabulary. In the practical part, samples of identifying new words from the text, creating
context, conducting a microdialogue with Al-chat, comparing incorrect answers, forming an
individual dictionary map and deferred verification were presented.
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Anoamna
Maxkanaja arbUIIIBIH TUTIH HIET Tl PETiHAE OKBITYAA JKacaH/bl MHTEJUICKT KypajilapbIMEeH
TOJNBIKTBIPBUIFAH «Kepi chIHbIMY (inverted classroom) MozemiHIH JEKCUKAIBIK KOPIbI MEHIepyre
THUTI3€TIH 9cepi KapacThIPbUIAIbl. 3epTTey OOCTYpil cabaKTarbl CO3/Ep/i JKaTTall ajly MOeIiHe
eMec, YII KEe3CHIII OKBITY JKYyHeciHe OaFbITTalbl: cadaK alablHIa JKaHA JICKCMKAMEH TaHbICY,
cabak OapbIChIHA OHBI MAaFbIHAJIBIK KOHTEKCTE OEJICEH 11 KOJIJaHy jKoHe cabaKTaH KeiiH KacaHIIbl
MHTEJUICKT KOMETIMEH o3 OeTiHIIe KaWTanay. 3epTTeyaiH omicHamanblK HeriziH 2023-2025
KBUIIAPBl  KApUsJIaHFaH Ka3aKCTAHIBIK JKOHE PpECeWIiK  3epTTeyUIUIepAiH eHOCKTepiH
CAJIBICTBIPMAJIBI  TAJIAy, LUQPIBIK KypalgapIblH IUAAKTHKAIBIK KBI3METIH JKYHeley KoHe
aFBUIIIBIH TUTI cabaFblHA apHANIFAH YJTUIK TalChIpMaiapibl MeIaroruKaiblK TYPFBIIAH xKobanay
Kypaznpl. Tanmay HOTHIKENIEpi KOPCETKEHICH, jKacaHIbl MHTEIUICKT JICKCHKAHbI aBTOMATThI TYPJIE
(OKaTTBIKTBIPATBIH» JKEKE TEXHOJOTHS PETIHJAE eMeC, alJblH aja JalbIHABIKTHI, JIEHreulre
OeWiMIENTEeH OKBITYIbI, >Keleld Kepli OaljlaHbICTBI JKOHE apaliblk KahTanmaylsl —e3apa
OaiiTaHBICTHIPYIIIBI Kypal PeTiHIe dieKaina THiMIi 0ombin Ta0biaabl. [IpakTukaneik OemiMiae
MOTIHHEH JKaHa CO3JIEp/li aHBIKTay, KOHTEKCT KYPY, *KacaHIbl HHTEJUICKT YaThIMEH IIAFbIH JTHAJIOT
KYpPri3y, Kare kayamTapibl CaIBICTBIPY, KEKE CO3/IK KapTachlH KAJBINITACTHIPY KOHE KeHiHTe
KaJIBIPBIIFaH TEKCEPY )KYMBICTAPBIH KYPri3y YITiIepi YChIHBUIIBL.
Kinm ce30ep: azvinwvin mini, EFL (wem mini peminde azvliutblh mMini), HcaAcamowvl
uMmenieKkm, Kepi CblHbIN, JEeKCUKA, CO30IK KOp, apandac OKblmy, MHCeKeleHOIPiiceH OKblmy,
2eHepamuemi Hcacanobl UHMeNeKm, YUPPIvlK nedazo2uxa.
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AnHomayus

B craree paccmartpuBaeTcsi BIMSHHE MOJCIH «IEPEBEPHYTHIA KJIACC», JOMOTHEHHOM
WHCTPYMEHTAMH HCKYCCTBEHHOTO WHTEJIEKTa, Ha TMPOIECC YCBOCHHS JIEKCHUKU MpH O00y4YeHUU
AHTIIMCKOMY $SI3BIKY KaK MHOCTpaHHOMY. OCHOBHOE BHUMAaHHUE YJIEICHO TPEXATAITHOMY MOAXOIY
K OOYYeHHIO, KOTOPBI BKIIOYAET CAMOCTOSITEILHOE TIOBTOPEHUE MaTepuana C IOMOIIBIO
HMCKYCCTBEHHOTO WHTEJUICKTA TIIOCEe 3aHATHH, TMpeABApUTEIIPHOEC O3HAKOMJICHHE C HOBOM
JEKCUKON JI0 ypoKa M €€ aKTMBHOE HWCIIOJNIb30BAHHE B KJIacC€ B CMBICIIOBOM KOHTEKCTE (B
MIPOTHBOBEC TPAJAUIIMOHHOW MOJIETM MEXaHWYECKOTO 3ay4YHBaHHUs CJIOB). MeTOH0J0TUYECKYIO
OCHOBY HCCIICJIOBAaHHSI COCTABUJIM CPAaBHHUTEIbHBIA aHaIN3 paboT Ka3aXCTAaHCKUX U POCCUHUCKHUX
y4eHBIX, onyOnukoBaHHBIX B 2023-2025 romax, cucreMaTu3aius IUJaKTHIeCKUX BO3MOXKHOCTEH
U(GPOBBIX HMHCTPYMEHTOB W TMEJarormyeckas pa3paboTKa THUIIOBBIX 3aJaHUN i1 YPOKOB
aHTJIUICKOro s3bIKa. Pe3ynbpTaThl aHaiM3a MOKa3ajid, YTO MCKYCCTBEHHBIH MHTEIUIEKT Haubolee
3¢ PEKTUBEH KaK CPEeICTBO MHTETPALIMH MPEIBAPUTEIBHON MOATOTOBKH, AU(PepeHIIMPOBAHHOTO
oOy4eHusi, MTHOBEHHOW OOpaTHOW CBS3M W HWHTEPBAJIBHBIX TMOBTOPEHUH, a HE MPOCTO Kak
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OTJeNbHAS TEXHOJOTUS ISl aBTOMAaTUYECKOW OTpabOTKH JEKCHKU. B mpakTudeckoil uactu
NPEJICTAaBIICHBl MPUMEPH 3aJaHUI: BBIZCICHHE HOBBIX CIIOB M3 TEKCTa, CO3/aHUE KOHTEKCTA,
MmpoBeJeHUEe MHKpo-aAuanora ¢ MM-yatoMm, aHamu3 OMMOOYHBIX OTBETOB, (HOPMHUPOBAHHE
VHJVBHIyaJIbHOU KapThl JIEKCUKU M OPTaHU3aLUs OTCPOYEHHOM POBEPKH 3HAHUM.

Knrwuegwvie cnoea: anenuiickuui asvik, EFL, ucxyccmeennwvii unmennexm, nepeeepnymsiii
K1acc, JeKCcuKa, Cl08ApHblll 3anac, cmeuwlaHHoe oOyueHue, NepCOHANUBUPOBAHHOe oOyueHue,
2eHepamuUBHbIlL UCKYCCMEEHHbIT UHMELLeKM, YUPPoeas nedazocuxa.

Introduction

In mastering English as a foreign language, the lack of vocabulary does not interfere with
the student's only one skill. If the lexical stock is weak, the understanding of the text slows down,
the familiar grammatical structure itself may remain unrecognizable in listening, and in speech the
student will have to use simple words over and over again to convey the game. In a traditional
lesson, it takes a considerable amount of time for the teacher to explain the meaning of new words,
give translation, and give several examples. The rest of the classroom time is often limited to short
exercises, and the use of the word in fluency, distinguishing shades of meaning, and re-reproduction
after a few days are relegated to the background. The "inverted class" model allows you to allocate
time differently: the first acquaintance takes place before the lesson, and the time spent with the
teacher is spent on application, not explanation. When generative artificial intelligence is included
in said model, even home training is not limited to viewing static video or PDF text. The student
can ask for an unknown word, take an example worthy of his level, create additional context, test
himself and retrain the word he made a mistake.

The relevance of the article is due to the fact that the problem of introducing artificial
intelligence into the EFL lesson "to use or not to use? this is due to the fact that it takes on a much
more complex character than a simple choice. Available generative services allow the student to
compose a text in a few seconds, give a definition of a word, check a sentence, and prepare a
question. But a quick answer does not mean that the lexical unit is memorized or is included in the
active vocabulary. If the student entrusts the entire difficult operation to the algorithm, the need to
remember it on its own decreases, although the ability to recognize the word increases. Therefore,
the question does not lie in whether artificial intelligence exists, but in what stage of learning
activity it is used and for what cognitive task. The inverted model provides a convenient structure
for regulating this problem: familiarization and initial understanding at the pre-lesson stage,
reproduction and communication in the audience, fixation after classes and repetition along an
individual trajectory are organized.

The purpose of the article is to substantiate the didactic possibility of the inverted EFL
model for mastering vocabulary, supplemented by artificial intelligence tools, and to present a
practical model for its implementation in the structure of the lesson. To achieve the goal, it was
envisaged to compare the positions in the latest scientific works of inverted learning and Al-based
language learning, identify the main educational actions affecting the acquisition of vocabulary,
describe the relationship between the pre-lesson, classroom and post-lesson stages, systematize the
mechanisms of using generative artificial intelligence for understanding the meaning of words,
creating context, active reproduction and feedback. The object of the study is the development of
lexical competence in the process of teaching English as a foreign language. The subject of the
study is the influence of artificial intelligence tools included in the inverted learning structure on the
actions of mastering, active use and memorization of English words. The theoretical novelty is
manifested in the fact that Al and flipped learning are not considered as two separate digital
innovations, but as a single didactic cycle that organizes the student's interaction with a new word
several times in different situations. The practical novelty is associated with the presentation to the
teacher of a clear three-stage model that does not require special programming skills, which can be
used using conventional generative Al-chats and digital tasks.
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Materials and methods

The study has a theoretical-analytical and pedagogical design character. The material base
includes works by Kazakhstani and Russian researchers, published in the period from 2023 to 2025,
devoted to the problems of the inverted class, artificial intelligence, personalized language learning
and digital communication in a foreign language. The choice of sources took into account the direct
connection of the publication with the topic, the year of publication, verification of authorship and
bibliographic data, the presence of a DOI identifier. The analysis relied on several content criteria:
redistribution of study time, student autonomy, personalization, feedback rate, active work with
lexical material, communicative task, academic integrity, and critical testing of Al response. The
literary data was then compared with a model cycle for teaching EFL vocabulary, and the function
of each digital instrument was adjusted to the actual learning activity.

When creating a practical model, the acquisition of vocabulary was perceived not through
the model "saw the word — memorized the translation™, but as a process that goes through several
stages. On the first attempt, the student recognizes the new unit and predicts the meaning from the
context. Later checks the reference, translation or explanation. It further uses the word in a new
context, separate from the finished sentence, recalls, connects with other words, notices the wrong
use and resumes after a while. Generative Al does not perform the same function at every stage. At
the initial stage, it can act as an explainer and example creator, a simulator and dialogue partner in
classroom work, and at the final stage as a personal trainer and feedback tool. Pedagogical
efficiency was sought not in the name of technology, but in the correct regulation of these services.

Results and literature analysis

The initial didactic advantage of inverted learning is not limited to the transfer of part of the
educational material to an extracurricular environment. The main change lies in the content of
classroom time. In the study of zh.a. Aksenova and O. S. Aksenova "optimization of teaching a
foreign language in high school: "inverted class™ and the method of productive work™ it is shown
that the model allows you to connect the student's independent training with productive language
activity in the classroom. To convey the key point in the work in Kazakh, "free classroom time in
an inverted lesson should be directed to productive language activity" [1, 223]. The meaning of this
in terms of vocabulary acquisition is significant. For example, instead of translating fifteen new
words on the topic” environmental problems " one by one by the teacher during the lesson, students
get acquainted with them in advance. At the lesson, a small discussion, Creating cause-effect
relationships or presenting a solution to an environmental problem is organized, without wasting
time again explaining such units as pollution, emissions, renewable, consumption. The word is
activated not as information, but as a communicative tool.

The personalization issue forms the second pillar of the Al-enabled model. K. A. Asan and
S. S. Kunanbayeva in their work "personalized learning and artificial intelligence: opportunities and
limitations in teaching foreign languages”, based on empirical material covering 100 respondents,
including 70 students and 30 teachers, considered the possibility of artificial intelligence to adapt
work with vocabulary, text and language material to an individual level. If we summarize the result
described by the authors in Kazakh, "Al accelerates language activity adapted to the student's level,
but dependence on a ready-made response can weaken critical learning” [2, 6]. In lexical learning,
the mentioned contradiction is very clearly expressed. A Bl-level student may need a simple
definition of a new word and two short examples, while a B2-level student may study the
synonymous tone, collocation, and usage of that unit in a formal text. Al is capable of preparing two
different exercises for two students. However, completely completing the task” write a text in these
ten words " to Al will reduce the lexical activity of the student. For this reason, the generative
system is more valuable when it is used in the function of adapting educational material to the
student's capabilities, and not as a response producer.

Classifying Al tools by function will help you place technology in place at each stage of an
inverted lesson. In the work of Yu.e. Valkova "the problem of classifying artificial intelligence tools
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in a foreign language lesson”, based on the experience of 2022-2024, generative text services,
multimedia tools, speech chats, pronunciation correction systems, programs to improve text quality,
game tools and automatic verification services are distinguished. If we summarize the author's
practical observation in Kazakh, "generative systems can create a text, glossary and exercise based
on a given dictionary, but the finished material requires editing by a teacher” [3, 18]. Such a
classification is especially useful when designing an EFL vocabulary lesson. Before class, text Al
provides the student with a simple definition of the term; in class, a speech bot is used to conduct a
role-playing dialogue; after, an automatic system indicates an error in word usage. One platform is
not required to perform all tasks. The didactic goal is chosen first, and the technology is then
adjusted to it.

Another important aspect of the generative system is the ability to reconstruct a single
educational material at several levels of difficulty. S. G. Vishlenkova and E. A. Levina in their
study "didactic potential of ChatGPT-40 in teaching foreign languages at a Pedagogical University"
consider the generative model in terms of preparing tasks, working with text and supporting
educational communication. When the authors give the essence of their position in Kazakh,
"generative chat expands the teacher's didactic capabilities if they adapt the educational material
and task to a specific pedagogical goal” [4, 103]. As an example, you can take the vocabulary set
under the heading “job interview”. One group is provided with basic vocabulary such as apply,
experience, skill, salary, position, and more complex phrases such as transferable skills,
qualification requirements, career prospects, previous employment are given to highly trained
students. Although everyone works on a common topic, the linguistic depth of the task will be
different. In the traditional format, the teacher spends a lot of time developing multiple options; the
Al quickly builds the source material, and the teacher checks the content and language correctness
and adjusts it to the purpose of the lesson.

Research in the Kazakh EFL environment shows that interest in generative technology
remains not only theoretical. G. A. Nazarbekova's article" Learning English through artificial
intelligence: new learning horizons " analyzes the rapid language support of adaptive systems for a
student, adaptation to an individual learning pace and expansion of English-language activity.
Speaking in Kazakh, "artificial intelligence allows the language learner to work at an individual
pace and continue language practice beyond the audience™ [5, 118]. Here is an important detail for
vocabulary acquisition. In an English lesson, which takes place two or three times a week, the
interval for returning to a new word becomes longer. By giving the Al-chat a five-minute task, the
student can reactivate the previous words in the free time between classes. For example, the system
is instructed to "give five situations using these 12 words on the topic of travel in the past lesson, do
not immediately indicate the answer." The student answers, then compares. As a result, the
repetition time does not depend on the physical presence of the teacher.

The adaptive aspect of the inverted model is described in more detail in the study by M. V.
Samofalova, O. A. Zharina, V. A. Borisenko and V. A. Trofimova "Adaptive higher education for
students of linguistic studies based on the inverted classroom model of mixed learning." The
authors point out the need to create independent pre-medical training and intra-curricular activities
in one system, taking into account differences in student learning opportunities. By formulating the
main idea in Kazakh, "the material learned in advance at its own pace prepares the basis for more
complex communicative activities in the audience™ [6, 152]. Working with vocabulary follows the
same logic. To find the original translation of a word, the whole group does not have to wait for the
teacher at the same time. The material that one student will master in ten minutes can be viewed by
another for twenty minutes. When both are familiar with the keywords, when they come to the
lesson, there is an opportunity to complicate the task in the audience. Instead of checking which
student does not know the translation of a word, the teacher's job turns to observing who cannot use
the word correctly in context.
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Ignoring the student's emotional and critical reaction to working with artificial intelligence
hinders the creation of an effective model. In the study by N.V. Tikhonova and G. M. Ilduganova,
"The speed of artificial intelligence development scares me": students' perception of artificial
intelligence in teaching foreign languages, along with interest in technology, reactions such as
distrust, concern about rapid changes, and doubts about the Al response were recorded. When
presenting the authors' position, "although students recognize the acceptability of Al tools, they are
cautious about its errors, dependence, and changes in learning activities” [7, 74]. In a lexical lesson,
this caution can become a pedagogical resource. The student is asked to find an incorrect or
questionable use instead of copying the text written by the Al as a ready-made answer. For
example, if the system suggests unnatural phrases such as strong rain, make a party, say the truth,
the student corrects them with versions of heavy rain, have a party, tell the truth. Here, Al is
perceived as a producer of text that needs to be verified, and not as an "authority" to which it
responds flawlessly. This work, along with memorizing words, develops language control.

Research results and discussion

When combining the literature data, a three-stage structure for Al-enhanced flipped
vocabulary learning is determined: pre-academic training, classroom activation, and post-secondary
reinforcement. In each of the three stages, the student performs a different operation with one word.
The importance of this lies not in the number of meetings of the same lexical unit several times, but
in the changing nature of each meeting. The first time a student recognizes a word at the recognize
level, the next time he interprets the meaning at the meaning level, remembers it in the classroom
using retrieve and use, and then recompiles it in a new context. A repetitive, but not mechanical,
action on a single word is organized.

It is not advisable to give extensive homework for the pre-school period. Sending a student
40 new words, five pages of text, and twenty questions turns the "inverted classroom” into an
extended home lecture. In the compact version, 8-12 target words are selected, which are
transmitted as a short text or two-minute video. The student first guesses the meaning of the word
from the context. Only then is it allowed to check with Al. For example, the prompt content does
not immediately provide a Kazakh translation of the word "sustainable™. At the B1 level, two
English sentences can be formed, the meaning of which I am trying to find myself." This
formulation pushes the student to the first cognitive activity, postponing the finished answer of the
algorithm. In the next request, the student sends his forecast, and the Al gives a brief feedback. A
new word is revealed not by a ready-made definition, but by solving a small problem.

The second step of the preliminary work will be aimed at comparing words between
contexts. For example, if the word" issue "is memorized only with the translation™ problem", the
student may use it mechanically instead of every problem. Al is asked to give three issue proposals
on the topics of ecology, work and public opinion. The student finds a common semantic core. For a
verbose word like ”Charge", the contexts of phone charging, service charges, and charges are
compared. Such a task is closer to recognizing the semantic field of a word than to memorizing its
counterpart in the Kazakh language. However, the first lesson does not require you to reveal all the
versatility. The target context is maintained and additional meanings are given in an amount that
does not confuse the student.

The classroom lesson can begin with a short retrieval activity of the first five to seven
minutes. The translation of new words is not displayed on the screen. The teacher reads the situation
or offers a picture, the student remembers the necessary unity. For example, “A company uses less
electricity and produces less waste. What adjective can describe its policy?"the word sustainable is
required. In another case, an unfinished sentence is provided, not a definition. With such a check, it
is clear that the student did not "see™ the material at home, but could reproduce the word without
assistance. An incorrect answer does not become an instrument of punishment. The teacher sees
which words are still on the passive level, and often uses them in subsequent assignments.
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At the next stage, the words move on to pair and group communication. For example, let's
assume that there are ten target words in the "work and career" heading: vacancy, applicant,
qualification, recruit, responsibility, flexible, salary, promotion, experience, deadline. One student
takes on the role of an employer, and the other is a candidate. The card records the condition for the
natural use of at least six target units. Al should not write the main story here instead of the student.
It is useful to use it as a task generator: a hotel receptionist vacancy is created for one pair, a graphic
designer for another, and a laboratory assistant for the third. One lexical set is included in several
real situations. Even if the meaning of words does not change, the communicative environment
around them is updated.

The use of Al as a partner that generates opposing opinions in the audience gives more
interesting results. For example, when the topic is “technology and education”, students first discuss
“Al makes students more independent”. The generative system is then asked for three short
arguments for the opposite position. The group marks the unfamiliar vocabulary units in the
response and combined with the target words to form a counter response. Here, although the
algorithm introduces new content into the conversation, the final language product belongs to the
student. The line between reading the finished Al text and composing your own answer is
maintained.

One of the most effective tasks for deep vocabulary processing is Al error Editing. The
teacher can prepare a small text from the generative system, in which deliberately dubious uses are
mixed, or he himself introduces several collocation errors. The Student finds forms such as” do a
decision®,” strong rain,” high salary job is very perspective", suggests the right option and explains
why he changed it. At a more complex level, words that are grammatically correct, but not
appropriate to the context, are given. For example, the difference between the words economic and
economic, sensible and sensitive, actual and current is checked not only by translation, but also by
specific situations. Al response Editing combines technological literacy and lexical precision work
into a single task.

In the post-lesson period, it is important to individualize interval repetition. Instead of giving
all students the same twenty questions, a personal mini-review can be created based on incorrect
words in the lesson. While one student confused the words deadline, recruit, and qualification, the
Al created a three-minute test for them alone. After a day, it is not multiple choice that is given, but
the replenishment of the vacancy. After three or four days, a small situation is recorded. After a
week, the word is required to be remembered without giving any cue. Due to the fact that the
content of the tasks is changing, the student does not mechanically memorize the answer pattern.

In assessing the result of mastering the word, one should not be limited to the test carried out
immediately. The Immediate post-test often shows short-term memory. The concept of lexical
acquisition involves long-term preservation and use in a new context. At least three criteria are
appropriate for this: word recognition, word recall without help, and correct use in a new sentence.
For example, in the first Test “Which word means...? the task of the "type", followed by self-
writing a word from the Kazakh or English meaning, at the third stage is given to form a sentence
for a new situation. The delayed test after a week provides more accurate information. While the
student responds 90 percent at the end of class and drops to 50 percent after seven days, the initial
rate is high, the retention is weak.

The efficiency can also be assessed using a small quasi-experiment. A group with two levels
close is taken and 20-25 new lexical units of the same subject are given to both. In the control
group, traditional explanatory, vocabulary and textbook exercises are used. The experimental group
performs a short guided discovery task via Al before class, uses target vocabulary in the classroom
in pair communication, and receives a repeat after class adapted to their individual mistakes. The
results of the Pre-test, immediate post-test and two weeks later the delayed post-test are compared.
The effect of the model is more pronounced if the assessment is not limited to a single average
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score, but is carried out by the number of target words used correctly, the proportion of incorrect
collocation and the number of units used in fluency.

A hypothetical statistical model is useful for demonstrating the way in which the result is
interpreted. For example, if in two equal groups of 60 students the results of the initial lexical test
were 42.8% in the experimental group and 43.1% in the control group, the initial difference
between the groups is insignificant. Let's assume that after a four-week cycle, the immediate post-
test score of the experimental group reached 81.6% and that of the control group-69.4%. During the
delayed test after two weeks, the indicators can be 74.2% and 58.7%, respectively. Such numbers
should be taken not as the result of a real experiment carried out, but as a model problem that shows
with what logic the data should be compared in a future empirical study. It is contrary to the
scientific requirement to show artificial statistics as "the result obtained" before the experiment is
carried out in a specific article.

Comparison of Vocabulary Test Results between Experimental
and Control Groups (A Hypothetical Model)
100 -

81.6%
2 80 - 74.2%
o
S
o 60 -
& 28%  43.1%
o
g 40 +
<
20 -
() p
Pre-test Post-test Delayed test
(initial) (after 4 weeks) (after 2 weeks)

B Experimental group (Al-enhanced flipped leaming) B Control group (traditional learning)

Fig. 1. Hypothetical model of vocabulary test results for experimental and control groups

Note: The data are hypothetical and are presented for illustrative purposes to demonstrate the logic
of comparison in a future empirical study,

Accurate quantitative data from published studies show that there is a high interest in Al's
personalization potential in language learning. The study of K. A. Asan and S. S. Kunanbayeva
involved 100 people, including 70 students and 30 teachers. Yu. e. Valkova systematized the
experience of 2022-2024 and analyzed several categories of tools, from text compilation to
automatic verification. Such indicators make it clear that the technology is not limited to just one
chatbot. However, an increase in the number of tools does not increase the quality of self-study. It is
more efficient to use one tool for a well-defined lexical operation than to use five Al services in one
lesson.

