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Pedagogical Sciences

Speech development in inclusive
classrooms

Gasimova Tanzila
Under ADPU, Azerbaijan State Pedagogical College

Keys words: Inclusive education,speech development,teaching methods,communication
skills,social communication

The philosophy of inclusive education ensures the right and opportunity for all children, including
those with special educational needs, to study together with their peers in the same classroom
environment. All children, regardless of race, religion, gender, health conditions, or social
background, are included in this concept. The main goal of inclusive education is to maximize each
learner’s potential, eliminate discrimination, and fully integrate them into society.

The modern education system, based on an inclusive approach, aims to provide equal learning
opportunities for children with different developmental levels, learning difficulties, speech
disorders, and psychological characteristics. In this context, work on speech development not only
improves language skills but also contributes to socialization, cooperation, emotional expression,
and the formation of communicative culture. The development of speech skills in an inclusive
classroom is considered one of the key indicators of the quality of instruction, as children acquire
knowledge, express their ideas, and communicate effectively with peers through speech.
Therefore, the systematic and purposeful organization of speech development work should be at
the center of the educational process in inclusive settings.

Speech development in an inclusive classroom is based on instruction tailored to the individual
needs of each student. This process should begin with an initial diagnostic assessment of the
learners’ speech abilities to determine their individual needs. Since speech difficulties can vary
significantly from one child to another, a personalized approach must be selected accordingly.
Developing an Individual Education Plan (IEP) is crucial in determining appropriate methods. First,
the factor hindering speech development must be accurately identified. These factors may include
hearing impairment, intellectual disabilities, communication disorders, or language deficits. Once
the cause is identified, the methods that will positively impact the learner’s speech development
should be defined. The IEP should also clearly outline the learner’s speech level, comprehension
and attention skills, speech rate, expressive range, and social communication abilities.
Additionally, the plan must include clear, achievable, result-oriented goals adapted to the learner’s
developmental stage.

Differentiated instruction, which is a core element of inclusive education, involves presenting the
same material at varying levels of difficulty. Differentiation is also essential when working on
speech development. At this stage, adaptation—which involves concrete, classroom-level
modifications—may include simplified texts, smaller tasks, clear and concise verbal instructions,
and audiovisual support. These measures help children with speech difficulties experience success
and maintain motivation.

Developed speech is closely connected with the development of thinking. Speech directly
influences thinking, and thinking also contributes to the improvement of speech. Thus, the
development of speech and thinking is an interdependent, long-term process. For this process to
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succeed, learners must gradually acquire attention, listening, comprehension, imitation, and
participation skills, as deficits in any of these areas hinder effective speech development.

A learner expresses thoughts to others through speech. Mastering proper language use and rules
is one of the fundamental requirements in inclusive classrooms. Active learning methods and
interactive lessons foster the development of speech skills. Alongside speech development,
students further improve facial expressions, gestures, and correct posture. Work with figurative
expressions and vocabulary enhances creative thinking. High-quality speech exercises and well-
prepared materials are essential to ensure meaningful speech. Furthermore, learners must be
provided with an environment in which they can use all necessary speech tools to express
themselves freely. As students develop oral skills, they begin to form figurative speech, adapt their
speech to new situations, construct expressive sentences, search for new words and expressions,
and develop logical sequencing of ideas. A learner’s mental development depends on speech
development. Through speech, attention, memory, willpower, and perseverance develop.
Expressing ideas orally and in writing enhances cognitive skills and allows learners to communicate
thoughts logically and coherently.

Speech development in inclusive classrooms is a key factor in a learner’s psychological and social
development. Speech not only enhances thinking, memory, attention, and self-control but also
supports socialization, cooperation, and communication.

In conclusion, speech development in inclusive classrooms is not merely about forming language
skills; it also ensures learners’ psychological, social, and creative growth. The methodological
competence and purposeful work of teachers play a decisive role in ensuring the effectiveness of
this process.
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ABSTRACT

This study examines the role of artificial intelligence (Al) in transforming university learning,
focusing on how Al tools support comprehension, writing, reading, and motivation. With Al
becoming increasingly common in higher education, it is important to understand how students
use these tools and what benefits or challenges arise. A quantitative survey was conducted among
19 university students to explore their usage patterns, perceptions of Al effectiveness, and
difficulties faced during learning. The findings show that Al is widely integrated into students’
academic routines, particularly for language learning, understanding complex topics, and writing
support. While Al improves comprehension and engagement, challenges such as information
overload, technical issues, and difficulty interpreting Al responses remain. The study highlights the
importance of guided Al use, digital literacy training, and personalized recommendations to
maximize learning outcomes. Overall, the research suggests that Al offers significant potential for
enhancing university learning, but its effectiveness depends on careful integration, support, and
strategies to overcome common obstacles.

KEYWORDS: Artificial Intelligence, Higher Education, Learning Support, Writing Skills,
Reading Skills

INTRODUCTION

Artificial intelligence (Al) is increasingly shaping higher education, with its use in learning
activities gaining significant attention. Al tools offer personalized support, simplify complex topics,
and provide students with instant feedback, transforming traditional learning approaches (Baker
& Inventado, 2014). In university settings, Al can support a wide range of academic tasks, including
language learning, writing, and reading, allowing students to access explanations and practice
exercises independently (Gonzalez et al., 2023). However, integrating Al into learning also raises
challenges, such as information overload, technical difficulties, and the need for proper guidance
(lvanova, 2020).

Among Al tools, chatbots like ChatGPT and Al-based language-learning applications have
emerged as prominent resources. ChatGPT, developed by OpenAl, uses advanced natural
language processing to provide coherent, context-aware responses to users’ questions, enabling
interactive and adaptive learning experiences (Vaswani et al., 2017). Unlike traditional learning
methods, ChatGPT can provide immediate feedback, explanations, and language support, making
it especially useful for tasks like writing assistance and understanding complex concepts
(Almarzooq et al., 2023). Similarly, Al language-learning apps such as Duolingo allow students to
practice vocabulary, reading, and listening skills independently, reinforcing classroom instruction.

The frequent use of Al in students’ academic routines suggests that these tools are
becoming an integral part of learning processes. Many students report relying on Al for
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explanations, homework support, and language practice, which highlights the growing
dependence on technology to supplement traditional teaching methods (Bekova, 2021).
Additionally, Al provides flexibility, allowing learners to study at their own pace, review content
multiple times, and engage with material outside of classroom hours (Cheng et al., 2021). This
flexibility is particularly valuable in higher education, where students must manage complex
coursework and develop self-directed learning strategies.

Despite its benefits, Al-assisted learning is not without limitations. Students often face
challenges such as receiving too much information, encountering technical issues, or struggling to
interpret Al-generated content correctly (Akhmetova, 2022). These difficulties can reduce the
effectiveness of Al tools if proper guidance and structured integration are not provided. Educators
play a key role in mediating these challenges by offering support, recommending best practices,
and integrating Al into the curriculum in a balanced and purposeful manner (Florian, 2014).

The primary objectives of this study are to examine how Al tools, particularly chatbots and
language-learning applications, support university students in comprehension, writing, reading,
and motivation; to assess the perceived effectiveness of Al in daily academic routines; to identify
common challenges faced by students; and to explore strategies for optimizing Al-assisted learning
in higher education.

Research questions:

1. How do Al tools support comprehension, writing, reading, and motivation in
university students’ learning?

2. What are the main challenges students face when using Al tools, and how can these
be addressed effectively?

3. How can Al be integrated into higher education to maximize its benefits while
minimizing potential limitations?

METHODS

This study employed a quantitative research design to examine how university students
use artificial intelligence in their daily learning and how they perceive its effectiveness in higher
education. In order to identify the frequency of Al use, determine which tools students rely on
most, and explore the challenges learners face when integrating Al into academic tasks, data were
collected through a structured questionnaire and analyzed using descriptive statistics to reveal
general tendencies and patterns.

The study involved 19 university students from different academic years and programs. All
participants regularly engage in university coursework and have varying levels of experience with
Al tools. Their age ranged from 17 to 24, representing a typical undergraduate learner population.
Since Al has recently become widely used among students, all participants reported having at least
some prior exposure to digital learning technologies.

The primary research instrument was an online Google Forms questionnaire consisting of
16 closed-ended items. The questionnaire included multiple-choice, Likert-scale, and frequency-
based questions grouped into several sections: frequency of Al use, preferred Al tools, perceived
effectiveness of Al for understanding lessons, impact on motivation, skills improved with Al,
challenges encountered.

These item categories were selected specifically to align with the study’s aim of
understanding how Al influences university learning experiences. The form was shared through
university student groups on social media platforms.

The research started with reading previous studies about Al in higher education to
understand what factors are important for student opinions and how they use Al tools. Using this
information, a clear and simple questionnaire was created. After making final corrections, the
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survey was shared with participants, and they were informed that their answers were confidential
and voluntary.

After collecting all responses, the data were examined using basic statistics provided by
Google Forms. The analysis looked at percentages, frequency counts, and the most common
trends across the six criteria. This helped the researcher clearly see how students use Al in their
daily studies and which areas of Al-based learning still need more improvement.

RESULT

Demographic and General Information

This survey, completed by 19 university students, offers an overview of their general use
of Al in academic contexts. The responses show how often students rely on Al tools, which types
of support they use most, and how helpful they consider these tools in their learning process. The
results indicate that Al has already become a regular part of students’ study routines, especially
for language learning, understanding complex topics, and receiving writing assistance. At the same
time, the data highlight several difficulties students still encounter, including information overload
and occasional technical problems.

Frequency of Al Use During Learning

Regarding the frequency of Al use during learning, 42.1% of students reported using Al
often, 31.6% stated that they use it very often, and 26.3% indicated that they use it sometimes
(Figure 1). Notably, no participants selected “rarely” or “never.” These results show that more
than 73% of students rely on Al tools on a daily or weekly basis, demonstrating a strong integration
of Al into their study habits. This suggests that Al has become an essential part of their learning
routines, particularly for explanations, homework assistance, and language-related tasks.

How often do you use Al tools (such as ChatGPT, Duclingo Al, Khanmigo, etc.) during your learning
process?

19 ateeTas

Figure 1
Frequency of Al tools Percent %
Very often 31.6%
Often 42.1%
Sometimes 26.3%
Rarely 0%
Never 0%

Table 1

Most Frequently Used Al Tools

When identifying which Al tools students rely on most, Al chatbots such as ChatGPT or Bard
were selected by 73.7% of participants, while the same percentage (73.7%) reported using Al
language-learning apps like Duolingo (Figure 2). Al video or explanation tools were used by 26.3%
of students, and 21.1% preferred Al summarizing or note-taking tools. A smaller group, 10.5%,
stated that they do not use any Al tools at all. These results show that chatbots and language-
learning applications dominate students” Al usage, suggesting that features such as instant
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feedback, clear explanations, and accessible practice activities are the most valued aspects of Al-
assisted learning.

Which Al tools do you use most frequently in your studies?
19 cveeTos

(Duol L3A)

14 (73,7 %)

Figure 2
Most Frequently Used Al Tools Percent %
Al chatbots (ChatGPT, Bard, etc.) 73.7%
Language learning apps (Duolingo, ELSA) 73.7%
Al video/explanation tools 10.5%
Al note-taking or summarizing tools 21.1%
| don’t use any Al tools 10.5%
Table 2

Effectiveness of Al in Understanding Lessons

Students’ perceptions of Al’s effectiveness in supporting lesson comprehension varied. A
total of 52.6% agreed that Al helps them understand lessons better, while 26.3% strongly agreed
(Figure 3). Meanwhile, 10.5% remained neutral and another 10.5% disagreed, with no students
strongly disagreeing. Overall, nearly 79% of participants found Al to be effective or highly effective,
indicating that Al contributes to improved comprehension by providing clear explanations,
illustrative examples, and immediate clarification during learning activities.

Do Al tools help you understand lessons better?

19 otBeTOB

@ Strongly agree
® Agree
Neutral
@ Disagree
@ Strongly disagree

Figure 3
Helpfulness Percent %
Strongly agree 26.3%
Agree 52.6%
Neutral 10.5%
Disagree 10.5%
Strongly disagree 0%
Table 3

Impact of Al on Motivation and Interest

When asked about Al's impact on motivation and interest in learning, 52.6% of students
agreed that it makes learning more engaging, while 10.5% strongly agreed (Figure 4). Meanwhile,
31.6% were neutral, and 5.3% strongly disagreed. These findings suggest that Al can enhance
motivation, particularly through interactive features and personalized feedback, although some
students’ engagement still depends on teaching methods and individual learning preferences.
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Does using Al make learning more interesting and motivating for you?
19 oTaeron

@ Strongly agree
@ Agree

@ Neutral

@ Disagres

@ Strongly disagree

Figure 4

Skills Improved the Most Thanks to Al

When evaluating which skills improved the most through Al use, 42.1% of students
reported improvements in writing, 21.1% in reading comprehension, 21.1% in speaking and
pronunciation, and 15.8% in vocabulary (Figure 5). No students selected problem-solving or
“none.” These results indicate that Al tools are particularly effective for writing and reading tasks,
likely due to the detailed feedback, corrections, and explanations provided by chatbots and
language-learning apps, while improvements in speaking skills are less pronounced.

Which skills improved the most thanks to Al?

19 oTBeTOB

@ Writing skills

@ Vocabulary

@ Speaking/pronunciation
@ Reading comprehension
@ Problem- solving

@ None

Figure 5
Challenges Faced When Using Al
Students reported several challenges when using Al: 36.8% experienced information
overload, 21.1% faced internet or device issues, 15.8% had difficulty understanding Al instructions,
10.5% felt Al was not always accurate, and 15.8% reported no challenges (Figure 6). The most
frequent issue was receiving too much information, which can make learning confusing, while
technical problems also posed a notable barrier to effective Al use.

What is the biggest challenge you face when using Al?
19 oTBETOB

@ Al gives too much information1
@ Not always accurate

@ Difficult to understand instructions
@ Internet/device issues

@ No challenges
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Figure 6

No | Criterion Key Findings Interpretation

1 Frequency of Al Use 31.6% very often, Al is widely integrated into daily student
42.1% often routines.

2 Preferred Al Tools 73.7% chatbots & Students rely most on tools offering
language apps instant feedback.

3 Al Effectiveness 78.9% positive Al significantly supports lesson
responses comprehension

4 Motivation 63.1% positive Al increases interest but not for everyone

5 Skills Improved Writing (42.1%) top Al helps most with text-based academic
skill tasks.

6 Challenges Info overload Students need guidance to use Al more
(36.8%) main issue effectively.

Table 4

Overall, the results of this study demonstrate that Al has become an integral part of
university students’ learning routines, particularly for understanding complex topics, improving
language skills, and supporting writing tasks. Students generally perceive Al as effective in
enhancing comprehension and motivation, though challenges such as information overload and
technical issues remain. These findings suggest that while Al offers significant benefits for higher
education, structured guidance and support are essential to maximize its positive impact on
student learning.

DISCUSSION

The results of this study provide valuable insights into how university students use Al tools
in their academic routines and the challenges they face. The findings highlight the importance of
Al in supporting learning, especially for understanding complex topics, improving writing, and
practicing languages. At the same time, students encounter difficulties such as information
overload and technical issues, which can limit the effective use of Al. These findings align with
previous studies emphasizing the role of Al in enhancing learning outcomes, engagement, and skill
development (Baker & Inventado, 2014; lvanova, 2020; Bekova, 2021).

Regarding the frequency of Al use, over 73% of students reported using Al often or very
often, indicating that Al has become an integral part of their study routines. This suggests that
students rely on Al tools not only for quick explanations but also for completing homework and
practicing language tasks. These results reflect prior research that highlights the growing
integration of Al in higher education (Akhmetova, 2022).

In terms of the types of Al tools used, 74% of students preferred chatbots like ChatGPT and
language-learning apps such as Duolingo. Other tools, including video explanations and note-
taking apps, were less frequently used. This emphasizes that students value instant feedback, clear
explanations, and interactive learning activities. However, challenges such as information overload
(37%) and technical issues (21%) show that guidance and structured use are needed to maximize
Al’s benefits (Bekova, 2021).

Students reported that Al effectively supported lesson comprehension, with 79%
indicating improved understanding. This aligns with research showing that Al can clarify complex
content, provide examples, and offer immediate support, although some students may still
struggle with more complicated material (Gonzalez et al., 2023).
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Regarding motivation, 63% of students stated that Al made learning more engaging, while
a smaller group remained neutral or disagreed. These findings suggest that Al can enhance
motivation, particularly through interactive features and personalized feedback, but learning
engagement still depends on individual learning preferences and instructional design (Baker &
Inventado, 2014).

Finally, the main challenges identified include information overload (37%), internet or
device problems (21%), difficulty understanding Al instructions (16%), and occasional inaccuracies
(10%). Addressing these challenges requires guidance on effective Al use, training to build digital
literacy, and careful selection of Al tools to suit learning goals (Akhmetova, 2022; Bekova, 2021).

Overall, this study shows that Al can be a helpful tool for learning. It can improve
understanding, writing, reading, and make studying more interesting. However, its benefits
depend on using Al in a planned way, with guidance and support to avoid problems like too much
information or technical issues. To help students get the most from Al, schools and teachers can
provide training on how to use Al tools, suggest apps or chatbots that fit students’ needs, and
guide them during practice. Addressing these challenges—such as information overload, device
problems, and difficulty understanding Al instructions—will make Al use more effective and
support better learning outcomes.

CONCLUSION

In conclusion, this study highlights the significant role of Al tools, such as ChatGPT and
language-learning applications, in supporting university students’ learning processes, particularly
in comprehension, writing, reading, and motivation. The findings show that students who
frequently use Al tools benefit from instant feedback, clear explanations, and accessible practice
activities, which enhance their understanding and engagement in academic tasks. Al has thus
become an important supplement to traditional learning methods, providing flexible and
personalized learning opportunities.

However, the study also identifies challenges that may limit the effectiveness of Al,
including information overload, technical issues, and occasional difficulties in understanding Al-
generated content. These limitations suggest that Al alone cannot replace structured guidance or
human-led instruction. Integrating Al with educator support, clear usage strategies, and targeted
training can help students overcome these challenges and maximize the benefits of Al-assisted
learning.

Moving forward, combining Al tools with traditional teaching approaches offers a balanced
and effective method for higher education. Future research should focus on refining Al tools to
enhance their reliability, user-friendliness, and adaptability to individual learning needs, ensuring
that students can fully leverage Al for academic success.
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INGILIS DILININ TODRISININ TOTBIQ]
TENDENSIYA

dfsana Riistam qizi Basirzada
Azarbaycan Dovlat Pedaqoji Universitinin Saki filiali, muallim

XULASO

Muallim pesakarliginin artiriimasinda va inkisafinda gabaqcil tacribanin tahlil olunmasi,
oyranilmasi ile yanasi, saxsi tacribanin da yayilmasi asas amildir. Bela ki, muallim magalaler
hazirlayib, nasr etdirmali, mUasir informasiyakommunikasiya texnologiyalarindan istifads etmakls,
internet resurslari vasitasile pesa saytl va programlari yaradaraq saxsi tacribasini bolismalidir.
Bunu reallasdirmagq Ucln tahsilveranlara alverisli sarait yaradilmali, masalan, distant va ya ananavi
kurslar, tslimlar, konfranslar, seminarlar, muzakiraler, musabigalar, olimpiadalar, layihalar,
treninglar taskil edilmalidir. Bela tadbirlarde muallimlarin istiraki pesakarligin artiriimasina xidmat
edir. MUasir tahsile yeni yanasmalar tadris materiallarinin, programlarinin, metodlarinin,
yanasmalarinin, texnologiyalarin modernlasdirilmasi ananavi “pesakarligin” da dayismasini,
muasir talablara cavab vermasini talab edir. Bunun Ugiin isa har bir muallima 6zinl inkisaf
etdirmak Ucln sarait yaradilmali ve dastak olunmalidir.(1,45)
Dinyada bas veran davamli dayisikliklar fonunda 6lkamizin tahsil sektoru da dévrin talablarina
uygun olaraq inkisaf edir. Bu proses ingilis dilinin tadrisinin mdasir doévrin talablarina
uygunlasdiriimasini zaruri edir. Aydindir ki, darsin XXI asrin talablarina uygun taskilinds,
sagirdlards tangidi duslince, yaradiciliq, smakdaslig, Unsiyyst, 6zUnl takmillasdirma va 6zin(
inkisaf kimi bacariglarin inkisaf etdirilmasinda xarici dil muallimlarinin rolu danilmazdir. Aparilan
elmi arasdirmalara, mUsahidalara asasan misallimlarin pesakar inkisafinin daim hayata kecirilmali
va davamli olarag nazarat edilmali bir proses oldugu aydin gorulir. Tadrisde pesakar inkisaf
musallimlarin pedaqoji bilik va bacariglarini inkisaf etdirmak, keyfiyyastini artirmaqdir. Tadris
metodunu takmillasdirmak, kecdiyi movzulara dair sorgu-sual etmak, 6ziine inam gazanmag,
oyranmayi oyratmaya calb etmak, bolismak, tasir gdstarmak, smakdasliq etmak ham musallimin,
ham da sagirdin faaliyyatini takmillasdirmak va yeni trendlardan xabardar olmaqdir.
Acar sozlar: tendensiya,arasdirma, dyranms, dil, sifahi, yazili, pesakarliqg, inkisaf

ingilis dilini ®yranmaya baslamaq tciin an yaxsi vaxtin na vaxt oldugu suali hala da aktual olaraq

galir.Bu casqinhqg ciddi arasdirma obyekti olmusdurDil dyranmanin erkan tatbiqgi atrafinda erkan
mizakiralarin coxu maktablar kritik dovr farziyyasina (CPH) asaslanmisdir ki, bu da genis sakilda
ifads edilir.(2,12)
Bu sahads anlayis asagidakilari taklif edir:
m dil 6yranmak lclin optimal yasla bagl arasdirmalar naticasizdir
m erkan baslangic usaglarin miinasibatine misbat tasir gdstarir
m erkan baslangicin yegana UstlnlUyd aktiv olarag sarf olunan vaxtin Gmumi migdaridir.
ingilis dilinda akademik mikammallik giris baximindan bir némrali prioritet olmalidir Naticads, bir
cox Olkalarda usaglar indi 6yranmaya baslayirlar. Tadris Gglin an uygun yanasma hansidir.Ganc
oyrananlar?

Bu suala diizglin cavab yoxdur, ¢linki bu, bir cox amillardan asili olacaq: yas usaglarin sayi, sinif
Olclst, muaallimin saristasi, resurslarin moévcudlugu, maktab konteksti va onu yaradan organlar
tarafindan qurulmus ¢arciva arazi U¢ln tahsil manzarasi.
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Sifahi inkisaf oxumaq va yazmaqdan avval olmalidirmi? Disiinca maktabi var Bu, usaglarin effektiv
sokilde modellasdirilarak dili esitmakla an yaxsi dyranmalarini taklif edir Bazi kontekstlarda
usaglari erkan oxumaga sovq etmak daha manali ola bilar.

Dil tadrisinda musallimlarin pesakar inkisafini asanlasdirmagq tGgln mixtalif yanasmalar mévcuddur.
Bu asasda Burns and Richards (2009) pesakar inkisaf faaliyyatlorini amakdashq, tadgigat ve
tacriba yolu ila tasnif edir. Richards and Farrell (2005) isa bu faaliyyatlari neca hayata kegirildiyina
uygun olmagqla fardi, birabir, grup asasli, miassisa ¢arcivasi saklinda kateqoriyalara bolir va har
kateqoriya Uzra inkisaf bacariglarini GUmumilasdirir. Bu faaliyystlara konfranslar, seminarlar, 6ziina
nazarat, hamkarlari tarafindan misahida, muallimlarin portfeli, kritik hadisalarin tahlili, refleksiv
tacriba va faaliyyat tadqiqgati daxildir.(4,46)

Tahsilda xarici dil musallimlarinin pesakar inkisafini takmillasdirmak UGcln ilk olarag mihim
problemlar va ehtiyaclar arasdirilib tapilmalidir. MuUsllimlarin pesakar inkisafi il alagali
garsilasdiglari ¢atinliklari, ehtiyaclari daha darinden dyrenmays komak edacak arasdirmalara da
ehtiyac vardir. Bu asasda Ozbilgin (2016), xarici dil musallimlarinin pesakar inkisafla bagli
ehtiyaclarini arasdiraraq asagidaki takliflari irali strdr:

1. Xarici dil msllimlarinin 6z inkisaflari G¢ln elmi konfranslarin, beynalxalg va yerli tahsil
layihalarin istirakcisi olmasi.

Mdiallimlar Ggln uzunmiddatli seminar va praktikalarin taskilinin magsadauygun hesab
olunmasi.

Ixtisasartirma clin daha praktik tadbirlarin hayata kecirilmasi.

Oyranmanin tasvigi Uclin maktablararasi emakdasliq tadbirlarinin gérilmasi.

Pesakar inkisaf tadbirlarinin onlarin tadris kontekstina uygunlugunun nazara alinmasi.
Muisllimlar garar gabuletma prosesinds, tadbirlarda faal istirak etmak istayirlar. Bels
oldugda, musllimlar daha c¢ox amakdasliga, tacriibs mibadilasina ehtiyac ve maraq
duyurlar. Bu da muallimlarin pesakarligini zanginlasdirir va dyranmays, dyratmays maragi
artirir.

7. Maallimlarin basqga maktablarls, hamkarlari ila qarsiligli alaga sabakasi formalasdirmasi.
Ozinutahsil, 6z biliklarini takmillasdirmak, pedaqoji, elmi suralarda, seminarlarda, konfranslarda,
misabigalards, layihalarda istirak, midasir talim texnologiyalarini, metodlarini manimsamak, yeni
biliklara-bacariglara vyiyalanmak, informasiya-kommunikasiya texnologiyalarindan samarali
istifade etmak, innovativ faaliyyst, tagdimatlarin hazirlanmasi va tagdim olunmasinda istirak
yuxarida geyd olunan faaliyyat planinin hayata kecirilmasi va reallasdirilmasi yollari hesab oluna
bilar.

ABS-in Simali Karolina Universitetinin professoru, “Nobel” mukafati laureati 9ziz Sancar Bakida
Tahsil Nazirliyi va Azarbaycan Dévlst igtisad Universitetinin (UNEC) birgs taskilatcihigi ila 12 iyun
2017-ci ilds talabalarla gdriis zamani dediyi kimi: “Oziniza yaxsi misllim secin. Els bir misllim ki,
pesasinin sarafli oldugunu anlamagla yanasi, onun masuliyyatli, ¢catin va mirakkab bir is oldugunu
gabul etsin” (Hasanova, 2018). Muallim pedaqoji faaliyyat middstinda bir sira magamlara diggat
yetirmalidir. Onun bilmali va bacarmali oldugu magamlari Museyib ilyasov “Musllim pesakarligi va
pedaqoji saristaliliyin miasir problemlari” adli monografiyada asagidaki kimi gruplasdirir(4,28)
Mdsllim hazirliginda pedaqoji saristaliliyin bir neca névini geyd eds bilarik:

e qarslya aydin magsadlar goymagq va onlara ¢catmagq Uclin nazari biliklara, praktik verdislara

yiyalanmak;

e psixoloji bacariglara sahib olmaqg: buraya 6zlinanazarat, 6zinaaminlik, sagirdlarin fordi
psixoloji xUsusiyyatlarina baladlilik bacarigl, disiinms, adaptasiya, mucarradlasdirms,
tafakkir va taxayyulln sarbastliliyi, aydinligi, orjinalligi kimi keyfiyyatlar daxildir;

e pedaqoji prosesi nazaratda saxlamagq, obyektiv analiz va sintez etmak, giymatlandirmak;

N

o hsEWw
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e 0z Uzarinda fasilasiz islamak, yerli va xarici mivafiq adabiyyatlarla mitamadi tanislig, tahsil
sahasinda meydana cixan yeni texnologiyalari manimsamak, gabagcil tacribalers istinad
etmak;

e tadris prosesinda sagirdlarin ham maragini, ham da faalligini tamin etmak, bunun Ugiin
ananavi va mlasir metodlarin garsiligh, inteqrativ formada tagdim olunmasi;

e verlive dlnyavi dayarlarin vahdatds tarbiys olunmasi;

e talim prosesinda aks-alaganin tamin olunmasi;

e sagirdloerde 0zUnaaminlik, inamlilig, problemli vaziyyatda obyektiv cevik gararlarin
verilmasi, saglam raqabata girmak, tangidi
muihakima yurttmak, fikirlarini asaslandirmaq, qarar gabul etmak, fikir mixtalifliyine
hormatla yanasmag, fardi va kollektiv amak muhitina uygunlasmaqg kimi bacarig va
vardislarin formalasdiriimasi;

e varana bilacak har hansi anlasilmaz saraitden, mibahisali va narahatliq yarada bilacak
vaziyyatlardan cevik, siratli gararlar gabul edarak ¢ixmag;

e magsada catmaq Ugln yeni innovasiyalardan ssmarali istifads;

e ictimai-sosial hayatda musllim saxsiyyatini, nifuzunu, amalini goruyub saxlamag;

o faaliyyat gostardiyi kollektivda va sagirdlar arasinda 6ziina inam, etibar, etimad gazanmag;

e saxsi masuliyyat, dinlamak va anlayisla gabul etmak bacarigi.
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Abstract

This article explores the impact of teaching collocations on the development of speaking skills in
English language learning, emphasizing the central role of lexical chunks in verbal communication.
Speaking remains one of the most challenging skills for second-language learners due to the
cognitive complexity of real-time language processing. Therefore, effective vocabulary
instructional techniques are crucial for enhancing oral proficiency. Collocation teaching, grounded
in the Lexical Approach and supported by research on formulaic language, equips learners with
ready-made linguistic units that significantly reduce mental processing load during speech
production.

The article identifies several major benefits of collocation instruction, including improved oral
fluency, enhanced grammatical and lexical accuracy, richer and more context-specific vocabulary
knowledge, and greater pragmatic appropriateness. It also highlights the psychological dimension,
noting that learners with strong collocational competence display increased communicative
confidence, reduced anxiety, and a higher willingness to engage in spontaneous conversation.

By synthesizing theoretical viewpoints and pedagogical practices, the study argues that
collocation-focused instruction should be integrated systematically into English language
curricula. Findings demonstrate that teaching collocations not only supports more natural,
idiomatic, and efficient speech but also prepares learners for authentic communication across
diverse real-world settings. Consequently, collocation instruction emerges as a key and highly
effective strategy for strengthening overall speaking proficiency in English as a foreign language.

Introduction

Speaking is a fundamental component of communicative competence and one of the most difficult
skills for foreign language learners to acquire. Traditional vocabulary teaching approaches often
rely on single-word memorization, which fails to prepare learners for the demands of spontaneous
conversation. Collocations—frequently co-occurring word combinations—represent a more
authentic and functional unit of language that supports real-time communication (Lewis, 1993).
Researchers such as Wray (2002) and Nation (2013) argue that mastery of formulaic sequences is
essential for achieving fluency and naturalness in spoken English. This article examines how
teaching collocations enhances learners’ speaking skills and why collocational competence is key
to effective communication.

2. Theoretical Background

2.1 The Lexical Approach and Collocations

Sinclair (1991) emphasizes that language is largely constructed through prefabricated chunks
rather than freely generated grammar structures. Building on this idea, Lewis (1993) proposed the
Lexical Approach, which positions collocations as central to language acquisition. Rather than
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treating vocabulary as isolated items, this approach views language as an interconnected network
of lexical combinations.

2.2 Formulaic Language Research

Formulaic language research suggests that learners store common phrases as whole units and
retrieve them quickly during speech (Wray, 2002). This storage-and-retrieval mechanism reduces
cognitive load and enhances the fluency of spoken language. Consequently, teaching collocations
contributes significantly to learners” communicative competence.

3. The Impact of Teaching Collocations on Fluency

Fluency involves smooth, continuous, and coherent speech. Collocations help learners produce
language rapidly because they function as pre-assembled lexical blocks. Studies by Nation (2013)
show that learners who master lexical chunks experience fewer pauses, repetitions, and self-
corrections during speech.

Expressions such as make an effort, take responsibility, or highly successful enable learners to
express themselves more effortlessly. The automatic retrieval of such chunks leads to a more
natural and uninterrupted speech flow.

4. The Impact on Accuracy

Accuracy refers to the correct and idiomatic use of linguistic forms. Many errors in learner speech
result from incorrect collocational choices rather than grammatical mistakes (Hill, 2000). Teaching
collocations helps learners avoid unnatural combinations—for example, do a mistake instead of
make a mistake—thus improving the grammatical and lexical correctness of speech.

Accurate use of collocations contributes to clearer, more native-like communication and allows
learners to convey meaning more precisely.

5. Contribution to Vocabulary Development

Collocation learning significantly contributes to the development of both breadth and depth of
vocabulary knowledge. Traditional vocabulary teaching often emphasizes memorization of
isolated words, which may leave learners unable to use them effectively in real-life contexts. In
contrast, collocations present vocabulary in meaningful combinations, providing learners with
ready-made units that are easier to retrieve and apply in speech. According to Schmitt (2010),
vocabulary knowledge is more durable and functional when words are learned in collocational
patterns, rather than as single, decontextualized items.

Learning collocations enhances semantic understanding because it allows learners to grasp
nuances of meaning and register differences. For example, the verb commit can appear in
different contexts: commit a crime, commit suicide, or commit to a decision. Each collocation
conveys a specific meaning and carries different connotations. By learning words in combination,
learners develop a deeper understanding of both the individual words and their appropriate
contextual usage.

Moreover, collocation learning supports the development of productive vocabulary, enabling
learners to use words accurately and naturally in speech. Learners who are familiar with
collocations such as make a decision, take responsibility, express an opinion, or pose a question are
better able to construct fluent and coherent sentences without hesitation. This is particularly
important in speaking, where processing time is limited and real-time communication demands
rapid language retrieval (Wray, 2002).

Collocations also facilitate pattern recognition in language learning. When learners observe and
internalize common word combinations, they develop an intuitive sense of which words "fit
together" in English. This contributes to lexical creativity, as learners can combine known
collocations with new vocabulary to express ideas more precisely and naturally. For example, once
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a learner knows the collocation make an effort, they may also produce related expressions like
make a good impression or make a significant contribution by analogy.
Another advantage is the development of receptive vocabulary skills. Exposure to collocations in
listening and reading activities allows learners to recognize familiar word combinations, improving
comprehension and enabling more active participation in conversation. This dual benefit—both
receptive and productive competence—makes collocation learning a highly efficient strategy for
vocabulary development.
Finally, collocation instruction strengthens long-term lexical retention. Because words are learned
in contextually meaningful clusters, they are stored as chunks in memory, making them easier to
recall during speaking. Nation (2013) notes that repeated exposure and meaningful usage of
collocations reinforce memory, allowing learners to retrieve words more quickly and use them
appropriately in diverse communicative situations.
In summary, teaching collocations enhances vocabulary development by:

e Promoting deeper semantic understanding and register awareness

e Strengthening productive and receptive vocabulary skills

e Supporting pattern recognition and lexical creativity

e Improving long-term retention and recall

e Facilitating fluent and natural spoken language
Collocation-focused vocabulary learning is therefore essential for learners aiming to achieve both
lexical richness and communicative competence in English.

6. Enhancement of Pragmatic and Communicative Competence

Effective oral communication requires understanding not only what to say, but how and when to
say it. Collocations often carry pragmatic meanings that vary by context and register. Kasper and
Rose (2002) argue that explicit instruction in pragmatic language enhances learners' ability to
choose contextually appropriate expressions.

For instance, take a break vs. take time off differ in usage, tone, and formality. Teaching such
distinctions helps learners communicate appropriately in academic, professional, or informal
settings.

7. Increased Speaking Confidence

Confidence is a crucial affective factor in language learning. Learners equipped with a broad set of
collocations feel more prepared for spontaneous interactions. According to Macintyre (2007),
reduced anxiety correlates strongly with improved willingness to communicate.

By providing learners with reliable lexical tools, collocation instruction fosters confidence,
encourages risk-taking in communication, and reduces hesitation during speech.

8. Pedagogical Implications

The significant role of collocation knowledge in enhancing speaking proficiency highlights the need
for teachers to integrate collocation-focused strategies systematically into English language
instruction. Effective collocation teaching requires a combination of explicit instruction,
meaningful practice, and continuous exposure to authentic language input. The following
pedagogical considerations outline how collocations can be incorporated into classroom practice
to maximize their impact on speaking development.

¢ Explicit teaching of high-frequency collocations

Teachers should prioritize high-frequency collocations that appear commonly in everyday
communication. Research by Nation (2013) emphasizes that learners benefit most from the
collocations that occur frequently across various oral contexts, such as make progress, take
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responsibility, have a discussion, and greatly appreciate. Explicit presentation of these items—
through explanation, examples, and contextualization—helps learners internalize them more
effectively.

e Using corpus-based resources

Modern corpora such as the British National Corpus (BNC) and the Corpus of Contemporary
American English (COCA) can be valuable tools for identifying authentic collocational patterns.
Teachers can guide learners to use online concordances to explore how words co-occur in natural
language. Corpus-based activities enable learners to notice lexical patterns, contextual nuances,
and register differences (Sinclair, 1991). This promotes learner autonomy and helps them engage
with real English usage.

e Integrating collocations into speaking activities

Collocations should be embedded in speaking tasks rather than taught only as vocabulary items.
Classroom activities such as role-plays, debates, interviews, problem-solving tasks, and
simulations can be designed to require the use of specific collocational patterns. For example, a
debate on environmental issues might encourage the use of collocations like take action, raise
awareness, or make an impact. Such targeted practice strengthens the connection between
collocational knowledge and spontaneous speech production.

e The role of noticing in collocation learning

Schmidt's (1990) Noticing Hypothesis emphasizes that language learning occurs when learners
consciously notice linguistic features in the input. Teachers can raise awareness of collocations by
highlighting them in texts, videos, dialogues, and listening materials. Highlighting, underlining,
color-coding, and attention-focusing tasks help learners consciously recognize collocations they
might otherwise overlook.

e Repetition, recycling, and retrieval practice

Retention of collocations requires spaced repetition and meaningful recycling. Teachers should
provide learners with multiple opportunities to encounter and produce the same collocations
across different lessons and topics. Retrieval exercises, such as gap-fills, sentence completions,
paraphrasing tasks, and oral drills, strengthen long-term memory and enhance automaticity in
speech (Schmitt, 2010).

e Corrective feedback focused on collocational errors

Learners often produce collocational errors even at advanced levels. Teachers should provide
gentle but explicit corrective feedback when learners misuse collocations during speaking tasks.
Feedback strategies such as recasts, clarification requests, or metalinguistic explanations help
learners adjust their lexical choices and internalize correct combinations.

e Encouraging learner autonomy through collocation journals

Maintaining a collocation notebook or digital log can help learners track new collocations, record
example sentences, classify them by theme, and note context of use. This practice supports
independent learning and strengthens lexical awareness. Learners can also categorize collocations
based on the type (verb—noun, adjective—noun, verb—preposition combinations), which reinforces
pattern recognition.

¢ Using authentic materials to enhance exposure

Authentic materials—such as movies, podcasts, interviews, news broadcasts, TED talks, and social
media content—provide rich examples of natural collocational use. Teachers can design listening
and speaking tasks around these materials to ensure learners hear collocations in meaningful
contexts. Exposure to authentic input reinforces natural pronunciation, stress patterns, and
pragmatic usage of collocations (Wray, 2002).

e Integrating collocations into assessment

Assessment practices should evaluate learners' collocational competence alongside grammatical
and lexical knowledge. Oral exams, presentations, discussions, and speaking tests can include
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rubrics that reward the correct use of natural and context-appropriate collocations. This
encourages learners to prioritize collocational learning as part of their speaking development.

¢ Addressing individual differences in learning

Learners differ in cognitive style, motivation, and language exposure. Some learners may acquire
collocations implicitly, while others require explicit instruction. Effective teachers adapt their
methods to accommodate these differences, offering both structured learning opportunities and
open-ended communicative practice. Motivation can also be enhanced by showing learners how
collocations increase fluency and confidence in real-life communication.