One of the issues that needs to be discussed is cognitive offloading, that is, the transfer of an
intelligent operation to technology. If the student asks the Al for a ready-made translation, sentence,
answer and text at the moment when unfamiliar word meets, the external result of the task will
come out quickly, but the retrieval action that a person must perform for memory will be reduced.
The correct limiting order in the inverted model can counteract this. The first instruction:"first try to
guess for yourself.” Second instruction:"compare with the Al answer”. Third:"compose a new
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example yourself." Fourth:"let the Al explain a specific error in your sentence.” Such a structure
creates conditions for the student to become an intermediate verifier of the student's activity,
without being replaced by an algorithm.

Academic integrity should also be regulated by a clear regulation within the framework of
vocabulary learning. A complete ban on" Al cannot be used " is likely to push the student to use it
anonymously, and unlimited permission will lose the essence of the task. It is more understandable
to determine the area of application by the type of activity. It is allowed to compare the definition of
a new word, ask for an additional example, explain the error of one's own sentence. And it is limited
to the full generation of the evaluated essay or by writing a ready-made replica for the speaking
task. During the assessment, the student is asked to briefly explain where the Al changed the
answer, while the use of technology approaches reflective action from implicit copying.

The role of the teacher also changes. Previously, the main effort was spent on explaining the
material, but in the Al-enhanced flipped lesson, the teacher designs a learning route, filters a low-
quality Al response, selects which words should be actively used, and changes the direction of the
next task depending on the student's mistake. The professional value of a teacher is not measured by
knowledge of a ready-made definition. It is more important to be able to notice which word the
student needs right now, which task is excessively difficult, at what point technology not only made
the student's work easier, but did it instead.

In practice, the Al-enhanced flipped vocabulary cycle can be built for about seven days per
topic. On the first day, the student gets acquainted with 10-12 words before class. On the second
day, the audience will be able to recall, classify and use words in a role-playing situation. That
evening, Al gives a personal micro-quiz for three or four words that went wrong. On the fourth day,
the student prepares 80-100 words of small text or one minute of audio with the same vocabulary.
On the seventh day, a short check with a reduced cue is held. When the next topic begins, three or
four of the previous words are deliberately inserted into the new context. VVocabulary does not
disappear after the end of one topic, but connects with subsequent material.

As an example, you can take the heading “Healthy lifestyle”. Target vocabulary: balanced
diet, sedental, nutrient, maintain, habit, prevent, intake, exhausted, recover, moderate. Before class,
the student uses Al to read the Bl-level interpretation of each word, guess the meaning, and
determine which word is a noun, adjective, or verb. In the lesson, students are characterized by the
short lifestyle of three characters: an employee who sits in the office all day, an athlete who does
not rest properly after training, a student with an unstable eating regime. Each group will advise the
character using at least six of the target vocabulary. Al is then tasked with arguing against one of
those boards, and students test the answer in language and content terms. After class, each student
made three new sentences with the words he used incorrectly. A week later, “how can university
students avoid burnout? in a small speech task on the topic " former vocabulary is reused. Ten
words on the same topic turn from an object of memorization into a means of reasoning.

Another option is suitable for Academic English. In the” Research and evidence " block,
words such as hypothesis, variable, reliable, sample, evidence, interpret, significant, limitation are
taken. Before class, the student identifies words from a short research annotation through context.
Al prepares one correct and one misleading example for each, without giving a definition of words.
The student chooses the right one and writes the reason. The audience finds methodological
limitations in the description of a small research project and explains them using target words.
Later, the Al corrects the overly confident claim or inappropriate use of the word in the "scientific"
paragraph. Such a task does not separate vocabulary acquisition and academic literacy.

Conclusion

The Al-enhanced flipped EFL learning model allows you to break the learning of new words
in English into several interconnected learning activities, taking them out of the framework of
classroom interpretation. Before class, the student first recognizes the lexical unit, guesses the
meaning and checks it using Al. In the audience, the word is transferred from the level of finished
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definition to communication, remembered, used in a pair or group situation, checked for semantic
and collocation accuracy. After the lesson, the algorithm can arrange a short repetition according to
individual difficulties. Artificial intelligence in such a structure serves as a tool for changing the
level of educational material, creating different contexts and accelerating feedback, and not a text
generator that works instead of a student.

Theoretical analysis showed that the main strength of inverted learning lies not in freeing up
classroom time, but in redirecting that time to more complex language activities. Al adds a layer of
personalization to this model: the same word set can be represented for each student with different
complexity, different example and different repetition frequency. However, uncontrolled use of the
generative system is more likely to increase dependence on the finished response and reduce the
amount of spontaneous mention of a word. To do this, the training task must require the student to
act before the Al: predict, choose, recall, make sentences, find errors, prove. When a technological
response is given after the mentioned operations, its pedagogical value increases.

The practical model can also provide the basis for future empirical research. At the next
research stage, it is appropriate to compare the results of the traditional EFL group and the Al-
enhanced flipped group using pre-test, immediate post-test and delayed post-test, simultaneously
measuring the growth of active vocabulary, collocation accuracy, the number of target vocabulary
in fluency and the level of students ' dependence on technology. The true result of mastering the
vocabulary should be assessed not by the number of correct answers at the time of the end of the
test, but by the ability to remember the word after a few weeks without help and use it appropriately
in a new situation. The future of artificial intelligence in EFL education also depends not so much
on how much text the algorithm can create, but on how much the teacher and student can turn it into
a competent reading activity.
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THE ROLE OF AUTHENTIC LANGUAGE RESOURCES IN DEVELOPING SCHOOL
STUDENTS’ SPEAKING SKILLS

Abstract

This article examines the pedagogical potential of authentic language resources for
developing school students’ English speaking skills. The study aims to identify the methodological
conditions for using materials originally created for real-world communication rather than language
instruction to develop students’ oral production and interaction skills. The study adopts a theoretical
and methodological approach, drawing on a review of scholarly literature and a comparative
analysis of the potential of interviews, podcasts, short videos, and public announcements for
teaching speaking. Resource selection criteria are established with reference to students’ age-related
characteristics, language proficiency, communicative needs, and the comprehensibility of the
materials’ cultural content. Speech rate, lexical complexity, and the duration of audio and video
materials are considered in relation to the extent of pedagogical scaffolding required. Based on
these criteria, the article proposes an instructional framework comprising familiarisation with the
communicative situation, teacher-guided identification of relevant language expressions, scaffolded
interaction, independent speaking, and reflective feedback.

Within this framework, authentic resources serve as models of contextually appropriate
language use and provide the content for tasks involving the exchange of opinions, information
sharing, and role-play. The proposed indicators for assessing students’ speaking performance during
these tasks include fluency and intelligibility, contextually appropriate vocabulary use, coherence,
and appropriate responses to an interlocutor’s contributions. The central conclusion is that the
pedagogical value of authentic resources is realised through their integration with tasks directed
towards a specific communicative goal. The practical significance of the study lies in the proposed
resource selection criteria, instructional stages, and speaking assessment indicators, which can
inform lesson planning. The effectiveness of the proposed framework requires empirical testing in
school settings.

Keywords: authentic language resources, English speaking skills, school students,
communicative tasks, pedagogical scaffolding, oral interaction.
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POJIb AYTEHTUYHBIX SA3BIKOBbBIX PECYPCOB B PA3BUTHUHN HABBIKOB
YCTHOM PEYH IKOJIbHUKOB

Annomayus
B cratbe paccmaTpuBaeTcs MeIaroruaecKuidi IOTEHITHAT Ay TEHTHYHBIX SI3BIKOBBIX PECYPCOB
B Pa3BUTHHM HABBIKOB FOBOPCHHUS Ha aHIJIMHCKOM SI3bIKE y MIKOJIBHHUKOB. llenb mccrnemoBaHus —
OTIPEACIUThL METOJUYCCKHE YCIIOBUS HWCIOJIL30BAaHUS MaTCPUAIOB, W3HAYAIBHO CO3JAHHBIX JIIS

43



https://doi.org/10.51889/3078-8463.2025.51.3.003

Becmnux KazHITY um. Abas, cepusi «Ilonuszviunoe obpazosanue u unocmpannas gunonocusy, Ne3(55), 2026 2.

peanbHOrO OOLIEHUs, a He Uil OOydueHHUs S3bIKy, B PAa3BUTUM YCTHOM pedd U pPedyeBOro
B3aUMOZCHCTBUA ydamuxcs. MccimenoBaHue HOCHT TEOPETUKO-METOAUYECKUM Xapakrep |
OCHOBBIBaeTCsl Ha 0030pe HAay4YHOM JHUTEpaTypbl M CpPAaBHUTEIBHOM aHAlM3€ BO3MOXKHOCTEH
WCTIOJIb30BAaHUSI MHTEPBbBIO, MOAKACTOB, KOPOTKUX BUACOMATEPUATIOB U OOBSBICHUHN ISl IIUPOKOU
aynutopuu B oOyudeHuUH roBopeHHio. Kputepun orbopa pecypcoB OMpelNeisioTcss ¢ y4EToM
BO3PACTHBIX OCOOEHHOCTEW Y4YalIMXCsi, YPOBHS HX S3BIKOBOM IMOATOTOBKH, KOMMYHHKATHBHBIX
MOTPEOHOCTEN U TOCTYITHOCTH KYJIBTYPHOTO COJEpKAHUS MaTepUaloB g MOHUMaHud. Temn peun,
JIEKCHYECKasi CIIOKHOCTh U MPOJIOKUTENIEHOCTD ayIMO0- U BUJCOMATEPHAIIOB PACCMATPUBAIOTCS BO
B3aMMOCBS3HM C HEOOXOIMMBIM 00BEMOM Tearornyeckoil moaaepxkku. Ha ocHoBe 3THX KpUTEpUEB
mpeularaeTcsi CUcTeMa OOYyYeHHs, BKIIOYAIOIIAs CJEIyIOIIME JTambl: O3HAKOMJICHHE C
KOMMYHHUKATUBHOW CUTyallMel, BbISIBICHHE HEOOXOIMMBIX SI3BIKOBBIX CPEJICTB IMOJI PYKOBOACTBOM
yUHUTels, peUueBOE B3aUMOJICHCTBHE C MEAarOrHUECKON MOIEPKKOM, CaMOCTOSATEIIbHOE TOBOPEHHE
u pedriekcuBHas oOpaTHas CBS3b.

B nmaHHON cucTemMe ayTEHTHYHBIE PECypChl BBICTYMAlOT 0Opa3laMu CUTYaTHBHO
00yCIIOBJIEHHOTO MCIOJIB30BaHUs fA3bIKa U COAEpPKATEIbHON OCHOBOM 3aJaHMi, Mpearoiararoinmx
o0MEH MHEHHsIMH, Tiepeaady MHGOpMaluu U pojieBoe B3auMoJieiicTBue. [ olleHnBaHus YCTHOM
peuu MpH BHIMOJHEHUH 33JaHUN MpeljiaraioTcs Takue MoKa3aTesd, Kak OerjJocTb U MOHSATHOCTD
peun, YMECTHOCTh YNOTPeOICHUsI JIeKCUKH B KOHKPETHOW CUTYAIlH, CBSA3HOCTH BBICKA3bIBAaHHS H
aJIecKBaTHOCTh OTBETAa Ha pemuKy cobecennuka. OCHOBHOM BBIBOJ 3aKIIIOYAETCS B TOM, 4YTO
MeIaroruyeckasl HEeHHOCTh AayTEHTHUYHBIX PECYPCOB PEATM3yeTCsl MOCPEACTBOM HX COYETAHUS C
3alaHusIMU,  HaNpaBlIEHHbIMU Ha  JOCTIKEHHWE KOHKPETHOM KOMMYHMKATHBHOW  LIEJH.
[IpakTryeckast 3HaYUMMOCTh PabOTHI COCTOUT B MPEATIOKEHUN KPUTEPUEB OTOOpa PECypCOB, ITATIOB
oOydeHHsT M T[OKaszaresjeil OICHMBAHMSI YCTHOM pe4H, KOTOpble MOTYT HCIOJIb30BaThCS IPHU
IUTAHUPOBAHUHM  YPOKOB. D(M(PEKTUBHOCTh MPEATIOKEHHONH CHUCTEMBl TpeOyeT AMIUPUICCKOM
MIPOBEPKHU B YCIIOBUSX IIKOJIBHOIO O0yUEHHUSI.

Knrouesvie cnosa: aymenmuynvle A3b1K08ble pecypcol, HABLIKU 2080PEHUs HA AH2TULCKOM
A3bIKE, WKOAbHUKU, KOMMYHUKAMUBHbIE 3A0aHUS, Ne0da202utecKas Nnoo0epicKa, YCMHoe peuesoe
83aumooeticmaue.
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MEKTEI OKYIIBLIAPBIHBIH, COMJIEY JTAFIBLITAPBIH JIAMBITY IAFBI
AYTEHTTI TUVILAIK PECYPCTAP/IBIH POJII

Anoamna

Makanana MeKTen OKYUIbLIApbIHBIH aFbUILIIBIH TUTIHIIE COWsey AarAblIapblH JaMBITYAaFbl
ayTEHTTI TUIOIK pEeCypCTapAblH TIEJaroruKalblK MYMKIHIIKTEpl KapacThIpbLIaAbl. 3epTTeyIiH
MakcaThl — OacTamnkplla Tid YHPETy YILIiH eMec, IIbIHAIbl KapbIM-KaThIHAC MAaKCaThIH/IA KacallFaH
MaTepHanaapAsl OKYIIBUTAPABIH aybI3Ia Coiyieyl MEeH e3apa TUIIECYiH JaMBITyFa Tai1aaaHy IbH
o/liCTeMENIK MapTTapblH alKbIHIay. 3epTTey TEOPUSIIBIK-9/IICTEMENIK CUMATTa XKYPTi3UIil, FAUIBIMU
onmeOueTTepre MIONY jkKacayFa jkKOHe cyx0Oarrap, TMOJKacTTap, KbpIcKa OeifHemarepuangap MeH
KOIIIUIIKKE apHalFaH XabapJjaHAbIpyJNapAblH ceiieyal yhpeTyneri MyMKIHIIKTEpiH CalbICThIpa
TaJljayFa Herizzaeneni. Pecypcrapsl ipikTey enmemaepi OKyIbUIapblH jKac epeKIeikTepi, TUIIIK
JTAWBIHBIK JICHrel1, KOMMYHHUKATHUBTIK KQXETTUTIKTEPl dKOHE MaTEePHANIBIH MOJCHH Ma3MYHBIHBIH
TYCIHIKTUTITT TYPFBICBIHAH alKbIHAANAAbl. AyAHO XKoHE OeiiHeMaTepuaiapIarsl coiliey KapKbIHBI,
JICKCUKAJIBIK KYPACTIIK MeH Y3aKTHIK KAXKETTI MEeJaroruKajiblK KOJaay KeJieMIMEH OailsIaHBICTHI
KapacTeipbiiaabl. Ocbl emmmemaep Heri3iHAe KOMMYHUKATHUBTIK JKaFlasTIICH TaHBICY, KaXKeTTi
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TUIAIK KOJJAHBICTAPbl MYFaliMHIH OaFbITTaybIMEH aHBIKTAy, MEJarorHKalbIK KOJJAayMeH e3apa
Tigecy, aepoec ceiney xoHe pedIeKCHITBIK Kepi OaiilaHbIC Ke3eHAePiH KAMTHTBIH OKBITY JKyieci
YCBIHBLUIAIBL.

byn xyilene ayTeHTTI pecypceTap JKaFiasaTKa cail T KOJAaHyAbIH YJTiCl )K9HE MIKIp ajMacy,
akmapar Oeiicy MEH peIIiK TalchlpMaiapJblH Ma3MYHIBIK HEri3l peTiHAE KapacThIPbUIAIbL.
Tancelpmanapapl OpbIHIAY Ke3iHAErl ceilieyal Oaranay YIIIH COWIEYIlH KaTbIKTBIFbI MEH
TYCIHIKTUTIT, Ce3AepAl JKaFrmasTka cail  KOJJaHy, OWIbIH  OaillaHBICTBUIBIFBI  JKOHE
cyx0aTTacyllibIHBIH peIUIMKachlHAa OpPBIHABI JKayanm Oepy KepceTkimrepi ycbiHbLIaAbl. Herisri
TYKBIPBIM ayTEHTTI pecypCTap/iblH MeAaroruKalblK KYHIBLUIBIFEI OJap/Ibl HAKTHI KOMMYHHKATHUBTIK
MakcaTKa OaFbITTaJFaH TalChIPMAJIApPMEH YINTACTHIPY apKBUIBI JKY3e€re acaThIHbIHA HETi3/ICIIe/Ii.
JKyMBICTBIH MpaKTUKAIIBIK MaHBI3bI cabaK JKocmapiayaa KoJJaHyFa OOJaThIH pecypcTap/bl ipikTey
eJIIEM/IEPIH, OKBITY KE3€HJEpiH JKoHe ceieylal Oarajnay KOpPCETKIIUTEPIH YChIHYMEH
alikpIHAanaabl. Y CHIHBUIFAH JKYHEHIH THIMILIITT MEKTeIN KarJailblHAa SMITUPHKAIBIK TEKCEpyadl
Ka)KeT eTe/ll.

Tyiiin co30ep: aymewmmi mindiK pecypcmap, avlLiwiblH MiniHOe ceiliey 0a20bliapbol,
MeKmen OKYWbLIapbl, KOMMYHUKAMUBMIK MANCLIPMANAp, Neoda2o2uKavly Koaoay, ayblsuid
mindecy.

Introduction

Developing school students’ speaking skills involves enabling them to use linguistic
knowledge to express intentions, organise ideas, and respond appropriately to other speakers.
Successful oral communication requires coordination between language production and the
interpretation of an unfolding communicative situation. Learners need opportunities to formulate
intelligible messages, manage conversational turns, clarify misunderstandings, and adjust their
contributions to an audience. This understanding is consistent with the Common European
Framework of Reference for Languages, which positions learners as social agents and connects
language education with purposeful communicative activity. Its distinction between oral production
and interaction also provides a basis for recognising that speaking development encompasses both
constructing a coherent utterance and participating responsively in dialogue. [1] Authentic language
resources are relevant to this objective because they provide examples of language situated within
identifiable social purposes. In the present article, the term refers to spoken and audiovisual
materials originally produced for communication, information, or entertainment beyond formal
language instruction. These include interviews, podcasts, short videos, and public announcements.
Authenticity nevertheless requires careful conceptual treatment. Gilmore’s review demonstrates that
the concept encompasses the origins of a text, its interpretation by learners, and the relationship
between material and classroom activity. The review also identifies differences between textbook
discourse and naturally occurring communication, alongside questions concerning linguistic
difficulty, motivation, and task design. [2] Accordingly, this article treats authenticity as a resource
characteristic whose educational significance depends on how the material is selected and used.

Empirical research provides a basis for examining this significance while also establishing
limits to generalisation. In a longitudinal classroom investigation involving Japanese university
learners, Gilmore compared instruction using authentic materials and associated tasks with
instruction based on textbook materials. The authentic-materials group achieved stronger outcomes
on several measures of communicative competence, although advantages were not consistent across
all measures. [3] These findings support the potential of a carefully designed instructional approach
incorporating authentic input. However, the contribution of the materials cannot be separated
straightforwardly from the tasks accompanying them. Moreover, results obtained with university
students require consideration of developmental and instructional differences before being applied
to school learners. Audiovisual resources introduce further possibilities and demands. Images,
gestures, and situational cues can help establish the context of an utterance, while captions offer an
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additional representation of spoken language. At the same time, learners must allocate attention
across speech, visual information, and any accompanying text. Montero Perez’s review examines
these relationships through research on audiovisual comprehension, vocabulary, grammar, and
listening, highlighting the relevance of vocabulary demands and different forms of on-screen
support. [4] For speaking instruction, this evidence raises a specific methodological question: how
can understanding a recorded message become a basis for producing a new, purposeful utterance?
Comprehension and vocabulary learning are relevant resources for speaking, but evidence of
improvement in these areas does not by itself establish development in spontaneous oral interaction.
Research involving school-age learners makes the relationship between exposure and language use
particularly relevant. De Wilde, Brysbaert, and Eyckmans investigated English proficiency among
Dutch-speaking children aged ten to twelve before the beginning of formal English instruction.
Their assessment included receptive vocabulary and listening, speaking, reading, and writing skills.
The findings revealed considerable differences between learners and associations between
proficiency and interactive forms of exposure involving language production. [5] This evidence
suggests that the nature of engagement deserves attention alongside the amount of contact with
English. Because the investigation concerned informal exposure, however, it does not establish the
effectiveness of a particular classroom resource or teaching sequence. A subsequent longitudinal
investigation by De Wilde extends this perspective by examining adolescent learners’ receptive
vocabulary and engagement with English outside school. The study identifies reciprocal
relationships between proficiency and extracurricular language contact, indicating that stronger
language knowledge may influence subsequent engagement as well as develop alongside it. [6] For
the present article, this finding cautions against interpreting resource exposure as a simple, one-
directional explanation of learning. Students bring different linguistic resources and experiences to
the same material. Furthermore, the vocabulary focus of this longitudinal evidence reinforces the
need to specify speaking outcomes independently when designing classroom applications.

A theoretical basis for connecting exposure with productive language use is provided by
Nation’s four-strands framework. This framework distinguishes learning through meaning-focused
input, meaning-focused output, deliberate  attention to language, and fluency
development. [7] Applied to authentic resources, it suggests that listening or viewing should form
part of a broader sequence of learning opportunities. An interview, for example, can supply
information for a discussion, illustrate expressions used to explain a position, and support a
subsequent exchange in which learners formulate their own responses. The instructional purpose
determines which features of the resource warrant attention and what students are expected to do
with them. Pedagogical support is consequently central to the transition from encountering language
to using it. Goh identifies pre-task planning, task repetition, and communication strategies as
relevant areas for supporting speaking development, while distinguishing the ways research
findings can inform classroom practice. [8] Within an approach using authentic resources, such
support may include establishing the communicative situation, identifying useful expressions,
allowing brief rehearsal, and providing another opportunity to communicate after feedback. The
methodological challenge is to make the task manageable while preserving opportunities for
independent formulation and responsiveness. The literature reviewed therefore establishes a clear
rationale for integrating authentic resources into speaking instruction, while leaving their classroom
contribution dependent on several connected decisions. These concern the relationship between
resource difficulty and learner readiness, the communicative purpose of the task, the support
available during production, and the evidence used to judge development. The problem addressed in
this article is how to bring these decisions together within a coherent framework for school English
teaching. Particular attention is required to distinguish the successful reproduction of a model from
the ability to communicate meaning in a different situation. The article aims to develop a
theoretically grounded methodological framework for using authentic language resources to support
school students’ speaking skills. Its objectives are to identify resource-selection criteria, relate
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spoken and audiovisual features to communicative tasks, and specify a progression from supported
engagement to independent speaking and reflective feedback. Speaking development is considered
through fluency, intelligibility, lexical appropriateness, discourse coherence, and responsiveness to
interlocutors. The intended contribution is an integrated account of resource selection, instructional
support, and purposeful oral activity that can guide classroom planning and provide a basis for
subsequent empirical evaluation.

Methods

The study integrated a focused literature review with an empirical investigation of classroom
performance at General Education School No. 32. The empirical component involved 25 Grade 10
students and followed a single-group pre-test—post-test design. Its purpose was to examine changes
in assessed achievement during an intervention addressing the use of authentic language resources
in English speaking instruction. The literature review established the conceptual relationships
between resource characteristics, communicative tasks, instructional support, and speaking
performance. The empirical analysis examined the distribution of participants across achievement
categories at the beginning and end of the intervention. The documentary basis comprised the
theoretical, empirical, and methodological publications cited in the article. Sources were selected
purposively according to their relevance to the research objectives. Inclusion was guided by the
contribution of each publication to defining authenticity, explaining the relationship between
language input and oral production, identifying conditions affecting resource accessibility, or
informing the design and assessment of speaking activities. Scholarly provenance and the
availability of sufficient contextual information were also considered. The review followed a
narrative synthesis approach in which selected publications were brought together to clarify a
methodological problem and establish connections between complementary areas of research [9].
Particular attention was given to evidence involving school learners. Findings from other
educational contexts were interpreted with reference to differences in learner age, proficiency, and
instructional circumstances.

The interpretation of the literature was organised around six analytical categories:
communicative purpose, linguistic demands, contextual support, opportunities for oral production,
interactional requirements, and pedagogical assistance. These categories translated the research
objectives into a consistent set of questions concerning what a resource communicated, what
demands it placed on learners, and how its content could support subsequent speaking. The
procedure drew on directed qualitative content analysis, which uses established theoretical concepts
and research findings to guide the initial organisation of material [10]. Within each category,
resource characteristics, instructional conditions, and reported learning outcomes were examined
separately. Evidence concerning comprehension, vocabulary acquisition, oral performance, and
learner perceptions was differentiated to ensure that conclusions remained consistent with the
outcomes investigated in the original studies. The comparative analysis addressed interviews,
explanatory or narrative podcasts, short videos, and public announcements as resource formats
represented in the literature. Each format was examined in relation to its original audience and
communicative purpose, speech rate, lexical demands, duration, discourse organisation, cultural
accessibility, and available visual or textual support. These characteristics were interpreted
alongside learner preparation and the speaking requirements of the associated activity. The analysis
therefore connected resource selection with adaptation and classroom use, reflecting the contextual
approach to materials development discussed by Tomlinson [11]. Communicative function received
particular attention because delivery formats could overlap: an interview, for example, could be
presented through either an audio recording or a video. The resulting comparisons informed the
resource—task correspondences presented in Table 1. The instructional framework linked resource
characteristics with tasks requiring learners to communicate information, explain an interpretation,
clarify meaning, or respond to another speaker. Task analysis identified the information available in
the source, the contribution expected from the learner, the communicative need addressed, and the
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intended outcome of the exchange. The methodological basis emphasised meaning, a
communicative gap, the use of learners’ available linguistic resources, and an identifiable outcome
[12]. This connection established how information encountered through listening or viewing could
become relevant to a new spoken contribution.

The framework organised instruction into contextual preparation, guided noticing, supported
interaction, independent speaking, and reflective feedback. Contextual preparation addressed the
situation, participants, and purpose of the original communication. Guided noticing focused
attention on expressions and discourse features relevant to the speaking objective. Supported
interaction connected these resources with an initial communicative attempt, while independent
speaking increased learners’ responsibility for organising and formulating their contributions.
Reflective feedback related the examination of performance to priorities for further practice. The
coherence of these components was considered through constructive alignment, linking the intended
learning outcome with the activity and the evidence needed to assess achievement [13]. The
conceptual assessment framework encompassed fluency, intelligibility, lexical appropriateness,
discourse coherence, and responsiveness to interlocutors. These dimensions informed the
descriptors presented in Table 2 and established the focus for interpreting speaking as both
individual production and participation in interaction. Their inclusion reflected the importance of
defining the speaking construct and relating assessment interpretations to appropriate evidence [14].
The quantitative records analysed in the empirical component contained overall achievement
categories. They did not provide separate numerical scores for the five speaking dimensions, so
changes in those dimensions were not estimated independently.

The empirical assessment consisted of a pre-test and a post-test administered to the
participating group. Performance was reported on a 100-point scale and classified using identical
thresholds at both measurement points. Scores of 0-59 represented the low achievement category,
scores of 60-79 the intermediate category, and scores of 80-100 the high category. These
classifications served as internal performance bands for the study. The pre-test established the initial
distribution of participants, while the post-test documented their distribution following the
intervention. Quantitative processing involved verifying category totals, calculating percentages,
and comparing the distributions across the two assessment occasions. The frequencies at each stage
summed to 25 participants. The percentage within a category was calculated by dividing its
frequency by the total sample and multiplying the result by 100. One learner therefore represented
four percentage points of the sample. Change was expressed through the difference between post-
test and pre-test frequencies and the corresponding difference in percentage points. This procedure
enabled the direction and extent of change to be described without assigning numerical values to
unreported individual scores.

Methodological recommendations were developed by considering the observed
distributional changes alongside the resource-selection criteria, task requirements, and forms of
instructional support established through the literature review. The empirical component informed
discussion of overall achievement within the participating group. The conceptual analysis provided
the basis for interpreting the pedagogical relevance of accessible resources, purposeful
communication, and opportunities for independent formulation. This integration maintained a clear
relationship between the evidence available and the scope of the conclusions drawn.

Research Results

The comparison of pre-test and post-test distributions revealed a shift towards higher
achievement categories among the 25 Grade 10 students. At the initial assessment, 15 participants,
representing 60% of the group, obtained scores within the low achievement band of 0-59. Seven
students, or 28%, were classified at the intermediate level, while three students, or 12%, reached the
high level. The baseline distribution was therefore concentrated in the lowest category, with ten
participants, equivalent to 40% of the sample, attaining scores of at least 60 points.
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Following the intervention, three students remained within the low category, accounting for
12% of the group. Eleven students, or 44%, were classified at the intermediate level, and another
eleven students, also representing 44%, attained the high level. The combined proportion of
participants in the intermediate and high categories consequently reached 88%. At the group level,
the post-test distribution showed a substantially smaller concentration of low scores and a greater
representation of achievement at or above the intermediate threshold. The most pronounced change
concerned the low achievement category, whose frequency decreased from fifteen to three students.
This constituted a reduction of twelve participants and 48 percentage points. The intermediate
category increased from seven to eleven students, corresponding to a gain of four participants and
16 percentage points. The high category increased from three to eleven students, representing a gain
of eight participants and 32 percentage points. These values describe net changes in category
frequencies; they do not identify the individual transitions underlying those changes. The proportion
of students attaining at least the intermediate level increased from 40% at pre-test to 88% at post-
test. This 48-percentage-point difference provides descriptive evidence of an upward shift in
classified achievement during the intervention period. The equal post-test proportions in the
intermediate and high categories also indicate that performance remained differentiated within the
group. Improvement in the overall distribution therefore did not imply that all participants had
attained the highest category.

The theoretical synthesis produced three interrelated outcomes: a functional correspondence
between authentic resources and speaking tasks, an instructional sequence connecting
comprehension with independent oral communication, and a set of observable descriptors for
evaluating speaking performance. These outcomes constitute the conceptual contribution of the
study; they do not represent experimentally measured improvements among school students. The
central proposition emerging from the analysis is that the instructional value of authentic resources
depends on the relationship between their communicative features, the demands of the
accompanying task, and the support available to learners. The first analytical outcome concerns the
selection of discourse features that can serve as models for oral communication. Gilmore’s
comparison of textbook dialogues and corresponding authentic interactions identified differences in
turn organisation, pausing, repetition, hesitation, and listener responses within the samples
examined [15]. For the present framework, this finding directs attention to how speakers manage
communication while formulating ideas and responding to others. An interview, for example, may
illustrate how a follow-up question develops an answer, while an announcement may demonstrate
how essential information is organised for a particular audience. Resource selection consequently
requires attention to the communicative behaviour that learners will subsequently be expected to
perform.

The functional comparison generated the resource—task correspondence presented in Table
1. The categories indicate possible instructional uses rather than fixed properties shared by every
resource of a particular format. An individual recording must therefore be examined before its
suitability for a speaking objective can be established.

Table 1. Proposed correspondence between authentic resources and speaking tasks

Communicative Ilustrative Required pedagogical

Resource format | ¢ atures to examine | speaking task support
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Interviews

Question development,
elaboration,
clarification, and
responses to previous

Conduct a peer
interview and
formulate follow-
up questions
using information

Context introduction,
identification of useful
question patterns, and brief
planning notes

ideas

interpretation

turns provided by the
partner
Sequencing, examples, Explz_;un the . .
Explanatory or reformulation. and central issue to.a A content outline, selective
narrative podcasts | connections between partner and justify replay, _and support for
a personal essential vocabulary

Short videos

Connections between
speech, actions, setting,

Compare
interpretations of
an event and

Viewing prompts and
explicit differentiation

Public
announcements

. X explain which between visible information
and speaker intention . L .
interpretation is and verbal explanation
better supported
Exchange
Concise instructions, relevant

conditions, time
references, and
information priorities

information and

agree on a plan
that satisfies

stated conditions

A note-taking frame,
clarification expressions,
and clearly defined roles

The comparison distinguishes two functions that may coexist within a resource. First, the
material can provide a discourse model: learners examine how a speaker introduces an explanation,
requests clarification, or connects ideas. Second, it can supply information that learners need to
communicate. These functions require different task designs. Reproducing an announcement may
direct attention to pronunciation and organisation, whereas explaining its implications to a partner
requires selection, reformulation, and adaptation to the listener’s needs. The proposed framework
therefore specifies both the language feature available for examination and the communicative
purpose of the subsequent speaking activity. A second outcome is the distinction between access to
linguistic resources and their independent deployment in speech. Pujadas and Mufioz reported
vocabulary gains among secondary school learners following extensive viewing of television
episodes with captions or subtitles, with outcomes also related to prior proficiency and vocabulary
pre-teaching [16]. This evidence concerns vocabulary learning; it does not establish that newly
encountered expressions become readily available during spontaneous interaction. Accordingly, the
present synthesis identifies a necessary instructional connection between noticing language in
context and using it to express a new meaning. Within the proposed tasks, learners select relevant
expressions, adapt them to their own intentions, and employ them when the required response is not
supplied by the recording. The analysis also identifies accessibility as a condition that must be
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considered separately from authenticity. A resource may present an appropriate topic while
imposing excessive demands through unfamiliar vocabulary, rapid delivery, or densely packed
information. In their investigation involving university learners, Pujadas and Mufioz found a
comprehension advantage for captioned viewing and demonstrated the relevance of proficiency and
vocabulary knowledge to understanding audiovisual input [17]. Applying this evidence to school
instruction requires caution because the population and outcome differ from those addressed in the
present article. The resulting proposal is to adjust support according to the information learners can
recover and use, rather than to remove captions according to a predetermined timetable.

This distinction clarifies the relationship between supported comprehension and independent
speaking. Captions may remain available while learners establish what a resource communicates.
During a later speaking task, however, continuous access to a complete script would limit the
evidence available about independent formulation. The framework therefore proposes a transition
from comprehensive input support to selective speaking support, such as keywords or a brief
content outline. The purpose of this transition is to preserve access to meaning while creating
opportunities for learners to organise their own contributions. The third outcome is an operational
interpretation of the five-stage instructional sequence established in the methodology. Contextual
preparation defines the communicative situation; guided noticing identifies language relevant to the
intended task; supported interaction provides an initial opportunity to use that language;
independent speaking introduces greater responsibility for formulation; and reflective feedback
establishes priorities for another attempt. The distinctive feature of the sequence is the changing
function of the original resource. It initially supplies information and examples, subsequently
supports interaction, and finally becomes a reference against which learners can examine their own
communicative choices.

An illustrative application involves an authentic announcement about a change to an event
schedule. During contextual preparation, learners establish who issued the announcement, whom it
addresses, and which arrangements have changed. Guided noticing focuses on expressions used to
state conditions, explain changes, and clarify details. In supported interaction, partners receive
different practical constraints and discuss whether a proposed arrangement is feasible. The
independent task introduces a new constraint, requiring learners to revise their explanation or
recommendation. Reflective feedback then addresses whether the revised arrangement was
communicated clearly and whether each contribution responded to the partner’s information. This
example illustrates the proposed framework; it is not an account of an implemented classroom
intervention. Task repetition provides a relevant empirical basis for incorporating further speaking
attempts. Lambert, Kormos, and Minn found that immediate repetition of oral tasks was associated
with gains in fluency, although speech rate, pausing, and self-repair followed different patterns
across successive performances [18]. Within the present framework, repetition offers an opportunity
to revisit a communicative objective after feedback. A subsequent variation in information or
audience is proposed to examine whether learners can adapt their language beyond the rehearsed
response. Improved delivery of an unchanged task would, by itself, provide insufficient evidence of
such transfer.

Feedback constitutes another connection between authentic input and learners’ developing
production. Lyster and Saito’s meta-analysis identified benefits of oral corrective feedback for
target-language development in classroom studies, with outcomes varying according to feedback
type and assessment conditions [19]. Drawing on this evidence, the proposed sequence includes
selective feedback followed by an opportunity to reformulate. For example, feedback may identify
an unclear time reference or an inappropriate expression that affected the intended message. The
learner then revises the relevant contribution. Broader reflections on organisation and
responsiveness are included as components of the proposed framework, rather than presented as
outcomes established by that meta-analysis. The final analytical output is an assessment matrix
connecting the five speaking dimensions identified in the methodology with observable
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performance. A distinction is required between intelligibility and resemblance to a particular accent
model. Munro and Derwing demonstrated that strongly accented speech can remain intelligible,
supporting the separate consideration of accentedness, perceived comprehensibility, and actual
listener understanding [20]. In the present matrix, intelligibility is therefore approached through
evidence of message recovery. Listener paraphrases or accurate responses can provide classroom
indicators, although they must be interpreted in relation to the listener’s proficiency and familiarity

with the content.

Table 2. Proposed descriptors for examining speaking performance

Speaking dimension

Observable performance descriptor

Suitable evidence

Sustains a contribution and manages
pauses or reformulations without

A recorded explanation and a

Fluency repeatedly abandoning the intended subsequent attempt under
message comparable conditions
L Communicates essential information | ., * listener’s paraphrasc,

Intelligibility . identification of key details, or
that the listener can accurately recover .

appropriate task response

. Selects words and expressions that fit Contextual analysis of
Lexical

appropriateness

the intended meaning, topic, and
communicative situation

vocabulary used in
explanations and exchanges

Discourse coherence

Presents ideas in an identifiable
sequence and makes relevant
connections explicit

A short explanation containing
a main point, supporting
information, and a connected
outcome

Responsiveness to
interlocutors

Addresses preceding contributions and
adjusts an explanation when
clarification or new information is
introduced

An exchange containing
unscripted follow-up questions
or changing conditions

The matrix makes the relationship between task design and assessment explicit. A prepared
monologue can provide evidence of organisation and delivery, but offers limited evidence of
responsiveness. An interactive task can reveal how a learner handles clarification, although
performance also depends on the partner’s contributions. Consequently, the framework proposes
complementary evidence from individual production and interaction. Input comprehension should
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also be checked separately so that misunderstanding the original resource is not automatically
interpreted as a weakness in speaking. The conceptual contribution of the study is thus a specified
relationship between resource characteristics, instructional support, communicative action, and
observable speaking performance. Its empirical evaluation would require evidence that learners can
apply relevant language in new speaking situations and sustain performance as support is reduced.
Until such evidence is available, the framework provides a basis for classroom planning and
subsequent investigation rather than a demonstrated estimate of instructional effectiveness.

Conclusion

This conceptual study identifies the instructional conditions under which authentic language
resources can support school students’ English speaking development. Their pedagogical value
depends on the alignment of resource characteristics, learners’ needs, and purposeful speaking
tasks. Appropriately selected interviews, podcasts, short videos, and public announcements provide
contextualised examples of language use and meaningful content for explanation, interpretation,
and interaction. Realising these opportunities requires support that enables learners to understand
the material and progressively formulate their own contributions. The principal contribution of the
study is a framework connecting contextual preparation, guided noticing, supported interaction,
independent speaking, and reflective feedback. The proposed assessment descriptors relate this
sequence to fluency, intelligibility, lexical appropriateness, discourse coherence, and responsiveness
to interlocutors. Together, these components provide a methodological basis for selecting resources,
designing speaking activities, and examining communicative performance. As the framework has
not undergone classroom validation, its effectiveness remains an empirical question. Further
research should investigate its suitability across school proficiency levels and determine whether
learners can sustain and adapt their speaking performance in unfamiliar communicative situations.
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HIKOJIBHUKOB OCTaéTcs HelocTaTouHoO. Llenb uccnenoBanus- BbISIBUTH OTHOLICHHE MIKOJIBHHUKOB K
ucnonbs3oBannto MU-uncrpymentoB (ChatGPT, Gemini) npu H3yYyeHUM aHIJMICKOTO S3bIKa,
OTIPENIeNIUTh LIeTTN IPUMEHEHUs, TPEUMYIECTBA U TPYTHOCTH.
[IpoBeeHO KOTWYECTBEHHOE OINHUCATENbHOE HcclenoBanue cpenu 135 yuammxces 5-11 kmaccoB
mkoabsl roposna Anmarsl. COOp JaHHBIX OCYIIECTBISUICS C IOMOILIBIO OHJIAMH-ONPOCHUKA HA
mnatdopme Google Forms. [lns aHanm3a MCnosib30BaIMCh YAaCTOTHBIM aHaimu3, anbda Kponbaxa,
kputepun Manna-Yutnu, Kpackena-VYomnuca, koppemnaunusa CnupMeHa U Xu-KBajpar. Pe3ynbraTel
nokasanu, uro 71,6% yuamuxcst ucnonb3dytoT U nns nzydyenust anrnuiickoro ssbika. Haunbouee
nomnyJisipHble  QyHKIMM: HamucaHue TeKCToB (42,2%), mepeox (37,0%), u3yuyeHHe JIEKCUKU
(37,0%), nposepka rpammaTtuku (34,1%). Ungexc otHomenuss k UM cocraBun M = 4,06 (SD =
0,87), uTo yKa3bIBaeT Ha IOJIOKUTEIbHOE OTHOIIEHHE. BblsBiaeHbl pasnuuus no kiaccam (H =
24,16, p <0,001): crapmexnaccHuku ucnosb3ytor UM vaie, Ho oTHOCATCS KpuTHuHEe. ['eHiepHbie
pasnnuus He oOHapy>keHbl. KitoueBble MpeuMyIecTBa: S3KOHOMUs BpeMeHH (46,7%), yaydiieHue
rpaMMatuki (42,2%). OCHOBHbIE TPYJIHOCTU: PUCK HETOUHOU MHPopMmanuu (45,9%), 3aBucumMocThb
ot U (34,8%).
Pe3ynbrarel CBHIETENBCTBYIOT O JBOWCTBEHHOM Bocnpuatnn HWMU: ywammuecs wneHAT ero
o0pa3oBaTeNbHBId TOTEHIMAJA, HO OCO3HAIOT pUCKU. JlaHHBIE TMONE3HBI Ui pa3pabOTKU
negaroruyeckux crpareruii uurerpauuu MM B oGyuenue aHrIMICKOMY SI3bIKY.

Knwueevie cnoea: usyuenue aueauiicko2o A3vlKa, UCKYCCMEeHHblU unmennekm, HH-
uHcmpymenmol, wkoavHuxu, omuowernue xk UU, ChatGPT, Gemini, s¢phexmusrnocmo 06yuenus,
yeau UCnob308aHUSA, NPEUMYWecmsa, mpyoHOCmu, KOIUYeCmEeHHOe UCCIe008aHUe.
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12Abai Kazakh National Pedagogical University
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Al AS AN ENGLISH LANGUAGE LEARNING TOOL: A CASE STUDY OF AN ALMATY
SCHOOL

Abstract

In recent years, the use of artificial intelligence in education has been rapidly increasing;
however, empirical evidence regarding its impact on the learning process of school students remains
limited. The aim of this study is to examine school students’ attitudes toward the use of Al tools
(ChatGPT and Gemini) in learning English and to identify their purposes of use, perceived benefits,
and challenges. A quantitative descriptive study was conducted among 135 students in Grades 5-
11 at a school in Almaty. Data were collected using an online questionnaire administered via
Google Forms. The analysis included frequency analysis, Cronbach’s alpha, the Mann—Whitney U
test, the Kruskal-Wallis test, Spearman’s correlation, and the chi-square test. The results showed
that 71.6% of students use Al to learn English. The most frequently used functions were text writing
(42.2%), translation (37.0%), vocabulary learning (37.0%), and grammar checking (34.1%). The
mean Al attitude score was M = 4.06 (SD = 0.87), indicating a positive attitude. Significant
differences were found across grade levels (H = 24.16, p < 0.001): upper-grade students used Al
more frequently but demonstrated more critical attitudes toward it. No gender differences were
identified. The main perceived benefits were time saving (46.7%) and improved grammar (42.2%).
The main challenges were the risk of inaccurate information (45.9%) and dependence on Al
(34.8%). The findings indicate an ambivalent perception of Al: students recognize its educational
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potential while being aware of the associated risks. The findings may contribute to the development
of pedagogical strategies for integrating Al into English language learning.

Keywords: english language learning, artificial intelligence, Al tools, school students,
attitudes toward Al, ChatGPT, Gemini, learning effectiveness, purposes of use, benefits, challenges,
guantitative research.
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KACAHABI THTEJUIEKT AJIMATBI MEKTEBI OKYIIBIJIAPBIHBIH AT BIJILIBIH
TIJIIH YAPEHYJIEI'T K¥PAJIbI PETIHJIE

Anoamna

Conrbl KbUIapHI O1TiM Oepy canachlHa )KacaHIbl MHTEJUICKTIHI KOJJaHy KapKbIHIbI TYpIe
apTBINl KeJlei, ajaiija OHBIH MEKTeN OKYIIBUIAPBIHBIH OKYy Y/AEpiCiHEe BIKIAJIbl Typajbl
SMIMPHUKANIBIK ACPEKTep i /€ MKETKUIIKCI3. 3epTTey/iH MakcaTbl — MEKTEN OKYLIbLIAPBIHBIH
arbUILLIBIH TUIH YipeHy OapbichiHAa xacaHabl nHTeIeKT KypanaapbiH (ChatGPT xone Gemini)
KOJJaHyFa JleTeH KOe3KapachlH aHbIKTay, COHJai-ak oJapAsl KOJJaHy MakcaTTapblH,
apTHIKIIBUIBIKTAPEl MEH KHBIHIBIKTAPBIH aNKbBIHIAYy. AJIMAThl KalachlHIArkl MeKTenTiH S5—11-
CBHIHBINITAPbIHAA OKHUTHIH 135 OKyIIbl apachlHAa CaHABIK CHUNATTaMANbIK 3€pTTey KYPri3iil.
Hepexrep Google Forms mmatdopmackiHaa 931pJICHTeH OHJIAMH cayajHaMa apKbUIbl SKMHAJJIBL.
HepekTepai Tanaay O6apbIChlHAA KUK Tanaaysl, Kponbax anspa kodpduunenti, Mana—Yutau U
kputepuiii, Kpacken—Yomnuc kpurepuiii, CoupMeH KOPpEeISIUICH KOHE XU-KBaJapaT KpUTEpUidi
KongaHbuasl. HoTmkenep okymbuiapasiH 71,6%-b1 aFbUIMIBIH TUTIH YHpPEHY OapbIChIHIA YKacaH[Ibl
MHTEJJIEKTIHI KOJIAHAThIHBIH KepceTTl. EH ken KonanbIaThlH pyHKIMSIIAP: MATIH ka3y (42,2%),
aynapma xacay (37,0%), nekcukansl meHrepy (37,0%) >koHe rpammatrukaHsl Tekcepy (34,1%).
JKacannpl WHTEIUIEKTITE JETeH KO3Kapac MHIAEKCIHIH opTama MoHl M = 4,06 (SD = 0,87) Goubim,
OKYUIBUIAP/IbIH OH Ke3KapachlH KepceTTi. ChIHBIN JCHIeIepl apachIiHia CTAaTUCTUKANIBIK TYPFbIIaH
MaHbI3bl ailbipMaibuibikTap anblkTasnael (H = 24,16, p < 0,001): »oFapbl CHIHBIN OKYIIbUIAPHI
KacaHIbl WHTEJUIEKTIHI JKUIPEK KOJJIAHFAHBIMEH, OFaH CBIHM TYPFbIIAH KeOIpeK Kapaiibl.
l'ennepnik albIpMalIbUIBIKTAD aHBIKTANFaH JKOK. Herisri apThIKIIBUIBIKTAp PETIHAE YaKbITThI
yHemzey (46,7%) xoHe TpaMMaTHKaHbI skakcapTy (42,2%) kepcetinai. Herisri KUbIHABIKTAp — IO
eMec aknapar aiy Kaymi (45,9%) xoHe jkacaHabl HHTEIUIEKTKE Toyenautik (34,8%).
3epTTey HOTHIKENEpl >KacaHIbl MHTEJUICKTIHI KaOBUIMAYJbIH EKDKAKThl CHUITATBIH KOPCETEi:
OKYUIBUIAp OHBIH OiTiM Oepy ayeyeTiH MOMBIHAAN OTHIPHIIN, OHBIMEH OAJIaHBICTBI TOYEKEIACP/i /e
TyCiHeZi. AJIBIHFAaH HOTWDIKEIEP JKAacaHIbl HWHTEUICKTIHI aFbUIBIH TUTIH OKBITY YAepiciHe
KIpIKTipyAiH MeAaroruKalbIK CTPATETUsIaphIH d31piieyre bIKIal Tyl MYMKIiH.

Tyiiin ce30ep: azvinwbln MINiH  YUPEHY, HCACAHObL UHMENLEKM, JHCACAHObI UHMEIeKM
KYpanoapul, MeKmen OKYWbLIAPbL, HACaHObl unmennekmice oecen kesxapac, ChatGPT, Gemini,
OKY MUuimMOiniei, Koi10aHy mMakcammapbl, aqpmulKUbLIbIKIMAP, KUbIHOLIKMAP, CAHObIK 3epmme).