In summary, the pedagogical implications of collocation instruction highlight the need for a
balanced approach that combines explicit teaching, meaningful practice, corpus-informed
learning, feedback, and authentic communication. When systematically implemented, these
strategies significantly improve learners’ ability to produce fluent, accurate, and natural English
speech.

Conclusion

In conclusion, the teaching of collocations plays a pivotal role in enhancing the speaking skills of
English language learners. Collocational competence not only facilitates the accurate and fluent
production of speech but also contributes to learners’ overall communicative efficiency. By
providing learners with ready-made lexical units, collocation instruction reduces the cognitive
demands of real-time language production, allowing learners to focus more on content and
interaction rather than formulating each word individually.

The positive effects of collocation teaching are multidimensional. First, it significantly improves
fluency, enabling learners to speak more smoothly with fewer pauses, hesitations, or self-
corrections. Second, it enhances accuracy, as learners become aware of idiomatic and
grammatically correct combinations, reducing errors that arise from improper word pairing. Third,
collocation learning deepens vocabulary knowledge, equipping learners with contextually
appropriate and semantically rich language that can be used flexibly across different speaking
situations. Fourth, it promotes pragmatic competence, allowing learners to choose expressions
that align with the social, cultural, and situational context, thereby producing more natural and
socially appropriate speech. Fifth, collocation-focused instruction boosts learner confidence,
reducing anxiety during oral communication and increasing willingness to participate in
discussions, debates, presentations, and informal conversations.

From a pedagogical perspective, integrating collocations into the curriculum offers both practical
and theoretical advantages. Systematic exposure to collocations through explicit teaching,
authentic materials, corpus-based activities, and communicative tasks ensures that learners
internalize these lexical chunks and use them automatically in speaking. Furthermore, repeated
practice, feedback, and the maintenance of collocation journals reinforce learning and foster
learner autonomy.

Ultimately, collocation instruction represents a crucial strategy for achieving balanced oral
proficiency. It bridges the gap between grammatical knowledge and real-world communication,
preparing learners not only to produce correct sentences but also to communicate naturally,
effectively, and confidently in English. Given the increasingly globalized and communicative nature
of language use, educators should prioritize collocation teaching as an integral part of English
language pedagogy to ensure learners develop both competence and confidence in spoken
English.

In short, teaching collocations is not merely a vocabulary enhancement strategy—it is a
transformative pedagogical approach that equips learners with the tools necessary for fluent,
accurate, and contextually appropriate oral communication, ultimately fostering greater success
in both academic and real-life English interactions.
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Abstract

This article explores the application of guided discovery and rubric-based instruction in developing
Grade 11 students’ paragraph writing skills, particularly in exam preparation contexts. Guided
discovery, as a scaffolded learning approach, engages learners in noticing patterns, generating
hypotheses, and constructing rules independently, thereby promoting deeper cognitive
processing, metacognitive awareness, and learner autonomy. The study also highlights the role of
rubrics in providing clear expectations, supporting self-regulation, and enhancing writing
performance. An experimental implementation demonstrated that students who engaged in
structured guided discovery tasks, combined with rubric-guided self-assessment, achieved
improved paragraph cohesion, clarity, and overall writing quality. The findings underscore the
pedagogical effectiveness of scaffolded discovery and structured feedback in fostering active
learning, motivation, and transferable writing strategies.

Keywords: Guided discovery, Paragraph writing, Rubrics, EFL education, Exam preparation

Guided discovery — the carefully scaffolded process by which learners are led to notice patterns,
test hypotheses, and construct rules themselves — is central to effective language teaching
because it changes learning from passive reception into active knowledge construction. Bruner’s
insistence that “to instruct someone... is not a matter of getting him to commit results to mind.
Rather, it is to teach him to participate in the process that makes possible the establishment of
knowledge” 1 (p.72) re-frames the teacher’s role from knowledge-depositor to designer of
productive learning conditions. When instruction privileges process over rote product — when, in
Bruner’s words, the aim is “to facilitate a child’s thinking and problem-solving rather than to
provide the facts” 1 (p. 14) — learners are engaged in active sense-making: they manipulate
evidence, generate and test hypotheses, and thereby internalize generalizations on their own
terms. This matters for language classrooms in two intertwined ways. First, the cognitive work
involved in deriving a rule from examples forces deeper processing than copying a rule off the
board: when learners actively compare, contrast, and infer, memory traces are consolidated into
usable knowledge. Brown amplifies this point in his discussion of inductive and deductive
reasoning, noting that inductive procedures encourage hypothesis formation and deeper
cognitive processing — processes linked to better retention and learner autonomy 2 (pp. 110—
115). Second, discovery tasks provoke noticing: learners attend to the salient features of the input
because they need them to solve a task. Harmer emphasizes this mechanism, arguing that well-
designed discovery tasks provoke noticing and ownership of the grammar or lexis being learned,
which supports transfer to production 3 (pp. 48-52; 210-214). Pedagogically, guided discovery is
superior to unguided discovery because the “guided” element provides the scaffolding that
prevents cognitive overload and keeps learners focused on productive generalization. Scrivener
illustrates this in classroom terms: the teacher sequences tasks so learners experience the right
amount of challenge, offers prompts and clues rather than full explanations, and gradually
withdraws support as learners’ competence increases 4 (pp. 267—274). Thornbury’s practical
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treatment of grammar teaching shows the same logic at the micro level: learners who reach
grammatical generalizations through structured examples and focused tasks demonstrate
stronger ‘noticing’ and longer-lasting control than those who simply received deductive rules up
front 5 (pp. 51-62). These converging lines of theory and practice make clear why guided discovery
should be central to curriculum design: it fosters metacognitive skill (learners learn how to learn),
cognitive robustness (deeper processing and hypothesis-testing), and affective investment
(ownership and motivation). From a formative-assessment perspective, discovery tasks naturally
generate diagnostic information the teacher can use to tailor follow-up activities; as learners
attempt to solve an inductive task, their errors and hypotheses reveal the state of their
interlanguage and thus the next instructional step — precisely the kind of responsive teaching
Bruner envisaged when he reframed instruction as participation in knowledge-making 1 (p. 72).
Practically speaking, guided discovery is versatile: it supports vocabulary learning through
collocation-sorting tasks, grammar through example-analysis and rule-building, pronunciation
through focused listening and generalization, and writing through iterative problem-solving tasks
where readers’ expectations or discourse markers are teased out empirically. Importantly, guided
discovery is not the same as discovery without support; it is a carefully managed route between
teacher-led exposition and unguided trial-and-error, calibrated so learners still reach correct
generalizations while doing the cognitive work themselves. Research syntheses of inductive
teaching methods (e.g., Prince & Felder; review literature cited in Brown) report that inductive
designs often produce deeper conceptual learning and better retention when appropriately
scaffolded — outcomes that align with Bruner’s argument that education should facilitate thinking
and problem-solving rather than simple fact-transmission 1 (p. 14). For classroom teachers,
therefore, the design principles are straightforward: present meaningful data or examples that
foreground the target feature; pose a task that requires the learner to infer the pattern; provide
prompts, guiding questions and limited feedback; and finally, consolidate the generalization
explicitly once learners have arrived at it. When implemented in this way — following the theory
of learning-as-construction and the practical sequences described by Scrivener 4 and Thornbury 5
— guided discovery becomes both a cognitive engine for durable learning and a vehicle for
classroom empowerment: students gain not only linguistic knowledge but also strategies for
independent problem-solving, which in turn supports lifetime learning beyond the classroom. In
short, guided discovery matters because it aligns powerful cognitive mechanisms (hypothesis-
testing, noticing, elaborative processing) with humane pedagogy (learner autonomy, motivation,
scaffolded support), exactly what Bruner urged when he reframed instruction as the facilitation of
active knowledge-making rather than the transmission of inert facts 1 (pp. 14, 72).

Providing students with a rubric prior to an exam or assignment is widely recognized as a powerful
strategy to enhance learning, self-regulation, and performance. A rubric functions as a structured
guide that clearly articulates expectations, listing the criteria for quality work and performance
levels across a continuum 6 (pp. 1-20). Empirical evidence shows that when learners have access
to rubrics before completing tasks, they are better able to plan, monitor, and adjust their work,
which in turn improves self-regulation and metacognitive awareness 7 (pp. 627—650). Jonsson and
Svingby highlight that the use of scoring rubrics enhances the reliable scoring of performance
assessments and facilitates valid judgments of complex competencies 8 (pp. 130—144). By making
expectations explicit, rubrics reduce ambiguity, promote fairness, and increase transparency in
assessment, ensuring that all students are evaluated against the same standards. Furthermore,
the 2022 study by Brunstein et al. indicates that rubric use significantly reduces cognitive load
during self-assessment, allowing learners to focus more effectively on the quality of their work 7
(pp. 627-650). Beyond cognitive benefits, rubrics also improve students’ confidence and
motivation by providing clear indicators of what constitutes high-quality performance 8 (pp. 130-
144). In practical terms, sharing rubrics before an assessment enables learners to understand the
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essential components of the task, engage in self-directed planning, and anticipate the instructor’s
evaluative criteria. Consequently, rubric provision not only supports improved academic
performance but also fosters autonomous, reflective learning, reduces anxiety, and enhances
students’ ability to internalize expectations, making it an indispensable tool in contemporary
pedagogy.

Effective paragraph writing is a foundational skill in academic writing, as it allows the writer to
convey ideas clearly and coherently while guiding the reader through complex arguments. Central
to this skill is the topic sentence, which functions as the controlling idea for the paragraph and
ensures that all subsequent sentences support a single main point. As noted in The Science of
Academic Writing, “A paragraph starts with an opening, also called the topic sentence(s), which
indicates the contents of the paragraph and ends with a concluding sentence” 9 (p. 20). This
structure ensures that the paragraph maintains unity and that the reader can easily identify the
main idea. Similarly, Bailey (2011) emphasizes in Academic Writing: A Handbook for International
Students that paragraphs are “the basic building blocks of academic writing” and that well-
structured paragraphs help the reader follow the argument by dividing the text into manageable
and coherent sections 10 (pp. 45-46). Without a clear topic sentence, paragraphs risk becoming
disorganized, presenting unrelated or tangential information that confuses the reader and
weakens the argument.

Empirical research confirms the pedagogical importance of topic sentences, particularly in EFL
contexts. A study examining EFL learners’ paragraph writing found that students who failed to
include a clear controlling idea often produced paragraphs lacking unity and coherence 11
(pp. 12—15). The authors concluded that explicit instruction in writing topic sentences and
structuring paragraphs significantly improved students’ ability to maintain paragraph unity and
coherence. Similarly, in a 2022 study on EFL students’ descriptive paragraph writing, researchers
observed that paragraphs without a clearly stated controlling idea had lower ratings for cohesion
and overall quality, underscoring the role of topic sentences in guiding both the writing and
reading process 12 (pp. 7-10). These findings indicate that teaching students how to construct
effective topic sentences is not only a matter of form but also a crucial factor in enhancing the
clarity and persuasiveness of academic writing.

Topic sentences serve multiple cognitive and communicative functions. They provide the writer
with a roadmap, clarifying the purpose of the paragraph and ensuring that all supporting
sentences relate directly to the main point. For the reader, they act as signposts that highlight the
key idea of the paragraph and facilitate comprehension. According to the Rochester Institute of
Technology’s writing center, “Paragraph unity requires that all supporting sentences relate to the
topic sentence, which functions as a guide for development” 13 (p. 2). In this way, topic sentences
help manage both writer intention and reader expectation, increasing the effectiveness of
communication. Furthermore, research in EFL contexts demonstrates that explicit instruction in
topic sentences reduces student errors, enhances paragraph cohesion, and improves overall
writing quality 11 (pp. 12—15). These benefits are particularly salient for learners whose first
language does not follow the same conventions of paragraph structure in English, making clear
guidance on topic sentences indispensable.

Experimental Application in Grade 11 Exam Preparation

In the context of Grade 11 exam preparation, guided discovery was applied to scaffold learners’
paragraph writing skills for the State Exam Center assessments. The experiment followed a
structured sequence: first, students analyzed the writing prompt, identifying key requirements
such as word count, style, and tense; second, they located relevant sentences in reading material
to support their arguments, linking comprehension with writing tasks; third, learners generated
topic sentences, supporting ideas, and concluding statements using guided templates and
metacognitive reflection. Following the first draft, students engaged in grammar and spelling
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checks, peer-review sessions, and Al-assisted revision to refine their work. Finally, learners
evaluated their paragraphs against a rubric provided in advance, which allowed for self-
assessment and informed corrective action. This structured implementation of guided discovery
promoted active engagement, enhanced metacognitive awareness, and improved paragraph
cohesion and clarity, demonstrating the pedagogical effectiveness of scaffolded discovery tasks
for exam-oriented writing.

In conclusion, integrating guided discovery into exam preparation enables students not only to
internalize linguistic structures but also to develop autonomous problem-solving skills and self-
regulated learning strategies. The empirical and theoretical foundations outlined above confirm
that guided discovery, when coupled with explicit rubrics and structured reflection, produces
measurable gains in writing performance and cognitive engagement, making it a highly effective
instructional strategy for Grade 11 learners.

Conclusion

Integrating guided discovery with explicit rubric use offers a highly effective instructional approach
for enhancing students’ paragraph writing skills in exam-oriented contexts. By encouraging
learners to analyze examples, infer patterns, and evaluate their own work, this approach promotes
not only linguistic knowledge but also autonomous problem-solving and self-regulated learning
strategies. The practical implementation shows that scaffolded discovery tasks enhance
engagement, metacognitive awareness, and the quality of student writing. Overall, guided
discovery combined with structured feedback creates a learning environment that supports
durable knowledge acquisition, learner empowerment, and long-term academic development
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Icnonb30BaHMe UCKYCCTBEHHOTO
MHTEeNNEeKTa B 06pa3oBaTe/IbHOM npoLiecce

CraueHko O.A.
K.3.H., accou, npod., YHusepcuteT «Mupacy, r. LbimKeHT, KazaxcTaH

AHHOTaUMA: B 3STOM cTaTbe paccMaTpPMBAlOTCA KAOYEBble aCMEKTbl MCMONb30BaHMA
MCKYCCTBEHHOIO WHTENNEKTAa B 00Opa3oBaHMKM, BKAOYAA €ro npeuMmyllecTsa, npobaemsl w
nepcrneKkTMBbI PA3BUTUA.

Abstract: This article explores the key aspects of using Al in education, including its
benefits, challenges, and development prospects.

MHTerpauma MCKYCCTBEHHOro uHTennekta (M) B obpasosatenbHyto chepy CTaHOBUTCA
HEOTbEM/IEMOM 4YacTblo COBpemeHHOro obpasoBaTesnbHOro npouecca. M npepnaraet HoBble
BO3MOXXHOCTU A5 NepcoHanmnsaumm obydeHuns, aBTOMATU3aLUUN AaAMUHUCTPATUBHbLIX 33434 M
noBbleHMA 3PpPeKTUBHOCTM 0Opa30oBaTENbHbIX MPAKTUK.

B nocnegHue roabl Habnwoaaetca cTpemutenbHoe BHedpeHue M B obpasoBaTesibHble
yypexaeHma no scemy mmpy. B KasaxctaHe, Hanpumep, 95 BY30B yXKe MHTErpMpoBany HOBble
OMCUMNANHBI, cBA3aHHble ¢ MW, B cBOM yyebHble nporpammbl. MUHUCTEPCTBO 0H6pa3oBaHMA K
Haykn Pecnybankmn KasaxcTaH ytBepamno « KoHUEenTya/ibHble OCHOBbI BHeApeHua MW Ha 2025—
2029 roapl», YTO CBMAETENLCTBYET O FOCYA3PCTBEHHOM NOAAEPMKKE U CTPATENMYECKOM NOAXOAEe K
nHTerpaummn N B obpasosaHme [1].

MexayHapoaHble OpraHM3almMm TakyKe NpPu3HatoT BaxkHOCTb M B obpasosaHum. KOHECKO
noceaTMNo MexayHapoaHbli AeHb obpasoBaHuMa 2025 roaa WMCKYCCTBEHHOMY WHTENNEKTY,
noAYepKMBas HeobXOAMMOCTb MHBECTMLMIA B MOArOTOBKY MNpenojasatesnelt um CTyAeHTOB ANS
PAa3yMHOro MCNONb30BaHMA 3TON TEXHONOrMK B 06pa3oBaTelbHOM npoliecce.

MM nossonsetr aganTupoBaTb 0bOpa3oBaTeNbHbIM Npouecc noa  WMHAMBUAyaNbHblE
NoTPebHOCTM Kaxaoro yyaueroca. Cuctembl Ha ocHose M moryT aHanM3MpoBaTh YCNeBaeMoCTb
CTY,EHTOB, BbIABAATb UX CU/bHbIE M CNabble CTOPOHbI, Npeasaras COOTBETCTBYOLWME MaTepuanbl
W 33flaHnsA  ONA yAydlleHua pe3ynbTaToB. JTo cnocobcTsyeT 6onee rnyboKomy YCBOEHWMIO
MaTepmana 1 NOBbIWEHMIO MOTMBALMM YHaLLMXCA.

NN MOMeT 3HaYMTeNbHO YMNPOCTUTb aAMWHUCTPATMBHYIO paboTy B 0Opa3oBaTesibHbIX
yuypeaeHuax. ABTomaTmM3aluma NpoLLecCcoB, TaKMX Kak OLEHKa AOMALIHUX 3a4aHKni, COCTaBaeHue
pacnucaHMin mn obpaboTKa 3aABOK, MN03BOMAET 0CBODOOAWTL BPems npenogasatenen wu
aAMWUHUCTPATMBHOIO NepcoHana ana bonee BaxkHbIx 3a4a4 [2]. Ha pucyHKe 1 noka3aHbl OCHOBHble
Hanpas/ieHna ncnonb3osaHusa MM B obpasoBaHuu.
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PucyHok 1 - OcHOBHble HanpaBaeHUs Ucnosb3osaHma NI B obpaszoBaHmnm

Micnonb3sosaHme UM B obydeHWn cnocobCTBYET Pa3BUTUIO KOTHUTMBHBIX M KPeaTUBHbIX
cnocobHocTen  yyawmxcAa. Cuctembl Ha ocHoBe WKW  moryT npefocTaBaATb  y4allmMmcs
pasHoobpa3Hble 3afaHuA, CTUMYIMPYIOLLME KPUTUYECKOE MbllAEHME, pelleHne npobaem wu
TBOPYECKMIA NOAXOA K 0ByYeHuI.

BHeapeHne WM B8 o6pa3oBaHMe BbI3bIBAET PAL ITUYECKMX W MPABOBbIX BOMPOCOB.
Heobxoammo obecneunTb 3aWmTy MNEpPCOHaNbHbIX  AaHHbIX  yYallMxcA, npegoTBpaTUTb
ANCKPUMUHALMIO 1 obecnevnTb NPO3PaYHOCTb a/ITOPUTMOB, MCNOb3yeMblX B 0O6pa3oBaTe/IbHbIX
cucTemax.

Ons sdpdekTnBHOro mcnonbzoBaHma MM B obpasoBaTtenbHom npouecce HeobxoaMmo
NOAroTOBWUTL NeAaroros, 061a4atoULMX HEOBXOAMMbBIMM 3HAHUAMM U HaBblKaMK. ITO BKAKOYAET B
cebsa obyyeHne ncnonb3oBaHnio NM-MHCTPYMEHTOB, a TaK¥e MOHMMaHUE MX BO3MOMHOCTEN U
orpaHuyeHni.

BHeapeHne WM B obOpa3oBaHMe TpebyeT Ha/NM4YMA COOTBETCTBYIOLIEN TEXHMYECKOM
MHPPACTPYKTYpPbI, BKAOYAA BbICOKOCKOPOCTHOM WHTEPHET, COBPEMEHHbIE KOMMbIOTEPbLI U
nporpammHoe obecneyeHune. B HEKOTOPbIX pernoHax, 0COBEHHO B Pa3BMBAIOLLMXCA CTpaHax,
OTCYTCTBME TAaKOM MHPPACTPYKTYPbl MOMKET CTaTb CEPbE3HBIM NPENATCTBMEM ANA BHeapeHuA M B
obpasoBaTe/ibHbIN NpoLecc.

byayulee o06pa3oBaHMsA CBA3AaHO C  WHTerpaumMen MynbTUMoAanbHbix WU-cuctem,
cnocobHbix 0bpabaTtbiBaTb TEKCTOBYID, ayAMOBM3YasibHYIO M CEHCOPHYIO MHPOpMaLmMo. Takune
CUCTEMbI MOTYT CO34aBaTb Bonee MHTEPAKTMBHbIE M MOrpyxatowmne obpasosaTesbHble cpeabl,
cnocobCTBytoLLME NyYLLIEMY YCBOEHMIO MaTepmana.

Mepcnektmebl passutMa WKW B  o06pa3oBaHMKM  BKAKOYAOT B cebAa He 3ameHy
npenogasatenen, a ux cotpyaHuyectso ¢ MN-cuctemamm. MM MOXKET BbINONHATbL PYTUHHbIE
3aZia4n, ocBoboOXKAaA BpemsA NpenofasaTeneit Ana 6onee TBOPYECKOW M MHAMBUAYANbHOM PaboTbl
C yyawmmmces|3].

YHuBepcuteT Mupac aKTMBHO WHTerpupyeT MW B cBoto 06pa3oBaTeNlbHYKO CUCTEMY,
npegnaras CTyAeHTaM W NpenofaBaTeNaM WHHOBALMOHHbLIE WHCTPYMEHTbl ANA yAyyleHWUA
y4yebHoro npouecca. B yactHocTW, yHMBepcuTeT pa3paboTan cobCTBeHHbINM 0Opa3oBaTe/bHbIM
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nopTan, KOTOPbIA NOAAEPHKMBAET AMCTAHLMOHHbIE TEXHONOTMM 0DYYEHMA, NO3BONAA CTYAEHTAM
obyyaTtbca 1 caaBaTb 3K3aMeHbl B yA00HOe Bpems 1 mecte [4].

Kpome  TOro, yHWMBEpPCMTET  aAKTMBHO  COTPYAHMYAET C  MeXAyHapOAHbIMM
06pa3oBaTeNIbHLIMM  YUPEKAEHUAMM, TakMMKM Kak Ceynbckuii  Kubep yHMBepcuTeT, u4TO
cnocobeTByeT 0OMeHY OMbITOM W BHEAPEHWIO MNEepPefoBbiX TEXHOMOTMI B 0Opa3oBaTe/bHbIM
npouecc.

Vicnonb3oBaHMe MCKYCCTBEHHOIrO MHTE/NeKTa B 06pa3oBaTelbHOM MpoLEecce OTKPbIBaeT
HOBbIE TOPU30OHTbI A1A NepCcoHanM3aLUnmn obyyeHns, aBToMaTM3aUmMm aAMMHUCTPATMBHbIX 33434 U
Pa3BUTUA KOTHUTUBHbIX CcnocobHocTen ydyawmxca. OaHako ans adpdekTMBHOro BHeapeHus A
HeobXoAMMO Y4YMTbIBATb ITUYECKME, NMPABOBblE M TEXHUYECKME aCMeKTbl, a TakKe obecneynTb
NOAroTOBKY MeAaroroB M HaauymMe COOTBETCTBYHOLLEN MHOPACTPYKTYpbl. byayliee obpa3oBaHMA
CBA3aHO C FAPMOHMYHbIM COYETAHMEM BO3MOXKHOCTEM MW 1 yenoBeyeckoro noTeHumana, 4To
No3BOAMUT co3aaTb boee adhdeKTUBHYIO U AOCTYNMHYO 0b6pa3oBaTebHYO cpeay.

Jlutepatypa

1. MpuKka3z o6 yTBepKAeHUN KoHLEeNnTyaNbHbIX OCHOB BHEAPEHWS WMCKYCCTBEHHOTrO
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obpasoBaHMa Ha 2025-2029 roabl. «KOHUENTya/bHble OCHOBLI BHeapeHua MW Ha 2025-2029
rofbl»,

2. Koctukosa /1. I1., EceHnHa H. E., Onbkos A. C. «MCKYCCTBEHHbIN WMHTENNEKT B
obpasoBaTelbHOM MPOLECCe COBPEMEHHOMO YHMBEPCUTETA: pe3yabTaTbl ONpoca CTYAEHTOBY.
Hay4HO-MeToAMYECKMN INEKTPOHHDIM KypHan «KoHuenTt». Ne 2 (deBpanb), 2025. KoHuenT

3. Kywekkanmes A. H., Mckanmesa A. Y., Mmanranmesa b. C. «ObpasoBaHue u
WNCKYCCTBEHHbIN MHTENNEKT». BeCTHUK yHMBepcuTeTa Acasm. Ne 4 2024 rop,
4. landing.miras.edu.kz
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Speak Al »xoHe ELSA Speak ceking,
¥KaCaHAbl MHTENNEKT KypaadapbiHbIH OpTa
OybIH OKYLIbINAPAbIH aNTbIIbIM KoHE EPKiH
cenney AafablNapblH AaMbITyFa SCepi

CanxaH LWyfblna Mbip3abekKpi3bl

Akagemuk E.A. bekeToB aTblHAafbl KapafaHapbl ¥ATTbIK 3epTTey YHUBEPCUTETI,
KapafaHapbl,Ka3aKkcTaH

FblNbIMK KeTeKLWi —

Hopabekosa [InHapa MyxTaposHa

Akagemuk E.A. bekeToB aTbiHAafbl KapafaHabl ¥YATTbIK 3epTTey YHMBEPCUTETI,
KapafaHabl,Ka3akcraH

AHgaTtna: fbiAbIMM MaKanaZa opTa MeKTen OKYyLIbIIApPbIH WeT TifiHAe aybl3eKi cenneyre xXaHe
anTbiNbIM  A3FAbICbIHA YMAPETyae KacaHAdbl WHTENNEKTKe HerisgenreH Kypanaapdbl OKbITY
NPOLECiIHe eHri3y }KaHe 01ap/AblH OKYLLbIAAPAbIH COMNECIM AaFAblAapbiH AaMbITyFa TUTI3ETiH acepi
MeH KWMbIHAbIKTapPbl TanKblAaHaabl. MacaHabl MHTENNEKTKE JereH CypPaHbICTbIH, Ca/lbICTbiPManbl
AeHrenge kebenin skaTKaHbIMEH, OHbl OKY MPOUECiHe TUIMAI eHrisy macenenepi »auabl aa
cypaKkTap TyblHAayAa. Ocbl TypFblaa, 3epTTey *KyMbicbl ELSA Speak cekingi aaybICTbIK YaT-60TTapab!
KONAaHyAblH, apTbIKLLbIAbIKTAPbl MeH KeMLIiAiKTepiH KaTap KepCeTin, OKyLUblAapablH, Keke
ToXipnbeciHe cyMeHreH caH/blK KaHe canasblk aknapaTTapbl KepceTeai.

TyMiHAi ce3aep: KacaHAbl MHTENNEKT, alTbinbIM, aybi3eki cerney, ELSA Speak, opTta 6ybiH
OKYLLbI1apbl, LWeT Tini.

Abstract: This article explores the integration of artificial intelligence—based tools into the
teaching process to develop middle school students’ pronunciation and speaking skills in a foreign
language. Although the demand for artificial intelligence is steadily increasing, questions also arise
regarding the effective implementation of such technologies in education. In this context, the
study examines both the advantages and disadvantages of using voice chatbots such as ELSA
Speak, presenting quantitative and qualitative data based on students’ personal experiences.

Keywords: artificial intelligence, pronunciation, speaking, ELSA Speak, middle school learners,
foreign language

AHHOTaUMA: B Hay4yHOWN CTaTbe paccmMaTpMBaEeTCs BHEAPEHME MHCTPYMEHTOB, OCHOBAHHbIX Ha
MCKYCCTBEHHOM WHTENNEKTe, B npouecc obydyeHua ana GOPMMPOBAHMA Y y4yalLMXCA CpeaHuX
KNacCOB HAaBbIKOB TMPOM3HOLIEHMA M TOBOPEHMA Ha WHOCTPAHHOM A3blke. HecmoTpa Ha
CPaBHUTENbHO PACTYLMIA CNPOC Ha UCKYCCTBEHHbLIN MHTENIEKT, BO3HMKAIOT BOMPOCHI, CBA3AHHbIE
C ero 3pPeKkTMBHbIM MpumMeHeHnem B 0b6pas3oBaTesbHOM Mpouecce. B 3TOM KOHTeKcTe
nccneaoBaHMe NOKa3blBAET KaK NPEUMYLLECTBA, Tak M He0CTaTKM MCMO/1b30BaHWUSA FO/10COBbIX YaT-
6oTOB, TakuMx Kak ELSA Speak, onmpasacb Ha KOAMYECTBEHHbIE W KayeCTBEHHblE JaHHblE,
OCHOBAaHHbIE Ha JIMYHOM OMbITE YYaLLMXCA.

KntoueBble €NOBa: WMCKYCCTBEHHbIM MHTENNEKT, MNMpou3HoLlleHWe, rosopeHune, ELSA Speak,
yyalpmecs cpefiHen WKOJbl, MHOCTPAHHbIM A3bIK.
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Kipicne

ANTbINBIM AQFAbICbIHbIH, TiN YMPEHY NMpOoLUeciHae acipece e3refiepMeH KapbiM KaTbiHAC
opHaTyda anaTblH OpHbI arpbikiia 30p. Cebebi, anTbiAbiM AaFAbICHl ThIHAANbIM ¥IHE OKbl/bIM
Oafablnapbl Cekingi aknapatTbl Kabblngay faHa emec, LWbiFapyabl KO3AeNTiH eHIMAI Aafabl 60bIN
Tabblnaabl. Aybi3eki ceMneyre ympeHy LWeT TiiH emMipae TWMiIMAI MaKkcaTTa KoAJdaHyna epekile
KemMeriH TuriseTiHi ce3cis.[1] JacTyp/i OKbITYy OKyLWbINAPAbI WET TiliHAE epKiH colneyre yipeTyae
aybi3lla Tancbipmanap MeH TasKblaayiap eTKi3y apKblabl cabaKkTbl yibiMAacTbipadbl. byn ypaic
KOMMYHUWKaLMANIK KY3bIPETTINIIKKE HEeri3genreHmMeH, Ken »arfaanaa cabakra KaabinTacybl MyMKiH
KbICbIMFa, OKYLUbIHbIH CeHiMCI3AiriHe BalnaHbICTbl TMiMCi3 6onabl. COHABIKTAH, XaHa umMdpiaHFaH
KOfamza aTafifaH a/4icTep ©3 ©3eKTiNirH OoMbiN, OKYy MPOLECiH YNbIMAACTbIPY MHHOBALMAbIK,
TEXHONOIMANAP Heri3iHAe »Kypride acbipbiabin kenyae. Ocbl Cekingi »aHanblKTapabiH 6ipi KaHe
bipereli - OKbITY YPAiCiHe »KacaHAbl MHTENNEKTKe HEeri3aenin KypanfaH OKbITy maTepuanaapbiH
eHrisy. acaHabl UHTENNEKTTIH MaHbI3AblAblFbl Typansl KazakcTtaH PecnybankacbiHbiH MNpe3naeHTi
Kacbim-HKomapt Kemenynbl TokaeB «KasaKCTaH KacaHAbl WMHTENNEKT A3yipiHae: UMdpAbIK,
TpaHchoOpMaLUMsA apKblabl ©3eKTi MIHAETTep MeH osiapdbl wWwelly» aTTel KasakcTaH XasiKblHa
*ongaybliHaa 6blnant gen yHaeai: “MacaHobl UHMennexkmiHin KapKsiHObl 0amysl Ka3ip0iH e3iHoe
XA/bIKMbIH, acipece, »acmapobiH MiHe3-KYaKbl MeH 60ambic-bimimiHe acep emin X#amsip.
Backawa 60naybl MyMKiH emec. Cebebi byn ypdic byKin anemoe KanbinmackaH mapminmi #aHe
adamoapobiH eMip cypy canmeiH bipxcona e32epmyode. biz byraH OalieiH 60sbin, 6amein apexkem
emyimiz kepex. dlimnece apmma KanyOsiH candapsi eme aysip 601a0b1.”[2]

3epTTey cypaKTapbl:

- JacaHAbl MHTeNNEeKTKe HerisgenreH KypangapAbiH, OHbiH iwiHae ELSA  Speak
HafaapnamacbiHbiH, KypblabiMbl KaHaan ?

- ELSA Speak 6armapnamacbiH KOAAaHYLIbIAAPAbIH, KacaHAbl MHTENNEKT KypanaapblHbiH
anTbiNbIM AaFAbICbIH AaMbITyJafbl Pefi Typaabl Heri3ri oMnapbl KaHAal XaHe KaHaaM
VCbIHbICTAp KenTipineani?

ogicteme

acaHabl MHTENNEKTTI OKbITY yAepiciHe eHridy cabakTapabl MHTEPAKTUBTI *KaHe TaHbIMAIbI
eTin eTKi3yaiH Kenini 6bonyra kytinyge. Ocbl opaiaa, WeT TiniHAe aybl3eki cenneyre ynpeHyae
acaH4bl MHTENNEKT KypanaapbiHbiH YCbIHATLIH MYMKIHAIKTEPI *Kalabl bomkamaap ken. Mbicansi,
ELSA Speak Kypanbl Tin yMpeHylinepre KepceTeTiH Te3 apafafbl Kepi balnaHbICbl, alTblbiMAa
KibepeTiH AblObICTbIK KaTenepai Ty3eymMeH KaTap, CbIHbINTAH TbIC yaKblTTa Aa Ko/adaHyfa
TMimainirimeH epekweneHeni. barnapnama ycbiHFaH ky3aereH cabakrap afbliwbiH TiniHiH CEFR
(Common European Framework of Reference for languages)[3] 6olbiHIWa KepceTinre apTypi
AeHreniHe CaMKec eTinin »acanfaH XaHe OKyLlbl 63 biHFalblHa HalNaHbICTbI }KacaHabl MHTENNEKT
HoMbIHLLIA OKY MPOLECIH XYPri3eTiH TioTopabl TaHAan anaasl. TonbiFblpak anTaTbiH 60/1CaK:

e bipiHwigeH, 6yn Kypan MHTEPaKTUBTI Herizge BonraHbl VILiH, cabak 6apbiCbIHbIH, KbI3bIKTbI
OTYiHe, OKYLblNAaPAblH, Ma3acbi3AblK AeHreniHiH a3atoblHa »KaFaal Kacanabl.

e EkiHWiaeH, KonaaHba WbiHalbl ©3apa apeKkeTTecyai MMMTauMANanabl, 6yn oKyLbiNapabiH
9PTYPAi  TaKblpbiNTapda AMCKYCCMA  Kacaybl apKblabl  KaTecCi3 epkiH ceineyiH
Ka/abINTacTblpabl.

o YuwiHwineH, MW KypanbiHbiH, KOMKETIMAININT MEH MKeMAiNiri KongaHylwblnapaplH Kes-
KeNreH yaKbITTa }KaHe KepJe o3 DeTiHlIe NpaKkTUKa KacayblHa MYMKIHAIK bepeai.

Tinaik MyMmKiHZIKTepaeH 6enek, MW TexHosormsnapbl Ty/AfaHblH ©3i-63i peTTeyiH
YKaKcapTaTblH TaHbIMAbIK 3HE MeTaHbIMAbIK CcTpaTernanapapl AambiTadbl. AfHn, HKU-ke
HerisgenreH KypangapAbl KOAAaHy apKblabl OKYLIbLAAp anfblHa XeKe MaKcaTTap Kotofa, 63
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NamyblH HaKbliai skaHe H6aranait 6inyre »aTTbifa anaabl.[4] MoTMBaLMACHI }KOFapbl CTYAEHT TiAAIK,
NMCUXONOTUANBIK KaHEe Topburenik macenenepmMmeH TMIMA *KYMbIC »acal anatbiHbl AsnengeHreH.[5]

MpaKTnUKaga KongaHy

Rofapblaa aTanfaH ajicTeMe HeridiHae 9-CbiHbIM OKYLblIIApbl apacbiHAa apanac 3A4iCTi
(mixed method) KonaaHbINbIN, cayanHama apKblibl CaHAbIK aHe canaiblk AepeKTep afiblHAabI.
CayanHama Google form oHnaiH nnatdopmackl apKblabl KypacTbipblabin, 6apabiFbl 10 KabbIK,
cypak, (Likert wkanackl 6oMbIHIIG) NeH 3 allblk, CcypakTbl KamTuapl. CayanHamana ELSA Speak
KonaaHbacblH MandanaHfaH OKylbliapdblH, cybbeKkTMBTi 6afacbl MeH OHbIH TUiMAiniri meH
KeMLiNiKTepiHe KaTbICTbl YCbIHbICTApbl *Ka3blAfaH. bapablK KaTbICyllblnapfa 3epTTey MakcaTbl
TYCIHAIPIATEeH XaHe »KayanTapdblH, KYNUAAbIAbIFbl CaKTaFaH.

CayanHama HaTuxKenepiHe cankec 75% oOKywbl KongaHbaHbl 6inedi KoHe OHbIH,
KYPbIIbIMbIMEH TaHbIC €KeHi aHbIKTanAbl, AereHMeH KanfaH 25% nalbi3ablK KepceTkiw oyn
KonaaHbaHblH 21i Ae yMpeHylwinep apacblHAa@ TaHCbIK AyHME eKeHiH Aanengen, api Kapa
KONJaHbICKA eHri3iNlyi KepeKTiriH yHaenai. (1-cypeT)

=yes = no

1-cypet. OKyubinapapiH KonaaHbacbiH KOAAaHYbIHbIH, Nalbl3AbIK KOPCETKilli

3epTTeyae KepceTinreHaen, “CeH baraapaamaHbl KaHWAAbIKTbI KWi KONAAHACLIH?” AereH
cypakka 12,5% okywbl “KyHaenikti” pen kayan 6epce, 4321 OCblHWaMa OKyLbl CUPeK
KONOAHATbIHbIH KepceTKeH. 25% nanbl3apiK ynec kongaHbarbl alibiHa 6ip peT, anTacbiHa bip peT
YKoHe Mya4em KonaaHbanTbiH OKyWbIAApAbIH TaHA4aybIHA TYCTI.

[lereHmeH, aybl3eKi cemney meH anTblbIM AaFAbICbIHA KATbICTbl TUri3reH namaacbl MeH
HalikanfaH e3srepictep Typanbl 50% naibi3 OKylWbINap Kayan bepren, Byn KafbiMabl KOPCETKILL
KONAaHbaHbIH MYMKIHAIKTEPIH pacTan, api Kapanl Taxipubere TepeHipeK eHrisiny MaHbi3blH
TyCiHAipin TypfaHaan. (1- kecte)
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Kayan «ELSA Speak KonpaHbacol «ELSA Speak kKonmaHbachl
anTbINbIM  AAFabICbl  YKAKCapTyfa | aybl3eki cenneyni AambITTbl Ma?»
KOMEKTECTi Me?»
IZE} 50% 50%
natidacel 6ap
Kiwkere 25% 20%
e32epic
balikadsim
EwkaHOal 25% 30%
632epic HOoK

1-kecte.OKyliblNapablH,  GafaapnamaHbiH, - TUiMmainirine 6epreH  6afacbl  NanbI3abIK,
KepceTKiwneH

CoHbIMeH KaTap, KongaHbaHbl KONAAHY VYMpPeHyWinepaiH MOTMBALMACBIH KeTepyre
KeMeKTecKeHi Kenecigei KepceTkiwTepmeH bepinreH: 75% OKylWbl KafbiMAbl 9Cep Kanablpca,
KanfaH ap 12,5% naibl3 «KapTblaam» KaHe «MyAaem» AereH Kayantapabl TaHaafaH. (2-cypeT)
ANbIHFaH HaTWXKere calkec, BananapablH Keke TaHbIMAbIK epeKlleNikTepi MeH KyreHi KongaHa
anyaafbl alblpMalWbINbIKTApbl A2 Pen oiHan Typ. [emek, KacaHAbl MHTENNEKTKe Heri3genreH
[aYbICTbIK YaT-OOTTaPMEH KYMbIC ¥Kacam, OHbl OKY YAepiCiHe eHri3y 6apbICbiHAA apTbIKLWbIbIKTAP
MeH KaTap 60/1Kamabl KEMLLINIKTEPMEH A€ KYMbIC Kacay KaxKeTTiniri Tyaabl.