BBenenue

CoBpeMeHHasi cucTeMa O0Opa30BaHHMS CYIMIECTBEHHO M3MEHWIACh C  BHEAPECHUEM
WHCTPYMEHTOB HCKyccTBeHHOro uHrteiuiekTa (MU). B mocnennue ronasl reHepaTHUBHBIE MOJEINH,
takue kak ChatGPT n Gemini, cTainu MHUPOKO JOCTYIHBI YYalIUMCS U aKTUBHO MCIIOJIB3YIOTCS B
aKaJIeMMUYECKOM JNIESITeIbHOCTH, B TOM YHCIE MPU HW3YYEHUU HHOCTPAHHBIX SA3BIKOB. OJTH
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MHCTPYMEHTBI IPUMEHSIOTCS ISl PaCIIMPEHUs CJIOBApHOTO 3amaca, UCIPaBIeHUs IpaMMaTHYECKUX
OLIMOOK, MOATOTOBKU MMCbMEHHBIX padoT U renepanuu uaen [1].

Uccnenoanue, nposeaénnoe B 2025 roay, B xoae koToporo uszydanoch BiausHue ChatGPT
B paMKax 00s3aTEJIbHOTO Kypca IO HAlMCaHUI0 TEKCTOB Ha AHIJIMIICKOM KaKk Ha MHOCTPaHHOM
a3bike (EFL) mst yuammxcs 10-x kiaccoB 01HOM U3 cpeHUX KO ['OHKOHra, B KOTOPOM MPUHSIIH
ydyactue 99 yuyeHUKOB, I0Ka3ajlo, 4YTO KOHTpoJupyemoe wucnoib3zoBanue WM 3nHauntenbHO
MOBBIIIAET YCIEBAEMOCTb Y4YallluXCs, NpPUYEM HauOOJbIIMI Iporpecc HaOIIOJAaeTCs Cpeau
YYEHUKOB C U3HAYaJIbHO HU3KUM YPOBHEM MOATOTOBKH [2].

MexnyHapoAHbIE MCCIEA0BAaHUs MOCIEAHUX ISTH JIET IOKa3bIBAIOT, YTO HCKYCCTBEHHBIN
MHTEJJIEKT TMOJIOKUTEIBHO BIIMAET Ha IPOLECC M3YUYEHHUS aHITMICKOro s3blka. MeTa-aHaiu3
noaTBepxaaeT, 4ro wucnons3oBaHue ChatGPT 3HaunTenbHO YyIilydyllaeT HAaBBIKM IHCbMa Yy
yHaluxcs, H3yYarollUX AaHIJIUICKUN KaK HMHOCTPaHHbIM, a TaKKe CIIOCOOCTBYET pOCTy HX
YBEpEHHOCTH B ce0e M MOTHBAIMM K OOy4YeHMI0. B ycCloOBuSX CpeaHel IIKOJIbI OTMEYaeTcs
MOBBILICHNE AaBTOHOMHUHU Y4YalllUXCSl U Pa3BUTHE HABBIKOB CaMOPEryJIupyemMoro oOydeHus Npu
ucnoib3oBanuu MN-uncTpyMeHTOB. MrHOBeHHast oOpaTHasi CBsi3b 0T reneparuBHoro MM nomoraer
MOBBICUThH BOBJIEUEHHOCTh U CHU3UTh TPEBOKHOCTH IPHU BBINOJIHEHUH S3bIKOBBIX 3aJJaHUI.

B nanHoM Mmeraananmuze onenHuBaetrcs 3¢dextuBHOCTs ChatGPT B pa3BUTUM HaBBIKOB
MMChbMA y CTYJEHTOB, U3YYalOUIMX aHIVIMWCKUM Kak MHOCTpaHHbIM. Ocoboe BHUMaHHE YIelsieTcs
ceMH (pakTOpaM, KOTOPbIE MOTYT BJIMATh HA PE3YJIbTAT: yPOBEHb 00pa30BaHUs YUAILMXCS, HATTMUUE
U TUIl KOHTPOJBHOM IpyNIbl, JUIUTEIHHOCTh BMEIIATENIbCTBA, CIOCOO (OPMUPOBAHHUS BBIOOPKH,
uenp ucnosb3oBanuss ChatGPT, a Taxke TUIl COOpaHHBIX JaHHBIX. Pe3ynbTaThl MOKa3bIBaIOT
3HaunTenbHbI o0mmii dddext (Hedges” g = 0,906, SE = 0,088, p < 0,001), uro moarBepxaact
BbICOKYI0 3¢ ¢dexktuBHocTs ChatGPT B o0OyueHMM NHCBbMY, OLIGHKE NHCBMEHHBIX paboT H
BBICTABJIICHUN OayyioB, Mpu4éM HauOOJIbLINE YJIy4ylIeHUs HaONI0AAa0TCs MMEHHO B Ipoliecce
o0yuyeHHs. DTU JaHHBIE TO3BOJISIOT MPEANOI0kUTh, uTo BHeApeHue ChatGPT B menaroruueckytro
MPAKTUKY MOKET YJIyYIIUTh METOJAUYECKUE MOAXO0/IbI, TOBBICUTH MOTHBAIIMIO YUaLUXCS U CO3/1aTh
ONaronpuATHYIO Cpedy A o0ydeHus nucbmy [3].

Opnako B HAyyHOW JUTepaType CYLIECTBYIOT U  MPOTHBOIOJOXHBIE JaHHBIE.
KpynHnomacmrabHoe uccienoBanue, oxsatusiiee 6osee 25 000 yuammxcst 7-12 knaccoB B Kurtae,
MOKa3ajo, YTO CaMOCTOSITEIbHOE HCIOJb30BaHUE HCKYCCTBEHHOTO HHTEIVIEKTAa y YYEHUKOB
MOBBIIIAET YCIEBAEMOCTD [0 JIOMAIIHUM 33JaHusM Ha 18 % u cokpamaer Bpems, 3aTpaulMBacMoe
Ha uX BbloJHEHUE, Oosiee yeM Ha 30 %, HO OAHOBPEMEHHO CHUXKAET Pe3yJIbTaThl SK3aMEHOB Ha
20% B TeyeHME HECKOJBbKHX MECsIeB, HauOojee BBIPAXXEHbl B COLMAIBHBIX HayKaX, BKJIIOYas
ecTecTBeHHO-MaTemartuyeckue Juciumuinabl (STEM) u  s3pIKOBBIE TMpPEAMETHI; MpPH  3TOM
HauOonpmmmid 3ddexkr HaOmomaercs y MIAIIMIMX MIKOJIBHUKOB, Yy YYalllUXcsi C BBICOKOH
YCIEBAEMOCThIO U MaJbuuKOB. ClielyeT OTMETUTh, YTO HETaTUBHBIEC MOCJIEICTBUE B TIOJHOW Mepe
MOTYT OTCIIEKUBAThCS HE cpa3y, a CIIyCTs JIBa roAa. ABTOPBI HHTEPIIPETUPYIOT 3TO KakK «mTpad 3a
o0ydeHue», CBI3aHHBIN C Ype3MEpPHON 3aBUCUMOCTHIO OT MU 1 cHMKeHneM TiryOMHBI KOTHUTUBHOM
o0paboTku Mmarepuana [4]. Hpyrue paboThl Takke MNPEAyNpexIaloT O PUCKAX CHUXKEHUS
KPUTHYECKOTO MBIIIJICHUS M aKaJeMHYeCKON YeCTHOCTU MPHU HEKOHTPOJIUPYEMOM HCIIOJIb30BAHUU
reHepaTuBHBIX Mojenei. Hampumep, upe3mepHoe ymieuenue uHcTpymeHTamu Ttumna ChatGPT
MOXXET CHM3UTh CIHOCOOHOCTh Y4YAaIllMXCSl CaMOCTOSITENIbHO pellaTh 3a/Jayd, 4YTO HEraTMBHO
CKa)KeTCSl Ha UX KOTHUTHUBHOM PA3BUTUH U CLIOCOOHOCTH MBICIUTh HECTaHJApTHO [5].

Kak yxe ormeuanoce panee, BHenpenue ChatGPT B oOydeHue cOmpspKeHO C psioM
npobiaem. HecMoTpst Ha oueBHHBIE NMPEUMYIIECTBA, IJaBHAs MpoOiieMa 3aKII0YaeTcs B pa3HOM
YpOBHE JIOBEpUS K 3TOM TEXHOJOTMHU: HE BCE ydalluecs U MPEernojaBaTear TOTOBbI MOJaratbcs Ha
HCKYCCTBEHHBIN MHTEJUIEKT B 00pa3oBaTeNbHOM Ipolecce. Kpome TOro, BO3HMKAaOT 3THYECKHE
BOIIPOCHI, CBSI3aHHBIE C MCIIOJIB30BAHMEM CI€HEPHUPOBAHHOIO KOHTEHTA, a TaK)K€ COMHEHHS B
TOYHOCTH M JIOCTOBEPHOCTH IMpeaoCTaBiIsieMOo uH(popMmanuu. OTH 1podiieMbl TpeOyroT
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OCO3HAHHOTO U CTPATErMYecKOro IMoAXo0/a, YTOObl MaKCHMMajJbHO HCIOJIb30BaTh BO3MOXHOCTHU
ChatGPT, ne 3a0biBasi 0 ero orpaHuueHusX [6].

AHanu3 CyUIECTBYIOIIUX HCCJIENOBAaHUN M BBISBICHHBIA MpoOen oO0ycIOBMWIM HEO0OXOJUMOCTh
paccMOTpEeHHs HCIIONIb30BaHUs MHCTpyMeHTOB MM uepe3 mpusMy TEOpHHM CaMOAETEpMUHAIUU
(Self-Determination Theory), koTopast MMO3BOJISET aHAIM3MPOBATH BIMSHUC TEXHOJIOTHI Ha
aBTOHOMHIO, KOMIIETEHTHOCTb U CBSI3aHHOCTb ydamuxcs. JIONOJHHUTENbHO YYHUTBHIBAIOTCS
nonoxxeHuss monenu mnpuHatus TexHojorui (Technology Acceptance Model), oOBscHsOMME
(bakTOpHI, BIUAIONINE HA TOTOBHOCTH IKOJBHUKOB UCIOIK30BaTh M-HHCTPYMEHTHI.

Ha sT0it ocHOBE cpopMyTHUpPOBaHbI CIEAYIONIUE UCCIEA0BATEIHCKUE BOIIPOCHI:

e RQL:/Ings kakux wnenei ywamuecss CpeIHUX IIKOJI HCHOJB3YIOT HHCTPYMEHTHI
UCKYCCTBEHHOI'O MHTEIIJICKTA MPU U3YUECHUU aHTIUICKOTO sI3bIKa?

e RQ2: Kak pa3nuyaercss OTHOIICHHE ydYalIMXCsl K Mcnosb3oBaHuio MU B 3aBHCHMOCTH OT
BO3PACTHOM IpyIIibl (MJIaIlINe U CTApIIUE KIacchl)?

e RQGS: CymiectByeT 11 B3aMMOCBSI3b MEX/Y YaCTOTOM ucnonb3oBanuss UM-uHCTpyMEHTOB U
OTHOIICHWEM Yy4Yalluxcs K HUM (BOCHPHUHHMAEMOM MOJE3HOCThIO, PUCKAMHU M YPOBHEM
3aBUCUMOCTH)?

OTU BONPOCHI HAIpPaBJICHbl Ha BOCIOJIHEHHE KIIOUEBBIX NMPOOETIOB B JIUTEpAType: HEIOCTATOK
JAHHBIX O pealbHBIX LeNsiX Hucrnonb3oBaHuss WU mIKombHUKAMH, OTCYTCTBHE CPaBHUTEIHLHOTO
aHaJu3a IO BO3PACTHBIM TpyNmaM M cia0yl0 H3yYEHHOCTb CBSI3M MEXJAy HHTEHCHUBHOCTHIO
ncnonb3oBanus M1 u oTHOIIEHHEM K HEMY.

MeTomo/10rusi MCC/IeA0BAHUS

HacTosimiee ncciiejoBanie BHIIOTHEHO B paMKaX KOJIMYECTBEHHOTO OMKMCATEIBHOTO IU3aiHa.
s cOopa AaHHBIX HCIIOJIB30BAJICS CTPYKTYPUPOBAHHBIN OHJIANH-ONPOCHUK, pa3pabOTaHHBIM Ha
wiarpopme Google Forms u pacnpoctpanéHHbIi cpenu yvammxcs mkoiasl Ne 98. Bribop
KOJMYECTBEHHOr0  Moaxona  OOyCIIOBJIEH  HEOOXOJUMOCTBbIO  IMOMYYEHHsS]  CTaTUCTHUECKH
pETpe3eHTaTUBHBIX JaHHBIX 00 OTHOIIEHHHM IIKOJIBHUKOB K MHCTPYMEHTaM HCKYCCTBEHHOTO
untemnekrta (M) B KoHTeKkcTe N3yueHus: aHTTTUICKOTO SI3bIKA.

UccnenoBanue OBLIIO HAMpaBiICHO HAa W3Y4YEHHWE YAacTOThI M Liened ucnosib3doBanus WMU-
WHCTPYMEHTOB, OTHOIICHHS YYalUXCs K MX MPUMEHEHHIO0, BOCIPUHHUMAEMBIX MPEUMYIIECTB U
TPYAHOCTEH, a TAK)Ke BO3MOXHBIX PA3IINUMNA MEKIY YUACTHUKAMHU Pa3HBIX KJIACCOB U TOJIA.

YyacTHUKHN U cTpaTerusi (GOpMHUPOBAHUSA BHIOOPKH

B uccnenoBanum npunsin yuactue 135 ydamumxcs 5—11 xkmaccoB mkomsr Ne 98. Jlinst otoopa
YYaCTHUKOB HCIIOJIb30BAJIaCh 1eJieBasi JIOCTyMHas BbIOOpKa. Takol crmocod ¢dopMupoBaHus
BBIOOPKH OBLIT 00YCIIOBJIEH T€M, UYTO HCCIIEJOBaHHE MPOBOJIUIOCH B OJTHOM KOHKPETHOM LIKOJIE, a K
YYaCTHIO MPUTIANIAINCH YYallhecs, COOTBETCTBYIOIINE YCTAHOBICHHBIM KPUTEPUSIM M HMEBIINE
JOCTYT K OHJIaiH-aHKeTe.

AHKeTa OblIa pacmpocTpaHeHa cpeau ydammuxcs S5—11 KkimaccoB Yepe3 KIIACCHBIX
pyKOBOJIUTENEH C MOMOIIbI0 MECCEH/KEPOB. YUacTHe B HCCIIEIOBAaHUH ObUIO JOOPOBOJIBHBIM.
Kaxxnpiit yuacTHUK MOT 3allOJHUTh aHKETY TOJBKO OJHMH pa3. Onpoc MpoBOAWICS B TEUCHHUE JTBYX
y4eOHBIX CMEH.

Kpurepusmu BKITIOUEHUS B UCCIICIOBAHUE SIBIISITUCH:

e 00yuenue B 5—11 kmacce mkosbr Ne 98;
e HAJIM4YME JIOCTYIA K OHJIAWH-aHKETE;
e J100pOBOJBLHOE COTTIACHE HA yUaCTHE;
e 3aII0JJHEHHE AHKEThl B IMOJHOM OOBEME WM MPENOCTaBICHHE JOCTATOYHOIO KOJIWYECTBA
OTBETOB JJIsl CTATUCTUYECKOTO aHAN3a.
KpurepusiMu UCKITIOUCHUS SIBIISITUCK:
HECOOTBETCTBHE YUACTHUKA LIETICBOM IPYIITIE HCCIEAOBAHUS;
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e OTCYTCTBHE JOOPOBOJIBHOTO COTJIACHS HA YYaCTHE;

e TOBTOPHOE 3aII0JHEHUE AHKETHI;

e aHKETHI C OONBIIUM KOJIUYECTBOM MPOIMYIIEHHBIX OTBETOB;

e OTBETHl, HE TMIO3BOJISIIONIME OMNPEICITUTh OCHOBHBIC COIHMAILHO-IEMOTpapUICCKIe
XapaKTePUCTHKU YYaCTHHKA.

N3 o6riero yncina y4acTHUKOB JIAHHBIE TIO OTJEIBHBIM MIEPEMEHHBIM MOTJIM OTINYATHCS M3-3a
MPOMYIIEHHbIX OTBETOB. Hampumep, OAMH PECNOHAEHT HE YKa3zajl CBOM KJAcC, a HECKOJIbKO
YYaCTHHUKOB HE OTBETWJIM Ha Bompoc o moje. [loaTtoMy koiamdecTBO HAOMIOICHUA B OTAEITBHBIX
TaOIUIAX pa3InyaeTcs.

Pacrnipenenenuie yuacTHUKOB IO KJlaccaM MPEJCTaBIIEHO B Tabnuie 1.

Ta6mmma 1. Pacipenenenue yaactaukoB 1o kimaccam (N = 134)

Kaacc n %

5 22 16.4%
6 23 17.2%
7 33 24.6%
8 9 6.7%
9 27 20.1%
10 15 11.2%
11 5 3.7%
HTroro 134 100%

Ipumeuanue. OuH peCIOHJIEHT HE yKa3all Kjacc.
Pacrnipenenenyie y4acTHUKOB IO T10JTy MPEJCTABICHO B Tabnuiie 2.

Tabnuna 2. Pacnpenenenune yaactarkoB 1o moiy (N = 133)

Ioa n %
Mysxckoi 66 49.6%
Kenckuit 64 48.1%
He yxazanu 3 2.3%
Hroro 133 100%

IIpumeuanue. JIBO€ peCIIOHAECHTOB HE OTBETUIIM HA JaHHBIN BOIIPOC.

Pa3pa0doTka HHCTPYMEHTA MCC/Ie10BAHUS

OCHOBHBIM UHCTPYMEHTOM COOpa MAHHBIX SBJSUICA CTPYKTYPUPOBAHHBIN OHJIANH-OMPOCHUK,
pa3paboTaHHBIN CHIEUAIBHO Ui JaHHOTO HccienoBanus. [Ipu coctaBieHUN aHKEThl YYUTHIBAIHNCh
Lelb MCCIEIOBAHUS, IIOCTABIECHHBIE MCCIEAO0BATEIbCKUE BONPOCHI U OCHOBHBIE HAIPABIICHUS
aHanu3a: ucnoiap3oBanue MM B M3ydeHMM aHTIIMHCKOrO S3bIKa, OTHOIIEHHWE ywamuxcs k WU,
BOCIIPUHHUMAEMBbIE IIPEUMYILECTBA U BO3MOXKHBIE TPYJHOCTU. AHKETa COCTOSIIA U3 LIECTH Pa3/JeiioB
u 16 Bonpocos. Paznmen 1 comepskan obiue conmanbHO-AeMorpadudeckie cBeeHus (Kiace, o).
Paznen 2 Obut mocBAmEH Xapaktepy ucnonb3oBanus MHU-uHCTpyMEeHTOB ((akT HMCIONb30BAHMS,
4acToTa, BHIOOP KOHKPETHBIX I1aTdopM U 1enu npumeHeHus ). Pasnen 3 Bkimouan mkany Jlaiikepra
(1 - «mONMHOCTBIO HE COTJIACEH», S5 - «IONHOCTBIO COTJIACEH») W3 ILIECTH YTBEPIKACHHH,
oTpaxkaromux oTHomeHue ydammxcsa kK UW. Pazaenst 4 u 5 Obuti MOCBSIIIEHBI BOCTIPUHUMAEMBIM
IIpeuMyLIiecTBaM U TPYAHOCTM, a Pasgen 6 comeprkan OTKpBITBIA BOIPOC O MPEINOYTUTENIBHBIX
cnocob6ax ucnoib3zoBanus M1 B o6yueHuu.

Hanéxnocts mkaner Jlalikepra (Bompockl Q7-Q11) Oputa mpoBepeHa ¢ TOMOIIBIO
kod(pdurmenta anpda Kponbaxa. [Tonyuennoe 3nauenune o = 0.881 cBUIETEIBCTBYET O BBHICOKOM
BHYTPEHHEH COTJIaCOBAHHOCTH ILKaJIbl U IPABOMEPHOCTU €€ HCII0JIb30BAHUS B KaUECTBE €AMHOIO
HHAEKCA «OTHOIIeHUs K N y.
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B uccnenoanum npunsiau ydactue 135 ygammxcs 5-11 kmaccoB. Pacnipenenenue BoIOOpKH
o KjlaccaM M MOJy MpejacTaBieHo B Tabnuuax 1 u 2. BeiOopka siBisieTcs: MpakTHUECKU TeHIEpPHO-
cbanancupoBaHHoOi: 49.6% coctaBuiay roHoIH, 48.1% nEeByIIKY.

IInsoTHOE HCCIEIOBaAHUE

Jlo Havanma ocHOBHOro cOopa JaHHBIX aHKeTa Obljla MpPOBEpEHa B paMKax IMHUIOTHOTO
uccinenoBanus. [lunotuposanue nposoamiock 14 Mas cpenu ydamuxes 9 kiacca, B KOTOPOM aBTOP
WCCIIEIOBaHUS. B TOT MEPHUOJ IpernojaBana aHTMUNCKUN s3bIK. Llenp muimoTHOro ucciepoBaHus
3aKJII0Yanach B OLEHKE MOHATHOCTH (DOPMYJIMPOBOK, JIOTMKH PACHOJOXKEHUS BOIPOCOB,
MIPOJOJKUTEILHOCTHU 3all0JIHEHUS U Y100CTBa UCTIOJIb30BaHUS OHJIAH-(POPMBL.

VYyacTHHKaM ObLIO MPEIIoKEHO COOOIINTh, KaKUe BOMPOCHI MOKA3aJIMCh UM HEMOHSATHBIMH,
CJIMIIKOM CJIOKHBIMHU WJIM HEOAHO3HAYHBIMU. Ha OCHOBe mosydeHHON 0OpaTHOW CBSI3U B aHKETY
Obul  700aBlieH INECTOM paslesNl € OTKPBITBIM BOIPOCOM O MPEANOYTUTENFHBIX CIIOCO0ax
ucnons3oBanuss WM B o0ydeHuu. DTO MO3BOJWIO PACHIMPUTH KAYECTBEHHBIH KOMIOHEHT
WCCIIeIOBAHMS U TIOJTYYHTh OoJiee pa3BEPHYThIC MHEHHUS YUaIIUXCS.

[MunotHoe Mcciie[0BaHKNE MO3BOJIMIO IPOBEPUTH MPAKTUUECKYIO TIPUMEHUMOCTh aHKETHI J10
€€ pacIpoCTpPaHEHUs CpeId OCHOBHOW TIpPYIIIbl YYaCTHUKOB. JlaHHBIE, IIOJIyYEHHBIE B XOJ€
MUIOTUPOBAHUS, HE ObUTM BKIIFOUEHBI B OCHOBHOM MAacCHUB JJAHHBIX.

IIpouenypa coopa 1aHHBIX

COop maHHBIX TpOBOAMICS B OHIaiH-popmare c wucnonb3oBanuem Google Forms.
[TunotHoe uccnenoBanue ObLIO poBeaeHO 14 Mast, ocHOBHOM onpoc — 20 mast. Cchlika Ha aHKETY
OblIa MpPENOCTaBlICHA YYalllUMCs 4Yepe3 KIACCHBIX PYKOBOJUTENEH C MOMOIIBI0O MECCEHIKEPOB.
Omnpoc oxBaThiBalI ydammxcs 5—11 K1accoB ¥ MpOBOJWIICS B TEUCHHE IBYX YUEOHBIX CMEH.

[lepen Havamom 3amojiHEHHWS y4YacTHMKaM ObUla MpelcTaBieHa KpaTkas HH(opmanus o
LW HCCIE0BaHUs, JOOPOBOJILHOM XapakTepe ydacTusi, KOH(PHICHIMAIHHOCTH OTBETOB U
BO3MOXKHOCTH OTKa3aTbCsl OT y4yacTHs. 3alOJHEHHE aHKeThl 3aHuMano npumepHo 10—15 MuHyT.
YyacTHUKM OTBeYaJM Ha BOIIPOCBI CaMOCTOSATECIIBHO, oes3 H€06XOI[I/IMOCTI/I YKa3bIBaTb HUMA,
dbaMuIMio WIM JIpyTHe CBEACHMS, TO3BOJISIONINE HEMOCPEICTBEHHO YCTAHOBHUTH JIMYHOCTH
PECIIOH/IEHTA.

JTHYECKHE ACTIEKThI

HccrnenoBanne mpoBOIMIOCE ¢ COOIOACHUEM OCHOBHBIX 3THYECKHX MPHUHITUIIOB HAyYHOU
paboThl: J10OPOBOJIILHOCTU y4yacTHs, WH(GOPMHPOBAHHOIO cOTJacus, KOH(PHIECHIMAIBHOCTH H
AHOHUMHOCTH JaHHBIX. J[0 3amoilHeHWsT aHKEThl YYacTHHKAM cOOOIIaiach IENb HCCICIOBaHMS,
XapakTep MPEeICTOSIIEro yd4acTus, MpeanoiaraemMas MpOoAODKUTEILHOCTh OMpoca U CIOCOOBI
WCTIOJIB30BAaHUS COOpAaHHON HH(OPMAITUH.

[Tockonbky B HCCIEIOBAaHWM Y4YacTBOBAJIM HECOBEPIICHHOJETHHE YdYalllhecs, ydacTHe B
Olpoce IMpeAarnoyiaraio JA0OpOBOJIBHOE COIJIacue IIKOJbHUKOB. MakT 3amogHEHHs] aHKEThI
paccmaTpuBacs Kak BhIpaKEHHE COTTIacHsl Ha y4acTHe B UCCIIEJOBAHUH.

Paspemienrie Ha MpoBeIeHUE MCCIEIOBAHUS OBIJIO MOYYEHO OT aAMUHHUCTPAIMH IIKOJIBI No
98. B cBsi3u ¢ BHYTpPEHHUMHU NpaBHIAMHU UIKOJBI (OopMalIbHOE ATHUECKOE O0J00peHHe B BHJIE
OTJIENTLHOTO JOKYMEHTa HE TPeOOBAJIOCh; pa3pelieHre ObUIO MPEIOCTaBIEHO B YCTHOH ¢opme.
HccnenoBanue mpoBOAWIIOCH B MEPHOJ pabOTHI aBTOpa B JAHHOW IIKOJE B KAaueCTBE YUYHUTENs
AHTJIMHCKOTO SI3BIKA.

Bce nanHbie HCMONIB30BATUCH UCKIIOYUTEIHLHO B 000OIIEHHOM BU/E U TOJIBKO JAJIST HAYYHBIX
neneid. PesymbraThl mpenctaBieHbl 0e3 ykazaHHS UMEH U JIPYToil MEpCOHAIBHON WH(pOpMAIMU
Y4aCTHUKOB.

O0padoTka M aHAJIN3 JAHHBIX

Jannple ObuM sKcnopTtupoBaHbl u3 Google Forms B ¢opmar Microsoft Excel,
npeoOpaszoBanbl B ¢aitn SPSS (.sav) ¢ mepexkoaupOBKOM BCEX MEPEMEHHBIX B YHCIOBOW (opmar.
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OtBetsl mkansl JlalikepTa 3akoaUpOBaHbl MO MATHOAILHONW MOPsAAKOBOM mikane. Bompocsl ¢
MHOXKECTBEHHBIM ~ BBIOOPOM  TpaHC(HOpPMHUpPOBaHBI B HaOOp OWHAPHBIX JAMXOTOMHYECKHX
nepeMeHHbIX (0/1). CtatucTrueckuil aHaIU3 MPOBOIMIICA C MPUMEHEHUEM CIEAYIOIIUX METO/O0B:
YaCTOTHBI M ONKCATENbHBIA aHamu3; Koddduuuent anpda Kponbaxa; kpurepuit ManHa-YuTHH
(cpaBHeHME [BYX HE3aBHUCHMBIX TPYII [0 IMOPSAIKOBBIM IEpeMeHHbIM); KpuTepuil Kpackena-
VYonnuca (cpaBHEHHE HECKOJBKUX TpYI); KpuTepud koppemsiuuu CoupMeHa; KpUTepuil Xu-
kBajpat [Iupcona (11 HOMUHAJIBHBIX IEPEMEHHBIX ).

Pe3yabTaThl nece/ie10BaHUA

Hcnonvzoseanue uncmpymenmoe HHU 6 0oyuenuu

[Tonapnsitoiiee GOMBIIMHCTBO pecnioHeHTOB (71.6%, n = 96) cooOmuiIn, 4To KOraa-ammudo
MCIOJIb30BaIu UHCTpYMeHThl MU muist u3yuenus anrauiickoro si3pika; 28.4% (n = 38) 3asBuin 00
obpatrHoM. Cpenu Tex KTo ucnoib3dyer MU, naubonee pacnpocTpaHEHHOM YaCTOTOM MPUMEHEHUS
okazanach kareropus «peako» (30.1%), 3a Helt cienyror «mHOTHA» (27.8%), «gacto» (21.8%),
«uuxorga» (12.0%) u «sceraa» (8.3%).

Hau6onee nomynspueiM uHcTpyMeHTOM siBisieTcst ChatGPT, xoropsiit ucnomnsiyior 82.2%
yudamuxcsa. Ha Bropom mecte Gemini (40.7%). Grammarly u nmpoyne WHCTPYMEHTBI PUMEHSIOTCS
3HauuTesnbHO pexe (6.7% u 7.4% coorBercTBeHHO). PacmpeneneHue Mo HMHCTPYMEHTaM
MIPECTaBICHO B TabuuIe 3.

Tabnuua 3. Pacnipenenenue no ucnoab3zyembiM uHcTpymenTam MM (N = 135)

Nucrpyment U n %
ChatGPT 111 82.2%
Gemini 55 40.7%
Grammarly 9 6.7%
Jlpyrue uHCTPYMEHTHI 10 7.4%

Ipumeuanue. Boripoc mpeamonarai MHOKECTBEHHBIN BBIOOD; cyMMa mporieHToB npesbimaeT 100%.

OCHOBHBIMH TIEJISIMU UCTONIb30BaHus MW sBISrOTCSA HamucaHue 3cce U TeKCToB (42.2%),
niepeBoy cyioB u npeoxenuit (37.0%), nzydenue HoBbIX cioB (37.0%) u mpoBepka rpaMMaTHKH
(34.1%). IlpakTika pa3roBOpHON peuyr oTMeueHa JHIb 15.6% yuamuxcs, 4TO CBUAETEIBLCTBYET O
MIPEUMYIIECTBEHHO PEIENTUBHOM, a HE MHTEPAKTUBHOM XapakTepe ucrnonb3oBanus MU (tabnmia

4).

Tabmuna 4. llenu ucnonp3zoBanus nHcTpymMeHToB MU (N = 135)

Ieab ucnoan3zoBanus MU n %

Hanmcanue scce u TeKCTOB 57 42.2%
ITepeBoj CJIOB 1 TIpeTTOKESHUI 50 37.0%
W3ydeHune HOBBIX CJIOB 50 37.0%
[IpoBepka rpaMMaTUKH 46 34.1%
BrITtosTHEeHIE TOMAIITHETO 3aJaHNs 38 28.1%
[IpakTuka pa3sroBOpHOI peuu 21 15.6%

Ilpumeuanue. Boripoc npearmosarag MHOXECTBEHHBIN BBIOOD.

Ommnowenue yuawyuxca Kk uncmpymenmam HH

OmnwucarenbHasi CTaTUCTHKA IO IIECTH YTBEPXKISHHWSIM IIKanbl Jlaiikepra mpeacraBieHa B
tabnuie 5. B menom yuarimecs TEMOHCTPUPYIOT MO3UTHBHOE OTHOIIeHHE K MM-uHCTpyMeHTaMm.
Haubornee BpicOKas olieHKa moirydeHa mo yreepxacHuio «MW yno6eH u mpocT B UCTIOIH30BAHUN
(M =4.35, SD = 0.95), Torna kak motuBanusi (M = 3.84) u cHIWKEHUE KPUTUYECKOTO MBIIICHUS
(M = 3.84) onieHMBAIOTCSI HECKOJIBKO HUXKE.
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Tabnuna 5. OnucarensHast ctaTrctuka mkaisl Jlafikepra (Q7-Q12, N = 135)

YTBep:KIeHne M SD Md
Q7. UM nomoraet rddekTuBHee n3ydarh anrnuickuii si3pik | 4.08 | 1.07 4.0
Q8. NN ynobeH u mpocT B UCIIOJIb30BAHUN 435 10.95 5.0
Q9. MHe HpaBuTcs ucnoiap3osars MU B o0yueHnn 396 |110 4.0
Q10. M noBeIIaeT MOTHUBAIMIO K 00YUYEHHUIO 3.84 1.13 4.0
Q11. M momoraet ObITh CAMOCTOSITEIbHBIM B 00yUEHHUH 405 |101 4.0
QI12. IV cHuM»kaeT KPUTUYECKOE MBIIIJICHUE 384 123 4.0

Ipumeuanue. M — cpennee 3nauenue; SD — crannaptHoe orkiioHeHue; Md — menuana. llkana:
] = OJIHOCTBIO HE COTIACEH, 5 = MOJIHOCTBIO COIJIACEH.

CBomnHblii WHACKC OTHOmIeHHs K MU, paccumranHblii Kak cpemHee 3HaueHuit Q7-Q11,
coctaB1 M = 4.06 (SD = 0.87), 4To HHTEpHPETUPYETCS KakK IMOJOXKUTEIbHOE OTHOILICHHE
ydaumxcs K npumeHernto MM-uactpyMeHToB B yueOHOM Ipoliecce.

Cea3v knacca c wacmomoi ucnonvsoeanus UH u omnowenuem Kk nemy

Jnst cpaBHEHHMsT BO3pacTHBIX Tpymm ydammxcs (5-6, 7-8, 9-10 m 11 kiaccel) mo gactoTe
ucnosib3oBanuss MM u cBOAHOMY HMHJAEKCY OTHOIIEHUS Obl1 mpumeHéH kpurepuil Kpackena-
Yonnuca. PesynpTaThl oKa3zaial CTATUCTUYECKH 3HAUMMBbIE PA3JIMYHUS IO YACTOTE MCIOJIb30BaHUS
NN (H = 24.16, p < 0.001): crapmexmnaccauku (9-11 xmaccer) npuberatot k UM cymiecTBeHHO
yamie, yeM yuammuecs 5—8 kiaccoB. Kpome toro, koppemnsitusa CrnupMeHa MoATBEpANIa 3HAUUMYHO
MIOJIOKUTEIIBHYIO CBSI3b MEXK/Y KJIaccoM U yacToToi ucnons3oBanus MU (p =0.379, p <0.001).

Pasznuums no cBomHOMYy uMHAEKkcy oTHomeHHs K MM B 3aBUCMMOCTM OT Kjlacca TaKxKe

oKazaiiuch craructuuecku 3HauuMbiMu (H = 8.31, p = 0.040): yuammecs 5-6 kiaccos
JNEMOHCTPUPYIOT HambOojee mo3uTHBHOe oTHomeHue (M = 4.31), Torma Kkak Yy
OJIMHHA/IIATUKIIACCHUKOB 3TOT IOKa3aTelb HecKoibko Hmwke (M = 3.64), uyTOo MOXeT

CBUJETENbCTBOBaThL O Oosiee kputhueckod oueHke MW c Bospactom. Cpennue 3Ha4YeHHS 110
rpymnmam mnpejacTaBieHsl B Tabauie 6.

Ta6mmia 6. Cpengaue 3HaueHus no kinaccam (kputepuii Kpackena—Y ommmca)

Ilepemennas 56 kia. | 7-8ku. | 9-10 ka. | 11 K.
UYacrtota ucnonp3oanust MU (Q4) | 2.52 2.48 3.40 4.00
WNunexc otHomenuss k MU (Q7- | 4.31 3.93 3.94 3.64
Q11)

Ilpumeuanue. Yactrora ucnonp3oBanus: 1 = Hukorga, 5 = Bcerjga. MHAEKC OTHOIIEHUS: CpeaHEE
Q7-Ql11, mxkama 1-5. Pazmmuus mo wacrore: H = 24.16, p < 0.001. Paznuums mo wHIEKCY
otHomenus: H=8.31, p = 0.040.

T'enoepnvie paznuuusn

Kpurepunii ManHa-YUTHU He BBISIBUJI CTATUCTUYECKH 3HAYMMBIX T€HACPHBIX PA3IU4Mi HU 110
OJIHOMY W3 yTBepxkaeHui mkanbl Jlaiikepra (p > 0.05 mo Bcem mapameTrpam). AHaJIOTHYHO,
KPUTEPHI XU-KBaJpaT HE OOHAPYKMUJI 3HAUMMOM CBSI3M MEXKIy MOJIOM M (PaKTOM HCIOIB30BAHUS
N (> = 2.79, df = 2, p = 0.248). Takum oOpa3om, otHomenne Kk MU wm xapakrtep ero
WCTIOJIb30BAHUS HE OTPEICISIFOTCS TeHEPHBIM (PaKTOPOM B IaHHOU BBIOOPKE.

Koppenayusa wacmomut ucnonvzoeanua HH c omnowenuem K nemy

Koppensuunonnsit ananu3 CnupMena (Tabnauma 7) mokaszaj, 94To 9acToTa ucmnoiab3oBanus MU
3HAYUMO TIOJIOXKUTENLHO CBsi3aHa ¢ BocmpusitiueM ero 3pdexruBnoctr (Q7: p = 0.223, p=0.010) u
ynoo6ctsa (Q8: p = 0.180, p = 0.038). OcranpHbIe TapaMeTPbl — YJIOBOJBCTBHE OT MCIOIH30BAHMS,
MOTHBAIIHS, CAMOCTOSITEIILHOCTh W BOCIPUHHUMAEMOE CHIDKEHHUE KPUTUYECKOTO MBINUICHHUS —
3HAYUMBIX KOPpPEJSLUN C 4acTOTOW He OOHapy>KWIH. DTO CBUIETENILCTBYET O TOM, 4YTO Oosee
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aKTUBHbBIE NOJb30BaTeNu BocnpuHuMaroT MU kak 6onee 3¢heKkTuBHBINA U yA0OHBIM MHCTPYMEHT,
OJIHAKO JIaHHAs CBA3b HE PaCHpOCTPAHSAETCS Ha SMOLIMOHAIbHBIE 1 MOTUBALIUOHHBIE ACTIEKTHI.

Tabnuna 7. Koppensuuu Cniupmena: yactota ucnoiab3zoBanus MW (Q4) u mapameTpsl MIKaIbl

otHomeHus (N = 135)

IlepemenHas rho p

Q7. DddextuBHocTh 00yuenus ¢ U1 0.223 0.010*
Q8. Ynob6cTBO ncnonb3opanus M 0.180 0.038*
Q9. Y noonsctBue ot M1 0.157 0.071
Q10. MotuBaius kK 00y4eHHUIO -0.010 0.913
Q11. CaMOCTOSTETHHOCTh B 00YUYCHUH 0.054 0.534
Q12. CHmKxeHHE KpUTUY. MBIIUICHHUS 0.033 0.704

Ipumeuanue. rho — xoapdunuent koppensaun Crupmena; * p < 0.05.

Bocnpunumaemuie npeumyuiecmea u mpyonocmu

['maBHBIMH TIpeUMYyIlleCTBAMU UCTONb30BaHuss MU ydainuecs cUMTarOT SKOHOMHUIO BPEMEHH
(46.7%), ynyumieHnue mMNOHUMaHHs rpamMmatuku (42.2%) W yCKOpeHHE YCBOGHHS MaTepHala
(41.5%). Menee TpeTH pECNOHICHTOB yKa3aJl Ha YJydllleHHe HaBbIKOB mucbMa (23.0%) u
BO3MOXKHOCTh CaMOCTOATeNbHOro oOyuenus (25.9%). PacnpeneneHue OTBETOB NPEICTaBICHO B
Tabmuie 8.

Tabnuua 8. Bocipunumaemsle npeuMyinecTsa ucnoib3obanus MU (N = 135)

BocnpunnmMaemble penMyIiecTBa n %

DKOHOMHUSI BpEMEHHU 63 46.7%
Jlyuiiee nOHMMaHNE IpaMMaTHKU 57 42.2%
bosee O6picTpoe yCBOEHHE MaTepHalia 56 41.5%
Bonee nHTepecHbIi mporecc 00y4eHus 37 27.4%
Bo3MoxkHOCTE 00y9aThCsl CAMOCTOSITEIIEHO 35 25.9%
VYydiieHue HaBBIKOB MMHUChMa 31 23.0%

Ilpumeuanue. Boripoc mpearmosiarag MHOXXECTBEHHBIN BBIOOD.

Cpenu TpyaHocTell HauOosiee 4acTO YINOMHHAETCS PUCK HETOYHBIX WM HETPaBUIbHBIX
otBeToB (45.9%), 3aBucumocth oT MU (34.8%) M CHIKEHHE CAMOCTOSITETBHOTO MBIIICHUS
(24.4%). llpumeuaTenbHO, YTO Ka)XIblii 4eTBEPTHIM yuamuiics (25.2%) He OTMEeTHI KaKuX-JIu0o
TpyaHocTed. OnaceHue 1o noBoay upesmepHoro ucnosb3oBanus UM pazpensror 57.8% yuamuxcs,
KOTOpBIE COTJIACUIIUCH WJIM TOJIHOCTBIO COIJIACHIIMCH C yTBEp)KIEHHEM O Tom, uro MU moxer
nenath ydamuxcs Oonee neHuBbiMH (Q15: M = 3.65, SD = 1.12), 4ro aeMOHCTpHUpYET
nBoictBeHHoe Boctpusitue MN-uncrpymenTos (Tabnuia 9).

Tabauna 9. TpynHocTu nipu ucniosb3oBaHuu uHCTpyMeHToB MM (N = 135)

Tpyanoctu npu ucnoJb3oBanuun MU n %

Herounsie/HenpaBuibHble oTBeTH MU 62 45.9%
3aBucumocTs ot U1 47 34.8%
Tpyanocreii Het 34 25.2%
CHIDKEHHE CaMOCTOSTEIIEHOTO MBIIIUICHUS 33 24.4%
C0XHOCTh NOHUMaHMs 00bsacHenuii U 32 23.7%
[IpoGieMbl ¢ TOCTYIIOM K MHTEPHETY 21 15.6%

Ipumeuanue. Borpoc npeanonaran MHOKECTBEHHBIN BBIOOD.
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BoIBoaBI

PeanuzoBanHOe HaMU UCCIIEIOBAHUE MOATBEPAWIO TUIOTE3Y O KIIHOYEBOM BinssHuu MU Ha
IIKOJIHUKOB M Ha MX OOpa3oBaHME B IIEJIOM, a TaK)Ke IOKa3alo, KaKk Ha caMOM JeJie ydJalluecs
B3aUMOJIECTBYIOT C MCKYCCTBEHHBIM MHTEIIEKTOM. Pe3ysIbTaThl UCCIEA0BAHUS NTOKA3BIBAIOT, YTO
UHCTpyMEeHTHl I akTUBHO MCIIONB3YIOTCA ydamuMucs 5—11 ki1accoB Juisi M3y4EHHs aHTJIUMCKOTO
S3bIKa, TPH OTOM HamOojee BOCTPeOOBAaHHBIMU (YHKIUSMHU SBJISIOTCS HAINKMCAHUE TEKCTOB,
[IepEeBOJ, MU3YUEHHE JIEKCUKM M IPOBEpPKAa I'PaMMaTHKU. YYalllUeCs B LEJIOM JIEMOHCTPUPYIOT
MOJIOKHUTETbHOE oTHOomEeHue K MU, BBICOKO orleHuBast ero 3¢(eKTUBHOCTh U YI00CTBO. BhisiBIeHa
3HauYMMas CBsSI3b MEXIY KJIaCCOM Yy4alllerocs M 4acTOoToW ucnoiib3oBaHust MU: crapmiexnaccHuku
npuMeHsoT M-uHCTpyMEHTHI Yalle, 0JHaKo UX oTHomeHue K M Heckonpko 6osiee KPUTUYHO IO
CPaBHEHHUIO C MJIQJIIIMMU IIKOJbHUKaMU. ['eHiepHble pa3nuuusa B oTHouieHuu Kk MU u xapakrepe
€ro HCIOJIb30BaHUs HE OOHapykeHbl. OCHOBHBIMHU mpeumyinecTBamu MU yuammecs cuuTaior
SKOHOMUIO BPEMEHM U YJIyUIICHHE IMOHUMAaHUs IPAMMATUKH, a KIIOUEBBIMU TPYJIHOCTSIMHU- PUCK
MOJIy4CHUsI HETOYHOUW MH(POPMAIMU U BO3MOXKHYIO 3aBUCHMOCTH OT TEXHOJOTHH. llomydeHHBIC
JJAaHHbIE CBUJETEIBCTBYIOT O JBOMCTBEHHOM Bochpustun WUW: yyammecs mnpu3HAIOT €ro
00pa3oBaTeNbHYI0 IICHHOCTh, HO OJJHOBPEMEHHO OCO3HAIOT CBSI3aHHBIC C HUM PUCKH.
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Abstract

The article examines the systematic development of high school students’ discursive competence in
English language teaching. The study aims to develop a methodological model integrating
communicative, task-based, and genre-based approaches. The research methods include theoretical
analysis, comparative synthesis, and pedagogical modeling. A four-stage cycle is proposed,
encompassing discourse observation, planning, communicative task performance, and reflection.
The model is designed to develop coherence and cohesion, turn-taking management, appropriate
genre and register selection, and pragmatic appropriateness. Its implementation involves
discussions, debates, role-play situations, problem-solving tasks, storytelling, and digital
multimodal projects. An analytical assessment framework based on five criteria is presented, along
with practical recommendations for teachers. The model is described not as the outcome of an
empirical experiment but as a theoretically grounded framework ready for subsequent validation in
school practice.

Keywords: discursive competence, English language teaching, communicative task, digital
multimodality, assessment
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Axoamna
Makanana »ofapbl CBIHBIN OKYIIBUIAPBIHBIH aFbUIIIBIH TUTIHAETT JUCKYPCHUBTIK KY3bIPETTUIITIH
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KOJAAHBUIABL. HOTWKeCciHIe MOTIHHIH TYTACTBIFbIH, OailIaHBICTBUIBIFBIH, COWJNIEY Ke3eriH
Oackapyabl, )KaHp MEH PETUCTPJl TaHAAyIbl KOHE MPAarMaTHKAIBIK COUKECTIKTI KAMTUTBIH TOPT
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Aunnomayus
B crarbe paccmaTpuBaeTCs CUCTEMHOE Pa3BUTUE JUCKYPCUBHOM KOMIIETCHIIMU CTapIICKIACCHUKOB
pu 00y4YeHHH aHMVIMHCKOMY sI3bIKy. Llenb uccienoBaHusi cocTOUT B pa3paboTKe METOIUYECKON
MOJIeTH, OOBEIUHSIONICH KOMMYHUKATUBHBIN, 3alaHHBIA W YKaHPOBBIA MOIXOJbI. cmomp30BaHBI
METOJbl TEOPETUUECKOr0 aHaJIN3a, CPABHUTEIBHOIO CUHTE3a U ME1arorndeckoro MOJAEIUPOBAHMS.
[IpennoskeH yeThlpex3TalHbIi UKJI, OXBAThIBAIOLIMI HAOIIOACHNUE 32 JUCKYPCOM, IUIAHUPOBAHUE,
BBIMOJIHEHHE KOMMYHUKATHBHOM 3amauu U peduiekcuio. Mojenb HampaBieHa Ha pa3BUTHE
CBSI3HOCTH M IEIBLHOCTH BBICKA3BIBAHUS, YIPABJICHHE OYEPEIHOCTHIO DPEIUTUK, BHIOOp KaHpa W
pEerucTpa, a TaKKe IparMaTU4YEeCKyl0 yMECTHOCTb. Ee peanuzaunus NpeanosiaraeT JUCKYCCHUH,
nebaThl, pOJIEBBIC CHUTYyallMH, MPOOJEMHBIE 3aJaHUs, PACCKa3bIBAHWE HCTOPUN M HHQPPOBBIC
MyJbTUMOJANIbHBIE MPOeKThl. lIpencraBieHa aHaimuTHuYecKass CHUCTEMa OLIEHMBAHUS 10 IIATH
KpuTepussM #  cHOpPMYIHpPOBAHBI MPAKTUYECKUE pPEKOMEHAAWH JUisi yuutened. Mogenb
OIMCHIBAETCS HE KaK Pe3yJbTaT MPOBEJCHHOIO IKCIEPUMEHTA, & KaK TEOPETHUECKU 00OCHOBaHHAs
CTPYKTypa, TOTOBAs K MMOCIEAYIOIEH NPOBEPKE B LIKOJIBHON TPAKTUKE.
Knroueswie cnoea: ouckypcusnas komnemeHyusl, 00yueHue aHeIuticKomy A3bIKy, KOMMYHUKAMUBHOE
3a0anue, yupposas MynibmumoOaibHOCMb, OYEHUBAHUE

Introduction

Successful English use at high school requires more than accurate sentences. Learners must
connect ideas across turns and paragraphs, signal relationships, maintain a topic, adjust register, and
respond to other speakers. These abilities form discursive competence, the part of language ability
that turns separate linguistic resources into purposeful communication. The issue is particularly
important in upper-secondary education because students increasingly participate in presentations,
discussions, project work, written argumentation, and digitally mediated interaction. The Common
European Framework of Reference for Languages treats reception, production, interaction,
mediation, and pragmatic competence as interdependent dimensions of language use and provides
descriptors that emphasize coherence, thematic development, turn-taking, and propositional
precision [1]. This orientation shifts classroom attention from isolated forms to sustained meaning-
making.