= increased motivation = partly = no changes

2-cypeT.KonaaHbaHbIH, OKYLbIHbIH, LET Ti/liH OKyfa MOTMBALMACbIHA 3Cepi

CayanHamaZia KepceTiireH allblK CypakTap HerisiHAe OKylWbliapablH — KypanbiH
KonaaHyaarbl ©3 onnapbimeH benicTi. bip okywbl After using ELSA Speak, | noticed that my
pronunciation became clearer and more accurate. For example, | learned how to reduce my accent
when pronouncing difficult sounds like /th/ in words such as “think” and “though.” The app also
helped me improve my intonation and stress patterns. Now | can speak more confidently because
I know which syllables to emphasize in longer words like “communication” and “environmental.”
Aen TyCiHAipAi,AfHN, KypanablH, KeMerimeH OKyLlbl ©3iHAe afbl/lWbIH TiAiHAEe conney BapbiCbiHAA
Ke3aecKeH AblObICTbIK KaTeNepPMEH CaTTI XYMbIC XKacal afifaHblH KeKi3i.
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aKcbl acepnepmeH bipre KongaHbaHbl KONAAHYAA Ke3[4eCKeH KMbIHABIKTAp Typanbl Aa
»KayanTap Ke3AecTi, eH, anfallKpl CypaK KOWbIAFaH Xep 0N KonaaHbaaa Kasak TiNiH TaHaay Typansl
onumackiH 6oamaybl. byn Kasak Tinge OKMTbIH OKyLbINapFa OKbITyAa benrini 6ip kenicneywinktep
TYAbIpybl 9646H MYMKIH AereH anaHdayliblablK eTKi3ingi. byn KepceTKill apKbl/ibl ¥acaHAabl
NHTENNEKT Kypanaapbl TEK KaHa MyFafliMHIH, KbI3METIH KaHe OKY MPOLECiH KONAaNTbIH HEeri3ri
KemeKLWi 601a anaTblHbIH,AFHW, ONapAbIH OKbITYLbI KbI3METiIH TO/IbIKTal a/IMAaCTbipa a/IMaNTbIHbIH
KepceTed.

3epTTey HaTUKeciHe call bepineTiH yYCbIHbICTAP: YHUBEPCUTETTEP HEMEece MeKTenTep
CekKinaji oKy opblHAAPbIHAA *KacaHAbl MHTENNEKT KypaaaapbiH TONbIFbIMEH TeH, TypPFblaa KoA4aHa
anyfa MyMmKiHAiKk 6ony wapt. Cebebi, okywbinap KongaHbaHbiH MYMKIHAIKTEPIH TO/bIKTaM
KONJaHa any VYWiH OHbIH MPEeMWyM HYCKacblH caTbin anyfa bGapiblk Tin yUpeHyllinepain,
MYMKIHAIKTEPi Kene BepMeNTIHIH KeTKi3ai. byn MHHOBaUMANLIK eHri3yep 60AFaHAbIKTaH, MeKTen
He YKOFapbl OKY OPHbI KaApapbiH Aa XaHanblkKa berimaey Ae eTe MaHpI3abl.

KopbITbiHAbINAM Kene, 3epTTey »KYMbICbl *KacaHAbl MHTENNEKT Kypanaapbl KemerimeH
OKYLWWbINAPAbl €PKiH Cenney MeH arTblbIM AaFAbICbiHA YMPETYAIH HEri3ri apTbIKWbIbIKTapbl MeH
MYMKiH 60naTblH KMbIHAbIKTap atan kepceTTi. Kelbip oKywsbinap KonaaHbaHbl AblbbICTapabl
AVYpbIC alTyfa YyMpeTyae nakgacbl 30p EKeHiH, OKYy MPOLECiH KeHinaetin, ceHimai opTa
KaNbINTaCTbIpyAafbl apTbIKLWbIbIKTAPbIH alWbIK CYPAKTbIK TancblpMmaZa atan KepceTce, eHAi bipi
KypanablH Ma3smMyHbIMEH TO/bIK TaHbIC eMeC eKeHiH »eTKisreH. EckepeTiH »anT, "N Kypanzgapsl
OKy bafaapnamacbiHbiH TeK KeMeKLWi Kypanbl peTiHAe KapacTbipa OTbIPbIN Ui KONAAHY, afblHFaH
HaTUXKenepai TYpaKTbl CabICTbIPbIN OTbIPY ¥aKCbl HITUMKENEPre KeTKizes,.
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AHaNM3 NU3MEHEHWUW NMOKa3aTesien
0bpa30BaTeNbHbIX LesIen Nocne
MOBTOPHOIO KapTMPOBAHMA y4ebHON
NPOrpPaMMmMbl CTapLUEMN LLIKObI MO
MaTeMaTUKe

TemupTtacoBa [inHa KanpbekoBHa

Marmcrtp maTemMaTuKK, SKCNepT OoTAeNa NPeaMETOB eCTeCTBEHHO-MATEMATUYECKOTO
HanpaBneHuns drnmana «LleHTp obpazosatensHbix nporpamm», AOO «Hazapbaes
NHTenneKkTyanbHble WKOIbI»

ObpaszoBaTtenbHasa nporpamma NIS-Programme — 6bina paspaboTaHa ana HALW 8 2012 roay
COBMECTHO CO CTpaTernyeckMm napTHepom — MexayHapoaHbIM 3K3aMeHaUMOHHbIM COBETOM
YHuBepcuteTa KembpmnaK — Ha OCHOBE MHTErpaLmMm NyyLlero HaumoHaAbHOro U MeXayHapoaHoro
onbiTa. B 2022 roay 6bina HayaTa paboTa No nepecmoTpy yd4ebHbIX nporpamm c GboKycom Ha
Pa3BUTUE K/OYEBbLIX KOMMETEHUMIM, BKAOYAKOLIYIO MepedyeHb UEHHOCTEN, 3HaHMA, BWAOB
rPAaMOTHOCTM M HaBbIKOB, KOTOPbIE ABAAOTCSA QYyHAAMEHTA/IbHON OCHOBOW ANs 0by4YeHus. B 2024—
2025 yyebHOM rosly nepecMmoTpeHHan y4yebHas nporpamma OCHOBHOWM LWKO/bl BHEAPUAACL B 7 1 8
Knaccax HMLL. YuyebHble nporpammbl OCHOBHOW W1 CTapLUEl WKOAbl NepPecMoTpeHbI ¢ GOKYCOM Ha
bopMMpOBaHME Y YYALLMXCA KAHOYEBbIX KOMMNETEeHLUMI ANA YCNewHOoM KU3HeaeATeNbHOCTM B
CoOBpeMeHHOM ObICTPO MeHAOLLLEMCA MUPE.

HacToawmin matepunan npeactaBnset coboi pesynbraTbl OUEHKN 3GGEKTUBHOCTM y4ebHOM
Nporpammbl CTapliein WkKoabl No npeameTy «MaTemaTuKa», NPOBeAEHHON NMyTem MOBTOPHOrO
KapTupoBaHus. lNpy NOBTOPHOM KapTMPOBAHUM Y4ebHbIX NMPOrpamMm CTapluern LWKobl b6biau
NpoaHanM3MpPoBaHbl  MEPEecMOTPEHHble  y4ebHble nporpammbl. [lpoBeAeHO  MOBTOPHOE
KapTMpoBaHWe Bcex Uenen obyvyeHus yd4ebHOM nporpammbl. bblno nposBeaeHO MNOBTOPHOE
OLEHMBAHME KaxKaoW uenn obyyeHua no 4-6anbHol cucteme (1 — He 3adaHbl B 3TOM Lean
0byyeHua, 2 — He 3aaHbl B 3TON Liean 0by4eHUs, HO eCTb HEKOTOPbIE BO3MOXKHOCTU ANS yYnTenem
BK/IOYATb 3TO NPU NPENOAABaHUN ANA AOCTUNKEHWUA STON LEenn 0bydeHns, 3 — 4acTUYHO 3aJaHa B
3TOM Uenm obydeHmsa, 4 — rnaBHas Lenb).
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[lpu  NOBMOPHOM  KapmMupoB8aHUU y4ebHbIXx npoepamm cmapwell  WKosbl
NPOaHANU3UPOBAHbLI NEPecMOompeHHsle y4ebHble NPo2PaAMMbI:
Mokazartens | Mokazarens | O6wun
Kputepun Ao nocne TpeHa
UZMeHeHUN | nzmeHeHui |(popmyna)
Bcero no Bugam rpamotHocTu (cpegHee 2HaueHue) 12% 12% ¥ 0%
OyHKUMOHANLHAA IPAMOTHOCTE 88% 98% |fh 10%
DUHaAHCOBARA rPaMOTHOCTb 5% 4% |* -1%
MpeanpuHMMaTeNbCKas rPaMoTHOCTb 10% 6% b -4%
Mpaeogas rpaMoTHOCTb 0% 0% = 0%
3KONOrMUecKan rpaMoTHOCTb 0% 0% = 0%
PaMOTHOCTbL ANA YCTOWYMBOIO PasBUTUA 0% 0% = 0%
Du3nyecKan rpaMoTHOCTb 0% 0% = 0%
pamoTHOCTL B 0613CTV 340POBLA (MEAUUMHCKARA) 0% 0% = 0%
Meaua v MHPOPMAaUMOHHARA rPaMOTHOCTL 0% 0% = 0%
LUudpoean rpamoTHOCTb 13% 1% ¥ 2%
pamoTHOCTL PaboTbl € AaHHBIMU 16% 13% |* -3%
lpamMoOTHOCTL B 064aCTK NPOrPaMMUPOBAHUA U 15% 14% & 1%

KOAVPOBaHUA

bbinu



Proceedings of the 11th International Scientific Conference

Mokazarens | Mokazatens O6wunn
Kpurtepui Ao nocne TpeHa
UzMeHeHun | nzmeHernunn | (popmyna)
Bcero no HaBbikam (cpegHee zHaueHue) 37% 44% 7%
KpuTuueckoe MbilwneHve 76% 95% fh 19%
KpeatueHoe Mbiwnexune 76% 92% |. 16%
PeweHue npobaem v NpUHATUE pelleHuit 82% 97% I’ 15%
Wccneposatensckme HagbiKu 63% 77% |‘ 14%
YUUTBCA TOMY, KaK YUUTLCA 76% 92% I’ 16%
Camoperynsums 16% 21% I. 5%
BuluncanTensHoe mblneHune 76% 92% I* 16%
CucremHoe MbllaeHue 86% 99% I‘ 13%
CoTpyAHWYeCcTBO 84% 94% [ 10%
KommyHukauma 84% 94% fdh  10%
CoumansbHan OTBETCTEEHHOCTh 0% 0% = 0%
Nuaepcreo 0% 0% = 0%
3MoUMOHaNLHAA CTaBUALHOCTL 0% 0% = 0%
No6ozHaTensHOCTb 84% 94% fh 10%
SmnaTvs 0% 0% = 0%
Camoco3zHaHune 0% 0% = 0%
HacToiumeocTs U CTOMKOCTb 84% 94% i 10%
AAanTUBHOCTL U rMBKOCTL 0% 0% = 0%
VKT Haebiku 3% 8% 5%
OkazaHue nepeov NOMOoLLM 0% 0% = 0%
Wrpa Ha My3biKanbHbIX MHCTPYMeHTax / Apama 0% 0% = 0%
/ TaHub!
Pemecno 0% 0% = 0%
3aHATUE CNOPTOM 0% 0% = 0%
OrteercreeHHOe noTpebaeHne 3% 4% i 1%
Mokazartenb | Mokazatens | O6wun
Kputepui Ao nocne TpeHa
U3MeHeHUW | uzmeHeHui |((popmyna)
Bcero no Bugam rpamoTtHocTU (cpeagHee 2HaueHue) 12% 12% [ 0%
OyHKUMOHaNLHAA FPaMOTHOCTb 88% 98% |‘ 10%
OUHaHCOBAA rPaMoOTHOCTb 5% 4% ¥ -1%
MpeanpuHMMaTeNbCKaR rPaMOTHOCTb 10% 6% ¥ 4%
Mpaeoean rpaMoTHOCTL 0% 0% = 0%
3KONOrMYECKan rPaMoOTHOCTb 0% 0% = 0%
PaMOTHOCTb ANR YCTOWUMUBOTO PA3BUTUA 0% 0% = 0%
DU3nYecKan rpaMoTHOCTb 0% 0% = 0%
pamMoTHOCTL B 06AaCTH 340P0BLA (MEANUMHCKASR) 0% 0% = 0%
Meaua 1 MHOOPMaUMOHHAA rPaMOTHOCTb 0% 0% = 0%
Lndpoean rpamoTHOCTb 13% 11% ¥ -2%
pamoTHOCTL PaboThbl C AAHHBLIMMU 16% 13% ¥ -3%
paMoTHOCTL B 06A3CTM NPOrPaMMUPOBAHUA U 15% 14% & -1%
KOAMPOBAHUA
MoBTOpHOE KapTMpoBaHMe Yy4ebHOM Nporpammbl  CTapluein

WKObI
3HAYMTENbHOMY YNYyYlWEeHMIO Mnokas3atener no HONbWMHCTBY HaBblkoB, 0COBeHHO B 06nacTu
KOTHUTUBHbBIX U METAKOTHUTMBHbIX HAaBbIKOB, @ TaKXKe 3IMOLIMOHANbHbIX U COLMANbHbBIX HABbIKOB.
310 cBMAETENbCTBYET 00 3PPEKTUBHOCTU BHECEHHbIX M3MEHEHMI B MOBbILEHMU KayecTsa
00pa3oBaHMA M Pa3BUTMM KAKOYEBbLIX KOMMNETEHUMIM ydaumxcs. HabatogaeTrca CyliecTBEHHbIN
NMONOKUTENbHBIA cABUT B 061aCTM TPYA0N06MA M TBOPYECTBA, a TaKKe HEeKOTOPbIM nporpecc B
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dopmmnpoBaHmMm YecTHOCTU. OAHAKO OONBWMHCTBO APYrMX KAKOYEBbIX LEHHOCTEN, TaKMX KaK
yBa)KeHWe, OTKPbITOCTb, MAaTPMOTM3M M OTBETCTBEHHOCTb, CEMEMHblE LEHHOCTM, 340POBbE W
bnarononyyme, a TakkKe rnobanbHas TPaKAaHCTBEHHOCTb, HE MpeTepneanm W3MeHeHWUN.
MOBTOPHOE KapTMpPOBaHWE y4ebHOM Mporpammbl NPUBENO K HEOAHO3HAYHbIM pe3y/sbTaTaM B
obnactm  pasBUTUS  PasMYHbIX BUAOB rpamoTHOCTM. C OAHOM CTOPOHbI, HabatoaaeTcs
3HaYMTENbHbIM Nporpecc B GYHKUMOHANbHOM rpamoTHOCTM. C Apyron CTOPOHbI, OTMEeYaeTcs
CHUMKEHWe MoKasaTenen B psafae APYrMX BarKHbIX BMAOB rPaMOTHOCTM, TaKMX KaK GUHaAHCOBaS,
npeanpuHUMaTeNnbckan, UMdpoBas TrPaMOTHOCTb M FPAMOTHOCTb  PaboTbl C  AAHHbIMMK.
BONbWMHCTBO »Ke noKasaTenel Ha HyN1eBOM YPOBHE OCTa/UCb HEU3MeHHbIMU. [aHHble
pe3ynbTaTbl TPEOYIOT AaNbHENIIEro aHanM3a A1A BbISBNIEHUA MPUYMH CHUKEHWUA MOKas3aTenen B
onpeaeneHHbIx 061acTAX 1 OTCYTCTBUA M3MEHEHUI B ApyrMx. HeobXxoaMMO OLEeHUTb, HAaCKO/IbKO
LLe/IM MOBTOPHOrO KapTMpPOBaHMA OblM AOCTUIHYTbI B KOHTEKCTE Pa3BMTUA Pa3/IMYHbIX BUAOB
rPAaMOTHOCTM U KaKne KOPPEKTUPOBKM MOTyT noTpeboBatbca ana 6onee cbanaHCMpPOBAHHOTO M
3 deKTMBHOrO GOPMMPOBAHNA KAKOYEBBLIX KOMMNETeHUMI yyalmxcs. Ocoboe BHMUMaHMe cnenyet
YAENUTb TEM BMAAM FPAaMOTHOCTW, KOTOPbIE MOKA3anu CHWMKEHWE WAM OCTa/IMCb HAa HWU3KOM
YPOBHE, Y4MTbIBAA MX BO3PACTAOLLYIO 3HAYMMOCTb B COBPEMEHHOM MUPE.

MOBTOPHOE  KapTMpOBaHWEe y4yebBHOM Nporpammbl  MNPUBENO K CYLWeCTBEHHOM
nepeopueHTaumm B 0bnactn obpasosatenbHbix Lener. Habatogaerca 3HaUMTeNbHOE CHUXKeHMeE
[ONV 33434, HANpaBNEHHbIX Ha HU3KME YPOBHW KOTHUTUBHOW AEATeNbHOCTM (3anomuHaHue,
NOHMMaHWe, NpUMeHeHWe). B To e BpemAa OTMe4YaeTCA 3HauMTeNbHbI POCT AOAM 33jay,
OPMEHTUPOBAHHbIX Ha BbICLUME YPOBHM KOTHUTUBHOM AEATENbHOCTM (aHaNM3, OLEeHKa, Co34aHue),
C HebONbWWM yBENWMYEHMEM [ONM 33434 Ha YPOBHe cO34aHuA. [laHHble W3MeHeHUA
CBMAETENbCTBYIOT O CMELEHMAX aKueHTa y4ebHOM nNporpammbl C PENPOAYKTUBHOIO YCBOEHUA
3HaHWI Ha pa3BuTUe Honee rNyOOKUX aHANUTUYECKMX M OLEHOYHbIX CMOCOHOHOCTEN y4alLmMXCA.
YMeHblWeHWe A0NM 334aHUN Ha NPUMEHEHWE, OAHAKO, MOXeT noTpebosaTb AOMNONHUTENBHOMO
BHMMaHMA, 4TObOblI 0becneunTb AOCTAaTOYHOE Pa3BMTME MPAKTUYECKMX HaBbIKOB. B uenom,
Habnoaaemaa TpaHchopmauma npeanonaraeT OpPUEHTAUMIO Ha pa3BuTUe Honee BbICOKOrO
YPOBHA MbILINEHNA N NO3HABATE/IbHOW aKTUBHOCTM YYaLLMXCA CTapLllel WKOobI.

1.06pa3oBaTenbHan nporpamma AOO «Hazapbaes NHTennekTyanbHble WwKoabl» NIS-Programme.
YtBepaeHa peuweHunem [pasneHmna AOO «HasapbaeB MHTenneKktyanbHble WKOAbI» OT «10»
asrycta 2023 roga. lMpoTtokon Ne 37. r. ActaHa. 2023 r. 82 cTp.

2. ObpaszosaTtenbHana nporpamma AOO «Hazapbaes MHTennekTyanbHble WKoabl» NIS-Programme.
YyebHas nporpamma no npegmety «MatemaTuka». Ctapwas wrona. 11-12 knaccol. YTBepKaeHa
peweHnem MpasneHna AOO «Hazapbaes MHTennekTyanbHble WKOAbI» OT «27» asrycta 2020 roaa.
MpoTokon Ne 39. r. ActaHa. 2020 1. 82 cTp.

3. Obpa3soBaTenbHaa nporpamma AOO «Hazapbaes NHTennekTyanbHble wkonbi» NIS-Programme.
YyebHas nporpamma no npeamety «MatemaTthKkar». CTapuwas wkona. 11-12 knaccobl. r. ActaHa. Ha
2027-2028 y4ebHbii roa. 215 ctp.
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Abstract

This study examines how the Flipped Classroom method enhances reading comprehension among
secondary school students. It also investigates the perceptions of pre-service and early-career
English teachers regarding the implementation of flipped learning in reading lessons. Grounded in
constructivist and blended-learning principles, the flipped model allows students to interact with
reading materials before class and engage in deeper comprehension activities during classroom
time. A mixed-methods design was implemented, combining quantitative and qualitative data.
Sixty-three participants were involved, including 45 pre-service teachers and 18 early-career
teachers from pedagogical universities and secondary schools in Kazakhstan. Data were collected
through an online questionnaire and analyzed using descriptive statistics and content analysis. The
findings show that most respondents perceive the flipped classroom as an effective instructional
approach that increases engagement, critical thinking, and reading comprehension. The study
highlights the need for digital resources, teacher training, and institutional support to ensure
successful application.

Keywords: Flipped Classroom, reading comprehension, English education, secondary school,
blended learning, teacher perceptions.

Introduction

Reading comprehension is a core component of foreign language learning and a fundamental skill
for academic success. However, traditional reading instruction in many secondary schools often
focuses on surface-level tasks such as vocabulary explanation, teacher-directed questioning, and
post-reading exercises. As a result, students frequently remain passive recipients of information
rather than active participants in the meaning-making process. In response to these challenges,
the

Flipped Classroom method has recently gained attention as an innovative pedagogical approach
capable of transforming reading instruction.

The Flipped Classroom model is based on the idea that lower-order cognitive tasks, such as
previewing texts and vocabulary, are completed at home through pre-recorded videos, digital
readings, or online platforms. Higher-order tasks—analysis, interpretation, and discussion—are
then performed in class with teacher guidance (Bergmann & Sams, 2014). This shift allows
classroom time to be used more efficiently, enabling learners to interact with texts, ask questions,
and engage in collaborative comprehension tasks. The method is rooted in constructivist learning
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theory, which emphasizes active student participation, interaction, and the co-construction of
knowledge (Vygotsky, 1978).

Previous research has indicated that flipped learning can improve students’ reading
comprehension, motivation, and autonomy. Hung (2017) found that secondary students exposed
to flipped reading lessons demonstrated stronger comprehension and higher engagement
compared to those in traditional classrooms. Similarly, Alsowat (2020) reported that flipped
instruction enhanced critical reading skills and student participation. However, Chen (2021) noted
that without adequate technological support or clear instructions, students may struggle with pre-
class tasks, reducing the effectiveness of the model.

Drawing on communicative and blended-learning principles, the flipped classroom encourages
deep interaction with texts and promotes meaningful, student-centered learning experiences.
Because reading comprehension requires prediction, inference, interpretation, and evaluation,
the flipped method aligns naturally with these cognitive demands. Moreover, it supports
differentiated learning, enabling students to review materials at their own pace and come to class
prepared for higher-level activities.

This study aims to investigate how the Flipped Classroom method contributes to improving
reading comprehension in secondary education. The objectives of the study are:

1.To analyze how the flipped classroom influences students’ engagement and motivation in
reading lessons;

2.To identify which aspects of reading comprehension (e.g., inference, vocabulary understanding,
summarizing) improve most through the flipped approach;

3.To explore challenges teachers face in implementing flipped reading instruction.

The results of this study are expected to provide practical insights for teachers, educators, and
policymakers in Kazakhstan who seek innovative strategies to enhance reading instruction. The
research seeks to answer the following question: How does the Flipped Classroom method
improve students’ reading comprehension in secondary education?

Literature review

Reading comprehension is widely acknowledged as a fundamental component of foreign language
proficiency, and numerous scholars emphasize its importance for academic success and
meaningful communication. The Flipped Classroom method has emerged as a widely adopted
instructional approach aimed at overcoming traditional reading instruction limitations by shifting
input-based learning to the home environment and dedicating class time to interactive
comprehension activities. Over the past decade, research has shown that flipped learning
promotes deeper engagement with texts, enhances reading strategies, and increases learner
autonomy. This literature review examines theoretical foundations, international empirical
evidence, and studies conducted within the Kazakhstan educational context to provide a
comprehensive understanding of the pedagogical value of the Flipped Classroom for developing
reading comprehension skills.

The theoretical origins of the Flipped Classroom approach are linked to constructivist and blended
learning principles. Bergmann and Sams (2012), among the first to formulate the model, argued
that learning becomes more effective when students are exposed to instructional content before
class through videos or digital resources, enabling teachers to use classroom time for problem-
solving, discussion, and guided practice. This idea aligns with Vygotsky’s (1978) concept of the
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Zone of Proximal Development, according to which learners benefit most from interactive tasks
supported by peer and teacher scaffolding. Bishop and Verleger (2013) highlighted that the flipped
model combines independent learning with active in-class engagement, allowing students to
process reading materials at their own pace before applying comprehension strategies
collaboratively during lessons.

In the context of reading instruction, scholars emphasize that pre-class exposure to texts helps
students build background knowledge and vocabulary, which are essential for comprehension.
According to Nation (2013), repeated reading combined with preparatory vocabulary support
leads to stronger text processing skills. The Flipped Classroom provides exactly such preparation,
enabling learners to preview texts through multimedia explanations, glossaries, and guiding
questions. Zainuddin and Perera (2019) note that this structure supports cognitive readiness,
allowing students to engage more confidently in classroom analysis of texts.

A number of international studies have investigated the impact of flipped learning on reading
comprehension. For instance, Hung (2015) reported that secondary students who participated in
a flipped reading program demonstrated significantly improved comprehension scores compared
to those in traditional classes. Students also showed greater confidence and motivation to engage
with longer and more complex texts. Similarly, Chen Hsieh, Wu, and Marek (2017) found that
providing pre-class video lectures and digital reading tasks increased learners’ ability to identify
main ideas, infer meanings, and apply critical reading strategies during in-class activities. These
findings support the argument that flipped instruction strengthens both lower-level and higher-
level reading processes.

At the same time, research highlights the benefits of the Flipped Classroom for learner
engagement and collaboration. Lo and Hew (2017) observed that students in flipped reading
classes participated more actively in group discussions, asked more questions, and demonstrated
improved metacognitive awareness of reading strategies. They also noted that the model supports
differentiated instruction, as teachers can provide targeted support while students work in groups
on comprehension tasks. This suggests that the flipped approach not only improves reading
outcomes but also fosters a more student-centered classroom environment.

Other researchers focus on the motivational aspects of flipped learning. Abeysekera and Dawson
(2015) state that the model increases learner autonomy and reduces anxiety by allowing students
to control the pace of pre-class reading preparation. When students arrive in class already familiar
with the material, they experience greater success during comprehension tasks, which in turn
increases motivation. Nevertheless, these authors caution that flipped learning requires high
levels of responsibility and access to digital tools, which may present challenges for some learners.

In the Kazakhstani educational context, the integration of innovative teaching methods has
become a national priority as part of curriculum modernization. Kunanbaeva S.S (2010)
emphasized that the development of reading competence requires systematic exposure to
authentic texts and interactive classroom practices—both of which align with flipped learning
principles. Her work underscores the need for pedagogical approaches that balance independent
reading with communicative in-class tasks.

Several studies in Kazakhstan have explored reading instruction challenges. Tazhibayeva (2018)

found that secondary school learners often struggle with reading comprehension due to limited
vocabulary and insufficient pre-reading support. She recommended methods that provide
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preparatory materials and scaffolded tasks, indicating strong compatibility with the Flipped
Classroom model. A study by Baimanova (2021) examined the effects of combining pre-class
reading videos with collaborative in-class tasks and reported significant improvements in students’
ability to identify main ideas, summarize texts, and infer meaning. These findings suggest that
flipped instruction is effective within local educational settings as well.

More recent research integrates flipped learning techniques with modern digital tools. For
example, Ozkan and Arikan (2022) demonstrated that using mobile-based flipped materials such
as short reading videos, e-text glossaries, and interactive quizzes enhanced students’ reading
comprehension and digital literacy simultaneously. Their study supports the notion that flipped
learning is flexible and highly adaptable to contemporary educational environments.

International researchers continue to emphasize that reading comprehension develops most
effectively when students receive both preparatory input and opportunities for active meaning-
making. According to Grabe and Stoller (2018), successful reading instruction requires pre-reading
activities, vocabulary support, and guided comprehension practice—three components that are
naturally integrated into the flipped model. This reinforces the relevance of flipped instruction for
improving reading outcomes in EFL contexts.

The literature indicates that the Flipped Classroom method is a powerful instructional approach
for developing reading comprehension. It offers learners structured, multimodal, and interactive
opportunities to engage with texts, promotes autonomy, and enhances both cognitive and social
aspects of learning. Although challenges exist—such as ensuring technological access and
maintaining student responsibility—the pedagogical strengths of the model are well recognized in
both international and Kazakhstan research. The evidence suggests that flipped learning provides
an effective, modern, and student-centered framework for improving reading comprehension in
secondary education.

Methods

This study employed a quantitative descriptive design complemented by qualitative elements to
investigate teachers’ perceptions of the Flipped Classroom method in reading instruction. The
mixed-methods approach allowed the researchers to obtain both measurable trends and deeper
insights into teachers’ experiences, reflections, and challenges related to flipped learning.

Atotal of sixty three participants took partin the study: 41 pre-service teachers enrolled in English
language teaching programs and 22 early-career English teachers working in secondary schools
across Kazakhstan. Participants were selected using purposive and convenience sampling,
focusing on individuals who were actively engaged in implementing or learning about innovative
pedagogical approaches such as flipped learning. This sampling approach ensured diversity in age
groups, professional status, and institutional background, as reflected in the demographic
distribution of the study group.
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Table 1

Demographic characteristics of the study group

Variable Category Frequency Percentage

Gender Female 38 60.3
Male 25 39.7

Age group 19-22 years 40 63.5
23-30 years 23 36.5

Status Pre-service teachers | 41 65.1
(students)
Early-career  teachers | 22 34.9
(1-3 years)

Institution Pedagogical universities | 43 77.8
Secondary schools 14 22.2

Note. Demographic information of participants, including gender, age group, professional status,
and institution type. Percentages are rounded to one decimal place.

The data were collected through a structured online questionnaire distributed via Google Forms.
The instrument consisted of twenty-six items divided into demographic, closed-ended, and open-
ended sections. The Likert-scale items measured participants’ perceptions of how the flipped
classroom method influences motivation, vocabulary preparation, text analysis, collaboration, and
overall reading comprehension. The open-ended items sought to capture participants’
suggestions, perceived challenges, and examples of classroom practices related to flipped reading
instruction. All items were developed with reference to previous studies on flipped learning and
blended pedagogy (Bergmann & Sams, 2014; Hung, 2017; Chen, 2021; Alsowat, 2020). Before
distribution, the questionnaire was reviewed by one experienced university lecturer in English
methodology to ensure content validity and clarity.

Data collection was conducted over a one-week period. Each participant received a digital consent
form embedded within the survey introduction, which clearly explained the purpose of the study,
the voluntary nature of participation, and the guarantee of confidentiality. Basic demographic
information such as age and gender was collected solely for research purposes and was treated
with complete anonymity. Participants were free to withdraw at any stage before submitting their
responses. All completed questionnaires were automatically stored and organized in a secure
Google database to ensure data integrity and confidentiality.

Quantitative data were processed and analyzed using descriptive statistical methods such as
frequency counts, percentages, means, and standard deviations. These measures were employed
to summarize participants’ overall attitudes toward the flipped classroom method and its
effectiveness in enhancing reading comprehension. Qualitative responses from the open-ended
items were analyzed through content analysis to identify common ideas and patterns related to
participants’ experiences with flipped learning, following analytical approaches used in previous
flipped classroom studies (Hung, 2017; Alsowat, 2020). This analysis complemented the numerical
data and highlighted specific aspects that participants considered beneficial or challenging when
applying flipped instruction in reading lessons.

Ethical standards were strictly followed. All procedures complied with general educational
research ethics, ensuring privacy, informed consent, and voluntary participation. The combination



«Interdisciplinary Science Studies» (December 4-5, 2025). Dublin, Ireland I

of quantitative accuracy and qualitative insight provided a solid foundation for interpreting the
role of flipped learning in improving students’ reading comprehension skills.

Results

The collected data were analyzed to explore participants’ perceptions, experiences, and attitudes
toward the implementation of the Flipped Classroom method in developing reading
comprehension in secondary education. Quantitative results derived from the Likert-scale items
are presented in descriptive form (percentages, means, and standard deviations), while qualitative
feedback from open-ended questions is summarized thematically to complement the numerical
findings and provide deeper insight into participants’ viewpoints.

As shown in Table 2, the majority of respondents expressed positive attitudes toward the use of
the Flipped Classroom in reading instruction. Approximately 83% of participants either “agreed”
or “strongly agreed” that the flipped method enhances students’ reading comprehension by
encouraging better preparation before class and more meaningful engagement during class.
Similarly, 80% believed that flipped lessons increase learners” motivation, while 78% indicated that
the approach improves vocabulary understanding and pre-reading readiness.

Table 2: Participants’ Perceptions of the Flipped Classroom in Reading Instruction

Survey Statement Strongly Agree | Neutral | Disagree | Mean |SD
Agree (%) | (%) (%) (%) (M)

1. The flipped classroom improves | 46.0 41.3 9.5 3.2 4.31 0.61

students’ reading

comprehension.

2. Pre-class materials increase | 42.9 40.5 12.7 4.0 4.23 0.65

students’ motivation to read.

3. The flipped approach enhances | 50.8 27.0 15.9 6.3 4.18 0.72

vocabulary understanding before

reading.

4.The flipped classroom 55.6 31.7 9.5 3.2 4.40 0.59

promotes collaboration and in-
class discussion of texts.

5. The flipped model develops | 47.6 33.3 12.7 6.4 4.22 0.70
critical reading and text-analysis

skills.

6. The flipped classroom is an | 49.2 34.9 12.7 3.2 4.30 0.63

effective method for secondary-
level reading lessons.

Note. Responses to Likert-scale statements evaluating perceptions of the flipped classroom in
reading instruction (1 = Disagree, 5 = Strongly agree). Mean scores show strong positive attitudes
toward flipped learning, with the highest agreement on collaboration benefits.

The mean scores for all six items ranged from 4.18 to 4.36, indicating consistently positive
orientations toward flipped learning. The highest-rated item (M = 4.36, SD = 0.60) reflected strong
agreement that the method promotes collaboration and peer interaction, confirming its
communicative value in reading instruction.

Overall, 83% of participants agreed that the flipped method improves reading comprehension.
Likewise, 80% believed it increases motivation, and 78% indicated that it enhances vocabulary
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readiness. The strongest agreement concerned collaboration, highlighting that the flipped
classroom fosters richer discussion and group interpretation of texts.

Figure 1: Reported Benefits of Flipped Classroom in Reading Instruction
Reported Benefits of the Flipped Classroom in Reading Instruction

Benefits
@ Increased motivation
mmm Improved vocabulary readiness
W Better reading comprehension
Enhanced collaboration
M Higher student engagement
mmm Improved critical thinking

Note. Reported benefits of flipped learning in reading instruction as identified by respondents.
Percentages represent the proportion of participants who selected each benefit. Data highlight
increased motivation, improved vocabulary readiness, and enhanced comprehension as the
most frequently mentioned outcomes.

These results suggest that while participants appreciate the interactive and student-centered
nature of flipped learning, they also recognize the need for structured guidance and reliable access
to pre-class digital materials to ensure effective implementation.

Table 3 presents the comparative results between pre-service teachers and early-career teachers.
While both groups expressed positive perceptions, some differences emerged. Early-career
teachers (M = 4.35) demonstrated higher confidence in applying the flipped model, likely due to
classroom experience and familiarity with digital tools, whereas pre-service teachers (M = 4.11)
reported less confidence, especially regarding classroom management and ensuring that students
complete pre-class tasks.
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Table 3
Comparison of Mean Scores by Participant Group

Pre-service Early-career .
Aspect Teachers Teachers Difference
The flipped classroom improves reading
comprehension 4.25 4.38 +0.13
Flipped lessons increase student motivation ||4.18 ||4.33 ||+O.15
The flipped model enhances vocabulary
oreparation 4.09 4.27 +0.18
The flipped approach encourages 433 447 +0.14
collaboration ' ' '
|The flipped method is easy to implement ||3.88 ||4.12 ||+O.24

Note. Comparison of mean scores between pre-service teachers (n =41) and early-career teachers
(n = 22). Higher scores among early-career teachers may reflect practical classroom experience
with blended and digital instruction.

These findings indicate that early-career teachers’ hands-on classroom experience may contribute
to stronger confidence in applying flipped strategies, while pre-service teachers rely more on
theoretical understanding. Despite this, both groups showed a consistently positive perception of
the method’s potential for improving reading comprehension.

Qualitative responses provided deeper insights into participants’ reflections on the use of flipped
learning in reading instruction. Several recurring themes emerged:

(1) Increased learner autonomy — students prepare before class and take responsibility for
understanding main ideas;

(2) Collaborative learning — in-class time is used for group discussions, text interpretation, and
problem-solving;

(3) Enhanced comprehension — students reported better inference-making and analytical
reading;

(4) Technology-related challenges — inconsistent internet access or lack of devices limited some
students’ participation in pre-class tasks.

Representative comments included:

“My students understood the texts much better after watching the videos at home.” (Teacher
Participant 12)

“Some students forget or cannot complete the pre-reading tasks, which makes group work
harder.” (Student Participant 27)

These qualitative findings complement the quantitative data, emphasizing that flipped learning is
valued for its motivational and cognitive benefits but requires consistent pre-class engagement
and digital support.

Across all survey items, responses remained largely positive, reflecting broad recognition of the
flipped method’s capacity to enhance reading performance, vocabulary preparation, and
classroom engagement. Minor differences between pre-service and early-career teachers indicate
similar understanding of its pedagogical value, despite differences in implementation experience
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Discussion

The purpose of this study was to explore how the Flipped Classroom method can enhance reading
comprehension in secondary education and to examine the perceptions of pre-service and early-
career English teachers regarding its effectiveness. The results revealed a clear consensus among
participants that flipped learning positively influences reading comprehension by creating
interactive, engaging, and cognitively rich learning environments. This supports the shift toward
communicative and learner-centered pedagogies currently emphasized within Kazakhstan’s
educational reforms.

Participants indicated that flipped learning bridges pre-class preparation with in-class analytical
work, allowing students to process basic comprehension tasks independently and engage in
deeper interpretation during class. High levels of agreement regarding motivation, vocabulary
readiness, and collaboration demonstrate that the flipped model aligns with constructivist
learning principles, where learners actively construct meaning through interaction and scaffolded
guidance.

These findings align with the theoretical perspectives of Vygotsky (1978), who emphasized that
learning develops most effectively in social contexts. By encouraging peer discussions,
collaborative text analysis, and shared problem-solving, the flipped classroom supports the Zone
of Proximal Development, enabling students to achieve higher-order comprehension. Participants’
recognition of these effects indicates that educators in Kazakhstan are gradually adopting socio-
constructivist approaches in English teaching.

The study’s results also correspond with international research on flipped learning. Hung (2017)
demonstrated that flipped reading lessons enhance comprehension and engagement, while
Alsowat (2020) confirmed the method’s potential for improving critical reading skills. Likewise,
Chen (2021) noted that flipped learning strengthens learner autonomy and interaction when
supported by clear instructions and technological resources. This study extends these findings to
the Kazakhstani context, highlighting teachers’ openness to innovation and student-centered
methodologies.

Despite strong positive perceptions, several challenges were noted. Participants identified issues
with ensuring student accountability for pre-class tasks, inconsistent access to technology, and
the need for clear planning and time management. These findings parallel Bergmann and Sams’
(2014) assertion that successful flipped instruction depends on reliable digital infrastructure and
explicit expectations. Pre-service teachers expressed additional concerns about classroom
management, suggesting the need for more practical training in flipped lesson design during
teacher preparation programs.

The findings carry several implications for teacher education. First, teacher preparation programs
should integrate hands-on flipped learning modules, enabling future teachers to create pre-class
materials, plan in-class activities, and evaluate student engagement. Second, professional
development for in-service teachers should address strategies for managing digital resources,
supporting student accountability, and facilitating collaborative reading tasks. Third, schools
should provide institutional support by offering technological resources, training, and flexible
scheduling.

While the study produced meaningful insights, it was limited by its relatively small sample size and
reliance on self-reported data. Future research could incorporate classroom observations, student
performance data, or mixed-method designs to capture a more comprehensive picture of flipped
learning in reading instruction. Longitudinal studies could investigate how students’ reading
comprehension changes over time when exposed to consistent flipped instruction.

Overall, the findings confirm that the Flipped Classroom method is perceived as an effective and
dynamic framework for enhancing reading comprehension in secondary education. Participants
valued the approach for its ability to promote autonomy, engagement, collaboration, and deeper



«Interdisciplinary Science Studies» (December 4-5, 2025). Dublin, Ireland I

cognitive processing of texts. While challenges exist, the willingness of both pre-service and early-
career teachers to adopt flipped learning reflects a broader readiness for pedagogical innovation.

Conclusion

This study set out to investigate how the Flipped Classroom method contributes to the
improvement of students’ reading comprehension and to examine the perceptions of both pre-
service and early-career English teachers regarding its pedagogical value. The findings consistently
demonstrated that participants viewed flipped learning as an effective and motivating
instructional approach that enhances learners’ comprehension, vocabulary readiness, and
engagement through structured pre-class preparation and interactive in-class activities.

Both quantitative and qualitative data confirmed that teachers perceive the flipped classroom not
only as a tool for improving comprehension but also as a holistic framework that supports
collaboration, autonomy, and critical thinking—core competencies aligned with modern
educational priorities. These positive perceptions reinforce the broader recognition that reading
is best developed through meaningful interaction, active engagement, and student-centered
learning rather than traditional text-centered instruction.

Despite its advantages, participants acknowledged challenges such as the need for consistent
technology access, student accountability for pre-class tasks, and careful planning. These concerns
highlight the importance of institutional support, professional development, and methodological
training to ensure successful implementation.

Pedagogically, the results suggest several implications for English language education. Teacher
education programs should include practical training in flipped lesson design, while in-service
teachers would benefit from workshops focused on managing digital materials and facilitating
collaborative reading tasks. Curriculum designers should consider integrating flipped components
into reading programs to promote active learning, deeper comprehension, and communicative
competence.

Although the study was limited by its sample size and reliance on self-reported data, its findings
offer valuable insights into flipped learning within the Kazakhstani educational context. Future
research could expand on these results by incorporating observational data, student reading
outcomes, or cross-institutional comparisons.

In conclusion, the Flipped Classroom method emerges as a transformative pedagogical approach
with strong potential for improving reading comprehension in secondary education. By shifting
foundational learning to the home environment and dedicating classroom time to collaborative,
analytical, and interpretive tasks, flipped learning empowers students to become active,
independent, and reflective readers. As educational systems continue to adopt communicative
and competency-based frameworks, the flipped classroom stands out as an effective and
sustainable method for enriching English reading instruction.
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ABSTRACT

This study examines the impact of social media on academic productivity among university
students. As social media usage has become an integral part of daily life, students face both
opportunities and challenges in managing their academic work alongside online activity. This
research collected data through an online survey to understand students’ patterns of social media
use, its effects on study habits, motivation, engagement, and the challenges they encounter. The
results show that social media has a mixed impact. Challenges included distractions, poor time
management, and unreliable information. Despite these challenges, some students were able to
use social media strategically for academic purposes, indicating potential benefits if managed
appropriately. Overall, this study suggests that social media can both positively and negatively
influence academic productivity, and emphasizes the need for strategies that help students
balance digital engagement with learning responsibilities. The paper discusses practical
recommendations for improving students’ self-regulation and academic outcomes when using
social media.

KEYWORDS: Social Media, Academic Productivity, University Students, Motivation,
Engagement, Digital Learning

INTRODUCTION

In recent years, social media has become an integral part of university students’ daily lives,
influencing not only their social interactions but also their academic habits. While social media
platforms offer opportunities for communication, collaboration, and access to educational
resources, there is growing concern about their impact on students’ academic productivity. The
focus of this study is to explore how social media use affects the study habits, motivation, and
engagement of university students, as well as the challenges they face in balancing online activity
with academic responsibilities.

The interest in examining social media’s impact stems from the widespread use of these
platforms among young adults. Many students spend several hours a day on social media for
entertainment, communication, and information purposes, which can interfere with time
allocated for academic work. Previous studies suggest that excessive or unregulated use of social
media may lead to distractions, procrastination, and reduced focus, while strategically used
platforms can support collaborative learning and access to academic content (Junco, 2015;
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Karpinski & Duberstein, 2009). Understanding these dynamics is crucial for developing effective
strategies that help students benefit from social media without compromising their academic
performance.

Despite the potential benefits, the relationship between social media and academic
productivity remains complex and context-dependent. Some students report improved
motivation and engagement when using social media for academic purposes, while others
experience significant distraction and reduced efficiency. Additionally, students’ ability to self-
regulate their online activity, the types of platforms used, and the purposes for which they use
social media all influence the overall effect on learning outcomes. This study seeks to examine
these factors in a real university context, providing insight into both positive and negative
implications of social media use on academic performance.

The motivation for this research also comes from the need to inform educators and
students about practical approaches to managing social media. By identifying patterns of use,
benefits, and challenges, the study aims to help students develop strategies for balancing digital
engagement with academic responsibilities. Furthermore, it explores whether certain platforms
or types of online activity contribute more positively or negatively to productivity, enabling better-
informed decisions for effective learning in a digital environment.

In this study, social media usage among university students is investigated in terms of its
frequency, purposes, and perceived impact on academic productivity, motivation, and
engagement. The research also examines challenges and barriers students face when integrating
social media into their study routines. By analyzing these experiences, the study provides practical
insights for both students and educators seeking to harness the potential of social media while
minimizing its negative effects. Therefore, the main research questions guiding this study are:

1. How does social media use affect university students’ academic productivity,
motivation, and engagement?

2. What social media platforms are most common among university students, and for
what purposes do they primarily use these platforms?

3. What challenges and barriers do students encounter when using social media for
academic purposes, and how can these be addressed to improve learning outcomes?

METHODS

This study used a quantitative research design to examine how social media use affects
academic productivity among university students. The main purpose of the research was to find
out how often students use social media, how they perceive its impact on their study habits, and
what effects they notice on their concentration, time management, and overall academic
performance. To collect the necessary information, a structured online questionnaire was used,
allowing for the collection of numerical data as well as short descriptive responses.

The study was conducted among students at a university, representing different faculties
and levels of study. A total of 20 students participated in the research. Participants included
undergraduate and graduate students with varying academic performance levels, selected
through convenience sampling, as they were actively using social media in their daily lives. Their
ages ranged from 18 to 26, providing insight into how young adults manage social media use
alongside academic responsibilities.

The questionnaire, created in Google Forms, consisted of 15 items, including multiple-
choice, Likert-scale, and short open-ended questions. Closed-ended items asked about the
frequency and duration of social media use, perceived effects on concentration, time
management, assignment completion, and overall academic performance. Open-ended questions
invited students to describe the challenges they faced due to social media use and any strategies
they use to maintain productivity.
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To analyze the collected data, descriptive statistics were used to summarize quantitative
responses, including percentages and frequency counts. Qualitative responses from open-ended
guestions were analyzed using a thematic approach to identify recurring patterns, such as
distraction, procrastination, or positive use of social media for academic purposes. This
combination of quantitative and qualitative insights provided a comprehensive understanding of
how social media influences students’ academic productivity.

Overall, this method allowed the researcher to gather balanced, practical information
about students’ interaction with social media in real academic settings and to identify both
positive and negative impacts on their productivity.

RESULT

Demographic and General Information

The distribution of participants by level of study is as follows: Undergraduate students —
65%, Graduate students — 35% (Figure 1). This indicates that the majority of respondents were
undergraduates, though graduate perspectives were also included. By age, participants were
distributed as follows: 16—18 years — 25%, 19-21 years — 40%, 22-25 years — 30%, and 26+ — 5%
(Figure 2). This shows that the sample consisted mainly of young adults, reflecting typical
university demographics. Regarding gender, 35% of participants were male and 65% female

(Figure 3), indicating a slightly higher female representation among respondents.
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Figure 1. Distribution of Participants by Level of Study
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Figure 2. Age Distribution of Participants
What is your gender?

® Male
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Figure 3. Gender of Participants
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Participant Percent % | Age Percent % | Gender | Percent %
Undergraduate student | 65% 16-18 years 25% Male 35%
Graduate student 35% 19-21 years 40% Female | 65%
22-25 years 30%
26+ years 5%
Total 100% Total 100% Total | 100%

Table 1. Overview of Participants’ Characteristics

Social Media Usage Patterns

Participants reported varying amounts of daily social media use: less than 1 hour — 0%, 1-
2 hours — 5%, 3—4 hours — 30%, 5—6 hours — 35%, and more than 6 hours — 30% (Figure 4). This
indicates that most students spend a substantial portion of their day on social media. The most
frequently used platforms were Instagram (35%), TikTok (45%), and WhatsApp/Telegram (20%),
with no reported use of Facebook, Twitter/X, or other platforms (Figure 5). The primary purposes
for social media use were entertainment (35%), socializing with friends (25%), news/current
events (20%), academic purposes (15%), and other uses (5%) (Figure 6). During study hours,
participants reported checking social media very often (20%), often (25%), sometimes (40%), and

rarely (15%), indicating that social media use is common even during academic work.

How many hours per day do you spend on social media?

20 oTsetoB

@ Less than 1 hour
@ 1-2 hours

@ 3-4 hours

@ 5-6 hours

@ More than 6 hours

Figure 4. Daily Hours Spent on Social Media

Which social media platforms do you use most frequently? (Multiple

choice)
) @ Facebook
y / @ Instagram
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/ @ WhatsApp / Telegram

20 oTBETOB
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Figure 5. Most Frequently Used Social Media Platforms

For what purposes do you mainly use social media?
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Figure 6. Main Purposes of Social Media Use
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Duration Percent % | Platforms Percent Purposes Percent %
%

less than 1 hour 0% Facebook 0% Academic 15%

1-2 hours 5% Instagram 35% purposes

3—4 hours 30% TikTok 45% Socializing with | 25%

5—6 hours 35% Twitter/X 0% friends

more than 6 hours | 30% WhatsApp/Telegram | 20% Entertainment 35%
News/current 20%
events
Other 5%

Total 100% Total 100% Total 100%

Table 2. Platform and Purposes among University Students

Impact on Academic Productivity

Regarding academic productivity, 5% of respondents felt social media had a strongly
positive effect, 40% positively, 25% neutral, 25% negatively, and 5% strongly negatively. When
asked about managing social media use while studying, 20% strongly agreed, 20% agreed, 15%
were neutral, 40% disagreed, and 5% strongly disagreed (Figure 7), suggesting challenges in self-
regulation. A majority of participants reported that social media distracts them from completing
academic tasks: strongly agree — 20%, agree — 70%, neutral — 0%, disagree — 10%, strongly disagree
— 0% (Figure 8). Using social media to collaborate with classmates yielded mixed results: strongly
agree — 20%, agree — 35%, neutral — 5%, disagree — 35%, strongly disagree — 5%. Accessing
academic content via social media was common: very often —30%, often —30%, sometimes —20%,

rarely —20%, never — 0%.
| am able to manage social media use effectively while studying:

20 oTeeToB

@ Strongly agree
® Agree
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@ Strongly disagree

Figure 7. Ability to Manage Social Media Use While Studying

Social media distracts me from completing academic tasks:
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Figure 8. Social Media as a Distraction from Academic Tasks
Motivation and Engagement

Participants’ perceptions of social media’s effect on motivation and engagement were
varied. Social media significantly increased motivation for 10% of students, to some extent for
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40%, 15% were neutral, 25% felt not really motivated, and 10% reported no effect at all. Regarding
engagement in academic work, 30% stated “yes,” 65% “sometimes,” and 5% “no”. These results
indicate that social media can enhance motivation and engagement for some students, though its
impact is inconsistent.

Challenges and Barriers

When asked about challenges faced while using social media for academic purposes, 40%
reported distractions and loss of focus, 30% poor time management, 15% inaccurate or unreliable
information, 10% limited digital skills, and 5% internet connectivity issues (Figure 15). These
findings highlight that while social media can support learning, students encounter significant
barriers that may reduce its effectiveness for academic productivity.

The results of this study indicate that social media has a significant impact on university
students” academic productivity, influencing both study habits and engagement. While some
participants reported positive effects, such as increased motivation and access to academic
resources, the majority experienced distractions and difficulties managing their time effectively.
The findings highlight that social media can be both a supportive tool and a potential barrier to
academic work, depending on how it is used. Overall, these results suggest that students need
strategies to balance social media use with academic responsibilities to maximize productivity and
minimize negative effects.

DISCUSSION

The findings of this study show that social media has a mixed impact on university students’
academic productivity, affecting both study habits and engagement. The results indicate that while
some participants perceive social media as a helpful tool for accessing academic content and
collaborating with classmates, the majority experience distractions and challenges in managing
their use. This aligns with prior research highlighting that social media can both support and hinder
academic performance depending on usage patterns (Junco, 2012; Kirschner & Karpinski, 2010).
For instance, most participants reported checking social media during study hours (85%
sometimes, often, or very often), which corresponds with the high levels of distraction noted by
40% of respondents.

However, several limitations must be acknowledged to better interpret the results. First,
the sample size of this study was relatively small, as only 20 participants completed the
guestionnaire. Such a limited number reduces the representativeness of the data and makes it
difficult to generalize the findings to a wider university population. Another limitation is the
reliance on self-reported data, which may be affected by personal bias, inaccurate self-
assessment, or the tendency of participants to present themselves in a socially acceptable
manner. Additionally, the study did not include observational data or objective measures of
academic performance, meaning that the impact of social media use on productivity could not be
directly verified. Despite these limitations, the findings offer useful directions for future research
on digital behavior and academic productivity.

The study also highlights that social media usage can influence motivation and
engagement, although its effects are inconsistent. While 50% of participants reported increased
motivation to some extent, a combined 35% felt no or little effect. Similarly, engagement was
positively affected for some students (30% yes, 65% sometimes), but not for all. These findings
are consistent with research suggesting that social media can foster engagement when used
strategically, yet overuse or lack of self-regulation may reduce its effectiveness (Paul et al., 2012;
Wang et al., 2015).
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Another key insight from this study concerns students’ ability to self-regulate their social
media use. Only 40% of participants reported agreeing or strongly agreeing that they can manage
social media effectively while studying, while 45% disagreed or strongly disagreed. This indicates
that many students struggle to balance academic responsibilities with online activity, which may
contribute to negative effects on productivity. The most commonly cited barriers are distractions,
poor time management, and unreliable information. It highlights practical challenges that mirror
findings in previous studies on digital learning environments (Junco, 2015; Karpinski & Duberstein,
20009).

To address these challenges, students may adopt concrete strategies and tools. Time-
management techniques such as the Pomodoro method (25-minute focused study intervals with
5-minute breaks) or digital planners like Google Calendar and Todoist can structure study periods
effectively. Apps such as Forest, Freedom, or Cold Turkey can block access to distracting platforms
during study sessions. Establishing “social media-free” study hours and using platforms like
Microsoft Teams or Slack for academic collaboration can replace casual scrolling with purposeful
interaction. Additionally, universities can provide workshops on digital discipline, goal-setting, and
effective online study habits to enhance students’ self-regulation skills.

Despite these challenges, social media still provides certain benefits for academic work.
About 60% of respondents reported using it to access academic content regularly or often, and a
combined 55% agreed that it supports collaboration with classmates. This suggests that, when
guided properly, social media can serve as a supplementary learning tool that enhances access to
resources and peer interaction. Educators may consider integrating social media into structured
academic activities while providing strategies for effective use, such as time management
techniques, goal-setting, and digital literacy training.

Overall, the findings of this study indicate that social media is a double-edged sword for
university students. While it offers opportunities to access information, collaborate, and enhance
motivation, it also presents significant distractions and challenges for managing study time. To
maximize the benefits of social media while mitigating its negative effects, students should be
encouraged to develop self-regulation strategies, and instructors may provide structured guidance
for integrating social media purposefully into academic tasks.

CONCLUSION

In conclusion, the findings of this study indicate that social media has a mixed impact on
university students’ academic productivity. While some participants reported that it can support
collaboration, access to academic content, and even increase motivation and engagement to
some extent, a larger proportion noted that social media often distracts them and interferes with
effective time management. These results suggest that social media can be both a helpful and a
hindering factor for students, depending on how it is used.

The study also showed that students spend significant amounts of time on platforms like
TikTok, Instagram, and WhatsApp/Telegram, primarily for entertainment, socializing, and news,
with only a smaller portion of their use dedicated to academic purposes. Many participants
reported difficulties in self-regulating their online activity, indicating that managing social media
effectively is a challenge for a large number of students.

This suggests that effective self-management skills are essential to harness social media as
a supportive learning tool. At the same time, students who used social media purposefully for
academic tasks were able to benefit from it, highlighting its potential when combined with
planning and focus. Common challenges, including distractions, poor time management, and
unreliable information, underscore the need for strategies to mitigate these barriers.

Overall, the research demonstrates that social media can both support and hinder
academic productivity, depending on usage patterns and self-regulation. Educators and students
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should consider practical strategies to maximize benefits while minimizing negative effects. Future
studies could explore interventions, tools, or structured approaches that enhance productive
academic use of social media while reducing its potential for distraction.
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Abstract

This article examines the use of mind maps as an effective tool for enhancing vocabulary
acquisition among middle and high school students. The paper discusses theoretical foundations,
cognitive advantages, teaching strategies, and practical classroom applications. It also reviews
current research evidence supporting mind mapping as a technique for vocabulary development
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Introduction

Vocabulary knowledge plays a central role in the language development of school-aged
learners. In both middle and high school contexts, students encounter increasingly complex texts
across different subject areas. As a result, acquiring, retaining, and applying new vocabulary
becomes essential for academic success. Traditional approaches—such as memorization,
translation lists, or repetitive drilling—often fail to engage students or promote long-term
retention. In recent decades, however, educators and researchers have shown growing interest in
visual-based learning strategies, particularly mind maps, which support deeper cognitive
processing and meaningful connections among words.

A mind map is a diagram that visually organizes information in a hierarchical, non-linear
format. Originating from the work of Tony Buzan in the 1970s, mind maps leverage the brain’s
associative tendencies. They allow learners to connect central concepts with related ideas, build
branching structures, and integrate visuals such as images, symbols, and colors. This multisensory
approach helps students understand vocabulary in context, recognize semantic relationships, and
improve recall. The goal of this study is to explore how mind maps can be used effectively to
enhance vocabulary acquisition for learners in middle and high school settings.

Theoretical Foundations of Mind Mapping

Mind mapping is grounded in cognitive and constructivist learning theories. Cognitive
researchers emphasize that learning occurs most effectively when learners can organize
information meaningfully. The human brain naturally stores information through networks of
associations, and mind maps replicate this structure visually. By grouping words according to
categories, functions, or semantic relationships, learners develop mental schemas that allow them
to recall information more efficiently.

Constructivist theory suggests that students learn best when they actively construct their
own understanding of content. Mind mapping supports active construction because students must
engage in decision-making—selecting which words to include, identifying relationships,
categorizing ideas, and presenting them visually. This process encourages deeper processing of
vocabulary items, rather than passive memorization.




Proceedings of the 11th International Scientific Conference

Dual coding theory also provides insight into why mind maps are effective. According to
this theory, information that is encoded both verbally and visually has a much higher chance of
being retained. Mind maps naturally combine verbal content (words and phrases) with visual
elements (colors, lines, shapes, and images). As a result, vocabulary becomes embedded in
multiple cognitive pathways.

Benefits of Using Mind Maps for Vocabulary Learning

Mind maps offer a range of advantages when it comes to vocabulary learning. They enhance
memory retention by allowing students to organize words into meaningful categories, making
recall easier and more effective. Instead of memorizing isolated terms, learners connect words
through visual associations, which helps embed vocabulary into long-term memory. Additionally,
mind maps boost student engagement. Unlike traditional rote memorization, creating mind maps
is an interactive, creative process that involves using colors, images, and personalized designs. This
makes vocabulary practice more enjoyable and motivating, especially for visual learners.
Moreover, mind maps cater to different learning styles. While visual learners benefit from diagrams
and colors, kinesthetic learners enjoy the hands-on aspect of drawing and designing maps. Even
auditory learners can talk through their maps to explain connections. This versatility makes mind
mapping a strategy that can be adapted to a diverse classroom. Furthermore, using mind maps
helps develop higher-order thinking skills. Students analyze and categorize words, explore
relationships, and understand vocabulary in context, which encourages deeper cognitive
processing beyond mere memorization. Finally, improving vocabulary through mind maps naturally
enhances reading comprehension. By mapping out key terms from texts, students gain a better
grasp of the material they read, which is especially valuable in high school where texts are more
complex.

Mind Maps in Middle School Vocabulary Instruction

Middle school learners (typically ages 11-14) are transitioning from basic language
development to more abstract thinking. At this stage, vocabulary instruction must balance
engagement with the growing academic demands placed on students. Mind maps provide a
flexible tool that supports both objectives.

Teachers can introduce mind maps through guided activities at first. For example, when
learning vocabulary related to nature, students can place the word “environment” at the center
and draw branches such as “animals,” “plants,” “climate,” and “ecosystems.” Each branch may
include specific terminology, pictures, or synonymes.

Project-based learning (PBL) is also effective in middle school. Students may create mind
maps around themes in literature, such as “friendship” or “courage,” and include vocabulary that
appears in the text. Mind maps can also be used in cross-curricular learning, connecting science
or history vocabulary with English-language practice.

At this age, learners often benefit from collaborative mapping. Group work encourages
discussion, peer teaching, and shared understanding. Middle school students also enjoy digital
mind mapping tools, which add animation and multimedia features that further motivate
engagement.

Mind Maps in High School Vocabulary Instruction

High school students (ages 15-18) face more complex texts and academic language.
Vocabulary is not only broader but also more discipline-specific. Mind maps serve as a powerful
tool for organizing subject-specific terminology such as biology terms, historical concepts, or
literary devices.In English language classes, teachers may encourage students to create mind maps
for literary analysis. For example, while studying Shakespeare or modern novels, students can build
maps around symbolic themes, character traits, or figurative language. High school students also
benefit from using mind maps to prepare for standardized exams. Tests often require recognition
of word roots, prefixes, and suffixes; mind maps help categorize and visualize these elements.

” u
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Mind maps also support independent learning, which is crucial for high school students
preparing for university. Older learners can design complex, multi-layered maps that show cause-
and-effect relationships, semantic gradients, or morphological patterns. Digital tools such as
MindMeister, Coggle, or XMind offer advanced features that suit the analytical abilities of high
school students.

Digital vs. Paper-Based Mind Maps

Both digital and traditional mind maps offer advantages. Paper-based maps allow for
creative expression, quick sketching, and tactile engagement. Some students find them more
personal and memorable. Digital mind maps, however, allow for easy editing, sharing,
collaboration, and multimedia integration. They are particularly useful in online or blended
learning environments.Teachers should offer students choices whenever possible. Research shows
that when learners select the format that aligns with their preferences, their engagement and
retention are higher. In both formats, the pedagogical principles remain the same: encourage
meaningful associations, visual connections, and student ownership of the learning process.

Practical Classroom Applications
1. Pre-reading Vocabulary Maps
Before reading a new text, students can create mind maps with key vocabulary. This prepares them
for comprehension and activates prior knowledge.
2. Post-reading Mind Maps
After finishing a text, students revise their maps, adding new connections or correcting
misunderstandings. This reinforces learning and supports metacognitive reflection.
3. Thematic Vocabulary Maps
Teachers can assign thematic units—such as “technology,” “health,” or “environment” —and ask
students to map related vocabulary. This method helps learners understand how words relate in
meaningful categories.
4. Word-root and Morphology Maps
Mind maps can highlight prefixes, suffixes, and roots. For example, students can center the root
“bio” and add branches like “biology,” “biosphere,” and “biography.” Understanding roots improves
word recognition and decoding.
5. Collaborative Group Maps
Groups of students work together to create large posters or digital maps. Collaboration enhances
communication skills, peer learning, and social engagement.
6. Assessment Through Mind Maps
Instead of traditional vocabulary tests, teachers may use mind maps as formative assessment tools.
Students demonstrate understanding by showing relationships, example sentences, synonyms,
antonyms, and visual representations.
Challenges and Considerations

Despite their benefits, mind maps also present challenges. Some students may initially feel
overwhelmed by open-ended tasks. Clear guidance and modeling are necessary. Teachers should
provide sample maps and step-by-step instructions before expecting students to work
independently.Time management is another consideration. Creating detailed maps can be time-
consuming. Educators should balance depth with practicality, integrating mapping activities
strategically rather than using them for every vocabulary task.Digital mind mapping also requires
access to devices and stable internet connections. Schools with limited resources may need to rely
more on paper-based maps.Finally, teachers must assess mind maps fairly and consistently.
Providing rubrics helps clarify expectations and supports objective evaluation.

Recommendations for Teachers

When introducing mind maps into vocabulary instruction, it is important to start simple.

Begin with a small set of words and gradually increase complexity as students become more
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comfortable with the technigue. Modeling the process is also crucial; teachers should provide
examples and walk students through the creation of a mind map step by step. Encouraging
creativity is another key recommendation. Allow students to personalize their maps with colors,
symbols, and drawings that make sense to them. If possible, integrate technology by using digital
mind mapping tools, which can facilitate collaboration and editing.

It is also beneficial to connect vocabulary to real-life contexts. Encourage students to add
examples, personal associations, or images that illustrate how words are used in context. Using
mind maps for review and revision is another effective strategy, as revisiting maps over time
reinforces vocabulary retention. Finally, consider using mind maps as a form of assessment. Instead
of traditional vocabulary tests, allow students to demonstrate their understanding by creating
maps that show the relationships and meanings of words. This approach provides a more
comprehensive picture of their vocabulary knowledge.

Conclusion

Mind maps are a powerful and versatile tool for improving vocabulary acquisition in both
middle and high school learners. By supporting cognitive processing, active learning, and visual
representation, mind maps help students develop meaningful associations between words and
deepen their understanding of language. Their flexibility allows teachers to adapt them to various
subjects, proficiency levels, and instructional goals. As schools continue to emphasize critical
thinking, creativity, and digital literacy, mind mapping offers an effective strategy for engaging
students and promoting long-term vocabulary development. Implementing mind maps in
vocabulary instruction can enhance academic performance, improve reading comprehension, and
equip students with valuable lifelong learning skills.
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Abstract

The integration of technology into English language teaching (ELT) has transformed traditional
classrooms into dynamic and interactive learning environments. This study explores the impact of
technological tools on the development of English skills, focusing on vocabulary acquisition,
grammar comprehension, pronunciation, and student engagement. A mixed-method approach
was used, including classroom observation, analysis of teaching materials, and review of relevant
literature. Findings indicate that the use of interactive applications, digital platforms, and
multimedia resources enhances learning efficiency, motivates students, and improves language
retention. Challenges include limited access to devices, technical issues, and the need for teacher
training. The study concludes that technology is an essential supplement to ELT, but successful
implementation requires strategic planning, teacher competence, and consideration of student
needs.
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Introduction

English is the most widely taught foreign language worldwide, and technology has become an
increasingly critical component in its instruction. Traditional methods, such as grammar drills, rote
memorization, and lecture-based lessons, often fail to engage students or address individual
learning styles [1]. In contrast, technology provides interactive, multimedia-rich environments that
cater to visual, auditory, and kinesthetic learners.

Digital tools — including mobile applications, online platforms, interactive whiteboards, and
educational software — have significantly changed the landscape of ELT. Research shows that
integrating technology improves student engagement, facilitates personalized learning, and
strengthens linguistic skills [2].

The objective of this study was to examine the benefits and challenges of using technology in
English language teaching, focusing on practical classroom applications and learning outcomes.
This research also investigates how different technological tools contribute to vocabulary
development, grammar understanding, pronunciation, and overall student motivation.

2. Materials and Methods

2.1 Research Design

This study employed a mixed-method research design, combining both quantitative and
qualitative approaches to gain a comprehensive understanding of the effects of technology on
English language learning. Quantitative data were collected through pre- and post-tests measuring
vocabulary acquisition, grammar accuracy, pronunciation, and listening comprehension.
Qualitative data were obtained through classroom observations, student surveys, and interviews,
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which provided insights into learner engagement, motivation, and the practical application of
technological tools. The study was conducted over a period of six weeks to ensure sufficient
exposure to the technological interventions and to monitor gradual progress over time.

The mixed-method approach was chosen to provide a more holistic view of learning outcomes.
Quantitative metrics allowed for measurable comparisons of student performance, while
gualitative observations offered context and deeper understanding of learner experiences,
classroom dynamics, and the effectiveness of different instructional strategies.

2.2 Participants

Twenty intermediate-level EFL (English as a Foreign Language) students aged 16—18 from Almaty,
Kazakhstan, participated in the study. Participants were selected based on their similar
educational backgrounds, prior exposure to English instruction, and willingness to engage with
digital tools. The group included an approximately equal number of male and female students,
ensuring gender balance. All participants had basic familiarity with smartphones, computers, and
common online platforms, which minimized initial barriers to technology use.

Ethical considerations were taken into account: students and their parents provided informed
consent for participation, and anonymity was maintained throughout data collection. Additionally,
students were encouraged to express their opinions freely during surveys and interviews, allowing
the researchers to gather authentic feedback on their experiences with technology in the
classroom.

2.3 Materials and Tools
The study incorporated a combination of mobile applications, online platforms, and multimedia
tools to create a diverse and interactive learning environment:

1. Mobile applications: Duolingo, Quizlet, Memrise, and ELSA Speak were used for vocabulary
development, grammar practice, pronunciation improvement, and personalized learning. These
applications provide gamified activities, spaced repetition systems, and immediate feedback,
which enhance retention and motivation.

2. Online platforms: Kahoot, Padlet, Google Classroom, and Google Docs facilitated collaborative
exercises, interactive quizzes, and assignment submission. These tools allowed teachers to
monitor student progress in real time, provide feedback, and encourage peer interaction.

3. Multimedia tools: YouTube educational channels, interactive PowerPoint presentations, and
digital storytelling platforms such as Storybird and Adobe Spark provided authentic content, visual
explanations, and creative outlets for language use. Videos and audio clips improved listening
comprehension and pronunciation, while interactive presentations allowed learners to engage
actively with the lesson content.

Each tool was carefully selected based on its accessibility, relevance to English language skills,
user-friendliness, and potential to engage students in meaningful learning experiences.

2.4 Procedure
The intervention consisted of 12 classroom sessions, conducted twice a week for 60 minutes each.
Each session followed a structured format:

1. Introduction: The teacher introduced the day’s topic using digital slides, highlighting learning
objectives, key vocabulary, and grammar points. This step aimed to prepare students and activate
prior knowledge.

2. Interactive activities: Students participated in vocabulary games on Kahoot, sentence construction
exercises on Quizlet, and listening comprehension tasks using YouTube videos. These activities
encouraged active participation, collaboration, and immediate application of language skills.
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Practice and feedback: Students completed tasks individually or in pairs, recorded their
pronunciation for self-evaluation, and received personalized feedback from the teacher. This
allowed learners to identify errors, track improvement, and develop self-monitoring skills.
Assessment: Short quizzes, oral exercises, and practical assignments measured students’
understanding, retention, and application of vocabulary, grammar, and pronunciation. Pre- and
post-tests were administered to quantitatively assess learning outcomes.

Throughout the study, data on vocabulary retention, grammar accuracy, pronunciation, listening
comprehension, and student engagement were collected systematically. Classroom observations
and student surveys provided qualitative insights into motivation, interaction, and attitudes
toward technology-enhanced learning. This comprehensive approach allowed researchers to
evaluate both the effectiveness of the digital tools and the overall impact of technology on the
learning process.

3. Results

3.1 Vocabulary Acquisition

The study revealed that students showed a significant improvement in vocabulary test scores, with
an average increase of 32% after the intervention. The use of gamified applications such as Quizlet
and Memrise, which incorporate spaced repetition and interactive quizzes, contributed to more
durable retention of new words. Students were able to learn vocabulary not only in isolation but
also in context, which facilitated deeper understanding and practical usage. For example, exercises
involving sentence completion, matching games, and themed vocabulary sets allowed students to
see how new words function within real communication scenarios. These results are consistent
with previous research highlighting that gamification and interactive digital tools significantly
enhance vocabulary retention and learner engagement [1; 3].

3.2 Grammar Comprehension

Grammar quizzes administered before and after the intervention demonstrated an average 28%
increase in accuracy. The study found that interactive exercises, such as sentence-building tasks
and contextual grammar games, allowed students to apply grammatical rules in meaningful
contexts rather than relying on rote memorization. For instance, students practiced constructing
complex sentences using past tenses, conditionals, and modal verbs in interactive exercises on
digital platforms, which strengthened both their understanding and confidence in using grammar
correctly. This aligns with the literature, which suggests that contextualized grammar practice is
more effective than traditional methods for long-term retention and practical application [2].

3.3 Pronunciation and Listening Skills

Pronunciation and listening skills improved by an average of 25%, with notable progress in stress
patterns, intonation, and connected speech. Students utilized pronunciation apps and audio-
based activities, including recordings of native speakers and self-recording exercises, to enhance
accuracy. Listening comprehension exercises, such as video-based quizzes and dictation tasks,
helped students recognize various accents and speech rhythms. Observations indicated that
repeated exposure to authentic language materials and immediate feedback from technology
contributed significantly to learners’ confidence in speaking and listening tasks. These findings are
in line with previous studies emphasizing the role of multimedia in improving phonological
awareness and auditory discrimination skills [4].

3.4 Motivation and Engagement

Student motivation and engagement showed a remarkable increase, with 90% of participants
reporting higher levels of enthusiasm and interest in learning English. Multimedia content,
gamified tasks, and immediate feedback mechanisms were key factors in this improvement. For
example, students reported enjoying competitive quizzes on Kahoot, interactive vocabulary
games, and collaborative writing tasks on Google Docs. Teachers observed greater participation in
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classroom discussions and a reduction in speaking anxiety among students. Increased motivation
not only enhanced engagement during lessons but also encouraged autonomous learning outside
the classroom, as students continued using apps and platforms to practice English independently.
3.5 Challenges Identified

Despite the overall positive outcomes, several challenges emerged during the study:

. Limited device access or internet connectivity: Some students faced difficulties
participating fully in digital activities due to a lack of personal devices or unstable internet
connections.

. Technical difficulties: Occasional software glitches, compatibility issues, and unfamiliarity
with certain applications interrupted learning activities.
. Insufficient teacher training: Some educators lacked the necessary skills and experience to

integrate technology effectively, which sometimes limited the potential benefits of digital tools.
These challenges highlight the importance of adequate infrastructure, technical support, and
professional development programs for teachers to ensure successful technology integration in
ELT.

Table 1: Pre- and Post-Test Comparison

Skill Before(%) After(%) Improvement (%)
Vocabulary 60 92 32
Grammar Accuracy 65 93 28
Pronunciation Accuracy 70 95 25
Motivation (self-report) Medium High 90

Overall, the results demonstrate that the use of technology in English language teaching leads to
measurable improvements in linguistic skills, learner engagement, and motivation. While
challenges remain, the positive impact of interactive applications, online platforms, and
multimedia resources suggests that technology is a highly valuable tool in modern ELT classrooms.

4. Discussion

The results of this study clearly demonstrate that the integration of technology in English Language
Teaching (ELT) significantly enhances the learning process by promoting interactive and student-
centered learning. Technology allows teachers to create lessons that go beyond traditional
lecture-based methods, providing opportunities for learners to engage actively with the content.
Mobile applications, such as Duolingo, Quizlet, and Memrise, not only accelerate vocabulary
acquisition but also provide spaced repetition and gamified learning experiences, which make the
retention of new words more effective and long-lasting. These tools also support contextual
grammar practice, allowing students to apply grammatical rules in meaningful and practical
scenarios rather than relying solely on rote memorization, which has traditionally been less
engaging and less effective.

In addition, technology improves listening and pronunciation skills through audio-visual materials
and speech recognition applications. Students can listen to native speakers, record their own
voices, and receive immediate feedback on pronunciation accuracy, stress patterns, intonation,
and connected speech. This multimodal engagement caters to different learning styles,
particularly auditory and visual learners, and encourages a more holistic approach to language
acquisition.

Gamification and multimedia-rich learning environments play a crucial role in enhancing cognitive

processing and memory retention. Features such as interactive quizzes, point systems, badges,
and leaderboards create motivation and encourage voluntary practice outside the classroom.
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Previous studies have shown that incorporating game elements in language learning increases
student motivation, reduces language anxiety, and fosters sustained engagement in challenging
tasks [3; 4]. Collaborative digital platforms, such as Google Docs, Padlet, and Flipgrid, further
encourage interaction among peers, promote teamwork, and provide authentic opportunities for
communication in the target language. Through collaborative tasks, students not only practice
linguistic skills but also develop critical thinking, problem-solving, and digital literacy skills, which
are essential in the 21st century.

However, despite these clear advantages, the implementation of technology in ELT presents
several challenges that require careful consideration. Unequal access to digital devices and reliable
internet connections can create disparities among students, potentially limiting the benefits of
technology-enhanced instruction. Additionally, insufficient teacher training in digital pedagogy
and unfamiliarity with technological tools can hinder the effective use of these resources, leading
to suboptimal learning outcomes. Therefore, strategic planning, professional development
programs for teachers, and institutional support are essential to ensure that technological
integration is both effective and inclusive.

Future research in this area could investigate the long-term effects of technology-based ELT on
language proficiency and retention, including how consistent use of digital tools influences
learners’ communicative competence over extended periods. Comparative studies between
traditional, blended, and fully digital classrooms could provide deeper insights into the relative
effectiveness of different teaching approaches. Moreover, the rapid development of artificial
intelligence (Al) in educational technology opens new possibilities for personalized learning,
adaptive feedback, and intelligent language tutoring systems, which could further enhance
student learning and engagement.

Overall, this discussion emphasizes that while technology is a powerful tool in ELT, its success
depends not only on the availability of digital resources but also on thoughtful integration,
continuous teacher support, and the alignment of technological use with pedagogical objectives.
When carefully implemented, technology can transform English classrooms into highly interactive,
motivating, and effective learning environments, ultimately improving both language skills and
learner confidence.

5. Conclusion

The findings of this study indicate that technology is a highly effective supplement to traditional
English teaching methods. When thoughtfully and strategically implemented, technological tools
can significantly enhance the overall language learning experience for students. Specifically,
technology contributes to the improvement of essential language skills, including vocabulary
acquisition, grammar comprehension, pronunciation accuracy, and listening proficiency. Mobile
applications, online platforms, and multimedia resources offer interactive and engaging methods
that make the learning process more enjoyable, while also providing students with opportunities
to practice independently and at their own pace.

In addition to skill development, technology facilitates collaborative and autonomous learning.
Tools such as Google Docs, Padlet, and digital storytelling platforms allow learners to work
together on projects, exchange ideas, and communicate in English in meaningful contexts. At the
same time, mobile apps and online exercises promote self-directed study, encouraging students
to take responsibility for their learning and track their own progress. This combination of
collaborative and individual learning enhances motivation and fosters a sense of ownership over
the learning process.
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Moreover, the use of technology enhances learner engagement and builds confidence. Gamified
applications, multimedia lessons, and interactive exercises reduce anxiety, create a supportive
learning environment, and encourage students to participate more actively in classroom activities.
Increased engagement not only improves language retention but also contributes to the
development of critical thinking, creativity, and digital literacy skills, which are essential in modern
education.

However, the successful integration of technology into ELT requires careful planning and adequate
support. Infrastructure, such as access to devices and reliable internet connectivity, must be
ensured for all students to prevent inequalities. Additionally, teachers need appropriate training
in digital pedagogy and familiarity with technological tools to implement them effectively. Without
these supports, the potential benefits of technology may not be fully realized, and some learners
may be disadvantaged.