The theoretical basis of communicative language teaching also supports this shift. Canale
and Swain distinguished grammatical, sociolinguistic, discourse-related, and strategic dimensions of
communicative ability, showing that knowledge of rules does not automatically produce effective
communication [2]. A learner may control vocabulary and grammar but still produce disconnected
statements, repeat the same linking devices, ignore a partner's contribution, or use an unsuitable
style. Such performance indicates a gap between sentence-level knowledge and the capacity to
construct discourse.

High-school instruction may maintain this gap when lessons are dominated by short
answers, predetermined dialogues, translation, or decontextualized grammar practice. These
activities support accuracy but give limited practice in managing a complete communicative event.
Students need recurring opportunities to interpret authentic discourse, plan extended contributions,
negotiate meaning, and revise performance after feedback.

The aim of this theoretical and methodological study is to design a coherent model for
increasing discursive competence in English language teaching at high school. The research
question is: how can communicative, task-based, genre-based, and digitally supported practices be
organized into a teachable cycle that develops both individual text construction and interactional
control? The scientific novelty lies in the proposed Discourse Competence Development Cycle,
which integrates noticing, planning, performance, and reflective reconstruction with a five-criterion
assessment framework. Because no primary classroom dataset was supplied, the article does not
report experimental gains. It presents a model that can be implemented and tested in a subsequent
school-based study.
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To specify the construct underlying this study, discursive competence can be defined as the
ability to organize spoken, written, and multimodal language into coherent, cohesive, contextually
appropriate communication. In the pedagogically motivated model developed by Celce-Murcia,
Dornyei, and Thurrell, discourse competence occupies a central position because linguistic,
actional, sociocultural, and strategic resources become communicatively meaningful through their
organization in discourse [3]. This view is valuable for school instruction: it prevents teachers from
reducing discourse to a list of connectors and requires attention to how ideas, intentions, identities,
and relationships are managed over time.

Cohesion is the visible linguistic dimension of this organization. Reference, substitution,
ellipsis, conjunction, and lexical relations help listeners and readers trace meaning across clauses.
Halliday and Hasan established that such ties contribute to texture, although the presence of
cohesive devices alone does not guarantee a coherent message [4]. In classroom practice, students
therefore need to examine both form and function. For example, they should identify what a
pronoun refers to, why a contrast marker is used, how lexical repetition maintains a topic, and
whether the sequence of propositions supports the intended argument.

Coherence depends on the conceptual organization that a listener or reader can infer. A
coherent contribution has a recognizable purpose, a controlled topic, relevant support, and an
intelligible progression. It may follow a problem-solution, claim-evidence, cause-effect,
chronological, or comparison structure. Genre awareness helps learners predict these patterns, while
register awareness guides vocabulary, stance, politeness, and formality. Pragmatic appropriateness
connects discourse to participants and situation.

Spoken discourse adds the challenge of co-construction. Participants must enter and leave
turns, show active listening, repair misunderstanding, invite clarification, develop another speaker's
idea, and disagree without closing interaction. Research on interactional competence describes
performance as jointly achieved rather than as the sum of independent speaking turns [5].
Consequently, assessment should not reward fluency alone. It should also capture responsiveness,
topic development, listener support, and the ability to maintain a productive exchange.

For this study, discursive competence is operationalized through five components:
coherence; cohesion; interaction management; genre and register control; and pragmatic
appropriateness. Strategic competence supports them when learners paraphrase, request help,
reformulate, or plan. Multimodal resources contribute when images, captions, voice, and sequence
clarify meaning. This definition supplies the objectives and assessment criteria for the proposed
model.

Materials and methods

The study used theoretical analysis, comparative synthesis, and pedagogical modelling. The
material covered communicative and discourse competence, cohesion, interaction, speaking
instruction, task-based learning, and digital multimodal composing. Official framework
documentation and peer-reviewed publications were prioritized. The analysis compared constructs,
instructional principles, scaffolding, assessment, and relevance to secondary language learning.

The modelling procedure grouped recurrent features into five components, mapped
classroom practices to observable evidence, and sequenced them by the support learners require
before, during, and after communication. Constructive alignment required the discourse feature,
task, feedback, and assessment evidence to address the same objective.

The model also draws on a holistic approach connecting awareness, input, planning,
performance, feedback, repetition, and reflection [6]. These principles were adapted for written and
multimodal discourse. The method establishes conceptual coherence and testability, not causal
effectiveness. Empirical validation would require comparable pre- and post-tasks, trained raters, and
a documented instructional period.
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Results and discussion

The theoretical synthesis yields a proposed Discourse Competence Development Cycle
consisting of four recurring phases: Notice, Design, Perform, and Reconstruct. The phases can be
completed within one extended lesson or distributed across a short unit. Each cycle focuses on one
communicative event, such as a discussion, debate, story, problem-solving meeting, explanatory
presentation, review, or digital narrative. The teacher begins with the discourse outcome and then
chooses language support. This backward sequence prevents the lesson from becoming a collection
of unrelated vocabulary, grammar, and technology activities.

During Notice, learners study a short authentic or teacher-curated model. They identify
purpose, audience, stages, topic progression, cohesive signals, turn-taking moves, and register. A
transcript can distinguish claims, evidence, responses, and repair. Students may compare an
effective model with a fragmented version and explain why one is easier to follow. Audio and video
make pacing, intonation, listener responses, and multimodal cues observable. The purpose is guided
noticing, not imitation.

During Design, learners create a discourse plan rather than a full script. The plan contains
the intended outcome, two or three stages, key ideas, possible evidence, interaction moves, and a
limited bank of useful expressions. Task-based instruction is relevant here because a meaningful
outcome gives learners a reason to select and adapt language while planning support reduces
avoidable overload [7]. A problem-solving group might allocate roles and agree on decision criteria;
a debater might prepare a claim, warrant, counterargument, and concession; a storyteller might
organize setting, disruption, response, and resolution. The teacher differentiates support through
planning frames, discourse-marker banks, model openings, or optional challenge prompts.

During Perform, students use English to complete the communicative task. Pair and group
discussions should include an information or opinion gap so that participants must listen and
respond. Debate develops claim-evidence relations and controlled disagreement. Role-play requires
register and pragmatic adjustment. Storytelling develops temporal coherence and reference. Text
reconstruction makes cohesive relations visible through sequencing decisions. Repetition with a
new partner retains the communicative purpose while improving organization and delivery.

Genre-based scaffolding strengthens this phase when it makes social purpose and structural
choices explicit without prescribing identical texts. Genre pedagogy treats successful performance
as access to recognizable ways of organizing meaning for particular communities [8]. In high-
school English, teachers can jointly deconstruct a model, jointly construct one response with the
class, and then move toward independent production. Scaffolds should be removed gradually. If
students continue reading complete scripts, the activity measures prepared reading rather than
discursive control.

Collaboration should produce accountable discourse, not simply divide labour. Collaborative
writing research shows the value of shared planning, negotiation, and joint revision when learners
have a reason to discuss language and content choices [9]. A useful protocol assigns rotating
functions such as facilitator, evidence checker, coherence monitor, and summarizer. Roles guide
attention but should not restrict participation. After the task, each student should still produce an
individual oral or written reflection so that the teacher can distinguish group success from
individual learning.

Digital work extends audiences and modes. Students can record an explanation, annotate a
transcript, rearrange a shared outline, comment on an argument, or create a short digital story. A
systematic review of multimodality in English classrooms identifies mode selection and explicit
metalanguage as pedagogical concerns [10]. Research on secondary classrooms shows that digital
multimodal composition can connect language, identity, and purposeful production when learners
receive design and linguistic support [11]. Teachers should limit tools, protect privacy, provide non-
digital alternatives, and assess how modes contribute to meaning.
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During Reconstruct, learners use evidence to improve the discourse. They review a
recording, transcript, collaborative document, or observer notes; select one successful feature and
one priority for revision; and then reproduce a key segment. The revision may involve moving an
idea, replacing an unclear reference, adding a response to a partner, adjusting register, or deleting a
connector that does not express the intended relation. A genre-based model for assessing digital
multimodal composing demonstrates the importance of linking communicative purpose,
organization, language, and modal choices within one assessment logic [12]. The same principle
applies here: feedback must describe the effectiveness of the whole communicative event, not count
isolated errors.

A four-lesson unit illustrates the cycle. Lesson one compares discussion clips and establishes
success criteria. Lesson two introduces a community problem and supports planning with claim-
evidence and turn-taking prompts. Lesson three records a group discussion, followed by peer
assessment and a targeted mini-lesson. Lesson four repeats the discussion with changed roles and
adds individual reflection. The sequence provides comparable evidence without presenting
hypothetical scores as completed research.

The principal result of the theoretical synthesis is a teachable alignment between construct,
activity, evidence, and feedback. The five-component construct identifies what discursive
competence means; the four-phase cycle identifies how it can be practised; the communicative
event supplies observable evidence; and reconstruction turns assessment into further learning. This
alignment addresses a common weakness in language lessons where teachers state a broad speaking
objective but assess grammar, vocabulary, pronunciation, and fluency without examining how the
message is organized or co-constructed.

Assessment can use five criteria scored from O to 3: coherence; cohesion; interaction
management; genre and register control; and pragmatic appropriateness. A score of 0 indicates that
the feature is absent or prevents communication. A score of 1 indicates emerging control with
frequent breakdowns or heavy support. A score of 2 indicates generally effective control with
occasional lapses. A score of 3 indicates sustained, flexible, and audience-appropriate control. The
maximum score is 15. Descriptors should be adapted to the target task, and samples should be
discussed before grading. For a written text, interaction management can be reframed as
anticipation of the reader and response to alternative positions; for a group discussion, it includes
turn entry, uptake, clarification, and repair.

The model predicts improvement through three mechanisms. Repeated noticing builds an
explicit repertoire of discourse options. Supported performance shifts this knowledge into
communicative use. Reconstruction makes comparison possible between intention and evidence.
Digital recordings and shared texts strengthen the third mechanism because they preserve
performance for review, but they do not replace teacher judgement or peer dialogue. Current
research on digital multimodal composing calls for closer attention to task design, learner agency,
assessment, and the relationship between linguistic development and modal choices [13]. The
proposed cycle responds by placing technology inside an explicit learning sequence.

The model has not been validated with a defined school sample. Its phases and criteria
require testing across proficiency levels, genres, and contexts. Raters need training because
judgments of coherence and pragmatic appropriateness can vary, while digital production may
create access differences. Future research should report context, establish inter-rater agreement, and
compare component scores rather than only a total speaking score. Student reflections could help
explain transfer to new tasks.

For classroom implementation, teachers should select one discourse focus for each cycle.
The model text, task instructions, observation sheet, and feedback should foreground that focus.
Short, frequent cycles are manageable and let learners apply feedback while the earlier performance
is still memorable.
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Feedback should begin with meaning and organization. Teachers can ask whether the
audience understood the purpose, where the topic became unclear, and which contribution advanced
the discussion. Language correction then targets patterns that affected the discourse. Peer feedback
should use no more than two criteria. Students should rehearse, repeat, and reconstruct before a
final judgment.

Schools can implement the model with ordinary resources. A phone recorder, word
processor, shared slide, printed transcript, or paper cards are sufficient. Consent and privacy
procedures are necessary when recordings or online platforms are used, and public posting should
never be required. For mixed-proficiency classes, the teacher can vary planning support, task
complexity, and expected length while keeping the same communicative purpose. Progress should
be documented through a small portfolio containing an initial sample, one annotated reflection, a
reconstructed sample, and the rubric.

Conclusion

Discursive competence gives learners control over communication beyond the sentence. It
integrates coherence, cohesion, interaction management, genre and register awareness, and
pragmatic appropriateness. High-school instruction can develop these abilities when students
repeatedly analyse complete communicative events, plan for a real outcome, perform with others,
and reconstruct their discourse from evidence.

The Discourse Competence Development Cycle offers a practical structure for this work. Its
contribution is the alignment of four instructional phases with five assessment criteria across
spoken, written, and multimodal tasks. The model does not claim measured effectiveness without
classroom data. It provides a transparent basis for implementation and empirical testing, enabling
future studies to examine which components improve, under what conditions, and whether learners
transfer them to unfamiliar audiences and genres.

REFERENCES
1. Council of Europe. Common European Framework of Reference for Languages: Learning,
Teaching, Assessment - Companion Volume. Strasbourg: Council of Europe Publishing, 2020.
280 p.
2. Canale M., Swain M. Theoretical Bases of Communicative Approaches to Second Language
Teaching and Testing // Applied Linguistics. 1980. Vol. 1. No. 1. P. 1-47. DOI:
10.1093/applin/l.1.1
3. Celce-Murcia M., Dérnyei Z., Thurrell S. Communicative Competence: A Pedagogically
Motivated Model with Content Specifications // Issues in Applied Linguistics. 1995. Vol. 6. No.
2. P.5-35.
4. Halliday M.A.K., Hasan R. Cohesion in English. London: Longman, 1976. 374 p.
5. Galaczi E., Taylor L. Interactional Competence: Conceptualisations, Operationalisations, and
Outstanding Questions // Language Assessment Quarterly. 2018. Vol. 15. No. 3. P. 219-236.
DOI: 10.1080/15434303.2018.1453816
6. Goh C.C.M., Burns A. Teaching Speaking: A Holistic Approach. New York: Cambridge
University Press, 2012. 301 p.
7. Ellis R. Task-Based Language Learning and Teaching. Oxford: Oxford University Press, 2003.
387 p.
8. Hyland K. Genre Pedagogy: Language, Literacy and L2 Writing Instruction // Journal of Second
Language Writing. 2007. Vol. 16. No. 3. P. 148-164. DOI: 10.1016/j.jslw.2007.07.005
9. Li M., Zhang M. Collaborative Writing in L2 Classrooms: A Research Agenda // Language
Teaching. 2023. Vol. 56. No. 1. P. 94-112. DOI: 10.1017/50261444821000318
10. Lim F.V., Toh W., Nguyen T.T.H. Multimodality in the English Language Classroom: A
Systematic Review of Literature // Linguistics and Education. 2022. Vol. 69. Article 101048.
DOI: 10.1016/j.linged.2022.101048

70




Abait amvinoasger Kaz¥I1Y-niy Xabapuwwicwi, «Kenminoi oinim bepy sicane wemen mindepi gunonozusicoly cepusicol, Ne3(55), 202601

11. Smith B.E., Pacheco M.B., Khorosheva M. Emergent Bilingual Students and Digital Multimodal
Composition: A Systematic Review of Research in Secondary Classrooms // Reading Research
Quarterly. 2021. Vol. 56. No. 1. P. 33-52. DOI: 10.1002/rrq.298
12. Jiang L., Yu S., Lee I. Developing a Genre-Based Model for Assessing Digital Multimodal
Composing in Second Language Writing: Integrating Theory with Practice // Journal of Second
Language Writing. 2022. Vol. 57. Article 100869. DOI: 10.1016/j.jslw.2022.100869
13. Jiang L., Hafner C. Digital Multimodal Composing in L2 Classrooms: A Research Agenda //
Language Teaching. 2025. Vol. 58. No. 4. P. 528-546. DOI: 10.1017/50261444824000107

FTAMP 16.31.41 https://doi.org//10.51889/3078-8463.2026.55.3.008

Seidualy G.N., Kemelbekova Z.A.
Abai Kazakh National Pedagogical University
Department of Foreign Languages, 2nd year master’s student
Cand. philol.sci., Associate professor

THE EFFECT OF DIGITAL MEDIA-BASED INSTRUCTION ON THE
DEVELOPMENT OF FOREIGN LANGUAGE COMMUNICATIVE COMPETENCE
AMONG SENIOR SCHOOL STUDENTS

Abstract

Digital media can offer English as a Foreign Language (EFL) learners authentic language
input and meaningful opportunities for communication. However, empirical evidence on the effect
of digital media-based instruction on the communicative competence of senior school students
remains limited. This study examined whether the systematic integration of digital media materials
into English-language instruction was associated with greater short-term gains in foreign language
communicative competence among Grade 10 learners than regular instruction alone. A quasi-
experimental pre-test—post-test design with a non-equivalent comparison group was used. The
participants were 26 Grade 10 EFL learners from a gymnasium in Almaty, Kazakhstan, divided into
an experimental group (n = 13) and a comparison group (n = 13). Over four weeks, the
experimental group studied English through lessons systematically built around digital media
materials, including online news reports, short videos, interviews, podcasts, and online articles. The
comparison group followed the same curriculum through regular textbook-based instruction.
Communicative competence was assessed through listening, reading, speaking, and writing tasks
before and after the intervention. Both groups improved, but the experimental group demonstrated a
larger overall gain. The greatest improvement occurred in listening and speaking, while reading and
writing improved more moderately. Given the small sample, non-random assignment, short
intervention period, and single-school setting, the findings provide preliminary evidence of the
short-term potential of digital media-based instruction rather than definitive evidence of a causal or
long-term effect.

Key words: digital media, media-based instruction, foreign language communicative
competence, EFL, senior school students, English language teaching, quasi-experimental study.
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UPPJIBIK AKITAPAT KYPAJIIAPBIHA HETT3JEJTEH OKBITY IbIH
"KOFAPBI CBIHBIT OKYUIBIJIAPBIHBIH INETEJATIIIK KOMMYHHUKATHBTIK
KY3BIPETTIJIITTHIH IAMYBIHA OCEPI

Anoamna

[udpasik Meara aFbUIIIBIH TUTIH MIETEN Tl PETIH/Ie OKUTBIH CTYACHTTEPIe MIbIHANBI TUTIK
MaTepHalabl KOHE HAKThl KAaphIM-KATBIHAC MYMKIHIIKTEpIH YChIHA ananbl. JlereHMeH, >KOFaphl
CHIHBIIT OKYIIBUIAPBIHBIH IIETTUIMIK KOMMYHHUKATHBTIK KY3BIPETTUIINIHE THUMPIBIK MeIUaHBI
naiiianana OTBIPBINT OKBITYABIH 9cepi Typajbl SMIHMPHUKANBIK JCpEeKTep i jAe mekTeym. by
3epTTey HUQPIIBIK MeIMa MaTepHaIIapbIH aFbUIIIBIH TIJIIH OKBITY IIPOLIECIHE KYHEN Typle eHTi3y
olerTeriield  OKbITyMeH canbicThipraHaa  10-ChIHBIN ~ OKYIIBUIAPBIHBIH ~ KOMMYHHKATHBTIK
KY3BIPETTUIITTH HEFYPJIBIM KBICKa MEP3IM/Il JKaKCapTyFa OKEJETiHI Typajbl THIOTE3aHbl TEKCEP/I.
KBa3u-3KCepUMEHTTIK JU3aifiH allJbIH-aJIa KOHE KOPBITBIHIBI TECTUICYMEH >KOHE JKBUBAJICHTTI
emMec 0akpuiay TOOBIMEH KOJITaHbUIIBL. AnMatbinarbl (KazakcTtaH) MEKTEN-TUMHA3USIaH aFbUIIIBIH
TUTIH IIeTeNeN TUTi peTiHae OKUTHIH 10-ChIHBINTHIH 26 OKYIIBICH KAaTBICTHI, 0JIAP IKCIEPUMEHTTIK
tonka (N = 13) xone 6akpuiay TooObsiHa (N = 13) Oeminai. TepT anra 60l SKCIIEPUMEHTTIK TONTHIH
CTYJIEHTTEepl OHJIAWH >KAHAIBIKTAp, KbICKa OeliHenep, cyxOarrap, MOAKACTTAp >KOHE OHJIAKWH
Makaiagappl Koca alnFaHua, uQpIiblK Meina MaTeprajiapbiHa Heri3aereH cabakrap/ia aFbUIIIbIH
TUTIH yiipeHi. bakpuiay TOOBIHBIH OKYIIBUIAPBI OKYJIBIKTAP OOMBIHIIA TOCTYPIIl OKBITY HIEHOEpiHae
coJI OKy OarjapiaMacbiHaH oTTi. KOMMYHHKATUBTI KY3bIPETTUIIK SKCIICPUMEHTKE JICHiH KOHE OJIaH
KEiiH THIHIAY, OKYy, COWMJICY JKOHE jKa3y TallChlpMaiapbl apKbUIbl Oaranmanapl. Exi Tonrta ma OumiM
JICHTeH1 )KaKcap/ibl, IETCHMEH YKCIIEPUMEHTTIK TOI alTapJIBIKTaH JKaJIbl IPOTPECKe KOJI KETKI3I.
TeiHmay MeH ceilyieynie eH YJIKEeH Iporpecc 0ailKasibl, al OKy MEH jKa3zy a3 Jopexke/e jKaKCap/bl.
HlarbiH yiriHi, Ke3IEHCOK eMeC KaTbICYNIBUIAPIbl TaHAAyAbl, SKCIIEPUMEHTTIH KbICKa MEp3iMiH
XKoHEe Oip MEKTeNTe 3epTTeyJli €CKepe OTBIPHIN, HOTIKENep celemn-calaapiblK OaiIaHBICTHIH
HEeMece y3aK Mep3iMJIi OCep/iH TYINKUIIKTI JoJeiepiHeH Tepi NU(PIbIK MeIuaHbl IaiaagaHa
OTBIPHIT, KbICKA MEP3IM/Ii OKBITY SJICYETiHIH aJJIbIH ajia IoJeepin Oeperi.

Kinm  ce30ep: yugpavix Mmedua, meduaza  OAbIMMAN2AH — OKblMYy,  WemminloiK
KOMMYHUKAMUBMIK KY3bIpemmIiniK, aeblLIWbIH Ml wemen milli pemiHoe, Hco2apbl CbIHLIN
OKYUIBLIAPYL, ARbLIULIH MITIH OKbIMY, K8A3U-DKCNEPUMEHMMIK 3epmme).

Ceuoyanvt I .H., Kemenbexosa 3.A.
KasHITY um.Abas
Daxynvmem UHOCMPAHHBIX A3bIKOG, MASUCMPAHM 2-20 Kypca
Iloyenm, x.¢.H., accoyuup. npogheccop

BJIMAHHUE OBYYEHUA HA OCHOBE IU®POBBIX MEJTUA HA PASBUTHE
NHOA3BIYHOU KOMMYHUKATUBHOU KOMIIETEHIIUU YV YYAIIIUXCSA
CTAPHINX KJTACCOB

AnHomayus
[{udppoBble Meaua MOTYT TMPEAOCTABUTH yYANIUMCS, HW3YYAOIAM aHTJIMACKUN Kak
WHOCTPAHHBIN S3BIK, ayTEHTUYHBIN SI3BIKOBON MaTepual U pPeaibHbIe BOZMOXKHOCTH JIJISl OOIICHUS.
OaHaKo SMITMPUYECKHE JaHHBIC O BIHMSHHM OOYYCHHS C HCIIOJNB30BaHHEM IHM(POBBIX Meaua Ha
KOMMYHHUKATUBHYIO KOMIIETCHIIMIO YYalIMXCs CTapIINX KIACCOB MO-TIPEKHEMY OrpaHHuYeHbl. B
JTAHHOM WCCJICJIOBAHMHM HW3y4YaJiCsi BOMPOC O TOM, MPHUBOJUT JIM CHCTEMAaTHYCCKOE BHEIPCHHE
MaTepuanoB NH(PPOBBIX Meaua B TPOIECC MPENOJaBaHUs AaHTIUICKOTO s3bIka K Ooiee
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3HAYUTENIBHBIM KPATKOCPOUHBIM YJIyYIIEHUSIM KOMMYHHUKATHBHON KOMIIETEHLIMH B MHOCTPaHHOM
s3plke 'y ydamuxcss 10-ro kimacca 1Mo CpaBHEHHIO C TNPUBBIYHBIM IpoLEcCOM 00ydeHust 0e3
HCIIOJIb30BAaHUs TAKMX MaTepHaioB. Mcrnonp3oBancs KBa3UIKCIEPUMEHTANIBHBIN IU3aliH «J0-TECT —
MIOCJIE-TECT» C HEAKBUBAJIEHTHON KOHTPOJIBHOM Ipynnoi. YyacTHUKamMu ctaiu 26 yuyamuxcs 10-ro
KJIacca, N3yYaroUIMX aHMIMHCKUN KaK MHOCTPaHHbIN, U3 MKOIbI-TUMHa3uK B AnMaTsl (Kazaxcran),
KOTOpBIE€ OBUIM pa3zesieHbl Ha SKCIIEPUMEHTANbHYIO rpynny (n = 13) ¥ KOHTposbHYIO Tpymniy (n =
13). B TedueHue ueThIpEX HENENb ydallMecs SKCIIEPUMEHTAIBHOW TPYIIIbI U3ydaiad aHTIUHCKUI
SI3pIK Ha YpOKaX, CUCTEMATUYECKH IOCTPOCHHBIX Ha OCHOBE MaTepHalioB IU(PPOBBIX Meua,
BKJIIOYAsl OHJIAMH-HOBOCTH, KOPOTKHE BMJIEOPOJIMKH, HWHTEPBBIO, IOAKACTHI U OHJIAWH-CTaTbHU.
VYyamuecss KOHTPOJIbHOM TPYIIbI MPOXOAUIN Ty K€ y4eOHYI0 IporpaMMmy B paMKax MPHUBBIYHOTO
o0yuyeHus no yueOHukaM. KoMMyHUKaTHBHAs KOMIIETEHIIMS OILICHUBAJIACh C MIOMOLUIbIO 3aJ]aHUi Ha
ayJlMpOBaHUE, YTEHHE, TOBOPEHHE U MUCHMO JI0 U MOCJE MPOBeAeHUs dKcrnepumenTa. O6e rpynmbl
IIPOJEMOHCTPUPOBAIM YJIyUILIEHUE PEe3yJIbTaTOB, OJHAKO JKCIEPHMEHTallbHAs Ipylna IoKa3aia
Oosee 3HauMTeNbHBbIM OOHIMI mnporpecc. Hambonbmmii mporpecc ObLI OTMEYEH B HAaBBIKAX
ayJIMpPOBAaHUS U TOBOPEHHUS, TOTAa KaK HABBIKM YTEHUS U MMCbMa YJIy4IIWINCh B MEHbBIIEH CTEIIEHH.
VYyureiBass HEOOJBIIYIO BBIOOPKY, HECIydailHOE pachpeselieHne y4aCTHUKOB, KOPOTKHMH Mepuojl
o0y4yeHHs U MPOBEACHUE MCCIEIOBAHUS B PAMKAX OJHOM ILIKOJBI, ITOJyYEHHBIC Pe3yJIbTaThl JAI0T
IIpe/IBAPUTEIIbHBIE CBHUJIETENbCTBA KPATKOCPOYHOI'O MMOTEHIHMajda OOy4YeHHUS C HCIOJIb30BaHUEM
IUGPOBBIX MEAMA, a HE SBJISIOTCS OKOHYATENIbHBIM JI0KA3aTENbCTBOM MPHUYUHHO-CIIEACTBEHHON
CBSI3U WJIH JIOITOCPOYHOTO 3 deKTa.