In conclusion, technology should be viewed as a complementary component of English language
teaching, rather than a replacement for traditional methods. By combining conventional
instruction with digital tools, educators can create dynamic, interactive, and student-centered
learning environments that optimize language acquisition, enhance engagement, and improve
learner confidence. Future educational strategies should focus on the thoughtful integration of
technology, continuous professional development for teachers, and the adoption of innovative
tools, such as Al-driven language learning applications, to further improve outcomes in ELT.
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}KOFAPbI BINIMAE XMMUAHDI
OKbITYIAFbI SKONOTUANIK-BAFIAP/IbI
MHHOBALIMANIAP YKaHE ONAPIbIH
KSCIEM AAAP/IBIKKA SCEPI

KyaaiibepreH Anaa MepreHb6anKbI3bl

MarmcTpaHT, Aban aTbiHAafbl KasakK yATTbIK Neaarormkanblk yHMBepcuTeTi, AIMaThl K.,
KasakcTaH

lanbimoBa HypxaHap ancaTKbi3bl

PhD, ara oKbITYyLbl, ADal aTbiHAaFbl Ka3akK YATTbIK NeaarorMkanblk yHUBEPCUTETI, ANMaTbl
K., Ka3akcraH

AngaTtna. byn MmaKanaga Kofapbl 6inim  Hepy KyMeciHOAe XWMMUAHbLI  OKbITyAafbl
3KONOMMANbIK-OaFaap/ibl MHHOBAaLMANAP MEH onapabiH 6onaliak XMmMa MmamaHaapbliHbIH, Kacioun
0aApablifbiHA  bIKNaAbl  KapacTblpblaadbl.  TypakTbl  Aamy  Tanantapbl, Xacbll — XUMUS
TY)KbIpbIMAAMachl, UMPPAbIK TEXHONOrMANapFa HerisgenreH 3KONOTUANbIK OKYy OpTacbiH
Ka/biNTaCTbIpyAblH MaHbI3bl TanaaHazbl. Makananaa xumuanblik 6inim 6epyai akonornanaHabipy
aPKbIAbl CTYAEHTTEPAIH, KSCiBM KY3bIPETTiNIriH apTTbipyAblH, TUIMAi O 4apbl KEPCETINTEH.

KinT ce3mep: WMHHOBALMANbLIK TEXHONOIMANAP, XMMMKA, 3Konorma, Binim bepy, Kacibu

[AnpAbIK.

Kipicne. Kazipri *kahaHAablK AaMyApblH, *KaHa Ke3eHiHAe 3KON0rMANbIK TYPaKTbIJbIK Maceneci
FbINBIM MEH eHAIpicTiH, faHa emec, binim Bepy XKyMeciHiH, e 6acTbl cTpaTervanblk OaFbiTbiHA
aiHanabl. KoplwafaH oOpTaHblH, /lacTaHybl, Tabufn pecypcTapablH, CapKblAybl, TEXHOTeHAiK
ToyeKenaepaiH, apTybl CUAKTbI daKkTopnap Oonawak MamaHAapAblH Kacibu aaapabiFbiHAA
3KONOTMANBIK KayanKkepLifik NeH TypaKTbl AaMy NPUHLMNTEPIH 6acbIMAbIKKA KOHOAbI Tanan eTeai.
Ocbl TypfblAaH anfaHaa, XMMUAHBI OKbITY YAEPICIH SKONOTMANAHAbLIPY KOHE OFaH MHHOBALMANBIK
TeXHONOTMANAPAbl E€Hri3y »Kofapbl Oinim 6epy canacbiHbIH, ©3eKTi MiHAeTTepiHiH, bipi 6osbin
Tabblnaabl.

XMMUA FbiNbIMbl TaDUFU KaHE TEXHOTEHAIK NpoLecTepain, Heri3iH alaTbiH ambeban cana
HbonfaHabIKTaH, CTyAeHTTEPA Kacibn aaspnayablH Ma3MyHbl Kasipri MHAYCTPUAHbIH KONOTUSA/bIK
TananTapbIMeH YWAecyi KarkeT. IDKoNoruanbik-6afaapibl MHHOBAUMANAP — »KaCbll XUMUS
NPUHLUMATEPI, UMDPAbIK KoHe BUPTyanabl 3epTxaHanap, sHeprua yHemgaeyre OafblTTansaH
TexHonormanap, Npobaemanbik KaHe Kobanblk OKbITY aaicTepi 6onallak MamaHaapFa TEOPUANbIK,
HiniMMeH KaTap 3KONOTMANbIK Kayincis spekeT eTy MaJeHUETIH meHrepTeai. byn nHHoBaumanap
6inim anywbinapabiH 3epTTeyWiNiKk KabineTiH AambITbin KaHa KOMMal, 3KONOTMANbIK OMnay MeH
OHAIPICTIK NpouecTepi OHTalNaHAbIPYFa KaXKeTTi Kacibm Ky3blpeTTiniKkTepai KanbintacTbipagbl.

COHfFbl KblNAapbl XanblKapanblK FblIbIMKM  KaybIMOACTbIK YHUBEPCUTETTEPAE KACbIA
XMMMUAHbBI OKbITY, TYPaKTbl MHAYCTPUAHbIH TananTapbiHa belimaenreH 6inim 6afgapnamanapbiH
23ip/iey, 3KONOTUANbIK CaHaHbl apTTbipy OafbITbIHAA ayKbIMAbl 3epTTEYAEP Kyprizyae. byn TpeHs,
KasaKCcTaHHbIH Kofapbl Ginim bepy yheciHoe ae avikbliH balikanagbl. EngiH MHOYCTPUANbIK-
MHHOBALUMA/DBIK [aMy CTPaTermsacbl MEH «Kacbll 3KOHOMMKA» TYXKbIPbIMAAMAChl XUMUSA
MamMaHAapblH 3KONOTUANbIK MIAEHWUETI »KOFapbl, WMHHOBALUMA/bIK OWMNANTbIH, TEXHONOTUSA/BIK,
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yaepicTepaiH, KopliafaH opTara acepiH 6afanait anaTbiH Kacibu Tyafa peTiHAe KanbinTacTblipyabl
Tasnan eteq.

OcbifaH OainaHbICTbl Xofapbl Oinimae XMMUAHbI OKbITYAafbl 3KONOrMANbIK-Oaraapbl
MHHOBAUMANAPAbIH, MAa3MyHbIH, Onapdbl OKY YAEpPIiCiHe eHri3ydiH, Tuimai TacingepiH »KaHe
CTYAEHTTEPAIH, Kacibu [AaapAbifblHA TUMI3ETiH  bIKNaAblH  aH-KaKTbl Tangay fbiabiMM  3pi
NPaKTUKablK TYPFblAaH ©3eKTi 60/bIN OTbIP.

Herizri 6enim. Kasipri »ofapbl 6inim bepy KyheciHae XMMUAHBI OKbITYAbIH TUIMAINIT OKy
NpoLUeciHe EeHri3iNeTiH MHHOBAUMAbLIK NeaarormKkasblk, TEXHOOrMANAPAbIH, canacbiHa Tikenen
H6annaHbicTbl. Ckpunko JI.E. nMHHOBaUMANbIK d4icTepAi OKy vyaepiciHe eHrizy 6inim bHepyai
aHFbIPTYAbIH, 6acTbl TeTiri ekeHiH atan eteai [1]. OHbIH nNiKipiHWe, MHHOBaUMANap 6onawak
MamaHAapAblH Olnnay M3JEHWETIH KEeHEeNTIN, Kacibn macenenepai o3 beTiHWwe welly KabineTiH
KanbINTacTblpaabl. byn Ty»KblpbiM 3KONOrMANbIK-6afaapabl 6inim 6epyaiH, MasmyHbIMeH ©3apa
Kabblcaabl, cebebi Kacbln XxumuAra HerisgenreH cabaktap  CTYAEHTTIH  3KOJIOTUANbIK,
ayankepuwiniriH apTTbipbin, Tabufu pecypcTapabl TWimai Oackapyfa OafbiTTansaH Kacibu
Aafaplnapapl KanbinTacTbipabl.

XMMMA FbINbIMbl — 3KONOMMANbIK Npobaemanapabl TYCIHAIPYAiH, Heri3ri naHaepiHiH, bipi.
COHAbIKTAH 3KONOMMANAHABIPLIIFAH  MHHOBAUMALIK, TeXHOAOrMANapAbl KOAAAHY AO3CTYypAi
OKbITYbIH LIeHOepiHEH LWbIFbIN, XMMUAAbIK OiNIMHIH Ma3sMyHbIH TypaKTbl Jamy TananTapbliHa
Kapal benimaeyre MymkiHaik 6epegi. byn 6onalak MamaHAapAblH, eHAipiCTeri 3KONOMMANbIK,
Toyekenaepai 6aranay »aHe onapapl bonabipmay KabineTrepiH AambITyFa XKafaak Kacanapl.

Kofapbl 6inim Oepy KyMeciHae XMMUSAHbLI OKbITY YAEPICiH 3KOAOrMsANaHAbIpy Kasipri
KOFaMHbIH TypakTbl Aamy TanantapbiHa TO/bIK COMKec Keneai. IKONOrUANbIK-6araapbl
MHHOBALMANAP AEreHiMI3 — OKY Ma3MYHbIH, 3ICTEPIH XaHEe TEXHO/IOTMANAPbIH KOPLUAafaH OpPTaHbl
KOpfay, pecypcTbl TMIMAj NanaanaHy, *acbln TEXHONOrMANAPAbl KOAJay MAEeACbIMEH YLITACTbIPa
eHrisy. MyHZal WHHOBaUMANAP CTYAEHTTIH, TeopuAablk OinimiMmeH KaTap, NPaKkTUKabIK
NafablNapbIH AaMbITbIMN, KCIOW dpeKeTTeri 3KONOTUAbIK KayankepLinik AeHreriH apTTbipadbl.
J1.E. CKpMNKOHbIH MHHOBALMANBIK OKbITYFa apHanfaH 3epTreyiHAae, binim 6epy yaepiciHe aHallbln
dAicTepai eHrisy KenTereH apTblKLLbIbIKKA Me 60ona OTbIpbIN, Neaarortap TapanbiHaH MakcaTTbl
OalbIHABIKTbI Tanan eTeTiHi atan eTinedi. ON MHHOBAUMANbIK TEXHONAOTMANAPAbIH  OKpbITY
TMiMAiniriH - apTTbipyFa KabineTTi eKkeHiH, ananaa icke acblpy 6OapbicbiHaa 6Henrini  6Gip
YNbIMAACTBIPYLWbINLIK OHE 3AicTEMENiK KMbIHABIKTAP TyblHAAWTbIHLIH KepceTedi. byn wnaes
XMMMA NIHIHAE IKONOTUANBIK Ma3MyH/Abl EHTI3reH Ke3ae Ae ©3eKTiNiriH »Kofantnanapbl: OKbITyLLbl
MHHOBALMA/BIK 9AICTI MEHIepreH Xafdalaa faHa KaxKeTTi canasiblK e3repic opbiH anajbl.

JKONOrMANbIK OafbiTTasbl MHHOBAUMANAP XMMMUA MNSHIHIH Ma3MyHbIH Kasipri fblabiMK
eTICTIKTepMeH BanNaHbICTbIPbIN, CTYAEHTTIH Kacibn BaraapblH HaKTblAayfa MyMKiHAIK Bepeai.
MblICanbl, *KacCbll XMMUA, SKOTEXHONOMMNA, OHAIPICTIK KAYINCi3aiK, KaaablKCbl3 8HAIPIC NPUHUMNTEPI
OKy OafgapnamacbiHa eHrisifreH Kafganga CTYAEeHTTIH, Kocibu aaspnblebl KeHenin, eHbek
HapblfbiHa beimaeny AeHreni apTabl.

HKacbln XMMKUs KafnaanapbiH OKY Ma3MyHbliHa eHridy. *Kacbin xumus (Green Chemistry) 12
Kafuaafa HerisaenreH sKoAOrMA/bIK Kayinciz XMMmUanbiK cuHTes dunocoduacel. OKy yaepiciHae
YKaCbl/T XMMMUAHBI KONAAHY CTyAeHTTepAi KayinTi peareHTTepAi asmacTblpy, KaTaamsaTopaapapl
nanaanaHy, sHepruaHbl YHEMAEY, KanablKCbi3 peaKkLnsanap »acay CMAKTbl 3amMmaHaym TaciNaepmeH
TaHbICTbIPaAbl. Mbicanbl, OPraHMKaAblK XUMWA KYPCbIHAA: HUTPAEY, XA0pAay CUAKTbl KayinTi
peakumAanap OpHbliHA KaTa/IMTUKAAbIK TMAPOreHaey; Y/abl epiTKIWTep OpHbIHA Cyda 6TeTiH
peakumsanap; Kemn caTbllbl CUMHTE3AiH OpHbIHA Oip biAbiCTa ©TeTiH (one-pot) peakuusanap
KapacTblpblnaapl. byn cTyaeHTTiH, Kacibu oWnayblH 3KONOTMANBLIK TypFblAaH KalTa Kypyfa
MYMKIHAIK 6epea,.

DKoNorMANaHAbIPbIAFAH  3€pTXaHablK, KYMbICTapAa: KandblK Mesllepi a3aiTbliafaH
MWKPO3AiCTEP; YNbl peareHTTepAiH OpHbIHA Kayincia 6anamanap; XMMMANbIK KanablKTapbl *KUHaY,
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cypbinTay, b6enTapanTaHablpy ToCiNAepi; 3KONOTUAMbIK Kayinci3gik HopmanapbiHa Heri3genreH
HYCKay/IbIKTap KondaHblnadbl [2]. Mbicanbl: KblWKbIA-HET3 TUTPAEY KymbicTapbiHaa HCl opHbIHa
9/1CI3 KbllWKbIAAAPAbl KONAAHY; OpraHMKablK CUMHTE34e aueTOH OpHblHA 3TaHOA Hemece cy
KONAaHy; XPOM Kocnacbkl opHbiHa Temip(Ill) Ty3aapbl apKbiaibl TOTbIFY peaKkLUMUANapbiH KYprisy. byn
CTYAEHTTIH 3epTxaHaiblK, M3AEHMETIH KanbiNTacTbiPbil KaHa KoMmal, Kacibu opTagarbl
9KONOMMANBIK Kayincisaikke AanbIHAbIKTbI apTTbipabl.

XUMUANBIK YOEPICTEPAIH, 9KONOTMANbIK canaapbiH 6aranay Kabineti. CTyaeHT XUMUANbIK
peakuus TeHAeyNepiH Ka3blnN KaHa KOMMal: KemipcyTekTepaiH KaHy eHimaepiH (CO, CO,, NO,)
ecenTeni; a3oT TbIHAUTKbIWTAPbIHbIH, aPTbIK MO/LWEPAE EHTi3iNyiHiH 3KON0rMANbIK canaapbiH
Tannanabl; MeTanaapibiH KOppo3uAckl HITUMXKECiHAEe KoplwafaH opTara b6eniHeTiH MoHaapAbl
3epTTenai [3]. ToxipmbeHi Kayincis ynmbiMaacTblpy aHe KandblkTapAbl 6ackapy Aafabliapbl.
XUMMA CanacbliHAaFbl MamaH 3KONOMMANbBIK Kayinci3aik HOpManapblH MIHAETTI TypAe MmeHrepyi
KarkeT. OKbITy DapbiCbiHAA CTYAEHT: KbILWKbIA, CiATi, OpraHnKanblK epiTKill KanablKkTapbiH benek
XUHayapl; yAbl Kanabiktapasl 6entapantaHabipyabl  (mbicanbl, Cr(VI) = Cr(lll)); cbiHan
TEPMOMETPIEPI MEH aKKYMYNATOPAAPAb!I KaYinci3 yTuAn3aumanaydbl; peakTMBTepai caktay mMeH
TacbIManay eperenepiH NpakTMkaga meHreped.

KopbITbIHAbI. Mofapbl 6inim bepyae XMMMAHbI 3KONOTMUANbIK-OaFaapbl
MHHOBAUMANAP Heri3iHAe OKbITY — Kasipri 3amaH TananTapblHa cai, canaabl  Kacibu
[AAPAbIKTbIH Heri3ri dakTopbl 60bin Tabblnagbl. byn Tacin apKblabl TMIMA s4icTepai AypbIc
TaHgay CTYAEHTTIH KacCiOM Ky3blpeTTifiriH KelweHai TypAe KywenTin, oHbl eHbeK HapbifbiHaa
CypaHbICKa Me MaMaH AeHreniHe xeTKizei. byn MHHOBaUMANbIK 6aFbITTbiH KYHAbIbIFbl CTYAEHTTIH,
Keneci Heri3ri Ky3blpeTTiNiKTepiH KanbiNTacTbIpybiHAA:

KeleHai »aHe xyheni 6inim: cTyaeHTTep XMMUANLIK BiniMAi TeK TeOPUANbLIK TYPFblAaH
MeHrepin KaHa KoMmalabl, COHbIMeH bipre ocbl BiNiMHIH, KOpLUaFaH OpTaFra TUFi3eTiH acepiH TepeH,
TyciHedi. Onap XMMUALIK NPOLECTepPAi SKONOTMANbIK KaYinci3aik TYpFbiCbiHaH Oaranayapl »KaHe
OHTaMnaHAablpyabl YMpeHeai. byn onapapiH Kacibu onaybiHAaMbITadbl.

IKONOTUANbBIK, yKayankepLinik KoHe 3epTXaHanbiK M3EHMET: OKbITY
HapbiCbiHAa 3epTXaHablK MIAEHMETTIH XOFapbl AeHreliHe, Kayincia peareHTTepai KoiaaHyFa
KoHe KanaplKTapabl aypbic Hackapyra baca Ha3ap ayaapbliaapl. Ocblnanua,

CTYAEHTTEPAE SKONOTUAMBIK  ayanKepuwislik KanbinTacbin,  Onap  XMMWA  CafacblHAAFbI
YKYMbICTbIH, 3TUKA/bIK KOHE d/1eYMETTIKACNeKTiNepiH eCKepeTiH caHalbl MamaH 60/bIN LWblFadbl.
JKonormanbik-6afaapibl AAAPAbIKTAH 6TKEH XMMMA MaMaHAapbl MHHOBAUMANbIK eHAipicTepae,
KOplafaH OpTaHbl KOpfay YMbIMAApblHAQ oHe cana 6aKblaay 3epTxaHanapbiHAa epekle
KarKeTTinikke ne bonaabl. Cebebi, onap Kasipri 3amaH Tasan eTeTiH TEXHONOTMANbIK WeWiMaepai
9KONIOTMANBIK TYPFbIAAH Herisaen anasbl.

KopbITbiHAbIIAM  Kese, »ofapbl  Binim  Bepyae  XMMUAHbI  3KONOTMANbIK-Oaraapbl
MHHOBALMANAP HETI3iHAE OKbITY — MamaH Aasp/ay »KYMeCiH XaHFblpTyAblH, Heri3ri TeTiri. bya Tacin
TYNeKTepAiH Kacibn Ky3blpeTTifiriH, 3epTXaHaiblK M3EHWMETIH, Kacibu OMNayblH KaHe TYPaKTbl
namy DaFbITbIHAAFLI KYHAbINbIKTapbIH KaabliNTacTbipa OTbIpbIMN, onapablH, eHbek
HapblfbiHAa Bacekere KabineTTi »aHe Kofam andblHAafbl XKayanKkepLiniri }Korapbl MamaH peTiHae
Ka/bINTacyblHa alTap/bIKTain biknan eTeai.
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TEOPETUNHECKNE OCHOBDbI
MY3bIKA/IbHO-3CTETUHECROTIO
BOCMUTAHMA YHALLMXCA HAYANTBHOM
LLUKO/1bl B NMPOLLECCE XOPOBOIO MNMERHNA

LWanaratosa Cayne CounanoBHa
MarucTpaHT, lNaBnoaapcKkmii neaarormiyeckmin YyHMBepCUTET MMeHN DaKen MapfynaH,
Pecnybnnka KasaxctaH, ropoa lMaBnogap

Bo Bce BpemeHa CyLLeCTBOBAHWUS YE€/10BEYECTBA My3blKe M My3blKa/lbHOMY 06pa30BaHMIo
oTBOAMNOCL 0coboe mecTo. [0 MHEHWIO MHOMMX BWUAHbLIX YYEHbIX, MMEHHO My3blKa/lbHOE
MCKYCCTBO SIBNANOCH AEMCTBEHHbIM CPEACTBOM «BOCMUTAHMA AyLIM U cepaua». My3bika nomoraeT
nydlie, raybrxe, WMpe MNO3HABaTb KM3Hb, Bbi3biBAaeT 0AAaropoAHble, BO3BbILEHHbIE MbICAK,
4yBCTBa.

«My3blka — OIHO U3 CUJIbHENLLMX OPYANIA BOCMUTAHUS KaxKAOro YenoBeKa...» - nuuwet [.
LocTakoBKu.

YTO e HyXXHO caenatb A8 TOoro, YTobbl My3blka AEUCTBUTE/IbHO Cbifpasa CBOK Po/b B
BOCMUTAHUM NOAPACTAOWEro NOKOAEeHMA?

Bo-nepBblx, Hay4YnTb AEeTeN NOHMMATb U NOUTL My3blKy, BO-BTOPbIX, BOCMUTATb Y HUX
XY[0XECTBEHHHbIN BKYC, HayYMTb LEHUTb MOAJMHHO XYAOXECTBEHHble MPOM3BEAEHMA U, B-
TPETbUX, Pa3BUTb My3blKajsbHble CNOCOOHOCTM AeTe — UX CAyX M NaMAaTb, TakK «A4ns
HEeMY3bIKaZIbHOTO yXa NpeKpacHenlwas My3bika He MMeeT HMKaKoro cmbicna» (K. Mapkc).

[JaHHble 334341 PACcNONOXKeHbl B TaKOM NOCAeA0BaTe/IbHOCTM, MOTOMY YTO, MPeXe BCEro
HeobXOAMMO HayuuTb AeTer NobuTb M MOHMMATb My3blKy, CaylwaTb ee. M Toraa mysblka
OTK/IMKHETCA B cepaue pebeHKa 1 BbI3OBET B HEM 3CTETUYECKMNE NEPERMBAHMA.

FfoBOpPA O XY/[0XeCTBEHHOM BKYCE WM €ro BOCMUTAHWM, CTOMT OTMETMTb, YTO CeMyac Ha
NPOCTOPax MHTEpPHEeTa MHOTO NOLWAOW M BYIbrapHOM My3blKM, KOTOPYIO AIE€TKU, B TOM YMcae, NobAat
M «0bOoXKatoT» cnywaTb. B COBPEMEHHOM COLMOKYNAbTYPHON CUTyauMW My3blka Bce Oonblie
BbIABMIAaeTCA Ha MePBbIA MAaH B CTPYKTYPE XYA0XKECTBEHHbIX NpeanoyTeHnin monoaexun. OHa
onepexaeT Apyrne BMAbl MCKYCCTBA MO KONMYECTBY NOTPeOAEHMA B CUAY CBOMX YyBCTBEHHbIX
ocobeHHoCTel Bo3gencTsnsa. Ho 3a nogoOHOW KapTMHOW BO34ENCTBMA CKPbITbl CAOXHbIE
NPOTMBOPEYNA BOCAPUATMA LLIEHHOCTHbIX OPMEHTALIMIM B My3blKa/lbHOM MCKycCcTBe. Hanpumep, 3To
OAHOCTOPOHHWI YKNOH OONbLIMHCTBA /HOAEM K 3CTPaAHO-pa3BaAeKaTeNbHOM My3blKe, K TOWM
HebONbWON YacTM OrPOMHOI0 MMpPa My3blKalbHOrO WCKYCcCTBa, He Tpebytouen 60ablumx
NHTENNEKTYaNbHbIX N HPABCTBEHHbIX YCUANI ANA NOCTUKeHUA. COBpemMeHHble cpeAcTBa MacCOBOM
MHPOPMAUMM CO3AaNM BO3MOXMKHOCTb «PACTBOPEHMA» My3blkM B ObITy, JAocyre, paboTe.
CTaHOBUTCA BCe TPyAHee BOCMPUHMMATb MYy3blKy Kak XyAoXecTBeHHoe uenoe. [MpuBbIYHOM
CTAaHOBMTCSA BO3MOMHOCTb C/YLIATb My3blKy Kak ¢&OH, MOJIHOUEHHO HEe BOCMPUHMMAs ee.
MoA06HbIN YPOBEHb KYNbTYPbl BOCMPUATUSA MYy3blKM GOPMUPYET NOBEPXHOCTHO-NOTPEOUTENBCKNI
TUM  My3blKa/bHOM  KYyAbTypbl B LUEJOM, KOr4a He NpPOoUCXOAMT TMOJIHOrO  BOCMPUATMA
3MOLIMOHA/bHbIX, WHTENNEKTYa IbHbIX, HPABCTBEHHO-TYMAHUCTUYECKMX CTOPOH My3blKasbHOMO
npomnsseaeHns. MecTo OTCYTCTBYIOLIEN KY/IbTYPbl OTHOLWIEHWM K My3blKasbHbIM LEHHOCTAM
3aHMMAIOT MNOTPebUTENbCKME 3aMPOChl, AUKTYEMblE MPECTUMHOCTBIO, MOAON. 33 BHELWHWUM
NPUCTPACTUEM K My3bIKE CTOUT MOBEPXHOCTHbIN KOHTAKT C My3blKa/ibHbIMUW NMPOM3BEAEHMAMMU B
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WCKNIOYMTENIbHO Pa3BAeKaTeNbHbIX LLeNAxX, KOTOpbIA ABNAETCA yLepbHbIM Ana AnyHocTu. OH

NPOTUBOPEYNUT NOTEHLMANBHO-TYMAHNCTUHECKMM BO3SMOXKHOCTAM MY3bIKa/IbHOTO MCKYCCTBA.
3agaya neparora-my3blKaHTa — HAyYMTb WKOAbHMKOB NOOUTb, LUEHWUTb M MOHMMATb He

My3bIKy BOOOLLE, @ My3bIKy NOAJIMHHO Xy40XECTBEHHYO, My3blKy 60NbWINX MAEN M HYBCTB.

PaccmoTpeHuio npobnem  My3blKa/lbHO-3CTETUYECKOTO  BOCMUTAHMA, BAVAHWNA
MY3bIKa/IbHOTO MCKYCCTBa Ha GOpPMMpPOBaHME AYXOBHOrO MMPa IMYHOCTU MNOCBALLEHO A0BOJIbBHO
3HaYUTENbHOE KONIMYeCTBO PaboT B Nearornke, sCTeTUKE, My3blKOBEAEHUN.

OcHoBononarawowme noaxodbl K npobnemam 3CTETUYECKOro BOCMWMTAHWA, B OCHOBeE
KOTOPbIX 33a/10)KEHA Lienaa cuctemMa obLLeKYIbTYPHOTO BAMAHWA Ha IMYHOCTb, Obln 0603HAYEHD!
B [pesBHel [peummn M Hawnm cBoe oTparkeHue B ydeHuax Cokpata u Apuctotena [75, 121].
'YMaHUCTbl anoxm Bo3poxaeHus ®. Pabne, T. KamnaHenna, T. Mop [75, 191], nponaraHanpya
MO TAPMOHWMYHOTO PasBMTUA NIMYHOCTM, MNOAYEPKMBANM HeObXOAMMOCTb 3CTETUYECKOro
BOCMMTAHWA Yepes 3aHATUA PA3TUYHBIMW BUAAMU UCKYCCTBA.

Anb-®apabu yTBEpKaAan, YTO My3blKa, Kak toboe cHagobbe, MOXKeT ObiTb M A40M, U
cpeacTsom wmcueneHna. CornacHo ero My3blKalbHOMY TPaKTaTy, «bonbluaa KHUra My3blkn», B
BOMPOCaX LennTenbHOW CUbl BCE 3aBUCUT OT XapaKTepa My3blkW. M3y4mB XapakTep u CTPYKTypy
3BYKOB, OH 06palllan BHUMaHME He TONIbKO Ha KaHOHbI «My3blKa/lbHOM HayKM», HO M Ha KOMNAEKC
3CTETUYECKMX U TEOPEeTUYEeCKMX MNPMHUMNOB My3blkM. Bonee TOro, CBOM TpaKTaT BeMKWiA
MbICIUTENb NUCaN B TEONOTMYECKOM 0DLLECTBE, KOTOPOE PasaAnpPan Cnopbl: CAyLIaHNE MY3bIKM —
3anpeTHO (xapam) nam 3To Aap cebiwe? CornacHo coumManbHO-3TUYECKUM B3rnagam Anb-Papabdu,
My3blKa/IbHOE MCKYCCTBO — €CTb MPOBOAHWK A0DpoAeTenn, rapaHT M OAHOBPEMEHHO MpPU3HaK
cYacTbA M A06POAETENBHOCTY.

Tema 3CTeTMYeCcKoro BO3AenCTBMA My3blKM Ha YeNoBeKa AOCTAaTOYHO NONHO pa3paboTaHa
B TPYyJax PYCcCKMX M 3apyberkHbix negaroros, ncuxosnoros. Cpean Hux [. H. Oxona, A, b.
Kabanesckui, [. C. Jiuxaues, A. C. MakapeHko, b. M. HemeHcknin, B. A. CyxomanHcKMi, B. H.
LLaukaa v gpyrue.

C. /lnxayes nucan: "MaccoBoW KynbType, C 3aBUAHOM 3HEPr1elt BTopratouleinca B Hawy
W3Hb, CNeflyeT NPOTUBONOCTAaBUTL BbICOKYIO KY/bTYPY, MMEIOLLYO HapOAHYIO, SMOLMNOHANbHYIO
OCHOBY - B TOM OZHa 13 33Za4 3CTETUYECKOro 1 HPAaBCTBEHHOrO BOCMUTaHMA".

B kHure Laukon B. H. «My3blkanbHO-3CTETUYECKOE BOCMUTAHME AETEM M HOHOLIECTBAY
M3NIOXKEHbl MaTepumanbl MHOTONETHUX UCCAeAO0BaHWM aBTOpa MO OCHOBHbIM BOMPOCaAM
MY3bIKa/IbHO-3CTETUYECKOTO BOCMMTAHWA. ABTOP PaCcCMaTPUBAET C/OXKHYIO W MHOTOrPaHHYLo
npobnemy mMaccoBOro mMy3blKasibHOro BOCMUTAHMA AETEN M IOHOWECTBA WM, KaK COCTABHYHO 4acTb
obuiero popmmMpoBaHMA NMYHOCTU, U NMPOYMM OTAENbHbIM BOMPOCamM Npobaembl — pas3BuTUE
MY3bIKa/IbHOTO BKYCa, MHTEPECOB, CNOCOOHOCTEN U T. 4.

B yuebHOM nocobum B. . AHaptouieHKo «lcuxonoro-negarormyeckme ocobeHHocTH
dOpPMMPOBAHMA TOTOBHOCTM CTYAEHTOB K My3bIKa/IbHO-3CTETUYECKON AeATeNbHOCTM» 0606waeTca
NCMXONOro-NefarorMyeckmMim  onbiT M AaHHble WCCNeAoBaHMA pAda  aKTyanbHbIX Npobaem
NOATOTOBKM yuMTeNen My3blKM ONA My3blKaJbHO-3CTETUYECKOrO BOCMUTAHMA MNoApacTatolLero
MOKONEHWA Ha COBPEMEHHOM 3Tane CoLMaAbHOro Pa3BUTUA.

N. C. bahpanuHoBa B cTatbe «DPOpMMPOBAHME KyAbTypbl MNOBEAEHMA MAAALIMX
WKONIbHWMKOB B YCNOBMAX Ky/NbTYpPHO-AOCYrOBOW AeATENbHOCTM BOKA/bHO-XOPOBOMW CTyAMU»
(*ypHan «Hayka 1 wkona», 2016) packpbiBaeT TEOPETUYECKMNE acNeKTbl GOPMUPOBAHUA KYIbTYPbI
noseneHuA MIALLLNX LWKOJIbHWUKOB cpescTBamu BOKa/1IbHO-XOPOBOIo MCKYCCTBA.
PaccmaTpumBatoTcd  OCOBEHHOCTM  Ky/NbTYPHO-AOCYrOBOM  AE€ATENbHOCTM  BOKa/IbHO-XOPOBOW
CTYAMM, KaK ONTUManbHOM cpeabl GOPMUPOBAHUA KyAbTypbl NOBEAEHMA MNAAWMX LKOAbHUKOB
CpesCTBaMM BOKa/IbHO-XOPOBOIO UCKYCCTBaA.

N. T. NanteB B cTaTbe «K Bonpocy 06 aKTMBM3ALMM My3blKaNbHO-3CTETUYECKOIO
NPOCBEWEHNA  MNAAWMX  WKONBbHMKOBY»  PAacCCMaTPMBAET  KMBOTpenellylyt npobnemy



«Interdisciplinary Science Studies» (December 4-5, 2025). Dublin, Ireland I

MYy3bIKa/IbHO-3CTETUYECKOrO MPOCBELLEHMA MNAAWNX LWKONbHMKOB. [puBeaeHbl ybeanTenbHble
[0BOAbl McCcnefoBaTeNen-nefaroroB 0 HeObXoAMMOCTM aKTMBM3AUMM METOA0B My3blKa/IbHO-
3CTETMYECKOro MNpocBelleHnaA. 3TOo, npexae BCero, NeKUMU-KOHLEPTbl B (GUAapMOHUKM, B
MYy3blKa/IbHbIX y4ebHbIX 3aBeAeHMAX, B LUIKOAE CPeAcTBaMM MHCTPYMEHTA/IbHOrO M BOKaNbHO-
XOPOBOrO WMCKYCCTBA, @ TaKXe aHaMTMYECKOW WMHTepnpeTauum My3blKasabHbIX NPOM3BEAEHWN.
BaxHOM 3agavein yumTtena AsnsetrcA GOPMMPOBAHME CPeACTBAMM My3blKa/IbHOTO WMCKYCCTBA
4yBCTBA COLMANbHOM OTBETCTBEHHOCTM, YyBCTBA NAaTPMOTM3IMa, Nt0H6BM K PoanHe, K manoi PoamHe.

Kaszaxckme yuyeHble, ¢unocodbl M neparorn, Takme Kak Abalt KyHaHbaeB, blbbipal
AntbiHcapuH, LWokaH YanuxaHos, AxmeT ybaHOB LWMPOKO packpbiBaan npobaemy scTETUYECKOTO
BOCMMUTAHMA.

Benunkuii mbicantens Abaii XOpowo MOoHMMaA 3HavyeHMe My3blKM B KM3HM 0OLLECTBa,
paccmMaTpMBaA WMCKYCCTBO KaK CpeacTBO, cCnocobHoe 0BHOBUTbL Yenoseka. [na Hero noar,
MY3bIKaHT — 3TO Hopey, 3a npasay. TpeboBaHMA Abaa K MCKYCCTBY — 3TO 3HAYMTENbHOCTb MbICAMK,
YMCTOTa M BECOMOCTb C/10Ba, BbIPA3UTE/IbHOCTb MENOAMNM.

3Tnyeckaa npobnematvka 3aHMMaEeT 3HauuMTeNbHOe MecTo B npoussedeHuax M.
ANTbIHCApPWHA, B HWUX KPACHOW HUTBIO MPOXOAMT MbIC/b O Cyabbe YenoBeka, ero naeanax, o NyTax
BOCMWTAHWA BbICOKOHPABCTBEHHON NNMYHOCTU. COBPEMEHHWKM OTMEYann, YTo B NPOM3BEAEHMAX
ANTbIHCapMHa OHM  BWAAT  «CWMABHOFO  MPOBOAHMKA  YMCTbIX WCTMH  HPABCTBEHHOCTU
oblLeYenoBeYeCcKom 1 Yepes 3TO 3aCayra ero NPeBbILaeT BCAKYI MOXBany». ITMKa ANTbIHCApMHA
—3TO 3TMKA HApOAa, M HOCUT OHA NPAKTUYECKMI XapakTep. Hacneane AnTbIHCapMHa NONE3HO ANA
COBPEMEHHOCTN C ONpeaeneHHON KOPPeKTMPOBKOW Ha BpemA. OCHOBY HPABCTBEHHOCTM MO
Nbpato AnTblHCApUHY cocTaBnAeT obpa3oBaHWe M BOCNMUTaHME: «TONbKO NOCTOAHHAA 3aboTa U
HpPaBCTBEHHOE BOCMMTaHMe GopMUpyeT B pebeHKe camble Nyylre HPABCTBEHHblE KayecTBay,
«XOPOLIO BOCMUTaHHbIM pebeHOK BNOCAeACTBMM OCTaeTcsa 0H6ponopAa0UHHbIM HEIOBEKOMY.

HpaBcTBeHHO-3TMYeCKMe  no3uumm  YokaHa BanuxaHoBa  ABAAKOTCA  TEOPETMKO-
METOA0N0MMYECKMM  UCTOYHMKOM  PasBUTUA OCHOB TEOPUM HPABCTBEHHOIO BOCMUTAHMUA
WKoNbHMKOB KasaxctaHa. B ero Tpyabl Oblav  3310XKeHbl OCHOBHble MOJIOKEHWUA O
3aKOHOMEPHOCTAX, MPUHLUMNAX, Lenax, 3aJadvax, coaepxaHun, dopmax, MeTodax u cpeacTBax
dopmmnpoBaHMA MopanbHOro o6mMKka AMYHOCTU. OCHOBHbIMKW GaKTOPaMM BOCMMTAHMA JNYHOCTU
BannmxaHoB cuMTan cpedy W BOCMMTAHWE, a LEAb MOpPanbHOro ob/aMKa 4Yenoseka BuAen B
BOCMWTAHWM HPABCTBEHHO OPUEHTMPOBAHHOM NMYHOCTHU, 33[a4M — B BOCMIMTAHNM HPABCTBEHHbIX
Ka4yecTB IMYHOCTM.

Takum o6pa3om, npoBo3raalleHHble B npowsaom Abaem KyHaHbaesbiM, WbBpaem
ANTbIHCapUHbIM, YOKaHOM BannxaHOBbIM MOpPasbHble HOPMbI, UX BbICLIME 3TUYECKUE UAeaNnbl He
TONIbKO He YTPaTWAWM CBOEro 3HaYeHWA B Halle Bpems, a Npuobpenn HOBYIO CUAY 3BYYaHMA U
TpebytoT NPUCTANbHOTO M3YYEHWA U OBNAAEHMA, MPEXAE BCErO yYalMMnCa.

TaKk»Ke n3BeCTHbl y4ebHble Nnocobuma, MoOHOrpadum 1 CTaTb COBPEMEHHbBIX Ka3aXCTaHCKMX
MY3bIKaHTOB, Neaaroros, cpeam kotopblx . MombiHyabl, K. B. LLlokamaHoBa, A. C. Llaamaposa, P.
H. HaypbizbaeBa, b. XK. Kokymbaesa, A. A. Cmetosa, A. b. Mykawesa, . I. AxmeToBa, P.K.
OiocembuHoBsa, T.A. bykuposa, C.Y3akbaesa. [pynna uccnemosatenei no pykosoactsom C.A.
Y3akbaeBOW M3yymna negarornyeckme BO3MOMKHOCTM  YCTHOTMO Ka3axCKOro  My3blKa/lbHOroO
TBOpYecTBa. [laHHOEe wuccnegoBaHME MNPOBOAMIOCH B CUCTEME HEMPEPbIBHONO My3blKa/lbHO-
aCTeTUYECKoro obpasoBaHUs B pycae nporpammbl «Enim-ainy», cosgaHne KOTOPOM NPUHAANEKUT
npoodeccopy M.X. bantabaesy.

B yyebHOM nocobun Cmetosor A. A. «McTopma pasBUTMA My3blKaibHOrO 06pa30oBaHMUA U
BOCNMTaHMA B KasaxcTaHe» pPacCMaTpuMBalOTCA  TEOPETUKO-MEeTOLON0MMYeCcKMe  acneKTbl
My3blKaNIbHOrO 06Pa30BaHWUA, UCTOPUA PA3BUTMA My3blKalbHOro 06pa3oBaHMA WU BOCMUTAHMA B
KasaxcTaHe, pacKpbITo coaepskaHune n GopMbl paboTbl My3blKaIbHO-3CTETUYECKOTO BOCMINTAHMA B

CUCTEME KYIbTYPHO-MPOCBETUTENBCKMX YUPEKAEHUIA.
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Oco3HaHHOEe BOCMPUATUE LEHHOCTEM My3blKaNbHOM Ky/AbTypbl HaYMHAETCA B MAAAWEM
WKO/IbHOM BO3pacTe. Y KaxAoro WKO/MbHWKA €CTb CMNOCOOHOCTM M TanaHTbl. [eTn oT npupoapl
Ntob03HaTENbHbI U MOHbI KeNaHUA YYUTbCA. [1pOABAEHMA TBOPYECTBA XapaKTepHb! A5 pebeHKa
C CaMOro paHHero BO3pacTa, Tak Kak TBOPYECTBO — 3TO HOPMa AETCKOro Pa3BUTUSA. B My3blKaibHOM
TBOPYECTBE BeAyllyld POJAb WMIPAET CUHTE3 3MOLIMOHANbHOM OT3bIBUMBOCTM M MbILWIEHMA
(abCTPaKTHOrO M KOHKPETHOTO), IOTUKM U UHTYWULMK, TBOPYECKOTO BOODOPAXKEHMNA M aKTUBHOCTM,
CNOCOBHOCTM MPUHMMaTb ObICTPbIE PELIEHUA U MbICIUTb aHANMTUYECKM. TBOpYECKOoe Havaso
poXKAaeT B pebeHKe Kneyto GpaHTasnto 1 BoobpaxKeHue.

TBOPYECTBO MO NPMPO/E CBOEM OCHOBAHO Ha *KeNaHUN cAenaTh TO, YTO A0 TebA eLle HUKEM
He 6bln10 caenaHo. My3blKafbHO-3CTETUYECKOE BOCMUTAHME ydyawmxca. Ha ypoKax My3blKu
OCYLLECTBAAETCA MOCPEACTBOM BOB/IEYEHMA WX B MPOLLECC COOCTBEHHOIO Xy/AO0XECTBEHHOrO
CO3MAaHWA, COLMANbHO-3HAYMMOrO MO CYWHOCTM M HAMpaB/fEHHOrO Ha MO3HaHWe W OCBOEHWEe
OKPY*KatoLero mmpa.

Llenn Taknx ypoKosB:

1. BcecTOpOHHee pasBUTME JANYHOCTHO-TBOPYECKOrO MOTEHUMana W 3CTeTUYeCcKoM
Ky/A1bTYpPbl LWKOABbHUWKA.

2. ONTMMM3aLLMA MbIWAEHMA U NO3HABATENbHOW AeATENbHOCTU.

3. PackpbITie npeobpasytolet CUabl My3blKW 1 ee BANAHWA Ha BHYTPEHHWI MUP YeN0BeKa,
€ro OTHOLLEHME K OKPYXKatoLLen AeUCTBUTENIbHOCTMU.

4. OBnageHve 06pa3HbIM A3bIKOM My3blKa/IbHOrO MCKYCCTBA MOCPEACTBOM YCBOEHMA
3HaHWN.

Pa3BUTUIO TBOPYECKMX CNOCOOHOCTEN CBOMCTBEHHbI ONpeae/eHHble 3Tanbl:

1. HakonneHune BnevyaTneHun.

2. CeHCOpHO-MOTOPHbIE 1 peyveBble HanpaBAEeHNA.

3. mnpoBu3auma ABuraTenbHas, peyesas, My3blKa/ibHas.

BKkAtoueHWe B CTPYKTYpy YPOKOB WMIPOBbIX CUTyalLMIi MO3BONAET BOB/EYb Y4alUMXCA B
TBOPYECKYO AEATENbHOCTb, YTO ABNAETCA HEODXOAMMbIM yCioBMEM GOPMMPOBAHNA TBOPYECKMX
CNoCcOBHOCTEeN Yy MNAAWMX WKONbHMKOB. B TBOpPYECKOM KONNEKTMBE AETU y4aTCa TepneHwuto,
BblAEPKKE, B3aMMOMNOHMMAHMIO. 3aZa4a My3blKa/lbHOrO BOCMMTAHMA — KOMMEKCHOE pa3BuTMe
HPABCTBEHHbIX M 3CTETUYECKMX YyBCTB pebeHKa, ero BOoHparkeHMs, TBOPHYECKUX M CheLmanbHbIX
MY3blKa/lbHbIX CNOCOBHOCTEN.

PebeHOK mnaawero LWKOMbHOMO BO3pacTa MOMyYaeT 3HaHMA, npuobpetaa npu 3TOM
HaBbIKM CAaMOCTOATE/IbHOrO MbILAEHMA, TBOPYECKOrO BOCNPUATUA OKPY*KatoLLero mmpa. Bece suapl
MY3bIKa/IbHOWN AeATEeNbHOCTM Ha YPOKax Xopa AO/IXKHbI CNOCOBCTBOBATTb TBOPYECCKOMY PA3BUTUIO
y4allMXca, TO eCTb BblpabaTbiBaTb B HUX CTpeMIeHMe cAenaTb YTO-TO HoBOoe U nyvwee. PebeHok
TBOPUT paam paaocTu. M aTa pafocTb COBCTBEHHOMO NPe0A0NEHMA U yCNEXa B TPyAe cnocobeTayeT
npuobpeTeHnto Bepbl B cebdA, yBEPEHHOCTU B CBOMX CMAax, GOPMMPOBAHUIO LIEIOCTHOM
TBOPYECKOM NMYHOCTU. Pyccknin coBeTcknit mysbikoBes b.B. AcadbeB nucan: «Kaxkabli, KTO XOTb
HEMHOrO OLLYTM B KakoM-1nmbo cdepe MCKyCcCTBa PafiocTb TBOPYECTBa, OyAeT B COCTOAHWUM
BOCMPUHMMATL WM LEHUTb BCe XOopollee, 4TOo JAenaetcs B 3ToM chdepe, U ¢ Oonbluen
MHTEHCMBHOCTbBIO, YeM TOT, KTO TO/IbKO MACCMBHO BOCMPUHNUMAET».,

OOHUM M3 BaXKHEWWMX YCAOBUIA MY3blKalbHO-3CTETUYECKOTO BOCMMUTAHMA ABNAETCA
OPraHM30BaHHbIA MNpouecc BOCNPMATMA  y4yebHOro MmaTepumana C  YY4ETOM  BO3PACTHbIX
ocobeHHOCTEN aeTen.

«Bo3pacTHble ocobeHHOCTWM - crneumduyeckme CBOWCTBA JIMYHOCTM, WHAMBUAQ, €ro
NCUXMKKN, 3aKOHOMEPHO M3MeHAILWMeca B MNpoLecce CMeHbl BO3PACTHbIX CTaguM pPa3BUTUA.
Bo3pacTHble 0cobeHHOCTM 06pasytoT onpefeneHHbli KOMMNAEKC MHOroobpasHbIXx CBOWCTSB,
BK/tOYAA MO3HaBaTe/IbHble, 3MOLMOHANbHbIE, MOTMBALMOHHbIE W APYyrMe XapaKTepUCTUKM
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MHAMBMAA. BO3pacTHble M3MEHEHWNA, B OTAIMYME OT LUMPOKO BAPbUPYHIOLLMXCA MHAMBUAYANbHBIX
0cobeHHOCTEeN, OTpaXkaloT Takne npeobpasoBaHms, KOTOPbIE MPOUCXOAAT B NCUXMKe BObLLIMHCTBA
npeacTaBuTenet [AaHHOW KynbTypbl WMAW  CyBKyNbTypbl MNpW  CPaBHUTENbHO OAMHAKOBbIX
COUMANbHO-3KOHOMMYECKMX YCNOBUAX. Bo3pacTHble 0COBEHHOCTM He MPOABAAIOTCA B «4YUCTOM
BMAE» M HEe MMetoT abCONOTHOrO U HEM3MEHHOrO XapaKTepa, OHW MCMbITbIBAOT BAMAHWE CO
CTOPOHbI KYIbTYPHO-UCTOPUYECKMX, STHUYECKMX N COLMANBbHO-IKOHOMMYECKMX pakTopoB. Ocoboe
3HaYeHMe MMeeT y4eT BO3PacTHbIX OCOBEHHOCTEN B NpoLLecce 0byYeHns U BOCNUTaHUA.

O6Lyto cxemy nepuoam3almm CTaHoBAeHMA YenoBeka pa3spabotann J/1.C. Boirotckmui, A.H.
NeoHTbeB 1 [1.6. 31bKOHNH.

B ocHoBy BbIGpaHHOM Nepnoam3aumm nccnenoBaTenu B3aAM NpeacTaBieHne O TOM, YTO
KaXgoMy BO3pacTy, Kak CBOeobpasHOMY WM KayecCTBEHHO-Cneuuduyeckomy nepuoay KU3HU
4yenoBeKa, COOTBETCTBYET ONpeAeneHHbIN TMN Beaylen 4eATeNbHOCTU. MI3MeHeHWe coaeprKaHma
[eATeNbHOCTM XapaKTepm3yeT CMeHY BO3PACTHbIX NEPUOA0B:

- HenocpeaCcTBEHHOE 3MOUMOHaNbHOe ObWEeHWe C B3POCAbIMM MPUCYLLE YENOBEKY C
nepBbIX HeAeNb ero XM3HW 1 A0 roaa;

- NPeAMETHO-MaHUNYNATOPHAA AeATeNbHOCTb CBOMCTBEHHA pebeHKy oT 1 roga Ao 3 net
M3HW. XapaKTepHbIM AN1A 3TOro BO3pacTa ABNAETCA BO3HMKHOBEHMe y pebeHKa coHBCTBEHHOrO
netckoro “A”;

- netam ot 3 4o 6 neT Hanbonee xapaKkTepHa UrpPoBas AeATENbHOCTb, B MpoLecce KOTOPOro
y Hero pa3BmBaeTca BoobpaxeHne, GopmunpytoTcs 0bobLLEHHbIE NepexXnBaHNA U OCMbICIEHHAA
OpUWEeHTaUMA B HUX;

-y AeTei Bo3pacTHOW rpynnbl oT 6 a0 10 neT popmupyetca yiebHaa AeAaTeNbHOCTb. Ha ee
OCHOBE Y MNAALWMX WKOJbHMKOB BO3HMKAET TEOPEeTUYECKOe CO3HaHWeE N MblleHWe, pa3BMBatoTCA
COOTBETCTBYIOWME MM CNOCOBHOCTU — pedieKkcns, aHanm3, MbICIEHHOE NNaHUPOBaHMWE, a TaKKe
NOTPeBbHOCTU U MOTUBbI YHEeHUA;

- pgetam or 10 po 15 neT xapaKTepHbl yyebHaa, Tpyaosasd, obOWeECTBEHHO-
OpraHM3auMoHHan, CNopTMBHAA W XYAOXECTBEHHaA BWAbl AeATeNbHOCTU. Y NOoApPOCTKOB
BO3HWKaeT CTpeMeHne y4acTBOBaTb B Nt0HOOIM 0bLlecTBeHHO Heobxoammon paboTe, ymeHue
CTPOUTb ObLLEeHME B Pa3/IMYHbIX KONEKTUBAX C YHETOM MPUHATLIX B HEM HOPM B3aMMOOTHOLLEHWIA,
pedsiekcns Ha cobCTBEHHOE NOBEAEHNE, YMEHME OLIEHMBATb BO3MOYXKHOCTM cBOEero “A”;

- CTapWEeKNacCHMKN 1 ydalwmecsa opraHmsaumin TUMNO B Bo3pacte oT 15 go 17-18 net
BbIMONHAOT y4ebHO-NpodeccMoHaNbHYIO AEATENBHOCTb. Y HUX Pa3BMBAOTCA NPOdEeCCMOHaNbHbIe
WHTepecbl, notpebHocTM B Tpyae, GOPMUPYIOTCA 3SNEMEHTbl MCCNeA0BaTENbCKUX YMEHUI,
CNOCOBHOCTb CTPOUTb CBOWM  KM3HEHHble M/aHbl, HPABCTBEHO-3CTETUYECKME W  UAENHO-
rpaskaaHCKMe KayecTBa IMYHOCTM U YCTOMYMBOE MMPOBO33PEHME.

Bo3pacTHble ncmxonormyeckme OCOOEHHOCTM AeTel HayaNbHbIX KAacCoB 3aBMCAT OT
NpeALWecTBYOLWEro NCMXMYECKOrO Pa3BUTUA AETEN, OT UX TOTOBHOCTU K OTK/AMKY, KaK Ha MY3blKY,
TaK M Ha BOCMWUTAHWE B3POC/bIX. ITOT BO3PACTHOM MNepuoa 3aHMMaAET KAto4eBOe MeCcTo B
NCUXONOTNKM, MOTOMY 4YTO OOy4YyeHMe B LWKONe ABNAETCA HOBbIM 3TAaNOM MCUXO/IOTMYECKOro
Pa3BMTUA YesloBeKa. YuebHaa AeATeNbHOCTb HaumMHaeT npuobpeTaTb OONblLIOe 3HaYeHWe ANns
MIA4LWeEero WKOAbHMKA, MOABNAETCA NO3HABaTe/IbHAA aKTUBHOCTb, CTPEMIEHNE K CAaMOPa3BUTHIO.
Ycnexu B yuebe cnocobCcTByOT POPMMPOBAHNIO €r0 aJleKBAaTHOM CAaMOOLLEHKM, @ HeyAaun B ydebe
3a4acTyto NpMBOAAT K QOPMMPOBAHMIO KOMM/IEKCOB HEMONHOLEHHOCTU MM PAa3BUTUIO CUHAPOMA
XPOHWYECKOM HeyCneBaeMoCTH.

K BaXKHEMLIMM NNYHOCTHBIM XapaKTEPUCTUKAM YyYaLWMXCA HAYaIbHOM LUKONbl OTHOCATCA:
[0BepyYMBOe MNOAYMHEHWE aBTOPUTETY, NOBbILWEHHAA BOCMPUMMYMBOCTb, BHMMATENbHOCTb. B
NOBEAEHUN NPOABAAIOTCA MNOCAYLAHWE, KOHPOPMM3M, MNOAPANKATENbHOCTb. B mMnagwem
WKO/NIbHOM BO3pacTe CKAaAblBatoTcA Hanbonee 6naronpuATHble ycnosuA ana GOpMUPOBAHMA
HPaBCTBEHHbIX KAYeCTB W MONOKUTENbHBIX YEPT IMYHOCTM pebeHKa. Y4uTenb ABNAeTCA 4NA Hero



I Proceedings of the 11th International Scientific Conference

aBTOPUTETOM, MO3TOMY YYMTENb AO/IKEH CO34aTb BAaronpuATHbIe yCA0BMA AnA GOPMMPOBAHMA
BbICOKOHPABCTBEHHOM /IMYHOCTY.

Y yyalmxca Havya/lbHOM LWKoAbl NpeobnanaeT HarnaAHO-06pa3HbIA TUM MbILWAEHWSA, OHK
obpalllatoT BHMMaHWE Ha BCe APKOe, MO3TOMY MpW OByYeHUM MAAALWIMX LIKONbHUKOB [O/KHbI
YUMTbIBATLCA 3TU NMCUXMUYECcKMe ocobeHHoCTU. [Ans bonee NpPoayKTUBHOro obydyeHna HeobxoAnMmo
YYMTbIBATbL CNeundUKy NamaTh aeTen. Yualmeca Hauya bHOWM WKO/bl IETKO M MPOYHO 3aNOMMUHAIOT
HebO0NbLION N0 0HBbEMY A3bIKOBOM MaTepmnasl U XOPOLLO ero BOCMPON3BOAAT. 3aNOMUHAHNE HOCUT
MeXaHNYeCKNI XapaKTep, KOTOPbI OCHOBAH Ha MHOTOKPATHOM MOBTOPEHUM 1 CUE BreYaTIeHUs
npouecca BocnpuatKa. Meaaror A0KeH 3HaTb 0COHEHHOCTM YUALLMXCA HAaYaIbHOM LWKO/bI, YTOObI
Nlyylle CTPOUTb NPOLLECC YPOKa.

Bo3pacTHble ncuxonorMyeckme ocobeHHOCTM — 3TO TO/IbKO OpueHTMp ana 6onee
0H6BbEKTUBHOTO CYXKAEHMA Neaarora 0 CBOMX yYeHMKax.

MpuBesem Havbonee TUMNWMYHbIE, Yalle BCEro BCTPEYAOLLMECs MOKa3aTeNn BO3PACTHbIX
NCUXONOTMYECKNX OCOBEHHOCTEN AeTeN MAAALLEro WKObHOro BO3pacTa:

- MOTOPHas aKTUBHOCTb;

- CEHCOPHO-NEePLLENTMBHAA aKTUBHOCTb — CMOCOBHOCTb M NOTPEBHOCTH B CEHCOPHbIX HOBbIX
BNeYaTAeHMAX, X BOCMPON3BEAEHWM, COXPAHEHUN;

- WNHTEeNNEeKTyaNbHO-BONEBAA aKTUBHOCTb — MWHTEANeKTyasbHaA WMHWULMATUBHOCTD,
NoHB03HATENbHOCTb, WMHTEPEC K BbIABNEHUIO CBA3EM, MPUYMHHO-CNEACTBEHHbLIX OTHOLWEHWN,
0bbeKTMBaUMA M BOCNpoM3BeaeHMe “TpyaHbiX” cuTyauui, BblaeneHma cebs 1 nons AencTsns u
T.4.;

- MOTMBAUMA M SMOUMOHANbHO-BbIPA3UTENBbHAA AKTMBHOCTb — COLMAbHbLIA AMana3oH
M3HEHHbIX MOTMBOB, CMOCODOHOCTb WX K 3MOLMOHANbHO-BbIPA3UTENbHOMY  BbIABAEHWIO,
0603HaYeHMI0, CUMBO/IM3ALLMM, 3aMELLEHMIO;

- CNOCOBHOCTb K BK/IKOYEHWMIO BCEX 3TUX GOPM MCUXMYECKOM aKTUBHOCTM B pPeasibHYHo
CoUManbHyt0 AeATeNbHOCTb, nosedeHue, obuleHne BO MMA WMX IOPEKTUBHOrO MOCTPOEHMA,
PeryaMpoBaHMA 1 COLMANBHOM OLEHKM.

MepBble 4YeTblpe MOKa3aTens, MO MHEHUIO YYEHbIX, ECTEeCTBEHHO MNPOABAAOTCA B
[eATeNbHOCTM fAeTelt 3TOro Bo3pacTa. B MCMXONorMyeckom CMmbicie MNOCAeAHUI MOKasaTenb
onpeaenaeT nNo3nmumio pebeHKa yKe KaK LWKONbHWKA, AeATe/IbHOCTb KOTOPOro XapaKkTepmusyeTcs
BCEMW OCHOBHbIMWM 4YepTamu ODOLLIECTBEHHO-MO/E3HOM AeATeNbHOCTU. [lopuuaHue 3TOoM
CNocobHOCTM, OTpuUATENbHAA OLEHKa BeAeT K  HapylweHWUto  MNPeemMCTBEHHOCTM  C
NpeaLecTBYOWMM NCUXMYECKMM Pa3BUTMEM. A BOCMIMTAHME CMOCOBHOCTU K LieNeBOM perynaumm
[eATeNbHOCTM Yepes NooLpeHMe, NONOKMUTENbHYIO OLEHKY YCNEXOB AeTel COXpaHAaeT 6oraTcTBo
NpeaLecTBYOWMX AOCTUNKEHNI NCUXMYECKOTO PAa3BUTUA MAAALIMX LKObHUKOB.

[encTBmA B COOTBETCTBUN C TpebyeMbiMm pe3ynbTaTom GOpMUPYET Y AeTEN TaKne KavyecTsa,
KaK yCTOMYMBOCTb MOBeAEHMs, CNocOBHOCTb K MOBUAM3aLMKM, K AEUCTBUIO C yyeTom dakTopa
BPEMEHM, K PEryNaLmMm CBOMX COCTOAHUI B COOTBETCTBUM C AOCTUTAEMbIM PE3Y/IbTATOM.

O6BEKTMBHO CyLLEeCTBYOLIME OCOHBEHHOCTM MAAAIMX LWKONbHUKOB M3/1araeT B CBOEM
nccneposanHum .C. Tapacos:

- pa3pO3HEHHbI, HEOPraHM30BaHHbIM MY3bIKa/ibHbIN OMbIT;

- He4OCTAaTOYHAA BOKA/IbHO-C/yX0BadA (MHOrAa U ABUraTENbHO-CYX0BasA) KOOPANHALMS;

- npeobnagaHme posn 3PENNLLHO-CODbITUNHbBIX BNeYaTAEHW NO OTHOLLIEHMIO K CYXY;

- NOTPebHOCTb B CMEHe 3MOUMOHANbHbBIX COCTOAHWI, CBOeObpa3Haa MMMYNbCUBHOCTD,
6eCKOHTPONIbHOCTb SMOLMOHA/IbHbIX COCTOAHWIA;

- CKIOHHOCTb K HEMOCPEACTBEHHOMY COMEPEKMBAHMNIO, SIMOLUMOHANBHON NAEHTUGUKALMN
B CUTyauuMmM obueHMA Co B3POCAbIMM, C MEPCOHAXKAMM NPOU3BEAEHUI MY3bIKY;
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- perynaums neatTeNbHoCTH, obuweHMA B ONope Ha YyBCTBEHHbIE OLyLLEeHNWA, 06pa3bl, HO He
Ha CNOBO; CTPEM/IEHME «YBMAETb» 33 C/IOBOM KOHKPETHOE NMpeacTaBieHne, NpeanoyTeHme Tem
CNoBaM, KoTopble 0606 atoT XMBble 06pasbl, NPeACTaBAEHUS AeTen;

- WHTeNNeKTyaNbHO-BOMEBAs pPerynaums BO WMMA CYOBEKTMBHO MNpPMBAEKATENbHbIX,
«BaXKHbIX» MPUYMH;

- IMYHOCTHAA AOMMHAHTA: CTPEM/IEHME K CAaMOBbIPAXKEHMIO B CaMbiX Pa3HOOOPa3HbIX
dopmax - 3BYKOBbIX, 3pUTENbHbIX, ABMraTeibHbIX M T.4. [51, c. 36].

Ecnn pebeHOoK, HaunHas ¢ Konblbenun, NOCTOAHHO CAYLIAEeT XOPOLY My3bIKy, TO Y HEro
Pa3BMBAIOTCA My3blKasibHble CMNOCOBHOCTN U GOpMUMpPYETCS ONpeaenEHHbIN 3CTETUYECKUA BKYC.
3aMeyeHo, YTO XOPOLLUMI My3bIKasbHbIA CNYX Pa3BMBAETCA Y TeX AeTei, KOTOpble 3aHMMAtOTCH
NeHnem B Xope AN B 1t06OM ApYyrom my3biKa/IbHOM KOIEKTUBE.

Kak n3BecTHO, neHue — ncuxodpmuamdecknin npouecc. OH cBA3aH C pPaboToOM KU3HEHHO
BaXKHbIX CWUCTEM, TaKMX KaK [ApblxaHWe, KpoBoobpalleHue, 3HAOKPUHHAA cucTema. [eTcKkuit
NeBYEeCKMI roNoc OT/INYAETCA OT r010Ca B3POC/IOrO BbICOKMM FOI0BHbIM 3By4aHMEM, MATKOCTbIO,
cepebpuctocTbto Tembpa, HebOoMbLWMM AMANa30HOM, OrPaHMYEHHOCTbIO CU/bl 3BYKA. BaKHO,
4TObbI ronocoobpasoBaHMe OblNO NPaBUIbHBIM, €CTECTBEHHbBIM, YTOObI PebEHOK MpU MNeHuu
MCMbITbIBAN OLLyLleHMe KoMPOopTa, Nen Nerko 1 ¢ yaA0BONbCTBMEM. 1A 3TOro HeobxoaMMO 3HaTb
dunsmonornyeckme ocobeHHoOCTU AeTelr, U CTPOUTb CBOK PaboTy, ONMPAACH Ha HKX. YCNOBHO
[eTCKMe ronoca B Xope AeNAT Ha 3 rpynnbl: MAAALWWIA XOp yYawmxca: 7-9 net, cpeaHuin xop: 9 -12
net, ctapwumin xop: 12-15 net. COOTBETCTBEHHO BblAENAEMbIM BO3PACTHLIM NEPUOLAM MEHAETCA
aHaTOMMYyecKaa CTPYKTypa ro/J0COBOro anmnapata M ronoc pebeHka, KoTopble  0ObACHANOT
M3MEHEHMA aKYCTMYECKMX MapaMeTpPOoB: YacCTOTbl OCHOBHOMO TOHA, MHTEHCMBHOCTW rO/0Ca,
AnanasoHa W Tembpa. OTAMYUTENbHbIMM OCODBEHHOCTAMM B CTPOEHUMUM U GOPMMPOBAHUM
OTAEe/bHbIX OPraHoB rONOCOBOrO annapata pebeHKa ABAAKTCA AWCMPONOPLUMA B Pa3BUTUM
OT/Ze/1bHbIX OPraHOB ro/I0COBOrO anmnapaTta, HEPAaBHOMEPHOCTb M CKaYKO0DBPa3HOCTL B NpoLecce
Pa3BUTUA, HAaIMYME NEPUOLOB, KOTAa Pa3BMTME NPOTEKAET MOYTU He3aMeTHO, HEOAHOPOAHOCTb
OKOHYaHMA pPOCTa pPasHbIX OPraHOB rO/J0COBOro annapaTa. Hanpumep, nerkme MHTEHCMBHO
Pa3BMBAIOTCA B NepBble ABa MecALa, a Aaee, BNIOTb A0 Nepuoa No0BOro CO3PEBAHNA UX POCT
NPONCXOAMT NOCTENEHHO. BbiparkeHHble M3MeHEHNA B BPOHXax M Tpaxee OTMeYatoTca B TeYeHue
NepBoro roAa *KmM3Hu pebeHka. MI3ameHeHWsa B ropTaHW M HOCOrIOTKE MPOUCXOAAT B TPU CTaAUN.
POCT HOCOMIOTKM M NPMAATOYHbIX Na3yx 0ObIYHO 3aBepLLAETCA K Hayasly Nos0BOM 3penoctu (K 8-9
roflam), ocTa/sibHble e OpraHbl r0J1I0COBOro annapaTta NpeKpaLLatoT POCT K Nepuoay OKOHYaHMA
NnofoBoro cospesaHua (K 17 rogam). MckntoueHne cocTaBiaeT TONbKO ropTaHb, NPOAO0/KatoLLas
CBOW POCT. Y AeTei Maafliero WKO/bHOro Bo3pacTa (MAaawnii xop) cneumduryeckmii ronocoBoi
annapar - ro/10COBbIe CBA3KM Y MAAALIMX LKONbHUKOB ellé He cGOPMMPOBaAHbI, OHM KOPOTKME U
TOHKMe. CornacHo onmMcaHmto, KOTOPOe AaeTcA B UCCNeA0BAHMUAX, KACAOLLMXCA U3YYEeHUA AEeTCKOTo
ronoca, roptaHb BOCbMUNETHero peberka B 1,5 pasa Kopoye, 4eM y B3POC/IOro, M PacnosioxKeHa
HEeCKO/IbKO BblllE YPOBHA, 0ObIYHOrO ANA B3POCAOro YesnoBeka. Mbililbl MNOAOCTM pTa U A3bIK
MafIoNoABWMKHbI, HEAOCTATOYHO 3/1aCTUYHbI, NETKME Mano EMKOCTW. [leTCKMI ros0coBOM annapat
Mo pa3mepy MeHblUe, YeM Y B3POC/IOro, U MeHee coBeplLUeHeH. EcTecTBeHHOE 3ByYaHMe AETCKOro
rosloca — «roJIOBHOE», 3TOMYy BO3pacTy CBOMCTBEHHO ¢asbleTHoe 3ByKOoobpa3oBaHWe, TO eCTb
KonebntoTca NMlb Kpas ro/IocoBbIX CBA30K. /[lbixaHWe y [eTel 3Toro Bo3pacTa cnaboe,
MOBEPXHOCTHOE, TaK KaK Auadparma pacrnosioXeHa Bbille, Yem Yy B3pocaoro. [loBOAbHO
HebOoNbWOW AMaNa30H: «40» NEPBOM OKTaBbl - «40» BTOPOM OKTaBbl, pe» - NePBOMN OKTaBbI - «pe»
BTOPOM OKTaBbl. HET CyLeCTBEHHOrO Pa3INUMA MeXay 3By4aHWEM roN0ca MalbYMKOB U AeBOYEK.
Y neten mnafwero WKOAbLHOTO Bo3pacTa Hebosiblias cuia 3ByKa p (Tuxo) — mf (He o4eHb rpomMKo).
MeByeckoe 3ByKOODpPa3oBaHME MPOUCXOAMT 3a CYET HATAKEHMA KPaés CBA3OK, MNO3TOMY
dopcMpoBaHHOEe NeHWe cnefyeT UCKAUWUTb, TaK KaK KPWUKAMBOCTb WMCKaxkaeT TemMbp ronoca,

oTpMuUaTENIbHO BANAET Ha BblIPa3nNTE/IbHOCTb MCMNOJIHEHUA.
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BcneactBMe  HepaBHOMEPHOCTM  POCTA  Pas/IMYHbIX  YacTel roNOCOBOro  annapaTta
NPONCXOAAT M M3MEHEHUs rojsioca pebeHKa, NosTOMy AETCKMIM rosioc TpebyeT OCTOPOMKHOMo
OTHOWEHMA CO CTOPOHbI Nt0HBOro BOKanbHOro neaarora. MccnegosaHuA nocneaHux  net
MOKa3bIBalOT, YTO HAYMHATb BOKa/NbHOE BOCMMTaHME AeTeil Ny4yle C AOWKO/bHOro BO3pacTa.
BO3MOXHOCTM NEBYECKMX FO0COB AEeTEN OrpaHUYeHbl. PYKOBOAMTENb AO/IXKEH 3HATb, YTO KpacoTa
M NPenecTb AETCKOro 3By4aHMA He B CU/1E TO10Ca, @ B 3BOHKOCTM, MOIETHOCTU, SMOLMOHAbHOCTMU.
dopcrnpoBaHMe, POMKOE 3ByYaHMe NPUHOCUT Bpes ronocy. 9To 06bACHAETCA NPUPOA0IN AETCKOro
ro/I0COBOrO annapara, Tak Kak npu NeHUM NPOUCXOAMT HEMOAHOE 3aMblKaHWE rO10COBOM WENW,
BMOPUPYIOT Kpas ro0COBbLIX CBA3OK, MPYAHOM pe3oHaTop pa3suT ciabo.

B cuny BO3pacTHbIXx ocobeHHocTen obbem, TeMbp M cuna ronoca y AeTel HeBenuKM,
MO3TOMY WM MNEBYECKME HaBbIKM WX 3/1€MEHTAPHbI, HECNOXKHbI M MPUMEPHO OAMHAKOBbI Y BCEX
aeTen.

[leTckme ronoca COOTBETCTBYKOT MPUMEPHO T[OA0OCAM KEHCKoro xopa. OTtandne
3aK/to4YaeTca B WMPUHE AMana3oHa (OH HECKOIbKO MeHblle). A TakKe pa3/inyeH B xapakTepe
3By4YaHuA. [JeTckune ronoca bonee «CBET/bIEY, KCEPEBPUCTLIEY, HEKEIN SKeHCKMe. HO CyLecTByoT
W MHOMBUAYaNbHblE OCOBEHHOCTM roNocoB AeTeil. Hanpumep, B 0O4HOM XOPOBOWM rpynne MOXHO
Habn4aTb peskMe pasnuuma B AMana3oHe U UHAMBMAYANbHOM XapaKTepe 3By4YaHMA AETCKUX
ronocos. Cpeam YMCTO MHTOHMUPYIOLLMX €CTb AETH, KOTOPbIE MMEIOT B AMaNa30He 3BYKM CONb, N4,
CW Manol OKTaBbl, M TaKMe, KOTOPble MMELOT B Anana3oHe pe, Mu, da BTOPOW OKTaBbl. Ho ecTb AeTy,
MMetoWMe HenoNHbIM AMana3oH — 2-3 3BYKa, Yy 3TUX AeTel npubansuTenbHas neByecKan
MHTOHALMA.

MpaBuabHOE NpeacTaBNeHWE O MPUMAPHbIX TOHAX, WMAW 30HE MPMMAPHOrO 3BY4YaHMA,
nepexoAHbix 3ByKax M 3BYKOBOM AMAMNA30He AETCKOro ros0ca No3BOANT XOPMENCTEPY ONpeaenTb
YAOOHbIV y4aCTOK 3BYKOBOW LUKa/bl 414 NEHWUA, @ TaKKe BblOpaTb COOTBETCTBYIOWMI penepTyap,
CNocoBCTBYOWMIA Hamnydwmnm obpasom Ha pa3BUTME AeTCKoro ronoca. [od npumapHbIMM
TOHaMM (MM MPUMAPHOW 30HOM) NOHMMaeTCA Hambonee NErkoe, NPaBWUIbLHOE N eCcTeCcTBEHHOE
3BYyYaHMe HECKONbKMX 3BYKOB rosioca, 0Obl4HO HaxodAlleeca B cepeamHe Ananasora. Mpu neHum
B MPMMapHON 30HE BCe 3BEHbA rO/IOCOBOrO annapaTa pPaboTaloT C ecTeCTBEHHOM NMPUPOAHOWN
KoopauHaumelt. Y BonblUMHCTBA AeTel AOMYTALMOHHOIO Nepmnoaa 30Ha NPUMapHOro 3By4aHMA
dal - nal. Apyrve cneumanncTbl M NeAarorn CYMTAloT, YTO MPUMAPHaAA 30Ha PacnooXKeHa
[OBONBHO HUXE M CBA3aHa C QYHKUMOHMPOBaHMEM annapaTa B Npouecce peyn. BbiacHEHO, YTO
3Ta 30Ha B pas3Hble roApl - A0 HACTYN/eHMA MyTaUMOHHOro BO3pacTa - meHseTcA. CpeaHee
3Ha4yeHue BbicOTbl pel - nAl NosTomy pacneBaHuWe caeayeT HauMHATb C STUX TOHOB.

B TaKOM Ha4asbHOM 3Tane XOPOBOro BOCMWMTAHWMA 3aKMagblBaOTCA NMPOPECCMOHANbHbIE
HaBblKWM MEeHWA: WMHTOHMPOBAHWE, BOKa/NbHAA TexHWKa, aHcambampoBaHue. B xope Bce
My3blKa/lbHble  CNOCOOHOCTM, a WMEHHO MEeNOANYECKUN, TFAaPMOHUMYECKUIM, TeMbBpOoBbIN,
PUTMUYECKMI Ccnyx pebEéHKa pasBMBatOTCA ropasfo ObicTpee, Yem Ha APYrux My3blKasbHbIX
3aHATMAX. OcobeHHO 3TO KacaeTcA BbIpaboTKM YMCTOrO MHTOHMPOBAHMA.

KaK noOKa3blBaeT MpaKTWKa, YPOBEHb 3CTETUYECKOro BKyCa Pa3BMBAETCA He TO/bKO Ha
Nydlnx obpasuax KaacCUYeckon, HapoAHOW, COBPEMEHHOWM My3blKM, HO M Ha CPaBHEHWUM
BbICOKOXY/0KECTBEHHOM, BbICOKOMAEMHON MY3blKM C HM3KOMNPOOHOM. B cBA3M C 3TMM, Mbl
npeanonaraem, YTo Ha YPOKax My3blK1 y4nTeNb, CIylWan BMecTe ¢ pebATammn nonynAapHble NecHM,
TP3KM, aHANM3NPYA UX COAEPKATENbHYIO CTOPOHY CMOXKET ybeauTb UX B HU3KONPOOHOCTM, KaKMX-
TO HeOCTaTKax, KacatoLLMXCA UAEMNHON CTOPOHbI NPON3BEAEHMA, TEM CaMbiM ybeauT 1 AoKaXKeT
[eTAM CBOIO MPaBoTY.
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Takum 06pasom, NCUXONOrMYecKme 0COBEHHOCTN MAAALINX LIKObHWUKOB, YY4ET Pa3BUTUA
My3blKa/lbHbIX CMNOCOBHOCTEN, POCT MX MO3HaBaTenbHbIX cun  byaer cnocobcTBoBaTb
dopmMpoBaHMIO NOTPEOHOCTM B CUMCTEMATMYECKOM ODOLLEHUM C My3blKa/ZlbHbIM WMCKYCCTBOM, B
PA3BUTUM XY A0KECTBEHHO-3CTETUYECKOIO BKYCa Ha YPOKAX KOIEKTUBHOIO My3MLIMPOBAHMA.
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XMMUAHBI KALLBIKTBIKTAH OKbITYIA
BUPTYA/ bl 3EPTXAHAAPABIH PO
MEH TUIMAIAIT

MamblipxaHoBa CbiMbaT OMipXaHKbI3bl

MaruncTpaHT, Aban aTbiHAafbl Kasak ¥YATTbIK [eaarornkanbik YHUBEPCUTETI, AAMaThbl K.,
KasaKkcTaH

lanbimoBa Hyp»aHap [ancaTKbi3bl

PhD, afa okbITyLWbl, ADal aTbiHAafbl Ka3ak YATTbIK NeAarorMkanbik yHMBEpCUTeTi, AnmaTsbl
K., KazakcTaH

AHpaTtna. byn makanaga XMMUA MNaHIH KAWbIKTbIKTAH OKbITy 6apbiCbiHA@ BUPTyanabl
3epTxaHanapAblH,  anaTblH OPHbI, OKYy VYAEpiCiHe 3acepi, TUIMANIr XaHe neaarorMkanblk
apTbIKWbINbIKTapbl KapacTblpblnaabl. BupTyanabl nabopatopusanap CTYAEHTTiH, SKCNEPUMEHTTIK
OAafAblNapbliH KanbiNTacTbipyAa Kayinci3, KO/UKEeTIMA oHe WMHTEPaKTUBTI OKY OPTaCbiH »Kacal
OTbIPbIN, AJCTYPAI 3epTXaHa MYMKIHAINH TOMbIKTbIPATbiHbI alKkbiHAaNaAbl. CoHbIMEH KaTap,
onapapblH, 6iniMm canacbiH apTTbipydafbl peni meH 6onawaKkTafbl KOAAAHY MepcrnekTMBanapbl
TanaaHaabl.

KinT cespep: BMPTyanabl 3epTxaHa, KalbIKTbIKTaH OKbITY, LMPAbIK TEXHONOrMANAp, web-
nnatdopma

Kipicne. Kasipri 6inim 6epy umdpabiK TEXHONOrMANAPAbIH, COHbIH iWiHAE BUPTyanabl
3epTxaHanapdblH, [JaMybl apKacblHAa aWTap/blKkTal e3repictepre yiiblpayda, onap Kypaeni
3epTxaHanblK Taxipnbenepai 3epTxaHaga OGU3MKaNbIK KaTbiCydbl KayKeT eTnemr-ak »Kyprisyre
MYMKiHAIK 6epeai. BupTyanabl 3epTxaHanap CTyAeHTTePre XMMUSA/IbIK NPOoLEecTepai MHTEePaKTUBTI
TYPAE KOpYre }KaHe 3epTTeyre MyMKiHAIK bepeTiH NpakTUKanbIK cabakTapFa KO KeTKi3yre Kafaan
acanapl. byn acipece yHMBepCUTET NeH MeKTen CTyAeHTTepi yWiH nanaansl, cebebi on onapfa
CblHM OWMNay MeH 3KCMepUMEHTTIK AafAblnapApl AaMbITyFa KoHe Tabufu FbibIMaapFa AereH
KbI3bIFYLLbIbIKTbI apTTbIPyFa MYMKIHAIK Bepeai.

binim bepyaeri undppnaHabipy 6yn umudpabik Hinim 6epy pecypcTapbl apKpbl/ibl OKbITYAbI
AambiTy. Undpabik 6inim bepy pecypcTapbliH KOAAaHy skaHa 3amaHayu 6inim 6epy MyMKiHAiriH
)ofapblnaty 6onbin  Tabbinaabl [1]. CoHfbl Kbinaapbl 6inim 6epyai umMbpnaHabIpy FblAbIMU-
TEXHWKA/bIK CaNafia OKbITYAbIH *aHa TaCinAepiH NanaanaHyabl KaxKeT eTedi. KallbIKTbIKTaH OKbITY,
acipece aHaNUTUKANbIK XMMUA CUAKTbI TaXKipnbere HerisaenreH naHAep YLWiH YAKeH KMbIHABIKTAP
Tyablpaabl. OUTKeHi by naH benrini 6ip KypangapMeH XKYMbIC icTeyi, TUTpAeY, CMeKTPOCKoMNus,
xpomaTtorpadua CuAKTbl aaicTepai opblHAAyAbl Tanan eteni. MyHAal Kafdalaa BUpPTyanabl
3epTxaHaiap oKy MpoueciHAeri OKbIbIKTapabl TOATbIPYFa MYMKIHAIK BepeTiH 3amaHaym LWeLliMm
6onbin Tabblnapl.