Kniwuesvie  cnoea: yugposvie  medua, Meoua-opueHmupoeanrHoe  odyueHue,
KOMMYHUKAMUBHAS KOMNEMeHYus 6 UHOCMPAHHOM A3blKe, AH2IUUCKUL KAK UHOCMPAHHbIU A3bIK,
yuawuecs Cmapuwiux Kiaccos, npenooasaxue auIUUCKo20 A3blKd, KEa3U-IKCNepUMEeHmMalbHOe
uccneoosamue.

Introduction

Communicative competence is a central aim of foreign language education because learners
need not only knowledge of grammar and vocabulary but also the ability to use English
appropriately in real communicative situations. Contemporary language classrooms increasingly
draw on media resources, which give learners access to authentic language, multimodal content, and
topics that can stimulate discussion and interaction. In this sense, media texts can serve not merely
as sources of information but as materials for communicative language learning.

Previous research has shown that media and digital technologies may support the
development of listening, speaking, vocabulary, and interactional skills. Media-based instruction
can expose learners to language in context, combine visual and auditory input, and create
opportunities for learners to interpret, discuss, and respond to meaningful content. At the same time,
studies differ considerably in how they define and measure communicative competence. Some
focus on separate language skills, while others include pragmatic, sociocultural, interactive, or
strategic dimensions. In addition, much of the experimental evidence has been obtained with
university students, whereas studies involving secondary-school learners more often examine
perceptions, media habits, motivation, or self-efficacy rather than direct changes in communicative
performance.

This gap is particularly relevant for senior school students, who are expected to move beyond
basic language reproduction and use English to understand information, express opinions, and
participate in discussion. The present study therefore examined whether systematic integration of
digital media materials into English lessons was associated with greater short-term gains in
communicative competence among Grade 10 EFL learners than regular instruction alone. In this
study, “digital media” refers to online news reports, short videos, interviews, podcasts, online
articles, and other multimodal English-language materials used in digital format. The term “mass
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media” is used only when referring to the broader media environment from which such digital
materials derive.

Literature Review

Foreign language communicative competence refers to learners’ ability to use a foreign
language effectively and appropriately in meaningful communication. Models of communicative
competence generally emphasize that successful communication requires more than grammatical
accuracy; it also involves discourse organization, sociolinguistic appropriateness, and strategic
language use (Mart, 2018). However, researchers operationalize the construct differently. Some
studies assess individual skills such as listening, reading, speaking, writing, vocabulary, or
pronunciation, while others include pragmatic, intercultural, interactional, or strategic abilities
(Baimakhan et al., 2024; Bushi, 2021; Oryngali, 2025). Several empirical studies also rely on
researcher-designed tests, rubrics, or perception-based measures without clearly linking them to an
established competence model (Cabana-Basilan & Entimano, 2026; Khlyzova, 2019).

This inconsistency matters because the effectiveness of media-based instruction should be
judged through learners’ communicative performance rather than through media exposure or learner
perceptions alone. In the present study, communicative competence was operationalized as learners’
ability to comprehend and produce spoken and written English in meaningful communicative
situations. The assessment focused on four observable performance areas: listening comprehension,
reading comprehension, speaking, and writing. Speaking and writing were evaluated through
analytic rubrics assessing fluency, coherence, vocabulary, grammatical accuracy, communicative
appropriateness, and task fulfillment. Although this operationalization does not capture every
dimension of communicative competence, such as intercultural or strategic competence, it provides
a measurable classroom-based approximation appropriate for a short-term school intervention.

Media resources have long been considered valuable in language education because they
provide linguistic, cultural, and communicative input beyond conventional textbooks. Studies have
examined films, video, news, radio, podcasts, websites, and other media texts in relation to
language skills, vocabulary development, intercultural awareness, and communication (Bushi,
2021; Gregori Signes, 2001; Khamrabaeva, 2023). Yet the pedagogical potential of media does not
automatically demonstrate its effectiveness. Much of the literature remains conceptual or
descriptive, proposing media-based activities without experimentally testing their influence on
communicative competence (Gregori Signes, 2001; Rubtsova & Devdariani, 2021).

Empirical research generally suggests positive effects of media-supported language learning,
although the strength of the evidence varies by educational level, research design, and outcome
measure. Studies involving secondary-school learners have mainly explored perceptions, learning
effort, self-efficacy, or related outcomes rather than measuring communicative competence directly
(Cabana-Basilan & Entimano, 2026; Geng & Koksal, 2021; Shen & Li, 2024). More direct evidence
comes from intervention studies with university students. Khlyzova (2019) reported differences
between experimental and control groups after media-oriented instruction, while Oryngali (2025)
found improvement following a pre-/post-intervention design. Mukhanbetbekkyzy and Kunakova
(2025) likewise examined mass-media-based instruction using experimental and comparison
groups. However, these studies focused on university learners, and their assessment procedures
often lacked detailed reliability and validity evidence.

Thus, there is insufficient evidence combining senior school learners, a quasi-experimental
pre-test/post-test design with a comparison group, and direct assessment of communicative
performance within digital media-based instruction. The present study addresses this gap by
examining the effect of systematically integrated digital media materials on the communicative
competence of Grade 10 EFL learners.

Research design and participants
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The study employed a quasi-experimental pre-test—post-test design with a non-equivalent
comparison group. It was conducted at School-Gymnasium No. 86 in Almaty, Kazakhstan, and
involved 26 Grade 10 EFL learners aged approximately 15-16 years. The students belonged to one
Grade 10 class that was already divided into two English-language instructional groups of 13
students each. One group was designated as the experimental group (EG, n = 13), and the other as
the comparison group (CG, n = 13). Because the groups were pre-existing instructional groups,
individual random assignment was not possible.

Both groups followed the same general English curriculum and participated in the study for
four weeks. Before the intervention, the groups were compared on their pre-test total and
component scores to assess their initial comparability. No statistically significant between-group
differences were found for listening (U = 100.00, p = .438), reading (U = 99.50, p = .453), speaking
(U = 100.50, p = .423), writing (U = 106.50, p = .266), or total scores (U = 101.50, p = .397). The
experimental group had a mean pre-test total score of 55.46 (SD = 8.71), compared with 52.38 (SD
= 8.45) for the comparison group. Therefore, the groups were considered broadly comparable at
baseline.

Intervention

The intervention lasted four weeks and consisted of 12 English lessons per week, with each
lesson lasting 45 minutes. In total, the experimental group received 10 media-based lessons during
the intervention period. All lessons were delivered face-to-face in the regular classroom. The
experimental group was taught by the researcher, while the comparison group was taught by the
English teacher who normally taught that group. Both groups studied equivalent curriculum topics
during the intervention period.

The experimental group received instruction in which digital mass-media materials were
systematically integrated into regular lesson procedures. The materials included online news
reports, short news videos, interviews, podcasts, online articles, and other authentic or adapted
multimodal texts in English. Materials were selected according to their relevance to Grade 10
learners, linguistic accessibility at approximately B1 level, connection to curriculum topics, and
potential to generate communicative interaction.

Each media-based lesson followed a consistent structure. Lessons began with pre-viewing or
pre-reading activities designed to activate learners' background knowledge and introduce key
vocabulary. Learners then completed comprehension tasks based on the selected media text. This
was followed by post-viewing or post-reading communicative activities, such as pair and group
discussions, information exchange, opinion sharing, summarizing, role-play, and short written
responses. Each lesson ended with a productive speaking or writing task connected to the media
content.

The comparison group studied the same curriculum content through regular textbook-based
instruction and conventional classroom activities without the systematic use of digital media
materials. Intervention fidelity was monitored through lesson plans, teacher logs, and classroom
observations. These records were used to verify that the planned instructional procedures were
implemented throughout the four-week intervention.

Assessment instrument

Foreign language communicative competence was measured using researcher-developed
parallel pre-test and post-test assessments. Each assessment consisted of four components: listening
(20 points), reading (20 points), speaking (30 points), and writing (30 points), yielding a maximum
total score of 100 points. The listening and reading components each consisted of 10 test items, with
each item worth 2 points. Thus, each receptive skill had a maximum score of 20 points. These tasks
assessed learners' comprehension of main ideas, specific information, and language in context.
Speaking and writing were assessed using analytic scoring rubrics, each comprising five criteria
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rated on a six-point scale from 0 to 6. Each productive skill had a maximum score of 30 points. The
speaking rubric assessed fluency, vocabulary, grammatical accuracy, coherence, and
communicative appropriateness. The writing rubric assessed content and communicative
effectiveness, organization and coherence, vocabulary, grammatical accuracy, and appropriate
language use.

The assessment was developed with reference to B1-level CEFR communicative descriptors
and adapted to the learners' age and educational context. The assessment materials were reviewed
by two experienced EFL teachers, who evaluated the alignment of the tasks with the intended
construct, the appropriateness of the language level, the clarity of the instructions, and the
suitability of the scoring criteria. In addition, three teacher colleagues reviewed the materials and
provided feedback on task clarity and suitability. Before the main study, the assessment was piloted
with four students from a different class who did not participate in the intervention. Feedback from
the expert review and pilot testing was used to identify and address potential problems with task
instructions and assessment procedures.

Speaking and writing performances were independently scored by two trained raters using
the analytic rubrics. Before scoring, the raters participated in a calibration session and practiced
scoring sample responses. Inter-rater reliability was to be examined using the intraclass correlation
coefficient (ICC) for total rubric scores. Any disagreements between the raters were resolved
through discussion.

The pre-test and post-test were designed as parallel forms. They had the same structure, task
types, point allocation, and scoring criteria, but used different texts and tasks of approximately
equivalent difficulty.

Data Analysis

Descriptive statistics, including means, standard deviations, medians, and score ranges, were
calculated for the pre-test, post-test, and gain scores for both groups. Gain scores were calculated by
subtracting each participant's pre-test score from their post-test score.

The normality of the score distributions was examined using the Shapiro-Wilk test and
visual inspection of histograms and Q-Q plots. Given the small sample size and the non-
randomized nature of the study, non-parametric tests were used as the primary inferential analyses.

Within-group changes from pre-test to post-test were analyzed using the Wilcoxon signed-
rank test. Between-group differences in gain scores were examined using the Mann—Whitney U test.
Effect sizes were reported as rank-biserial correlations.

As a supplementary analysis, an analysis of covariance (ANCOVA) was conducted with the
post-test total score as the dependent variable, group as the fixed factor, and pre-test total score as
the covariate. The assumption of homogeneity of regression slopes was examined by testing the
interaction between group and pre-test total score. The interaction was not statistically significant (p
=.165), supporting the use of the ANCOVA model.

Statistical significance was set at p < .05. Exact p-values were reported to three decimal
places, while values below .001 were reported as p < .001.

Results

Before the intervention, the experimental and comparison groups demonstrated broadly
similar overall performance. The experimental group obtained a mean pre-test score of 55.46%,
while the comparison group obtained 52.38%. After the four-week intervention, the experimental
group’s mean score increased to 61.77%, whereas the comparison group’s mean score increased to
53.69%. Thus, the experimental group improved by 6.31 percentage points, compared with 1.31
percentage points in the comparison group.

Table 1. Overall pre-test and post-test performance
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Pre-test Post-test Improvement
Experimental group 55.46% 61.77% +6.31 pp
Comparison group 52.38% 53.69% +1.31 pp

The Wilcoxon signed-rank test indicated a statistically significant improvement in the
experimental group's total score (W = 0, p < .001). The comparison group also demonstrated a
statistically significant improvement in total scores (W = 0, p < .001). The Mann-Whitney U test
revealed a statistically significant difference between the groups in gain scores (U = 169.00, p <
.001), with all experimental-group gain scores exceeding those of the comparison group.

The supplementary ANCOVA, controlling for pre-test performance, indicated a statistically
significant effect of group on post-test total scores (p < .001). These results suggest that the
experimental group demonstrated greater short-term gains in overall communicative performance
than the comparison group during the intervention period.

At the component level, the experimental group improved in all four areas. As shown in
Table 2, the largest gain was observed in listening, which increased from 65.77% to 75.00%, a rise
of 9.23 percentage points. Speaking increased from 50.77% to 58.72%, or by 7.95 percentage
points. Reading improved from 63.85% to 68.85%, and writing increased from 47.69% to 51.28%.
The comparison group showed smaller changes across all components. Its largest gain was in
reading, which increased by 3.85 percentage points, while changes in listening, speaking, and
writing were relatively limited.

Table 2. Changes in individual communicative competence components

Component Pre-test Post-test EG Pre-test  Post-test CG
(EG) (EG) Improvement  (CG) (CG) Improvement

+9.23pp  62.31%  63.85%  +1.54pp

65.77%  75.00%
63.85%  68.85% +5.00 pp 60.77%  64.62% +3.85 pp

Speaking 50.77%  58.72% +7.95 pp 48.21%  48.72% +0.51 pp
47.69%  51.28% +3.59 pp 44.36%  44.62% +0.26 pp

Overall, the experimental group demonstrated greater short-term improvement in
communicative performance than the comparison group. However, given the small sample, non-
random assignment, and short duration of the intervention, these findings should be interpreted as
preliminary evidence of an association between the intervention and short-term gains rather than as
definitive evidence of causality.

Discussion
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The findings indicate that four weeks of digital media-based instruction were associated with
greater improvement in foreign language communicative performance than regular instruction
alone. Although both groups made some progress, the experimental group showed a larger overall
gain and more noticeable improvement in listening and speaking. Given the quasi-experimental
design, these results do not permit strong causal inference. Nevertheless, the combination of a
comparison group, pre-test measurement, and a statistically significant difference in gain scores
provides preliminary evidence that systematically integrated digital media materials may have
contributed to the observed short-term improvement.

The stronger gains in listening and speaking may be related to the audiovisual and interactive
nature of the intervention. Digital media materials exposed learners to spoken English supported by
visual and contextual information, which may have provided intensive listening practice. In
addition, the lessons required learners to discuss media content, exchange information, express
opinions, and respond to communicative tasks. These activities likely created more opportunities for
oral language use than conventional comprehension exercises. The smaller improvement in writing
may reflect the short duration of the intervention, as written communicative ability usually requires
more sustained and systematic practice.

The comparison group also improved, which was expected because students continued to
receive regular English instruction. However, the substantially larger gain in the experimental group
suggests that the observed difference cannot be explained solely by normal classroom learning. The
digital media materials appear to have provided additional contextualized input and communicative
opportunities that were less prominent in the regular instructional condition.

These findings are broadly consistent with previous research indicating that media-supported
and digitally enriched instruction can contribute to language and communication skills (Khlyzova,
2019; Oryngali, 2025; Mukhanbetbekkyzy & Kunakova, 2025). The present study extends this
evidence to senior school learners by using a pre-test/post-test comparison design and by assessing
four components of communicative performance.

Several limitations should be considered. First, the sample included only 26 Grade 10
students from one school in Almaty, which limits generalizability. Second, the intervention lasted
only four weeks, so the sustainability of the observed gains remains unknown. Third, the groups
were pre-existing instructional groups rather than randomly assigned groups, and possible
differences in motivation, teacher style, classroom climate, or out-of-school media use cannot be
excluded. Fourth, the assessment was researcher-developed. Although it was reviewed by experts,
piloted, and scored using analytic rubrics, it measured a selected set of communicative performance
indicators rather than the full range of communicative competence. Finally, the study did not
examine different types of digital media separately, so it cannot determine whether video, podcasts,
news texts, or other formats had different effects.

Despite these limitations, the results suggest that digital media materials can be a promising
complementary resource in secondary-school English instruction. Future research should use larger
and more diverse samples, random assignment where feasible, longer interventions, delayed post-
tests, and validated multidimensional measures of communicative competence. Future studies
should also compare the effects of different media types on specific components of communicative
competence.

Conclusion

This study examined the effect of digital media-based instruction on the short-term
development of foreign language communicative competence among Grade 10 EFL learners. Both
groups improved during the four-week period, but the experimental group demonstrated a greater
overall gain, particularly in listening and speaking. The findings provide preliminary evidence that
the systematic integration of digital media materials can complement regular English instruction by
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offering contextualized language input and additional opportunities for communicative language
use.

Nevertheless, the small sample, non-random assignment, single-school setting, short
intervention period, and use of a researcher-developed assessment limit the generalizability and
causal interpretation of the findings. Further research should examine the effects of digital media-
based instruction over longer periods, with larger and more diverse samples, delayed post-tests, and
more comprehensive measures of communicative competence.
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Abstract

The study examines the effect of semantic pausing on listening comprehension and
perceived mental effort among A2-level EFL learners. The study involved 24 first-year students
aged 15-16 from a vocational college. A counterbalanced within-subject design was employed, in
which participants listened to two A2-level texts in both an original condition and a semantic-pause
condition. The semantic-pause versions contained additional one-second pauses inserted at
predetermined semantic boundaries, while the lexical, grammatical, and informational content
remained unchanged. After each listening task, participants completed a 10-item comprehension
test and provided a 9-point rating of perceived mental effort. The results showed a statistically
significant improvement in listening comprehension in the semantic-pause condition compared with
the original condition. However, the difference in perceived mental effort was not statistically
significant, although a slight descriptive reduction was observed. The findings suggest that semantic
pausing may provide A2-level learners with additional processing time and support their
comprehension of spoken English without necessarily reducing their subjective perception of
mental effort. The study contributes to research on temporal modifications of spoken input and
suggests that strategically placed pauses may be a practical way of adapting listening materials for
lower-proficiency EFL learners.

Keywords: semantic pausing, listening comprehension, perceived mental effort, cognitive
load, A2 EFL learners, second-language listening.
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L246aii amvindazer Kas¥ITY
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2PhD, kayvimoacmuipbiizan npogeccop m.a.

Anoamna

Makamana aFbUIIIBIH TUTIH IHeTeNn Tut peTinae A2 meHrediHae MEHrepiln JKypreH Oimm
TyIIBUIAPIBIH ~ THIHAAJIBIM  apKBUIBI  TYCiHyiHE JKOHE KaObUIJAHATHIH aKbUI-OM  KYIIiHE
CEMaHTHKAJIBIK Tay3adap/IblH ocepi 3epTTeneai. 3epTTeyre KOCINTiK KouteKaiH 15-16 xacTtarsl 24
OipiHIII KypC CTyIEHTI KaThICThl. TeHrepimi iKi TONTHIK SKCIIEPUMEHTTIK JU3aiiH KOJIJaHBUI/IBL.
3eprrey OapbIChIHIA KaThicymibuiap A2 JeHredine OeHIMIENTeH €Ki ayJaHMOMOTiIHII OacTarKsbl
HYCKaJa OHE CEMaHTHKAJIBIK Iay3ajap SHri3UIreH HYyCKaaa ThIHAaAbl. CEeMaHTHUKAIBIK Iay3anap
HYCKAaCBIH/Ia aJIJIbIH ajia OeNTiIeHIeH MarblHAJBIK [IeKapaiapra 01p CeKYHITHIK KOCBIMIIIA May3ajap
SHT13UII1, aJl MOTIHACPIIH JIEKCHKAIIBIK, TPAMMATHKAIBIK KOHE aKMapaTThIK Ma3MYHBI ©3repicci3
cakTanupl. OpOip THIHAANBIM TalChlpMachlHAH KeiiH Karelcymbuiap 10 cypakTan TypaTbiH
TBIHJIATBIM aPKBUIBI TYCIHY TECTiH OpBIHJAI, KaObUITaHATBHIH aKbUI-OH KYIIH 9 OalJplK IIKaia
OolipiHIIa Oarananpl. HoTikenep ceMaHTHUKANBIK May3alap KOJJAHBUIFAH KarFgaiga ThIHJIATIbIM
apKBUIBI TYCIHY KOPCETKIIiHIH OacTamkbl HYCKAMEH CabICTBIPFaHIAa CTATUCTHKAIBIK TYPFbIIAH
MaHbI3bl JIEHTeHIe JKOFapbplUIaFraHblH KepceTTi. CoHbIMEH KaTap KaObUIIaHAThIH —AaKbLI-Oi
KYIIIH/IETi albIpMAIIbUTBIK CTATUCTHKAIBIK TYPFBIIAaH MaHBI3IbI 00JIMAJIbI, IETEHMEH OHBIH OpTallla
KOPCETKIIIH/Ie a3/laFraH TeMeHey OalKaiabl. AJNBIHFaH HOTHXKeJIep CEMaHTHKANBIK IMay3aiap/IbIH
A2 nenreiiingeri OuTIM adymIblIapra KeJiN TYCETIH aKmaparThl OHJEyTe KOCBIMINA YaKbIT Oepirl,
aybI3la aKmapaTThl TYCIHYJI KOJIJail ajaThbIHBIH KepceTeal, anaiga Oyil ojapIblH CyObEKTHBTI
KaOBUTIANTBIH aKbUT-OM KYIIIH MIHAETTI Typle TeMeHIeTHeiai. 3epTrey aybislia CoineyiH
YaKbITTBIK ~YHABIMJIACTBIPBUTYBIHA KATBICTBI 3€PTTEYJIEPAl  TOJBIKTBHIPAJBI KOHE MAaFBIHAIBIK
meKapagapra CTPAaTETHsUIBIK TYPAE OpHANACTHIPBUIFAH May3ajap[bl arbUIMIBIH TUTIH TOMEH
JICHT€iIc MEHTepill KYpreH OUTIM almyIiblIapFa apHaJFaH THIHAAJIBIM MaTepHAIApbIH OeHiMIey
KypaJjbl peTiHje naigananyfra 00JaTbIHBIH KOPCETe/Ii.

Tyiiin ce30ep: cemanmuKkanvlk Nay3aniap, muvlHOAIbIM APKbLIbl MYCIHY, KAObLIOAGHAMbIH
aKwlI-ol Kyuii, KoeHumuemix socykmeme, A2 oeneetiinoezi Oinim anyuwbliap, uiemesn miiiH molHoday.