Xumuna 6inim 6epy canacbliHA@ BUPTYyanabl 3epTxaHanapdbl KOAZJaHy OKYy MakcaTTapbiHa
KEeTyAiH, TMiIMAI KypanbiHa alHanyna, cebebi on oKy OpblHAAPbIHAAFLI Kypan-KabablKTap mMeH
peareHTTEPAiH, *KeTicneywifiriHeH TyblHAANWTbLIH LWIEKTEYAepai eHcepyre MyMKiHAK bHepeg,.
BupTyanapl 3epTxaHanap-byn caHAblK 0pTafa HaKTbl XMMUAbLIK 3KCMEPUMEHTTI MOAENbAENTIH
NHTEPaKTUBTI Oafaapnamanap 6onbin Tabblnagbl. Onap CTyAeHTKe peakuusanap »Kacayfa,
Kypanaapabl peTteyre, eJilley/ep }Kyprizyre, 3epTxaHasiblK *KYMbICTapAbl OpbiHAAyFa MYMKIHAIK
bepeni. byn TexHONOrMA OKy canacblH TEMeHAEeTNnendi, KepiciHe oKy MPOLECIH KeHinaeTeaj,
Kayinci3aikTi apTTblipadbl *aHe TaxipnbeHi WekKci3 KanTanayra MyMKiHAIK 6epegi.
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Heriari 6enim. 3epTxaHa-xMMMKAHbI  YMpeHyde eTe MaHpi3abl  pes  aTkapapb,
acipece OKylWblNap MeH CTyaeHTTep ywiH. On OKywWbl1ap MeH CTyAeHTTepAiH YFbiMaapabl
TYCiHYiHE KOMEKTEeCEeTiH IpTYP/Ai SKCNEPUMEHTTIK apeKeTTepai XKeHinaeteai. JereHmeH, kentereH
LeKkTeynep A3CTYPAI XMMMUS 3epTxaHacbiHAa KOHUEeNTyanasl 60c opblHAapAbl Xui Tyabipaabl. byn
leKTeynepai XeHydiH 6ip *Ko/bl- a1eMeHTTePAi BUpTyanasl opTaaa Busyanmsaumnsanay.

3epTxaHanblK XyMbIiC DapbICbiHAA anaHAaTNanTbiH, BUPTYyandbl OpTaHbl YCbIHATbIH Oy
BMPTYanapl XMMWUS 3epTxaHanapbl Myfanimaep YWiH XaHa TPeH OpHaTbiM, OKbITYAbl Keneci
nexrenre ketepyde. Onap oKylblnapra XMMUANLIK TaxKipnbenepai biHFakNbl OpblHAAYFa MKIHE
PTYPNI XMMMANBIK 3aTTap MEH KOCbINIbICTap aMHanacbiHA4a Kayincis KYMbIC icTeyre MyMKiHAjiK
bepen,.

COHFbl OH Xbl/IAbIKTA XKOFapbl BiniMae XMMUA NPaKTUKaAbIK OKYbIH KOA4ay MaKcaTbiHAA
BMPTyanapl 3epTxaHanapap! (v-lab) a3ipney meH eHrisyre 6asbiTTansaH 3epTTeynep antap/ibiKTan
ocTi [2]. byn ypaic AaCTypni 3epTxaHanblk Taxipubenepae KesdeceTiH »Kofapbl LWbIFbIHAAP,
Kayincisaik macenenepi, KOMKETIMAINIKTIH, WeKkTeyni 601ybl KaHEe MKeMAi OKy aicTepiHe aereH
Ka*KeTTiNIKTIH apTyblHaH TybiHAaAbl. CaHAbIK TEXHONOTMANAPAbLIH, AAMYbl XMUMUANbIK 3€PTXaHaNbIK,
TOKIpMOEHI TONbIKTbIPYFa HEMECe KeW arfdalida ilWiHapa aybICTbipyFa MYMKIHAIK BepeTiH sKoFapsbl
MHTEPAKTUBTI KaHE LibIHAMbI BUPTYaAAbl OKY OpTafiapblH Xacay MYMKIHAIKTEPIH KEHENTTI.

BipHewe 3epTTey BMPTyandbl 3epTxaHanapdblH CTYAEHTTEPAIH, OKy HaTMXenepiH
akcapTydarbl TUIMAINIrIH 3epTTeai. Mbicanbl, Makransky skeHe T.6. MMmepcuBsTi BUPTYandbl
WbIHAbIK 3epTXaHanapbiHbIH, CTyAeHTTepAiH, ©GenceHainiriHve acepiH 3epTTen, BUPTyanapl
3epTxaHanap A3CTypAi  OKbITYMEH CanbICTbipFaHAa MOTMBALUMA MEH  YFbIMAbIK  TYCIHIKTI
aTapAbIKTal »KaKkcapTa anaTbiHbIH aHbIiKTaabl. YKcac Typae, Tatli meH Ayas 3epTteyi BUpTyanabl
XMMMA 3epTxaHanapblH NanganaHfaH CTYAEHTTEPAIH, OKY HaTuxKenepi AaCTypAi 3epTxaHanapabl
nanfanaHfaHAaPMeH CanbICTblpMasbl eKEHiH KepceTTi, byn BUPTyanapl opTanapablH, TaxKipnbenik
9KCMEPUMEHTTIH, Binim Bepy apTbIKLWbIIbIKTAPbIH TUIMAI KalTanan anatbiHbiH KepceTesi [3].

BupTtyanapl nabopatopuanap CTyAeHTTepre XMMWUA/bIK peakumanap MeH npouectepai
HaKTbl YaKbIT peskMMiHAe BM3yanabl Typae bakbliayra MyMKiHAIK 6epeai. Onap akcnepumeHTTepi
KanTanan opbliHAay, KaTeNiKTepai Kayinci3 TeKCepy »aHe HaTUXKeNepai Tanaay apKblibl Oinimai
TepeH MeHrepyre biknan eteai. CoHbIMeH KaTap, BWMpTyanapl nabopatopuanapapl Web-
nnatdopmanapra MHTerpaumsnay Toxipubenik garablnapapl KalWbIKTbIKTAH OKbITY KesiHae Ae
TMiMmai ynpetyre mymkiHaik 6epegi [4]. CtyaeHTTep 6pay3ep apKblabl BUPTYandbl Kypanaap meH
cUMynaumMsnapabl nanganaHsin, Taxiprube xacay NpoueciH ToNbIK baKkblnan, AepeKkTepi KuHan
YoHe Tasngan anagpl.

AHannTUKanbIK Xumuana BupTyanasl nabopatopuanap epekwle MmaHbi3abl. Onap
CTYAEHTTEPre CneKkTPOCKOMMUANbIK, XpomaTorpaduanbik, TUTPAey »KaHe Oacka aHaAUTUKa/bIK
a4icTepai BMpTyandbl TypAe KosdaHyFa MyMKiHAIK  Hepeni. Mbicanbl, cTyaeHT Web-
nnatdopmazasbl BUPTYyanabl nabopaTtopuaHbl NanganaHbin TMTpARY TaXKipUOECiH Kyprize anaapl,
BMPTyandpl 6topeTka MeH MWHAMKATOPAbl KOAJaHa OTbIpbiMN, KadaMAblK HycKaynapmeH
HoTuxKenepai Tipkenai. CoHpal-ak, CcnekTpodbOTOMETPAIK  enleynepai  Hemece  ras-
XxpomatorpaduaHbl BUPTyandpl TYPAE CUMYNAUMANAY apKblabl CTYAEHTTEP AEPEeKTepAi XuHan,
Tangayabl ynpeHedi. byn Tacin Kayincisaik neH bIHFANALIIBIKTLI KAMTaMachl3 eTin KaHa Konmal,
aHaNMTUKaNbIK AaFablnapabl TMiMA AaMblTa anajbl.

3epTTeynep KepceTkeHaeln, BupTyanabl nabopatopmanapabl Web-nnatpopmanap apKbinbi
KONAaHy CTyAEHTTepAiH OKy HOTUMKENepiH »KakcapTyfa KemekTeceai. BupTyanabl Taxipnbenep
TeopuAnblK BiNiMai NpakTUKamMeH YWAecCTIpin, aHaAUTUKaMbIK Aafrdblnapabl Aambitagbl. Onap
CTyAeHTTepAiH 6enceHainiriH apTTbipaabl, MOTUBAUMAHbI KYLLIENTei KaHe KallbIKTbIKTaH OKbITY
KafdalblHAQ NPaKTMKaAblK AalblHAbIK, AEHreriH caKkTayfa, COHbIMEH KaTap, BWMPTyanabl
nabopatopuanapabl  NanaanaHy KaTenikTepai Kayincia Tekcepyre KaHe 3KCnepuMeHT

HaTMXEeNepiH AypbiC TandayFa MyMKIHAIK bepea,.
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KopblTa KenreHae, BUPTYyandbl XMMUA 3epTXaHanapbl, aHaIUTMKANbIK XMMUAFE apHaaFaH
BMpPTYyanapl nabopatopuanap xaHe onapabl Web-nnatdpopmanap apKbl/ibl KOAAaHY KallbIKTbIKTaH
OKbITYAbIH TUIMAI Kypangapbl 6onbin Tabbinagbl. Onap CTyAeHTTEPAiH Teopusaablk binimiH
Toxipmnbenik parablnapmed  OipikTipin, 3epTrey KabineTrepiH AambiTadbl, Taxipube xacay
NPOLECiH Kayinci3 »aHe KomKkeTimai eteai. Buptyanabl nabopatopuanapabl Web-nnatpopmanap
apKbliabl KONAAHY OKYy MPOLECIH 3amMaHayu Tanantapfa can »KeTingipedi, aHaAnTUKaNbIK XMMUA
HoMbIHLIA MpaKTUKanblK AalblHAbIKTbI apTTbipadbl KoHe CTyAeHTTepAiH Kacibun KabinetrtepiH
KaNbINTacCTblpyFfa Y/IKEH yJieC KOcabl.
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Annotation

The article discusses current issues of the development and marketing of educational platforms
(EdTech) for schoolchildren in the era of digital transformation. The analysis of the introduction of
artificial intelligence (Al) technologies into the educational process is carried out using the example
of global brands (Duolingo, Khan Academy, Byju's). The key trends in the personalization of training
are identified. Based on the global analysis, specific strategies for producing content and
promoting digital educational products in the market of the Republic of Kazakhstan are proposed,
taking into account the socio-cultural, linguistic and technological features of the region.
Keywords: EdTech, artificial intelligence, digital education, personalization, educational services
marketing, Kazakhstan, content production, adaptive learning.

Introduction

In the 21st century, the education system is undergoing fundamental changes, moving from a
traditional "industrial" model focused on the average student to personalized digital ecosystems.
The COVID-19 pandemic acted as a powerful catalyst for the growth of the EdTech (Educational
Technology) market, but it also exposed the key problem of distance learning: low student
engagement and lack of individual approach in mass education. The solution to this problem is the
integration of artificial intelligence (Al) and machine learning (ML) technologies. Al ceases to be
just an auxiliary tool and becomes the core of the educational platform, acting as a tutor,
methodologist and analyst at the same time. It is important to note that the EdTech market in
Kazakhstan in 2023 decreased by 21% (to 52.4 billion tenge), which makes accurate strategic
planning critically important. Nevertheless, the children's education segment (K-12) remains the
main driver of growth, occupying almost 47% of the market.

For the Republic of Kazakhstan, the development of its own high-tech educational platforms is a
strategic objective within the framework of the Digital Kazakhstan state program. Given the gap in
the quality of education between urban and rural schools (PISA monitoring), as well as the shortage
of high-quality content in the state language, the creation of a domestic EdTech product using Al

has high social and commercial potential.
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The purpose of this work is to analyze the methods of production and promotion of such platforms,
based on the best international experience.

Global Brand Analysis: Artificial Intelligence as a growth driver

The success of the global leaders of the school education market is based on the deep integration
of algorithms that allow you to keep the child's attention (Retention Rate) and increase the
effectiveness of learning. Let's look at the key cases.

Khan Academy: Democratizing Tutoring

One of the most illustrative examples is Khan Academy and their Khanmigo pilot project based on
the GPT-4 language model. Unlike traditional chatbots, Khanmigo does not provide direct answers
to tasks. He uses the Socratic dialogue method: he asks leading questions, encouraging the student
to come to a decision on his own.

Success Analysis: The platform solves Bloom's "two sigma problem" by proving that individual
tutoring is significantly more effective than group tutoring. Al makes this tutoring scalable and
cheap.

2.2. Duolingo: Gamification and adaptability
The Duolingo application demonstrates the highest engagement rates (DAU — Daily Active Users)
thanks to the sophisticated Bandit algorithms system and the Birdbrain model.

Technology: The algorithm analyzes every user action. If a student makes mistakes too often, the
system simplifies assignments to avoid frustration. If the answer is too easy, it increases the
difficulty so that you don't get bored.

A lesson for developers: The difficulty balance is maintained automatically. This is critically
important for a children's audience, as school-age children have a significantly lower threshold for
attention loss than adults.

2.3. Byju's (India): Visualization and scaling

The Indian giant Byju's has relied on high-quality video production (Disney-level animation) in
combination with algorithms for building a "knowledge Graph". The system identifies gaps in a
student's fundamental knowledge and offers content to address them before moving on with the
program.

Conclusion: Al allows you not only to deliver content, but also to diagnose the causes of academic
failure, which may be rooted in topics covered several years ago.

3. Digital Platform Production: Technology and Content

Creating a competitive platform for Kazakhstan requires a synergy of technical development and
pedagogical design.

3.1. Technological architecture

A modern platform should include three levels of Al:

NLP (Natural Language Processing) for the Kazakh language: This is the main technological barrier
and at the same time a point of growth. The platform must correctly process queries in Kazakh,
understanding the morphology and context, as well as recognize mixed speech (code-switching),
characteristic of the bilingual environment of Kazakhstan.

Recommendation System (RecSys): Based on big data on the behavior of thousands of
schoolchildren, the system should build individual Learning Paths. For example, if a student
perceives information visually better, the Al will offer more videos and infographics.

Computer Vision: Proctoring technologies can be used to analyze engagement (with parental
permission). The camera can record when the child is distracted, and the system will prompt you
to pause or change the task format to a game one. Additionally, the CV can analyze emotional
states (boredom, frustration) for a more subtle and rapid adaptation of the learning process, which
is critically important for a children's audience.
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3.2. Producing educational content
The term "producing" in EdTech is different from the film industry. This is the creation of an
educational experience (Learning Experience Design).

Micro-learning: The content should be divided into short blocks (3-7 minutes). Long lectures are
ineffective for the "Alpha generation".

Localization and cultural code: Simply translating foreign courses is not enough. The production
should include the adaptation of scenarios to the Kazakh realities. Math problems should include
tenge, cities of Kazakhstan (Almaty, Astana, Shymkent), names of national heroes and
understandable cultural references. It is also recommended to integrate gamification and content
elements related to national holidays and history, which increases the emotional connection with
the product.

4. Promotion and production strategy in the Republic of Kazakhstan

The Kazakhstan market has unique characteristics: a high degree of digitalization (the penetration
of smartphones and the Internet), a young population (baby boom) and the cult of education in
families.

Despite the high potential, it is necessary to take into account that the volume of the EdTech
market in Kazakhstan in 2023 decreased to 52.4 billion tenge, which requires more careful and
precise strategic planning.

4.1. Target audience analysis and decision-making model
In the school segment of EdTech, there is a gap between the user and the buyer:

User (User): Kid. Interest, gamification, and the absence of boredom are important to him.

Buyer (Payer): The parent. The result is important to him (grades, UNT, admission to the NIS /
BIL) and safety. In addition, there is a pronounced distrust of infobusiness in the market, which
requires maximum transparency from the platform and an emphasis on academic expertise and
certification.

A marketing strategy should work on two fronts.
4.2. Promotion channels and tactics

Influencer Marketing: Kazakhstan has traditionally had a high level of trust in recommendations.
Working with mom bloggers ("mom blogs" on Instagram) and education experts is effective. The
key message for parents is: "An Al platform is a tutor who is always there and costs less than a cup
of coffee."

Ecosystem approach: Integration or partnership with existing super-applications (for example,
through mini-applications within banking ecosystems or partner programs). This lowers the entry
barrier and makes it easier to pay for a subscription.

B2G and working with schools: Given the strong role of the state, promotion through pilot
projects in schools is a powerful driver. Providing the platform to schools for free (Freemium model
for B2B) allows you to collect a user base and, more importantly, data for training Al algorithms.
This is a strategic step, as the B2G sector is one of the few legal and scalable ways to collect big
data, which is crucial for creating a truly adaptive system.

Social Media and TikTok: To attract children (end users), it is necessary to create viral content on
TikTok and YouTube Shorts. These can be educational life hacks, solving problems from the UNT in
30 seconds, and challenges. The production of such content should be in the language of youth,
without excessive academicism.

4.3. Language issue as a competitive advantage
There is an acute shortage of high-quality EdTech content in the Kazakh language on the market,
especially in the field of STEM (science, technology, engineering, mathematics).
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Strategy: Positioning the platform as the first national Al tutor in the Kazakh language. Using
generative Al to translate and duplicate the best global content into Kazakh will allow you to quickly
fill the platform with high-quality materials, ahead of competitors who create content manually.
5. Conclusion

The production and promotion of a digital educational platform for schoolchildren in Kazakhstan is
a complex but promising process that requires the synthesis of advanced technologies and a deep
understanding of the local context. The use of artificial intelligence technologies ceases to be a
marketing ploy and becomes a prerequisite for the survival of the product. The global experience
(Duolingo, Khan Academy) proves that the future belongs to adaptive learning, where the program
adapts to the student, and not vice versa.

For the successful implementation of the project in Kazakhstan, it is necessary:

1. Invest in the development of NLP models for the Kazakh language, taking into account
bilingualism and mixed speech.

2. Apply product production strategies based on cultural code and micro-learning.

3. Use two-level marketing, working simultaneously with the demands of parents (quality, price,
academic expertise) and the interests of children (gamification, content). A key strategic step is to
use the B2G channel to collect and validate data that is critical for learning adaptive Al algorithmes.
The implementation of these approaches will make it possible to create a product that can not
only take a leading position in the market, but also make a significant contribution to the
development of the country's human capital, ensuring equal access to high-quality education
regardless of the student's place of residence.
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To increase students’ engagement in biology lessons and help them connect theoretical
knowledge with practical situations, various interactive methods are used. One of these methods
is the Case technology.

The case-study method is based on the analysis of real or artificially created situations and
allows students to relate the knowledge they acquire to the problems they encounter in daily life.
The diversity of case examples—practical, instructional, and research-based situations—helps
teachers plan lessons appropriately and enables students to apply their knowledge in different
contexts. During the application of this method, examples are classified according to their goals
and content.

e Practical case examples include real-life situations aimed at developing students’ ability to
solve problems they may encounter in professional activity or everyday life. These
examples allow students to analyze real-life situations and make practical decisions. For
instance, issues such as soil and water pollution caused by excessive use of pesticides in
agriculture or the decline of bee colonies help students understand real ecological and
biological problems.

e Instructional case examples are artificially created, practice-oriented situations designed
for educational and value-based purposes. These examples develop students’ skills to
express opinions and make judgments on specific topics. Situations focused on social
justice, ethical decision-making, or environmental protection contribute to shaping
students’ values and sense of responsibility.

e Research case examples are prepared to obtain new knowledge and are based on scientific
methods and approaches. These examples help develop students’ abilities to conduct
research, propose hypotheses, and generate scientific conclusions. Situations related to
biodiversity conservation or the impact of genetic modifications support students in
developing scientific thinking and research skills.

The case method helps develop key competencies in biology lessons. It fosters the following

essential skills in students:

e Analytical thinking — analyzing problems and identifying cause-and-effect relationships.

e Research skills — observing, collecting data, and drawing conclusions.

e Problem-solving — making decisions and evaluating alternative solutions in real-life
situations.

e Critical thinking — evaluating information skeptically and reaching accurate conclusions.

e Collaboration and communication — exchanging ideas and participating in discussions
during group work.

e Innovation and creativity — finding and applying new solutions.

e Data analysis and application — adapting theoretical knowledge to practical situations.

e Responsibility and decision-making — being accountable for outcomes and making rational
choices.

Let us explore detailed case examples that strengthen students’ theoretical knowledge while

connecting learning with real life.
Grade: 9
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Topic: Genetic Diseases
A 9th-grade student, Rashad, has a neighbor child suffering from thalassemia. The child often goes
to the hospital and needs regular blood transfusions. Because of this, he misses classes and
becomes easily fatigued. Rashad wonders: “Why does this disease cause such difficulties and how
can we help such children?”
Tasks:

1. List the main symptoms of thalassemia.

2. Discuss what difficulties people with this disease face in daily life.

3. Suggest ways in which society and schools can support such children.

4. As a group project, prepare a small project titled “Support Program for Children with

Thalassemia.”

Grade: 10
Topic: Sources of Infection and Mechanisms of Transmission
In one family, a member is sick with symptoms such as coughing, sore throat, and fever. Other
family members frequently interact with this person, which increases their risk of infection.
Question: “What causes the spread of the disease, and how can infection be prevented?”
Tasks:

1. List the possible sources of infection.

2. Explain the routes of transmission.

3. Propose measures to prevent infection at home and in daily life.

4. Prepare a group task titled “Daily Rules for Protection Against Infections.”

Thus, the Case technology is an important modern pedagogical approach in the teaching of
biology. Its widespread application not only improves the quality of education but also makes the
lesson process more engaging and interactive, increases students interest in the subject, and
prepares them for future careers and everyday life.
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IODPEKTUBHOCTD NCIMOJIb3OBAHINA
MCKYCCTBEHHOIO MHTEJIJIEKTA B
NPENOAABAHNM BMONOTAW B CPEAHEM
LLIKOJIE

CenTKymapoBa Airyn AbaKaHKbI3bl

marmnctpaHT HAO BocToyHo-KasaxcTtaHcKoro yHuBepcuTeta um. C. AMaHXxonoBa (r. YcTb-
KameHoropck, KasaxcTaH)

Hay4HbIn pyKoBOAUTEND —

LLlapunxaHosa AHaprysb CanaybekoBHa

KaHAnaaT GUONOrMYecKmx HayK, accoummpoBaHHbI npodeccop PAM, aoueHT kadeapsl
H6uonornm GakynbTeTa 3KONOTMN N eCcTeCTBEHHbIX HayK HAO BocTouyHo-KasaxcTaHCKoro
yHuBepcuteTa M. C. AMaH»KonoBa (r. YcTb-KameHoropck, KasaxctaH)
BocToyHo-KaszaxcTaHcKkmin yHuBepcuTeT umeHn CapceHa AMaH»X010Ba

AHHOTaUMA.

B cTtaTbe paccmoTpeHbl BO3MOXKHOCTM U 3GPEKTUBHOCTb MCNO/b30BAHMA MHCTPYMEHTOB
MCKycCTBEHHOro  WHTennekta (MW) B npenogaBaHum HGMoONOrMM B CpeaHel  LIKOe.
MpoaHanM3MpoBaHbl OCHOBHble HamnpaBneHMA MHTerpaumm MK B obpasoBaTesibHblM NpoLecc:
nepcoHanusaums  obyyeHus, WUHTeNNeKTyalbHas noaAepsKka  yumTens, pasBuTUE
MCCNeA0BaTe/IbCKMX  HABbLIKOB  LLIKOJIbHUKOB, MOAENINPOBaHME OMONOMMYECKUX MPOLLEeCCoB,
aBTOMaTM3aLMA OLEeHMBaHMA. Ha OocHOBe aHa/M3a ANTepaTypbl MU SKCMEPUMEHTaNbHbIX AAaHHbIX
cAenaH BbiBOA, O 3HAYMTE/IbHOM MOBbIWEHUN YCNEBAEMOCTM, MOTUBALIMK N KayecTBa YCBOEHMUSA
H6MONOrMYECcKOro maTepmnana Npu CUCTEMaATUYECKOM NpumeHeHnn NU-TexHonornin.

BeseaeHue

PassuTne UMPPOBbLIX TEXHONOTUI MNPUBENO K MOABNEHMIO HOBbIX 0Opas3oBaTe/bHbIX
MHCTPYMEHTOB, Cpeay KOTOpbiIXx 0coboe MeCTO 3aHMMAaEeT WCKYCCTBEHHbIM WHTennekt. U
No3BO/IAET aBTOMATM3MPOBATb PYTMHHbIE MPOLIECChl, aAanTMPOBaTb y4ebHbIM maTepuan nog
MHOMBUAYANbHbIE OCODEHHOCTM Y4YeHMKa, CO3[4aBaTb MHTEPAKTMBHbIE MOAENAN U CUMYAALMM
HMONOrMUYECKMX NPOLECCOB. B ycnoBMaAX moaepHMU3aumm cpeaHero obpasosaHma M nepexosa K
KOMMNETEHTHOCTHOMY 00y4YeHMto Npobaema addeKTMBHOCTM ncnob3oBaHMa MW B npenogasaHnm
61010rMN CTAHOBUTCA OCOBEHHO aKTya /IbHOM.

Buonorua Kak y4ebHblit npeameT 061aaaeT BbICOKMM NOTEHLManoM A5 npumeHeHusa N
6narogaps HaAMYMIO CAOMKHbLIX MPOLLECCOB, KOTOPble TPYAHO OOBACHUTL TONBKO C MOMOLLbIO
TPAAMUMOHHbIX METOA0B: 0OMEH BELLEeCcTB, reHeT1Ka, 3BOOLUMSA, SKOIOTMA, aHaTOMMA Ye10BEeKa.
NHTenneKkTyanbHble CUCTEMbI MO3BONAIOT BU3YaN3MPOBATb 3TU NPOLLECCHI, MOAEAMPOBATbL UX U
obecneymBaTb rMHKYO 0O6PATHYIO CBA3b.

Llenb paboTbl — onpeaennts apheKTUBHOCTb MCNoib3oBaHMA N B 0bydeHnn bruonormm u
BbIABUTb Hanbonee pe3ynbTaTMBHbIE HANPaBAEHUA ero NPUMEHEHKS.

MeTopabl MccnenoBaHUs

B xone nccnenoBaHma NPMMEHANNCH CAeaytolme MeTobl:

1. AHanus Hay4yHOW nMTEpaTypbl No Teme LundpoBM3aLmMmn 0bpa3oBaHns M NpumeHeHna A B

oby4eHum.
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AHKeTupoBaHue yyntenein bruonormm cpeaHen wronbl (N=42).

MenarorMyeckmin sSkcnepuMeHT B 7—9 Knaccax (Npoao/iKUTeNbHOCTb — 8 Hedesb).
MeToabl MaTEMATUYECKOW CTAaTUCTUKK A5 06paboTKM pe3ybTaTos.

CpaBHUTENbHbIA aHaNM3 YCNEBAaEMOCTU YYALLMXCA KOHTPO/IbHON M 3KCMEepPUMEHTaIbHOM

rpynn.
NHcTpymeHTbl MW BKAtoYanu: oby4vatouwme nnatdopmbl C 3/1€MEHTAMW adanTUBHOIO

obyyeHua, 4aT-60Tbl, CUCTEMbI aBTOMATMYECKOrO OUEHMBAHWSA, BUPTyasbHble nabopatopumn u
CUMYNATOPbI, FTeHepaTopbl TECTOB M 334aHUI, a TaKKe My/JbTMMOAA/bHbIE MOAEeNM (Hanpumep,
ChatGPT).

OcHoBHasn YacTb

1. BoamoxkHocTn MU B npenoaaBaHum buonorum

Ncnonb3osaHue MM no3BonseT pelwaTb WUPOKUI CNEKTP Neaarormyeckmx 3anad:
MepcoHanunsaums obpasoBaTenbHOro Npouecca.

NHTennekTyanbHble CUCTEMbI NOLCTPANBAKOT YPOBEHb CAIOKHOCTM MaTepuana, TeMM
obyyeHMA 1 TUN 3a4aHMI NOA, KaxKAoro yyalleroca. 1o AaHHbIM 3KcnepumeHTa, 78%
Y4aCTHMKOB co0bWmnm, 4To obyyeHme CTano NoHATHee Baarogapa UHAMBUAYANbHBIM
NOACKa3KaM 1 peKoOMeHIaLMAM.

NHTepaKTMBHOCTb U MOAENMPOBAHUE CIOMHbIX NPOLLECCOB.

C nomouibto MM BO3MOXKHO cO3aaHMe BUPTYabHbIX NabopaTtopuii (Hanpumep,
MOZENMNPOBAHNE FEHETUYECKUX CKPELLMBaHNI, HabatogeHNe 38 MUTO30M U MENO30M,
M3y4yeHune aKocmcTem). ITo NOBbLIWAET HAMAAHOCTb M CNOCOBCTBYET GOPMUPOBAHMIO
HaBbIKOB MCCNEA0BATENbCKOM AEATENBHOCTY.

ABTOMAaTM3aUMNA OLLEHMBAHMA U reHepauma obyyatoWwmx maTepmnanos.

YyuTtenb nonyvaeT BO3IMOXKHOCTb 3KOHOMUTL A0 30—40% paboyero BpemeHun bnaroaapa
aBTOMATU4YECKOM NpOBEpPKe TeCTOB, CO34AHMI0 MHANBMAYANbHbIX 334aHUI U aHANN3Y
OLWNBOK yyaLLmxcs.

Moanepskka moTusaLmm.

NHTepaKTMBHbIE 0OBACHEHWNA, MYNbTMMOAA/IbHbIE OTBETbI M BO3MOXKHOCTU AN
CaMOCTOATENIbHOTO MOMUCKA MHDOPMALMK CTUMYANPYIOT NO3HABATENbHYIO aKTUBHOCTb
WKOJIbHUKOB.

2. Pe3ynbTaTtbl Nefarormyeckoro skcnepumeHTa

B akcnepumeHTe MPUHAAK ydacTue ydaumeca 7-9 Knaccos. bbian chopmmpoBaHbl aBe

rpoynnbi:

JKcnepMMeHTanbHaA — obydeHme C CMCTeEMATMYECKMM cnoib3oBaHmem UN;
KoHTpOAbHas — TpaauLUMOHHOE 0byYeHue.
OCHOBHble pe3yabTaTbl:
MoBbllLeHWe ycneBaeMocCTy.
CpeaHuit 6ann no UTOroBOM AMarHOCTUKE YBENUYUNCA:

e B 3KCMEpPMMEHTaNbHOM rpynne — Ha 23%,

e B KOHTPO/IbHON — Ha 7%.
Poct moTtusauum.
64% y4alMXCs SKCNEePUMEHTA/IbHOM rPYMMbl OTMETUAN, YTO 3aHATUSA NO BMONOTMK CTann
«UHTEPECHEE» UM KHAMHOTO MHTEPECHEe».
Pa3Butme nccnenoBaTenbCKMX HaBbIKOB.
Ha 35% Bblpocna 405 Y4eHUKOB, CNOCOOHbIX CAMOCTOATENIbHO CTPOUTL FMNOTE3bI U
NPOBOANTb MUHU-UCCNEAOBAHMNA C MCNOIb30BAHMEM BUPTYasbHbIX 1abopaTopuii.
MoBbllLeHWe KavyecTBa YCBOEHWA CNOXKHbLIX TEM.
Hanbonee 3ameTHbIN apPeKT HabAtoaAaNCa NPU U3YYEHUM PA3AEN0oB:

e TEHEeTWKa,
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e K/JeTo4Has buonorus,
e 3KOM0MMA (MOAENMPOBAHMNE NMULLEBLIX LIENEN U IKOCUCTEM).
3. TpyAHOCTM U OrpaHMHeHma ncnonb3osaHma MU
HecmoTpsa Ha BbICOKYO 3pdEKTUBHOCTb, BbISIBAEHbI U NPObeMbl:
— HepgoctaToyHasa umMdppoBas rpaMOTHOCTb HEKOTOPLIX YYUTENEN.
— TexHUYecKMe orpaHNUYEHUs KON (CKOPOCTb MHTEPHETA, OTCYTCTBME 060PYA0BaAHMS).
— Puck neperpysku ydawmxca  UMHPopmauMen npu HenpaBWIbHOM  MHTErpaummu

MHCTPYMEHTOB.

— HeobxoaumocTb MeTo4MYECKOM NOLATOTOBKM A1 KOPPEKTHOTO NpuMeHeHns MW Ha ypokax
buonoruu.

3Tn dakTopbl TPEOYIOT CUCTEMHOIO NOAXOAA M MOALEPKKM Neaaroros.

ObcyxkaeHue

MonyyeHHble pe3yabTaTbl noATBepXAatoT, 4to WKW cnocobeH cTaTb MOLHbIM
MHCTPYMEHTOM  MOBbIWEHMA KayecTBa buonormyeckoro obpasosaHma. OH  pacwwupAaet
TPaAMUMOHHbIE MeToAbl npenoaasaHua, obecneynmsaeT rmMBKOCTb M BapUMATUMBHOCTb y4yebHOro
npouecca, yCMAMBaET NPaKTUYECKYHO HAaNpaBAeHHOCTb NpegmeTa.

OaHako adpdekTMBHOCTL MM 3aBUCUT OT rPaMOTHON METOAMKM NPUMEHEHUS, COYETaHMA
MHHOBAUMM C TPAAMUMOHHBbIMM dopmamm 0By4YeHMA U TOTOBHOCTU y4MUTENA aAanTMPOBATLCA K
HOBbIM TEXHO/IOTMYECKMM YCNOBUAM.

3aknloueHmne

MpUMeHeHne NCKYCCTBEHHOMO MHTENNEKTA B NpenoAaBaHm BUONOrMN B CpeaHeln WwKone
ABnaetca 3GPEKTMBHbIM MHCTPYMEHTOM TMOBbIWEHUA KavecTBa obyveHuA. UMW nossondaer
nepcoHanm3mpoBaTb npouecc obyyeHnsa, GopmmpoBaTb MCCAEA0BATENBCKME KOMMETEHLMM,
yAy4waTb MOHUMAHWE CNOXKHbIX BUONOrMYECKMX NPOLLECCOB M MOBbLIWATb MOTMBALMIO YYALLMXCA.

Pe3ynbTaTbl MneaarorM4eckoro 3SKCMepUMMeHTa MOATBEPXKAAIOT, YTO CUCTeMaTUyecKoe
ncnonb3oBaHve UMW NpuBOAMT K 3HAYMTEABHOMY POCTY YCNEBAEMOCTM W BOBAEYEHHOCTM
LWKO/IbHMKOB.

B Oyayuiem pekomeHayeTcAa pacwuputb cdepy npumeHernuna WA B Buonormyeckom
obpas3oBaHMM, pa3paboTaTb MeToAMYECKME MaTepuanbl ANA yuutenein n obecneymTb LIKONAM
HeobX0AMMYI0 TEXHMYECKYO Dasy.
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XMUA cabaKTapbliHAa TEH MYMKIHAIKTEPA|
KaMTaMachbl3 eTyre bafbiTTanfaH bonawak
MYFaNiMOEPAiH KICIOWM Ky3blpeTTiNiriH
KaNbINTACTbIPY CTpaTernanapbl

TbiHbICOBA MaHryaiMm PycnaHKbI3bl

7MO01510-xumumsa, 1 Kypc marnctpaHT, Abai aTbiHAaFbl Ka3aK YATTbIK Neaarornkanbik,
YHUBepcuTeTi, AimaThbl K., Ka3aKcTaH

lanbimosa H.I.

PhD, ara oKbITYyLbl, ADal aTbiHAaFbl Ka3akK YATTbIK NeaarorMkanblk yHUBEPCUTETI, ANMaTbl
K., Ka3akcraH

AHpatna. WHKkno3mBTi 6inim  6epy — Kasipri 6inim  canacblHAafbl eH  MaHbI3/bl
eTicTiktepaiH Bipi. OHbIH, Heri3ri MaKkcaTbl — OKbITY MeH Toapbueney yaepiciHae apbip OKYLLbIHbIH,
epeKLLEeNiriH eckepeTiH, KOKETIMAI api Keaeprici3 6inim Hepy opTackiH KanbiNnTacTbipy. Ocipece
OpTa MeKTen AeHreniHae HKapaTblbICTaHY FblbIMAAPbI, COHbIH, ilWiHAE XMMMA N3HI, Ma3MYHbIHbIH,
TEOPUANBIK KypAaeniniri meH Taxipubenik cunaTblHAH TyblHAAWTbIH epeKlle KubIHAbIKTapabl
KamTuabl. COHAbIKTaH OKy OafdapnamanapbiH 6erimaey MeH OKbITy a4icTemMenepiH e3repTy —
MYMKIHAIT LWeKTeyNi OKYLbINaPAbIH NaHAI TeH AeHrenae MeHrepyiHe *afaam Kacay YLIWiH KaxKeTTi
Kafam. byn nenarormkanblK TaxipubeHi wWbiHalbl MHKAO3MBTI MYMKIHAIKTepre arHanapipaap.
ocipece XMMMA CeKiNai Toaxipnbenik KaHe Kypaeni NaHAi OKbITyda MYFaniMHiH, Kacibu,
NCUXONOTUANBIK KIHE aAiCcTEMENIK AaMbIHAbIFbl MaHbI3Abl PO aTKapadbl.

Ocbl makanaga bonawak XMMUA MYFafiMaepiH WMHKA3MBTI Oinim Oepy »KafdanbiHAa
[anapnay epeklenikTepi kKapacTbipblnagbl. 3epTTeyaiH, e3eKTifliri — MHKA3MBTI binim bHepy
TananTapblHa CaMKec nedarornKkasnblK Kaapnapdbl AaspiaydblH KaHa mMoaenbAepiH, aaicTepiH
YKoHe KypangapbiH 93ipaey KarkeTTiNirimeH ankbiHa4aNaabl.

KinT ce3gep: MHKNO3MB, Xumusa, binim Bepy, sagicteme, NcUXonorma.

CrpaTermm dopmmnpoBaHuna NnpodeccmoHaibHOM KOMNETEHTHOCTU ByayLWwmX yumuTenen,
Hanpae/ieHHble Ha obecnevyeHne paBHbIX BO3MOXKHOCTEN Ha YPOKax XMMUK

TblHbIcOBa XKaHrynim PycnaHKbizbl, 7MO01510-xumus, 1 Kypc marucTpaHT

lanbimosa H.T., PhD, cT.npenoaasaTent
Kazaxckul HayuoHaneHeIl nedazoeudeckul yHugepcumem umeHu Abas,
2. Anmamel, Kazaxcman

AHHOTaumA. MHKNO3MBHOE 0bpa3oBaHMe ABNAETCA OAHMM M3 BaXKHEMLWMX AOCTUMXKEHWUIA
COBPEMEHHON cucTeMbl 0bydeHms. Ero ocHoBHas Leab — co3aaHue AoCTynHon n besbapbepHoi
obpa3oBaTeNlbHOM Cpefibl, YYUTbIBAIOWLEN OCODEHHOCTM KaXKaoro y4yalwerocs B npouecce
obyyeHna un BocnuTaHMAa. OcobeHHO Ha YPOBHE CpeAHEen LWKOJbl eCTeCTBEHHO-HAy4Hble
OVCUMNANHBI, BKAOYas XMMWIO, NPeACTaBaAatoT cobol onpenenéHHble TPYAHOCTM K3-3a
TEOPETUYECKOWN CAIOXKHOCTI coAepKaHMA U NPAKTMKO-OPUEHTUPOBAHHOIO XapaKTepa npeameTa.
MosaTomy aganTauusa ydyebHbIX NPOrpamm M M3MeHeHWe MeTOAMK NpenofaBaHuA ABNAKOTCA
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HeobXoAMMbIMK  Waramn  Ana  obecneyeHua paBHbIX YCAOBMI M3ydeHWMA npeameTa ANA
obyyvatoumxca ¢ ocobbimm obpasoBaTebHbIMKM NOTPpebHOCTAMKU. 3TO NO3BOAAET MNPEeBPaTUTb
neaarorMyeckyto NPakTUKy B AeMCTBUTENBHO MHKIO3MBHYIO. B npenoaaBaHnm TakMx CNOXKHbIX U1
9KCMEPUMEHTANbHBIX  AWUCUMMANH, KaK XMMKA, NpodeccrmoHanbHasa, MCcuMxosormyeckas U
MEeTOAMYECKan rOTOBHOCTb YUYUTENA UTPAET KAKOYEBYHO PO/Ib.