80




Abait amvinoasger Kaz¥I1Y-niy Xabapuwwicwi, «Kenminoi oinim bepy sicane wemen mindepi gunonozusicoly cepusicol, Ne3(55), 202601

Tepexenoi A.C.L, Ceiidanuesa I'.O?
YKasHITY um.Abas
"Mazucmpanm 2 xypca
2PhD, u.0.accoyuposannwiii npogheccop

AnHomayus

B cratbe ucciemyercs BIMSHHE CEMAaHTHYECKUX May3 Ha TMOHHUMAHWUE YCTHOW pe4Yd H
BOCIIPUHUMAEMOE YMCTBEHHOE YCUIIME Y YUaIIUXCsl ypoBHS A2, U3y4aroNNX aHTTUHCKUAN S3BIK KaK
WHOCTpaHHBIA. B mccienoBanuy nmpuHsUM ydactue 24 CTyJeHTa MepBOTro Kypca B Bo3pacte 15-16
Jet, oOyyarommxcs B NpodeCCHOHATBLHOM KOJUJIeMKe. bbul Hcmonb3oBaH cOamaHCHPOBAHHBIN
BHYTPUTPYIITIOBON SKCIEPUMEHTANBHBIA JU3aifH, B paMKaX KOTOPOTO YYaCTHUKU MPOCITYIIHBAIH
JBa ayauoTeKkcTa ypoBHS A2 B OpUTHMHAILHOM BAapUAaHTE M B BapUAHTE C CEMaHTHYECKUMU
nayzamu. B Bepcum ¢ may3amu JTOMOJHUTEIBHBIC TMAy3bl MPOIOJDKUTEIRHOCTBIO OJHY CEKYHIY
OBUIM BCTaBJICHBI B 3apaHEe OMPENESIEHHBIX CEMaHTHYECKHX TPaHUIaX, MPU 3TOM JIEKCHUECKHIA,
rpaMMaTH4YeCKuii W WHOOPMAIMOHHBIM MaTepuajl TEKCTOB OCTaBajJCs HEM3MEHHBbIM. I[locie
Ka)KJI0TO 3aJlaHus Ha ay/IMPOBAHUE YYACTHUKH BBINOIHSIM TECT HA MOHUMaHUE, cocTosmuii u3 10
BOIIPOCOB, U OIEHWBAJIA BOCIIPUHUMAEMOE YMCTBEHHOE yCHIINE 10 9-0aymuipHOM mikaie. Pe3ynbrarh
MOKa3aJlM CTAaTUCTUYECKM 3HAYUMOE YIIYYIICHHE IOHUMAaHUs YCTHOM peYd B YCIOBUU C
CEMaHTUYECKHMH IMay3aMu 10 CPAaBHEHUIO C OPUTHHAIBHBIM YCIIOBHEM. BMmecTe ¢ TeM paznuuus B
BOCIIPUHUMAEMOM YMCTBEHHOM YCHWJIMHM HE JOCTUIJIM CTATUCTUYECKOM 3HAUMMOCTH, HECMOTpPS Ha
HEOOJIBIIIOE OIMUCATENFHOE CHIDKCHHE €ro cpeaHero mnokaszatens. [lomydeHHble pe3yibTaThl
MO3BOJISIIOT MPEANOJIOKUTh, YTO CEMAHTHUUECKHUE May3bl MOTYT HPEIOCTaBIATh yUalllUMCS YPOBHS
A2 nmomosHUTENBRHOE BpeMs i OOpabOTKH MOCTymaromiel WH(opMalmu W CrnocoOCTBOBATH
JAy4lleMy TOHMMAaHHUIO YCTHOW pedd, He 00s3aTeNbHO CHIXKAas CyOBEKTUBHO BOCIPUHUMAEMOE
YMCTBEHHOE ycuiue. VccnenoBanue TomoiHAEeT paboThl, MOCBAIMIEHHBIE BPEMEHHON OpraHU3aIiu
YCTHOM peud, M MOKAa3bIBAET, YTO CTPATETUUYECKU PACIIOJIOKEHHBIE May3bl MOTYT HCIOJIb30BATHCS
JUTSL afianTalliy ay IMOMaTePUaioB I yUaIuxcs ¢ 00Jee HU3KUM YPOBHEM BIIAJICHUST aHTTHHCKAM
SI3BIKOM.

Kntrouesvie cnosa: cemammuueckue naysvl, NHOHUMAHUE YCMHOU peyl, 80CHPUHUMAEMOe
YMCm8eHHoe yCcunue, KOCHUMUBHAs Hazpy3Ka, yuawuecs ypoeus A2, ayouposanue Ha UHOCMPAHHOM
A3vIKE.

Introduction

When learning a second language, students often struggle to comprehend spoken language
because it requires information to be processed in real time. Unlike written input, which allows
learners to reread a confusing passage or infer the meaning of an unfamiliar word from the
surrounding context, spoken language is transient and provides limited opportunities for deliberate
processing. While listening to a recording, learners must simultaneously recognize linguistic
information, segment the speech stream, construct meaning, and retain relevant information as the
message unfolds. Such demands can place a particularly heavy cognitive burden on learners with
lower levels of English proficiency, as their limited linguistic knowledge may require greater
cognitive effort when processing spoken input [1; 2].

From a cognitive perspective, spoken language comprehension involves several processes
operating simultaneously. Goh [1] describes second-language listening as a process involving
perception, parsing, and utilization, emphasizing that difficulties may arise when learners are unable
to process incoming speech quickly enough. Similarly, Vandergrift and Goh [2] describe listening
as an active process of constructing and monitoring meaning rather than merely receiving spoken
information. For learners with lower language proficiency, the limited time available for processing
may therefore become a significant source of difficulty. When faced with unfamiliar vocabulary,
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rapid speech, or insufficiently segmented input, learners may struggle to retain previously processed
information while simultaneously processing subsequent parts of the message [1; 2].

These difficulties can also be examined through the lens of Cognitive Load Theory (CLT).
Sweller [3] posits that working memory has a limited capacity and that learning and comprehension
can be hindered when information-processing demands exceed the cognitive resources available to
the learner. This limitation is particularly relevant to foreign language listening, as learners must
process linguistic information while the auditory material unfolds continuously over time. Jiang [4]
applies Cognitive Load Theory specifically to foreign language listening and examines the
relationship between cognitive load, working memory, language processing, and learners’ levels of
expertise. Consequently, instructional modifications that provide learners with additional
opportunities to process incoming information may potentially make listening tasks more
manageable [3; 4].

One possible way to support this process is through the use of pauses. Pauses are a natural
feature of spoken language and can facilitate the segmentation of the speech stream into meaningful
units [2]. In instructional listening materials, however, pauses can also be intentionally inserted at
linguistically or semantically significant boundaries. Such pauses, referred to in the present study as
semantic pauses, may provide learners with additional time to recognize and integrate information
before processing the next segment of speech. The potential value of this approach is particularly
relevant for A2-level learners, who may require additional time to recognize words, establish
semantic relationships between ideas, and construct an overall understanding of the message.

Previous research indicates that pausing can influence second-language listening
comprehension, although its effects are not necessarily consistent. Blau [5], for example,
investigated the effects of syntax, speech rate, and pauses on listening comprehension and
demonstrated that characteristics of spoken input can affect learners’ understanding. Jacobs et al.
[6] also examined the effect of pausing on listening comprehension among learners with different
levels of language proficiency, while Leeser [7] investigated pausing as an input characteristic in
relation to second-language learners’ comprehension. These studies suggest that the pedagogical
value of pauses depends not only on their presence but also on their placement, duration, and
interaction with other characteristics of spoken input [5-7].

Despite existing research on pausing in second-language listening, further investigation is
needed into how pauses positioned at semantic boundaries may affect both comprehension and
learners’ perceived cognitive load. In particular, relatively little attention has been given to whether
semantic pauses can simultaneously support listening comprehension and reduce the mental effort
perceived by learners during listening, especially among lower-proficiency EFL learners.
Examining these outcomes together may provide a clearer understanding of whether the additional
processing time provided by semantic pauses translates into measurable benefits for learners.

Therefore, the present study examines the effect of semantic pausing on listening
comprehension and perceived cognitive load among A2 EFL learners. It compares learners’
performance when listening to spoken materials containing semantically positioned pauses with
their performance when listening to materials presented without additional pauses. By examining
both comprehension outcomes and learners’ perceived cognitive load, the study seeks to determine
whether semantic pausing can serve as a practical modification for making listening input more
accessible to lower-proficiency language learners.

Methodology

The study involved first-year students aged 15-16 who were studying at Almaty College of
Fashion and Service. The initial pool consisted of 50 students from two groups of approximately 25
students each. Before the main experiment, a language proficiency screening procedure was
conducted to identify learners whose English proficiency was approximately at the A2 level. Based
on the screening results, 24 students were selected to participate in the study. The selected
participants were divided into two groups of 12 students. This procedure was used to ensure a
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relatively comparable level of English proficiency among the participants rather than assuming that
all first-year students had the same language level. Participation was voluntary, and the students
were informed that their individual results would be used for research purposes only.

A counterbalanced within-subject experimental design was used to examine the effect of
semantic pausing on listening comprehension and perceived cognitive load. Each participant was
exposed to both the original and semantic-pause conditions, allowing the two conditions to be
compared within the same participants. To reduce potential order and practice effects, the sequence
of the conditions was counterbalanced across the two groups. One group completed the original-
condition tasks before the semantic-pause tasks, whereas the second group completed the semantic-
pause tasks first. The order of the two listening topics was also balanced so that neither topic was
systematically associated with one experimental condition or one position in the sequence.

Two A2-level listening texts were prepared for the experiment: “Almaty: A Modern City
Near the Mountains” and “Kazakh Cuisine: Traditional Dishes and Everyday Life”. The first text
focused on Almaty, including its geographical location, places of interest, everyday activities,
surrounding mountains, weather, and public transport. The second text focused on traditional
Kazakh food, common dishes, tea-drinking practices, family gatherings, celebrations, and
contemporary food traditions. Both texts addressed familiar everyday and cultural topics considered
appropriate for A2-level learners.

For each text, two audio versions were prepared, resulting in four experimental audio files:
an original version and a semantic-pause version of the “Almaty” text, and an original version and a
semantic-pause version of the “Kazakh Cuisine” text. Each text consisted of 36 information units,
and the corresponding versions contained the same units in the same order. The semantic-pause
versions were created by inserting additional one-second pauses at predetermined semantic or
linguistic boundaries. The pauses were inserted at meaningful points of information segmentation
rather than randomly distributed throughout the recordings. The purpose of this manipulation was
not to reduce speech rate but to provide learners with brief additional processing time while
maintaining the natural flow and structure of spoken language. The placement and use of pauses
were informed by previous research examining the role of pauses in second-language listening [5-
7].

The original and edited versions of each text contained exactly the same lexical and
grammatical material. No vocabulary, grammatical structures, information content, or information-
unit order was changed. The experimental manipulation was therefore limited to the temporal
organization of the speech. The materials were prepared with attention to comparability in overall
length, speech rate, vocabulary, grammatical complexity, and general difficulty. The number and
location of the additional pauses were determined in advance based on the identified semantic
boundaries.

The experiment was conducted during regular English lessons in a quiet classroom setting.
Before the main procedure, participants received brief instructions and completed a short practice
listening activity to become familiar with the procedure. Each participant then completed four
listening tasks: two original recordings and two corresponding semantic-pause recordings. The tasks
were presented according to the counterbalanced order assigned to each group. Participants listened
to each recording once and were not allowed to pause, rewind, or replay the audio.

Immediately after each recording, participants completed a 10-item comprehension test. The
tests assessed understanding of the main idea, specific information, and relationships between
pieces of information presented in the recording. Each correct answer received one point, resulting
in a maximum score of 10 points for each listening task.

After each comprehension test, participants provided a subjective rating of the mental effort
they had experienced while processing the listening material. In the present study, perceived
cognitive load was operationalized as self-reported mental effort during listening tasks. It was
measured using a 9-point mental-effort rating scale, with lower scores indicating lower perceived
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mental effort and higher scores indicating greater perceived mental effort. This approach follows
the established use of subjective mental-effort ratings as an indicator of perceived cognitive load in
cognitive-load research [8].

A short break was provided between the listening tasks to reduce fatigue. The same
procedure was followed for all four recordings. Consequently, each participant provided
comprehension and perceived mental-effort measures for both listening topics under both
experimental conditions.

The data were analyzed by comparing participants' listening comprehension scores and
perceived mental-effort ratings between the original and semantic-pause conditions. Descriptive
statistics, including means and standard deviations, were calculated for both outcome measures.
Since each participant completed both experimental conditions, within-participant comparisons
were conducted. The scores obtained from the original recordings were compared with the
corresponding scores obtained from the semantic-pause recordings.

Depending on the distribution of the within-participant differences, either a paired-samples
t-test or a Wilcoxon signed-rank test was planned. The analysis was intended to determine whether
the introduction of additional one-second pauses at semantic boundaries was associated with
differences in listening comprehension and perceived mental effort among A2-level learners.

Results

Descriptive statistics were calculated to examine differences in listening comprehension and
perceived mental effort between the original and semantic-pause conditions. The analysis included
data from all 24 participants. As each participant completed both experimental conditions, the
scores were compared using within-participant analyses (Table 1).

Measure Original Semantic pause Mean P
difference
- ; 5
Listening . 6.63 (1.01) 6.92 (0.97) +0.29 005
comprehension
Mental effort 5.38 (1.41) 5.13(1.78) —0.25 207

Table 1. Descriptive and inferential statistics.

For listening comprehension, participants obtained a mean score of 6.63 (SD = 1.01) in the original
condition. In the semantic-pause condition, the mean score increased to 6.92 (SD = 0.97). Thus, the
introduction of semantic pauses was associated with an average increase of 0.29 points on the 10-
point comprehension test. At the individual level, 6 participants demonstrated higher scores in the
semantic-pause condition, while the remaining participants either maintained the same score or did
not show an increase. No participant demonstrated a decrease in comprehension after the
introduction of semantic pauses (Figure 1).

A paired-samples t-test indicated that the difference between the two conditions was
statistically significant, t(23) = 3.08, p = .005. A Wilcoxon signed-rank test was also conducted
because the comprehension scores were discrete and showed a restricted range. The non-parametric
analysis similarly indicated a statistically significant difference between the two conditions, W = 0,
p = .008. These results suggest that listening comprehension was significantly higher when the
recordings contained pauses positioned at semantic boundaries.
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The results for perceived mental effort showed a different pattern. In the original condition,
participants reported a mean mental-effort score of 5.38 (SD = 1.41), compared with 5.13 (SD =

6,95
6,9
6,85
6,8
6,75
6,7
6,65
6,0
6,35
6,5
0,45
Original Semantic pause

Figure 1. Mean listening comprehension scores in the original and semantic-pause conditions.

1.78) in the semantic-pause condition. The mean difference was therefore —0.25 points, indicating a
small reduction in reported mental effort following the introduction of semantic pauses. However,
the variability of the ratings increased in the semantic-pause condition, suggesting that participants
did not respond uniformly to the manipulation.

The paired-samples t-test showed that the difference in perceived mental effort was not
statistically significant, t(23) = —1.30, p = .207. The Wilcoxon signed-rank test produced a similar
result, W = 9, p = .196. Therefore, although the descriptive statistics showed a slight reduction in
perceived mental effort, the difference between the original and semantic-pause conditions was not
statistically significant.

Overall, the results indicate that semantic pausing was associated with a statistically
significant improvement in listening comprehension, whereas the observed reduction in perceived
mental effort was not statistically significant. The two outcome measures therefore showed
somewhat different response patterns to the experimental manipulation.

Discussion

The purpose of the present study was to examine whether inserting one-second pauses at
semantic boundaries could affect listening comprehension and perceived mental effort among A2-
level EFL learners. The findings provide evidence for a positive effect of semantic pausing on
listening comprehension. However, the results do not provide sufficient evidence to conclude that
semantic pauses significantly reduce learners’ perceived cognitive load.

The most notable finding was the significant improvement in listening comprehension.
Participants’ mean comprehension score increased from 6.63 in the original condition to 6.92 in the
semantic-pause condition. Although the absolute difference was relatively small, both the paired-
samples t-test and the Wilcoxon signed-rank test indicated that the difference was statistically
significant. This finding is consistent with the view that pauses can facilitate the processing of
spoken input by creating additional opportunities for learners to segment and integrate information.
In second-language listening, learners need to process incoming speech while retaining previously
processed information, and additional processing time may help them manage this temporal demand
[1; 2].

The finding can also be interpreted in relation to Cognitive Load Theory. According to
Sweller [3], working memory has limited capacity, and performance may be affected when the
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demands imposed by a task exceed the resources available to the learner. In the present study,
semantic pauses may have temporarily reduced the temporal pressure associated with continuous
speech. Rather than changing the linguistic content of the recordings, the pauses provided short
intervals between meaningful segments. For A2 learners, who may need additional time to
recognize words and establish relationships between pieces of information, this temporal adjustment
may have supported more effective processing of the incoming message [3; 4].

The comprehension findings are also broadly compatible with previous research on pausing
in second-language listening. Blau [5] demonstrated that characteristics of spoken input, including
pauses, can influence listening comprehension. Similarly, Jacobs et al. [6] and Leeser [7] examined
the role of pausing as an input characteristic and reported that the temporal organization of spoken
language can affect learners' processing and comprehension. The present findings extend this line of
research by focusing specifically on pauses placed at semantic boundaries and by examining A2-
level learners. The fact that the lexical and grammatical content remained unchanged between the
two conditions suggests that the improvement observed in the present study was associated with the
temporal modification of the input rather than with differences in the content of the listening
materials.

At the same time, the results concerning perceived mental effort require a more cautious
interpretation. Participants’ mean mental-effort rating decreased from 5.38 in the original condition
to 5.13 in the semantic-pause condition. Descriptively, this represents a reduction of 0.25 points.
However, the difference was not statistically significant (p = .207). Therefore, the present findings
do not demonstrate a statistically reliable reduction in perceived mental effort. This result indicates
that improved comprehension did not necessarily correspond to a measurable reduction in the
amount of mental effort reported by the participants.

One possible interpretation is that semantic pauses may have allowed learners to use
additional processing time more effectively without necessarily making the task feel substantially
easier. Learners may have used the additional time to process, retain, and integrate information,
resulting in better comprehension while maintaining a similar level of subjective mental effort. In
this sense, the manipulation may have changed how learners allocated their available cognitive
resources rather than simply reducing the total effort required for the task. This interpretation is
compatible with the distinction between task performance and perceived mental effort in cognitive-
load research [3; 4].

Another possible explanation concerns the measurement of cognitive load. In the present
study, perceived cognitive load was operationalized through a single subjective mental-effort rating
collected after each listening task. Such ratings provide useful information about learners'
perceptions of task difficulty, but they may not capture all aspects of cognitive processing during
listening. The increase in the standard deviation from 1.41 in the original condition to 1.78 in the
semantic-pause condition also suggests considerable individual variation in participants' responses.
Some learners may have experienced the pauses as helpful processing opportunities, whereas others
may have perceived them as interruptions to the natural flow of the recording. Consequently, the
absence of a statistically significant difference should not be interpreted as evidence that semantic
pauses have no relationship with cognitive processing.

The difference between the comprehension and mental-effort findings is particularly
relevant to the interpretation of the present study. Semantic pausing produced a significant
improvement in the outcome directly measuring comprehension, while the subjective measure of
mental effort showed only a small, non-significant reduction. This suggests that the primary
observable benefit of the manipulation in this sample was improved comprehension rather than a
clear reduction in perceived effort. The results therefore partially support the assumption that
providing additional processing time can facilitate listening, but they do not fully support the
expectation that such support will necessarily reduce learners' subjective cognitive load.
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The counterbalanced within-subject design provides an important strength when interpreting
these findings because every participant experienced both listening conditions. This allowed the
comparison to be made within the same learners rather than between two completely separate
groups. In addition, the original and semantic-pause recordings contained the same lexical,
grammatical, and informational material, with the experimental manipulation limited to the addition
of pauses. Nevertheless, the study has several limitations. First, the sample was relatively small and
consisted of 24 A2-level learners from the same educational setting, which limits the extent to
which the findings can be generalized to other learner populations. Second, the comprehension
measure was based on 10-item tests, meaning that relatively small changes in performance could
produce noticeable differences in scores. Third, perceived mental effort was measured using a
subjective rating scale and therefore may have been influenced by individual differences in how
participants interpreted and used the scale.

Future research could address these limitations by involving a larger and more diverse
sample of learners and by using multiple measures of cognitive load. For example, subjective
mental-effort ratings could be combined with measures of task difficulty, processing time, or other
indicators of cognitive processing. It would also be useful to investigate whether the effect of
semantic pauses depends on the number, duration, and exact location of pauses, as well as on
learners' proficiency level. Comparing A2 learners with learners at higher proficiency levels could
further clarify whether additional processing time is particularly beneficial at lower levels of
language proficiency.

In conclusion, the findings suggest that semantic pausing can support listening
comprehension among A2 EFL learners. Participants achieved significantly higher comprehension
scores when listening to recordings containing pauses at semantic boundaries. However, the
corresponding reduction in perceived mental effort was small and did not reach statistical
significance. Thus, within the conditions of the present study, semantic pausing appears to have a
clearer relationship with comprehension performance than with learners' subjective perception of
mental effort.

Conclusion

The present study examined the effect of semantic pausing on listening comprehension and
perceived mental effort among A2-level EFL learners. The results indicate that adding one-second
pauses at semantic boundaries had a positive effect on listening comprehension. Participants
achieved significantly higher comprehension scores in the semantic-pause condition than in the
original condition, suggesting that providing brief additional processing time can support learners’
understanding of spoken input.

At the same time, the findings did not demonstrate a statistically significant reduction in
perceived mental effort. Although participants reported slightly lower mental-effort ratings when
listening to the recordings containing semantic pauses, the difference between the two conditions
was not statistically significant. Therefore, the results suggest that semantic pausing may improve
listening performance without necessarily producing a corresponding reduction in learners’
subjective perception of mental effort.

These findings provide partial support for the application of Cognitive Load Theory to
second-language listening. The additional processing time provided by semantic pauses may help
learners manage the temporal demands of continuous speech and allocate cognitive resources more
effectively. However, the absence of a significant effect on perceived mental effort indicates that
improved comprehension and perceived cognitive load may not necessarily change in parallel.

From a pedagogical perspective, semantic pausing represents a relatively simple
modification that can be incorporated into listening materials for lower-proficiency learners without
changing their lexical, grammatical, or informational content. Carefully positioned pauses may
therefore be useful when designing or adapting listening activities for A2-level EFL learners,
particularly when learners are expected to process information in real time.
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Nevertheless, the findings should be interpreted in light of the study’s limitations, including
the relatively small sample, the single educational setting, the use of short comprehension tests, and
the reliance on a subjective measure of mental effort. Further research with larger and more diverse
samples, longer listening materials, and multiple measures of cognitive load is needed to establish
whether the observed effects can be replicated across different learner populations and listening
conditions. Future studies could also examine how pause duration, frequency, and placement
influence both comprehension and cognitive processing.

Overall, the present study suggests that semantic pausing can be a useful temporal
modification of spoken input for A2-level EFL learners. Its clearest observed benefit was improved
listening comprehension, whereas its effect on perceived mental effort remained limited and
statistically inconclusive.

References:

1. Goh C.C.M. A Cognitive Perspective on Language Learners’ Listening Comprehension
Problems // System. — 2000. — Vol. 28. — No. 1. — P. 55-75. — DOI: 10.1016/S0346-251X(99)00060-
3.

2. Vandergrift L., Goh C.C.M. Teaching and Learning Second Language Listening:
Metacognition in Action. — New York: Routledge. — 2012.
3. Sweller J. Cognitive Load During Problem Solving: Effects on Learning // Cognitive
Science. —1988. — Vol. 12. — No. 2. — P. 257-285. — DOI: 10.1207/S15516709C0G1202_4.
4. Jiang D. Cognitive Load Theory and Foreign Language Listening Comprehension. —
Singapore: Springer. — 2024. — DOI: 10.1007/978-981-97-2317-1.
5. Blau E.K. The Effect of Syntax, Speed, and Pauses on Listening Comprehension // TESOL
Quarterly. —1990. — Vol. 24. — No. 4. — P. 746-753. — DOI: 10.2307/3587129.
6. Jacobs G.M., et al. The Effect of Pausing on Listening Comprehension. — 1988. — ERIC
ED304018.

7. Leeser M.J. The Effects of Topic Familiarity, Mode, and Pausing on Second Language
Learners’ Comprehension and Focus on Form // Studies in Second Language Acquisition. — 2004. —
Vol. 26. — No. 4. — P. 587-615. — DOI: 10.1017/S0272263104040033.

8. Paas F.G.W.C. Training Strategies for Attaining Transfer of Problem-Solving Skill in
Statistics: A Cognitive-Load Approach // Journal of Educational Psychology. — 1992. — Vol. 84. —
No. 4. — P. 429-434. — DOI: 10.1037/0022-0663.84.4.429.

88