B naHHOWM cTaTbe paccMaTpMBatOTCA 0COHEHHOCTM MNOATOTOBKU DYAYLLMX yUUTENEN XUMUN
K paboTe B yCNIOBUAX MHKAO3MBHOrO 06pa3oBaHmMA. AKTya/lbHOCTb UCCe0BaHMA onpeaenaeTca
HeobXoAMMOCTbIO Pa3paboTKM HOBbIX MoAenel, MeToAO0B W  WMHCTPYMEHTOB MOArOTOBKM
neaarorMyeckmnx Kaapos B COOTBETCTBMM C TPeHOBaHMAMM MHKO3MBHOIO 06yYeHMs.

KntoueBble cnoBa: MHKAO3MA, XMMKA, 06pa3oBaHMe, MeTOAMKA, MCUXONOTMA, MOAENb.

Strategies for developing the professional competence of future chemistry teachers aimed at
ensuring equal opportunities in chemistry lessons

Tynysova Zhangulym, 7M01510-chemistry,1-th year

Galymova N.G. PhD, Senior Lecturer
Abai Kazakh National Pedagogical University, Almaty, Kazakhstan

Abstract. Inclusive education is one of the most significant achievements of the
modern educational system. Its main goal is to create an accessible and barrier-free learning
environment that takes into account the individual characteristics of every student throughout
the teaching and learning process. At the secondary school level, natural science subjects,
including chemistry, present particular challenges due to the theoretical complexity of the content
and the practical, experiment-based nature of the discipline. Therefore, adapting curricula and
modifying teaching methods are essential steps to ensure equal learning opportunities for
students with special educational needs. This transforms pedagogical practice into genuinely
inclusive learning. In teaching complex and experimentally oriented subjects such as chemistry,
the professional, psychological, and methodological preparedness of the teacher plays a crucial
role.

This article examines the specific features of preparing future chemistry teachers to work in
inclusive educational settings. The relevance of the study is determined by the need to develop
new models, methods, and tools for training teaching staff in accordance with the requirements
of inclusive education.

Keywords: inclusion, chemistry, education, methodology, psychology.

Kipicne. WHknto3meTi 6inim 6epy — Oapablk OananapablH, Keke epekwenikrepiHe
KapamacTaH, bipTytac 6inim 6epy opTacbiHAa Oinim anybiHa MyMKiHAIK BepeTiH negarorMkanblk,
KoHUenuma. XMMWs MaHiH OKbITy VAepiCiHAe WHKA3UBTINIK 9pbip OKYLUbIHbIH, epeKLweniriH
ECKepeTiH, TeH MYMKIHAIKTEPAI KONAANTbIH }KaHe TYAFa/lblK AaMYbIH bIHTalaHAbIPaTbIH Binim bepy
OpTacblH Kypyabl Ke3aendi. byn yrbim Tek oky baraapnamachiH benimaeymMmeH WeKTeNMERN, OKbITY
vVAepiciHe neaarornmKkanblK, KypblAbIMAbIK oHEe MIAEHW e3repicTepai eHrizyai Tanan etea,.
MyHZalM e3repicTep MHKAO3MBTI 0pPTaZa KYPMET NeH KOMKETIMAINIKTIH TO/bIK ICKe acbIpblybIHbIH,
Heri3ri wapTbl 6obin Tabblnaabl.

Ocbl TypfblaaH anfaHaa, MHKAO3MBTI Ginim bepyai JambiTyda MyFaniMmaepai Kaciou
naapnay maceneciHe bafbITTaiFaH MEeMIEKETTIK CascaTTblH, ©3€KTiAir apTa Tycyae. MemneKkeTTik
AeHrenge myfranimaepaid, H6actankbl Kacibu paapabikTad 6actan, y3gikcis 6inim eTingipy
baffapnamanapbiHa KOMKETIMAINIMNIH KaMTamacbi3 eTy MaHbi3abl. MyHaal 6afaapnamanap
nefarorrapabl  MeKTenTeri apTYPAINIKNEH KYMbIC KYpPrizyre, WHKAO3MBTI NefarorMKanblk,
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TacingepAai TMiMAI KONAaHYFa KoHe KeMEeKLI TEXHOorMANapAbl OKY YAepiciHe MakcaTTbl Typae
eHrisyre gamblHaaNabI.

Y3aikci3 Kacibun Konaay MeH Kyneni 4anbiHabIK MyFanimaepaid, MHK03MBTI 6inim 6epyaeri
Kypaeni miHaeTTepre »ayan bepyiHe, coHaal-ak H6apbik OKyLUblAApAblH cananbl 6inim anybiHa
YaFfaan kacayblHa MyMKiHAIK Bepea,.

XUMMA NBHIH OKbITYAa NHKAO3MBTI TICI/T OKYLbINAPAbIH, 9PTYPAI KAXKETTINIKTEPIH ecKepin,
Toxipmnbenep MeH 3epTxaHasiblK KYMbICTAPAblH, Kayinci3airiH KamTamachl3 eTy, OKy KypaaaapbiH
benimaey KaHe BM3yanabl-AMAaKTUKAIbIK MaTepuanaapabl MoabiHaH KOAAaHYAbl Tanan eteai.

UNESCO vycbiHFaH «bapliara apHanfaH 6inim» TyXblpbiMgamachbl 6apnbik Hananapra,
onapAblH, Kabinetrepi meH aneymeTTiK epeKLleniktepiHe KapamacTaH, cananbl 6inim 6epyain,
MaHbI34bI/bIFbIH alKbiHAANAbI. Byn XahaHablk 6acTama TEHIKTI KaMTamacbl3 eTyre »aHe 6ifim
anyFfa KON XeTKi3yAi WeKTenTiH TocKayblnaapabl *otofa bafbiTTanfaH. MHaoHe3MAaa MHKAK3UBTI
6inim 6epy 2009 xbinfbl No70 3aHmeH bekiTinreH, oHAa MHKMO3MBTI Binim bepy — epekiie 6inim
bepy KarkeTTiniktepi Hap OKyllbliap MeH epekle KabineTti Gananapabl Kannbl 6inim bepy
opTacbiHa OipiKTIpETiH Kyhe peTiHAe aHblKTanfaH. byn Tacin TeHAKTI KamTamachl3 eTyre »aHe
NHKTIO3UBTINIKTI HbIFaTyFa OafblTTasfaH, COHAAM-aK MYMKIHAIM WekTeyni 6ananapablH, azamat
PeTiHAE e34epiHiH, Heri3ri KYKbIKTapblH TO/bIK XYy3ere acbipybiHa MyMKiHAK 6epesi [1].

bIHTbIMAKTaCTbIK OKYy YAEPIiCiH JapanaHablpy MeH cabak KypblabiMbiH - beimaey
BapbiCbiHAa epeKlle KaXKeTTiNiKTepi Oap OKylWblAapAblH, KaxeTTilikTepiH bapbiHWa eckepyre
MYMKIHAIK 6epedi. WVHKAO3MBTI MeKTenTepaeri OKbITy yAepici MaH MyFaniMaepi, CbiHbIM
eTeKLWinepi sKaHe TbloTop-Myfanimaepai, OipneckeH Kbi3MeTi apKbl/ibl Ky3ere acagbl. 9pbip
MaMaH MYMKIHAIT WeKTeyni OKylblNapablH, OKy 6apbiCbiHAA Ke3aeceTiH HaKTbl KMbIHAbIKTAPbIH
KeHinaeTyae maHbi3abl pen aTkapaap.

JereHmeH, MmyfanimaepaiH, WHKA3MBTI binim Oepy canacbiHOafbl AanblHAbIK AEHreniHiH,
YKETKIMIKCI3Airi, OKYy pecypCcTapblHbIH, LIEKTEYAIr XaHe MHCTUTYUMOHANAbIK KOAAayablH SACi34,ri
CUAKTbI Macenenep Hyn NpoLLEeCTiH TONbIK *Ky3ere acblpblyblHA Keaepri KenTipyae.

Silva meH Amaral 3epTTeynepiHge WHKA3MBTI XMMWSA  MaHIH  OKbITy BipkaTtap
KMblHAbIKTapFa Tan 6osaTbiHbl aTan eTinesi. ConapabliH, iWiHAe OipiHWI Ke3eKTe MeKTenTepaiH,
dU3MKaNbIK MHOPAKYPLIIbIMbIHbBIH, MKeTKINIKCI3Airi KepceTineni. TWICTi 3epTxaHablK KafaanabliH,
bonmaybl XMMKUSA MaHIHAE aca MaHbI3abl 6oAbiN caHanaTbiH Taxipnbenik cabakTapabl TOMbIK
Kenemae OTKi3yre Keaepri »kacanpl. byfaH Koca, KapblM-KaTblHAac NeH Ke3Kapacka GannaHbICTbl
Kedeprinep ae 6alKkanaabl: Kenbip MyranimaepaiH, WHKAO3UBTI TaxipmbeHi Kabblngayra
KY/IbIKCbI3AbIFbl, apHalibl AaNbIHAbIKTbIH, YKOKTbIFbl 3HE MYMKIHAIM LWeKTeyai OKylWblnapablH,
KabineTiHe KaTbICTbl Ka/biNTacKaH Tepic CTepeoTUNTep OKY NpoLeciHe Kepi acep eTesi [2].

Santos  »KoHe  opinTecTepi  BM3yandbl  maTepuangapdbl  —  AMarpammanap,
WANtOCTPauManap, TyCiHAipme OelMHepoNMKTep — KOAAaHy XUMWUSAHbI MeHrepy YAepiciH
aHAFYP/bIM TapTbiMAbl XIHE KO/KETIMAI eTeTiHiH atan eTedi. OKywWbIapablH, MYMKIHAIKTepiHe
benimaenreH KapanambiM 3pi KEHINAETINrEH TaXKIPUOENIK KYMbICTAP XMMUAMAbIK YFbIMAAPAb
HaKTbl, TaXipnbenik aeHrenae TyciHyre »afaan »acamapl. COHAbIKTAH NeaarornkasblK Tacin ap
OKYLLUbIHbIH, KeKe OKYy KapKblHbIH ecKepin, e3iH Kayincis oapi Koagay/ibl Ce3iHeTiH opTa
Ka/nbINTacTblpybl TMiC. MyHAalM opTa OKyLUbIAapAblH, OKY YaepiciHe 6enceHi apanacybiHa KaHe 63
MYMKIHAIMH alyblHa bIKNaa eTedi.

Ocbl TycTa Amato meH Ribeiro «OkbITyablH, ambeban ansariHbl» (UDL) Ty*KblpbiMAamMachiH
WHKAIO3UBTI XMMMA OKbITYZa KaHallbli api TMiMAj cTpaTermna peTiHae ycbiHaabl. UDL 6actankpi
Ke3eHHeH-aK 0ap/blK OKYLIbIHbIH, KAXeTTiNiKTepiH eckepeTiH MKemai oKy OafaapnamanapbiH
acayapl Ke3saenai. byn Tacin oky HapbicbiHAAFbl TOCKAyblNAapAbl anAplH ana »KOKFa KaHe
aKknapaTTbl Kabbligay meH MeHrepydiH ipHelle Ko/blH YCbIHyFa MyMKIHAIK Bepeai. bya Tacin yuw
Heri3ri NPUHUMNKe Heri3genreH: aknapaTTbl TypAai TaCiNAEPMEH YCbiHY, SpPeKeT MneH oAbl
BinaipyaiH apTypAi XKONAAPbIH KAMTAMacbI3 eTy, COHAAN-aK OKyfa KbI3blfyLbINbIK NEH KaTbICyAbl
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apTTbipy. XMMMA NaHIH OKbITYAa OyA NPUHUMNTEP SPTYPAI TICINAEP apKbl/bl Ky3ere acbipblabim,
OKbITY CTpaTernanapbiH apTapanTaHAbIpyFa KaHE Ma3MyHHbIH, BapbIK CTyAeHTTepre KO/MKeTiMAi
H60ybIH KaMTamachI3 eTyre MyMKiHAIK bepea,.

UDL TacCifiH KONdaHfFaHAa, MyFanimaep XMmMmMa MasmyHbliH Typ/i pecypctap MeH Tingep apKbiabl
YCbIHA anagbl. Mbicanbl, TaKTUAbAI MaTepuangap, ayamo cunaTramanap, cybtutpni benHenep
YOHEe NPaKTMKaNbIK Npoekumusanap. Kepy kabineTi Oy3binFaH CTyAeHTTEP YLWiH MOSEKRyIanapabiH,
ywenwemai yarinepi mMeH nNepuoaTbiK KecTeHiH TaKTWAbAi HyCcKanapbl CUAKTbl  apHaibl
mMmaTepuanaap onapapiH TyciHyiHe kemekTeceni. Con cUAKTbI, ecTy KabineTi by3blifaH CTyAeHTTep
cybtutpnepi b6ap benHenepaeH, bimaay Tini aydapmallbliapblHaH aHe aybi3la TyCiHAIpYAaiH
OpHbIH BacaTbiH erken-Tenkenni KepHeki MmaTepuangapaaH nanga kepedi. MHTenneKkTyanabik
AamyblHAa epekuweniri 6ap CcTyaeHTTep YWiH OMbIH apeKkeTTepi, Binim bepy OMbiHAAPbLI KaHE
Kapanalibim Taxipnbenep 06 bEKTUBTI }KaHE KOHTEKCTINEHTEH TyCiHAIpyAepMeH Bipre oKy yaepiciH
}eHinaeTeTiH TMimai Kypan 6onbin Tabbinaabl [3].

Bonawak Xxumus Myranimaepi ViiH WMHKA3MBTI 6inim Oepy KafdalbliHA@ Kacibu
0AAPAbIKTbl  apTTbIPYAblH MaHbI3Abl OafbiTTapbliHbIH, Oipi — WHKAO3MBTI Binim  Macenenepi
KapacTblpblAaTblH TYp/i CMMNO3WMYyMAapFa, CeEMUHapaapFa, KoHbepeHumAanapfFa Katbicy. MyHaan
Kacibun opTaZa TaNKblNaHATbIH OMNap MeH Taxipubenep CTyAeHTTEPAiH WMHKA3UBTI OKbITYbl
TepeH, TYCiHYiHe }XaHe neJarorMkanbik WebepniriH AambITybliHa biIKknan eTes,.

OcblfaH YKCac OH acepai TaKbIpbINTbIK MiKipTanac dopmanapbl — OHbIH, iWiHAE ASHreNeK ycTen
XyMbIcbl Aa Oepegi. byn ic-wapanapra epekwe 6inim bepy KaxeTTinikTepi bap Hananapmen
XYMbIC Takipmbeci 6ap, apHalbl JaMbIHAbIKTAH ©TKeH BinikTi MamaHaap wakbipbliaabl. Onap
anablH ana a3ipneHreH basHAamanap meH xabapnamanap apKblibl MHKNO3MBTI Binim Hepyain
©3eKTi MacenenepiH ycoiHaabl. KeriH nikipTanac keseHi bactanbin, Tangay, TyCiHikTeme bepy, ol
anmacy ysere acagbl. MyHaam ¢dopmat bonawak neaarortapablH, Kacibu KeKKUeriH KeHenTin
KaHa KOMMal, CbIHAApAbl NiKip alTy XKaHe Kabbinaay AafAblNapbiH AaMblTadbl.

OKpITy  DapbiCblHA@  TeXHWKablK — Kypandapadbl, Meps3iMmai  HacbinbiM  MaTepuanzapbiH,
AvarpaMmanap MeH KepHeKi Mbicangap/bl, beiHeMaTtepunanaapibl KEHiHEH KONZAaHy Aa TUiMAI.
Onap OKy MpoUgCiH BM3yanabl TypfblOaH KOMKETIMAI eTin, aknapaTTbl KeHinl Kabbliaayra
MYMKIiHAIK 6epeai [4].

MacTep-K/iacc Ta Kacibu gamyablH 3amaHaym api Tvimai dopmanapbliHbiH, 6ipi 60abIN
caHanaabl. byn dopmatrta 6inim KeTingipy KypcTapbiHbIH, ThiHAAYLLIbIAAPblI PTYPAI d4iCTep MeH
TEXHONOTMANAPAbl NPAKTUKAAA KONAAHY AafAblAapbliH NbICbIKTaNAbl, KaCiOM AeHreniH apTTbipyFa
YKOHEe KaTbICyLblnap apacbiHaa TaxKipnbe anmacyra MyMKiHAIK anagbl. Mactep-knacc 6apbicbiHAA
CTYAEHTTEP *KaHa TEXHONOTMANAPMEH, aBTOP/IbIK, S4iCTEMENIEPMEH KIHE Y3A4iK NeAarormkasiblk,
NpPaKTUKanapmeH TaHblcaabl, byn onapabiH 6onalwak Kacibum Kbl3MeTiHAEe MaHbI3Abl Pe aTKapaabl.

MyFfanimaepre Konzay Kepcety MeH TaIIMIep/likTi cunaTTanTbiH KeHec bepyaiH i moaeni
6ap.

1. MHTepBeHUMANBIK Modenb. byn yarige Taxipmbeni myfanim »KeTekLli KaHe bafbiTTaylbl pen
aTkapaabl. AknapaTTbl 6epy Bacbim 6osbin, Hinim MeH Aafablnapabl TYCIHAIPY XaHe KoaaaHy
anaplHFbl KaTapsa Woifagpl. MyHaa MyFaniMHiIH MiHAETI — HaKTbl HYCKaybiK 6epy.

2. KeHecwinik (accucTuBTi) moaens. byn karmaiiaa Toxipubeni myranim KeHecli peTiHae apeKkeT
eteni. OHbIH, *KaHa MamaHmeH OalnaHbICbl YCbIHLIC Kacay, KOA4ay KepceTy aHe TyCiHAipy
apKbiabl XKy3ere acadbl. Taxipubeni nemaror KaxkeTTi maTepuangapibl YCbiHbIN, YFbiMAapabl
Ta/IKblAay MEH KapacTblpyFa Kafgan wacanapl. On wewim Kabbingay yaepiciH yiaecTipywi api
H6akbliaylwbl peniH TaHdanabl. byn mogenb Kacibu KbI3METTiH, WMHTEPaKTUBTI aJicTemeciHe
Heri3aenin, yaepicTep MeH apeKeTTepAiH, canacbiH apTTbipyFa DafbITTanfaH.

3. blHTbIMaKTacTbIK Mmogeni. byn yarige Taxipnbeni myfanim cbiHAapAbl Nikip 6ingipywi apintec
peTiHAe KepiHeai. EKi TapanTblH ©3apa TayenAiniri MeH CepikTecTiri onapAablH, Kacibun ecyiHiH,
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HeridiHe anHanagbl. OpTaK »ayankepwinik, Taskipnbe anmacy, nikip asamacy *ysere acbipblaaibi.
MaTepuangap meH naesnap bipnece asipneHen.

LLIbiFrapMallbi/iblK, TOMTbIH, 3ICTEMENIK-KICIOM KbIBMETIHIH, HITUMKECI — Kac Myfanimaepain,
WbIFapMmallblnbliK BenceHainirin KanbiNTacTblpy, OacTamallblNablFblH AAMbITY KaHE OnapAablH,
Kacibun beneniHiH apTysbl [5].

MyFfanimaepaiH, Kacibu Ky3blpeTTiniri MHKNO3MBTI Binim 6epyaiH, TabbICTbl icKe acybiHa
Wewywi acep eTeTiHi aHblK. Kacibu pamy Oarmapnamanapbl, Taxipnbe anmacy anaHaapsbl,
ceMunHapnap, webepnik cabakTapbl KoHe WHK/AO3UBTI NeaarormKkaHblH, TEOPUSAbIK HerizgepiH
MEHrepy MyfanimgepaiH oKy VyAepiciH TuimAi  KocnapaayblHa, OKyLWbIIapAblH, — Keke
KaXKeTTINIKTepiH eckepin OKbITybiHA MYMKiHAIK Bepedi. WHKAO3UMBTI XMMUSA OKbITYAbl KEeTingipy
YLWiH Keneci 6afbITTap YCbiHbINAAbI:

1. Myranimgepre apHanfaH TypakTbl K3CibW gamy aHe MHK03MBTI Hinim 6oMbIHLLIAE apHanbl

KypcTapabl KYLWENTy;

2. AJanTuMBTI »KoHe KO/MKEeTIMAI OKYy KypandapblH, UMPPAbIK KOCbIMWAaNap MeH TakTUAbAi
mogenbaepai asipney;

3. MekTten cadacaTbiH shadow teacher-giH, cabakka TypaKTbl KaTbICyblH KamMTamachbl3
eTeTiHaAeN nkemaey;

4. UDL KafnpaanapbiHa HerisaenreH nkemai oky 6afaapnamanapbiH eHrisy [6].

Kemekiwi TexHonormanap — 3D mopenbaep, bpaiinb maTepuanaapbl, AblObICTbIK
cuMnaTTamanap, cybtutpai Hemece bimaay-Tingi TyciHaipmenepi 6ap B0 ap — OKYLUbIIAPAbIH,
OKY VAepiciHe ToNbIKKaHAbl KaTbICyblHa MYMKIHAIK bepeai [7].

KopbITbiHAbI. MIHKNO3KBTI Binim Bepy — 6apbiK OKyLbINapFa TEH, }KaHe canabl binim anyra
MYMKIHAIK 6epyai Ke34enTiH 3amaHaym binim bepy canacaTbiHbiH MaHbI3abl OaFbiTbl. XMMUS MaHIH
MHKNIO3MBTI OpTaZla OKbITy epeKlle Tacinaepai, OKbITy maTepuanaapbiH benimaeyai, coHaamn-ak,
MYFaniMaepaiH, Kacibn OJaspAblFblH KyWenTyai Tanan eTtefi. XMmMMA FblibIMbIHbIH, abCTpaKTini
VFbIMZApbl, CUMBOJABIK TiNi »KaHe Taxipubenik cumnaTTarbl Tancbipmanapbl epekwe 6inim
BepinyiHe KaxKeTTiniri 6ap OKylWblnap YWiH KOCbIMLLIG KWMbIHALIKTAP TYfbl3aTbIHAbIKTAH, OKY
Ma3MyHbIH MKeEM/IeY KaHe aaicTemenepai berimaey aca MaHbl3abl MiHAET 6obIn Tabblnaabl.
XUMMAHBI MHKO3MBTI OKbITY BapbICbiHAA OKY MaTepuasnbliH KeHiNAeTy, BU3yabl KaHe TaKTUbAI
Kypanaapabl KongaHy, Taxipnbenepai Kayincia api Komketimai dopmaTtra yMbIMAacTbIpy, COHAAM-
aK OKYLUblLNAPAbIH, *KEeKe OKy KapKblHbIH eckepy KaxkeT. UDL (Universal Design for Learning)
KafuaaTTapbiHa HerizgenreH OKbITy 6apAblK OKyllblnapfa TYCiHyre, KaTbiCyfa »KaHe o3 binimiH
apTYypni dopmada KepceTyre MyMKiHAIK Oepeai. byn Tacin nMHKNWO3MBTI 6inim HBepy canacbiH
apTTbIpYAblH, TUIMAI *KONAaPbIHbIH, 6ipi 601bIN Tabblnaab!.

NHKNO3UBTI OpPTaZia MYMbIC iCTEUTIH XMMMA MYFaniMAepiHiH Kacibu Ky3blpeTTifiri epekile
pen atkapaabl. Myfanim Tek cabak bepylli emec, ap OKyLIbIHbIH, Ka)KeTTiniriH H6ankan, Kkonaay
KepceTeTiH, OKbITy npoueciH berimaen anatblH MamaH 60nybl KaxeT. OcblfaH HannaHbICTbI
MyFanimaepaiH, apHanbl nNeaarorka, KemeKlWi TexHo/orvanap, ananTuBTi OKbITY aaicTepi
HoMbIHLWA BiNIMIH KeTiNaipy — MHKA3UBTI XMMUA OKbITYAbIH HETi3ri WapTTapbiHbIH, 6ipi. COHbIMeH
KaTap, MyfaniMm MeH TblOTOP/aCCUCTEHT apacbiHAafbl ©3apa 6HalnaHbiC OKbITY MPOLECIHIH
TUIMAINITIH apTTbipaabl.

Konainbl oKy OpTacbiH Kypy, benimaenreH KypangapMeH KamTamacbi3 eTy, Ko/iKeTiMmai
OKY MaTepuangapblH 33ipaey oHe MeKTen SKIMWIAIMHIH Kongaybl — WHKAK3UBTI XUMUA
cabaKTapblHbIH TabbICTbl Ky3ere acyblHa blKNan eTeTiH MaHbI3abl dakTopnap. XMMMA MaHiH
MHKNIO3UBTI GOPMaTTa OKbITY TEK MIHE3-KY/IblK HEMECE aKaAeMMUANbIK MaKcaTTapbl faHa emec,
OKYLWbINAPAbIH, 91eyMETTIK OeniMmaenyiH, fblbIMM  CayaTTbi/IblFblH  KaHE ©3iHAIK CeHiMiH
Ka/biNTacTblipyfa 6afbITTanybl THIC.

KopbITbiHABINGM KENe, MHKNO3MBTI XMMUA OKbITYAblH BACTbl MaKcaTbl — 9pbip OKYyLLbIHbIH
MYMKIHZIKTEPIH KEHeMTY, OKY yAepiciHe TONbIKKaHAb! KaTbICyblHA Kafaal Kacay KaHe 6apblfblHa
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TeH, 6iniM any KyKblFblH KaMTamacbl3 eTy. byn MaKcaTKa KeTy YLiH OKy Ma3myHbiH Belimaey,
NPaKTUKabIK KIHE TEOPUASbIK MaTepPUanbl KO/BKETIMAI €Ty, MyFaniMAepAiH, Kacibn gamybiMmeH
KaTap, OKY OPTacblHbIH KYPbIIbIMAbBIK KaHe d/icTeMENiK AalblHAbIFbl KarKeT. VHKA3UA — Tek
MiHAET emec, binim bepyaeri aAiNeTTiniK NeH canaHblH, KOPCeTKIlLL.
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This article examines how artificial intelligence technologies can be used to foster creativity
among primary school pupils in English as a Foreign Language (EFL) lessons. The aim of the study
is to provide a theoretical rationale and methodological description of ways to integrate
generative Al tools such as ChatGPT and DALL: E into classroom practice, drawing on recent
empirical research and contemporary pedagogical frameworks. The paper identifies several
groups of Al-supported practices, including Al-assisted story writing and narrative tasks,
multimodal (text-image) storytelling with Al-generated visuals, role-play and dialogic activities
with Al as a conversational partner, and the use of teacher-oriented platforms to design open-
ended creative tasks. The analysis suggests that, when accompanied by careful pedagogical
guidance, these approaches can enhance pupils’ fluency and originality in language production,
strengthen their motivation and creative self-efficacy, while also raising important questions about
overreliance on Al and the mechanisation of creativity, for which strategies to mitigate potential
risks and directions for future research are proposed.

Keywords: Artificial intelligence; reativity; primary education; English as a Foreign
Language (EFL); multimodal learning; storytelling; digital pedagogy

PA3BUTUE TBOPYECKMX CMTOCOEHOCTEN YHALLMXCA HAYA/TbHOM LLKO/bI C MOMOLLIbIO
TEXHONOMUMN UCKYCCTBEHHOIO MHTE/IJTIEKTA HA YPOKAX MHOCTPAHHOIO A3bIKA

B cTaTbe paccmaTpuBaOTCA BO3MOXKHOCTWM MCMOb30BAHUA TEXHONOIMIA UCKYCCTBEHHOTO
WHTEeNNEKTa ONA PA3BUTUA TBOPYECKMX CMOCOOHOCTEN YYaLLMXCA HaYa/IbHOM LUKObI Ha ypOKax
aHMIMACKOTO A3blKa KaK MHOCTpaHHOro. Llenb nccneposaHua - TeopeTnyeckn 0b6OCHOBATbL M
MeTOAMYEeCKM cmnaTaTb Cnocobbl MHTerpaumm reHepatusHoro MW (ChatGPT, DALL- E n ap.) 8
y4ebHbIN NpoLecc Ha OCHOBE aHa/nM3a COBPEMEHHbIX IMMMPUYECKUX PaboT M neaarormyeckmx
noaxonoB. BblaenatoTcA OCHOBHble HanpasneHuna pabotbl: MU-noaaepkmBaemoe CoUMHeEHME U
CTOPUTENNIVHT, MYNbTUMOZA/IbHOE (TEKCTOBO-BM3yasibHOE) MOBECTBOBAHME C WMCMO/b30BaHMEM
CreHepupoBaHHbIX M300paskeHn, poseBble N AManorosble Gopmbl Blaumogaernctama ¢ MU, a
TaKKe npumeHeHue teacher-oriented naatdopm ANA KOHCTPYMPOBAHWUA OTKPbITbIX TBOPYECKMX
3a/1aHunI. [oKa3aHo, YTO NPU HAAMYMKM NPOAYMAHHOIO NeAarorMYeckoro CoNpPoOBOXKAEHNA TaKkne
dopmbl  paboTbl MNoBbIWAKT 6HEernocTb M OPUrMHANBHOCTL BbICKA3blBaHMA, MOTMBALMIO W
YyBEPEHHOCTb AeTel B COOCTBEHHbIX TBOPYECKMX BO3IMOXKHOCTAX, OAHOBPEMEHHO 0H03HaYatoTCA
PUCKM 3aBUCMMOCTM OT UMW M CHWMXKEHMA [O0NM CaMOCTOATE/IbHOrO TBOPYECTBA, a TaKKe
npeanaratoTca Nyt X MMHUMM3aLUMK U HaNpaBAeHUA AaNbHENLWNX MCCNEN0BAHNN.
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KntoueBble cnoBa: VICKYCCTBEHHbI WHTENNEKT, TBOPYECKMe CnoCOBHOCTM; HayanbHadA
WKoNa; 0bydyeHme aHITIMNCKOMY A3bIKY; MY/IbTUMOAA/IbHOE 0BydYeHUe; CTOPUTENNNHT; umudpoBan
neaarormka

Introduction

Today, the education system is developing under conditions of intensive digitalization.
Artificial intelligence (Al), digital platforms, and smart devices have become an integral part of
everyday school learning. The primary school stage is a crucial period during which the child’ s
personality, cognitive skills, and creative potential actively develop. At this stage, it is essential not
only to provide linguistic knowledge but also to nurture imagination, independent thinking, and
the ability to generate new ideas. Foreign language lessons offer young learners an opportunity to
view the world from a different perspective and express their thoughts freely in a new language.
However, traditional drills and pattern-based repetition may reduce children’ s motivation and
restrict their creative engagement. In such cases, integrating artificial intelligence tools such as
text generation, image creation, dialogue modeling, and more into the learning process can make
language lessons more engaging, interactive, and creativity-oriented. Therefore, examining how
artificial intelligence can be used to enhance creativity among primary school pupils in foreign
language lessons represents a timely and practically significant research direction aligned with
modern educational demands.

Developing creativity in primary school pupils is one of the key objectives of modern
primary education. In their study, Suyunov and Jabborova emphasize that creativity in early
learners is closely linked to imagination, flexible thinking, and problem-solving skills [1]. The
authors state that fostering creativity in primary school requires the use of imagination-based
tasks, drawing, storytelling, and problem-based activities. They also highlight that globalization
and digitalization in education necessitate the integration of innovative teaching methods.
Colorful visual materials, non-traditional techniques, engaging games, and problem-solving tasks
enable children to generate multiple ideas and express themselves freely [1].

One of the significant conclusions drawn by Suyunov and Jabborova is that teacher
creativity directly influences pupil creativity [1]. Teachers who use creative approaches, pose
open-ended questions, and encourage independent thinking naturally stimulate the creative
potential of young learners. Activities such as brainstorming, drawing, narrating, and thematic
discussions contribute to the formation of creative thinking among primary school pupils. While
Suyunov and Jabborova focus on traditional and innovative pedagogical methods, recent studies
suggest that artificial intelligence can further strengthen this process, especially in foreign
language lessons [1]. Crompton notes that Al tools offer age-appropriate multimodal materials
(images, audio, stories), interactive feedback, and adaptive tasks tailored to the learner’ s level.
These features increase pupils’ creative engagement and motivation to experiment with
language [2].

Crompton identifies idea generation support as one of the most valuable advantages of Al.
Al helps children overcome “creative blocks” by providing story starters, new vocabulary,
scenes, or visual prompts [2]. These features align well with the creativity-enhancing methods
described by Suyunov and Jabborova [1], suggesting that Al complements rather than replaces
traditional pedagogical approaches.

Chen et al. who explored Al integration in education more broadly, argue that Al improves
learning through personalization, adaptive feedback, and intelligent content generation [3]. Their
review highlights the evolution of Al systems from simple programs to advanced intelligent
tutoring systems capable of performing some of the teacher’ s functions [3]. Such systems adapt
tasks to learners’ needs and provide real-time support, creating favorable conditions for
developing creativity.
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Kostka and Tonselli in their research focused on foreign language teaching, emphasize the
importance of generative Al - especially models like ChatGPT in supporting creativity [4]. According
to the authors, Al can help students generate ideas, construct stories, write dialogues, and create
culturally meaningful texts. They argue that Al can act as a “creative partner,” offering initial
ideas that pupils can expand using their own imagination [4]. However, the researchers also
highlight several challenges. Crompton notes that Al may occasionally produce overly simplistic
language, misinformation, or culturally inappropriate content, requiring teacher oversight [2].
Kostka and Tonselli raise concerns about academic integrity, over-reliance on Al, and the need for
digital literacy and critical use skills [4]. Chen et al. emphasize issues related to data privacy,
algorithmic fairness, and ethical considerations [3].

Despite these challenges, all researchers agree that Al should not replace teachers but
serve as a tool to support pupils’ creative and linguistic development. When used appropriately,
Al provides opportunities for personalized creative tasks, idea generation, and enriching foreign
language instruction.

Overall, traditional creativity-enhancing pedagogical methods [1] and modern Al tools [2-
4] complement each other. The studies consistently show that using Al in foreign language lessons
can effectively enhance primary school pupils’ creative thinking, encourage linguistic
experimentation, and foster confident and expressive communication.

MAIN PART

1. Theoretical Section

In primary education, creativity is often understood as pupils’ ability to generate new and
meaningful ideas by combining imagination, experience, and personal interpretation. Scholars
emphasize that creativity is not a rare talent possessed only by a few gifted children; rather, it is a
natural potential that manifests in every learner to varying degrees [5]. Runco stresses that
creativity should not be viewed solely as a high-level, visible product but as a process of personal
meaning-making that occurs in a child’ s everyday life [5]. Primary school children frequently
express their creativity through play, imaginative activities, drawing, storytelling, and free
associations. These processes also play an important role in foreign language learning, as
imagination and flexible thinking allow children to construct new meaning even with a limited
linguistic repertoire.

In the context of English as a Foreign Language (EFL), creativity is closely linked to the
learner’ s ability to use limited vocabulary and basic grammatical structures in flexible ways. The
fewer linguistic resources children have, the more they need to find alternative solutions, combine
familiar words in new ways, and explore different ways of expressing their ideas. In this sense,
creativity and foreign language learning complement each other. Furthermore, fostering creativity
is an essential component of 21st-century skills such as critical thinking, problem-solving,
communication, and adaptability which are crucial for successful language acquisition.

Traditionally, teachers develop creativity in primary school through activities such as free
writing, picture-based storytelling, role-playing, and dialogue improvisation. These tasks enable
learners to generate ideas, construct personal meaning, and speak freely. Creativity is viewed not
as an isolated individual ability but as a process shaped through social interaction [6]. When pupils
build on each other’ sideas, co-construct meaning, and collaboratively develop a story, the social
dimension of creativity becomes more pronounced. The teacher’ s role is to maintain a balance
between providing freedom and structuring the task, ensuring purposeful and effective learning
[6].

However, traditional creative tasks may present challenges for some learners. Limited
vocabulary, difficulty generating ideas, or fear of making mistakes can reduce children’ s creative
engagement. In recent years, artificial intelligence (Al) has been increasingly explored as a means
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of addressing such issues in foreign language lessons [2-4]. Al includes systems that can
automatically generate texts, dialogues, images, and various linguistic patterns.

Al offers several advantages in primary school EFL lessons. First, it can provide linguistic
support by generating simple example sentences, descriptions, or short phrases with new
vocabulary making it easier for children to create texts [3,4]. Second, Al can function as a story
starter by generating the beginning of a narrative, characters, or a conflict. This helps overcome
the common difficulty of “Where do | start?” when engaging in creative tasks [2,4]. Such
support aligns with Runco’ s concept of personal meaning-making [5], as Al provides the initial
idea while the learner constructs the main content of the story.

Third, Al can generate visual materials - fantasy illustrations, unique characters, or new
settings that pupils can use for storytelling, descriptive writing, or role-play activities [2]. These
external tools act as mediating resources that support creative development, consistent with
socio-cultural theory [5]. Additionally, through chatbots, pupils can practice simple dialogues
without fear of making mistakes. The immediacy of Al responses keeps learners engaged and
encourages linguistic experimentation [3,4].

However, studies stress that the effectiveness of Al depends entirely on appropriate
pedagogical organization [2-4]. Al should not replace the teacher but enhance their work. The
teacher designs open-ended, multi-solution tasks; facilitates discussions around Al-generated
ideas; and guides pupils towards meaningful outcomes [2,5]. When these conditions are met, Al
enriches traditional methods and supports the simultaneous development of linguistic and
creative abilities. Overall, theoretical foundations indicate that artificial intelligence can effectively
support creativity in primary school English lessons [2-4]. It helps learners generate ideas,
construct new meaning, collaborate, and express themselves freely. When implemented
thoughtfully, Al becomes a powerful tool for unlocking each pupil’ s creative potential.

2. Methodology

The integration of artificial intelligence in primary school English lessons is viewed not
merely as a technological innovation but as a new pedagogical approach to developing pupils’
creativity. Al functions not only as a tool for revisiting linguistic structures but also as a
collaborative partner that enables learners to develop ideas freely, activate imagination, and
enrich narratives both semantically and linguistically. Recent scholarly research provides strong
evidence that Al can be used effectively to foster creativity in early-stage foreign language
learning.

For example, in an experiment conducted by Kiziltas (2025), fourth-grade pupils who
worked with ChatGPT demonstrated significantly higher quality in creative writing and stronger
writing self-efficacy compared to peers who used traditional methods [7]. These findings indicate
that Al influences learners not only as a linguistic support tool but also as a stimulus for creative
thinking.

Al-based creative tasks are especially visible in narrative-oriented activities such as story
creation, fairy-tale writing, and plot development. Platforms such as ChatGPT, StoryWizard, and
StoryBee allow pupils to co-construct fictional characters, settings, timelines, and plot sequences.
When teachers ask learners to analyze Al-generated texts, add their own ideas, modify a proposed
storyline, or continue it, pupils do not simply copy the ready-made material; instead, they learn to
make independent decisions and apply creative transformations. This approach enhances pupils

engagement in conceptualizing plot structures, developing cognitive flexibility, and generating
alternative solutions. Woo et al. (2023) and colleagues describe methodological approaches for
using NLG tools in tasks aimed at developing students’ ideas, highlighting the effectiveness of
comparing multiple versions and modifying content. [8].

Another important direction in which Al supports creativity at the primary level is the use
of multimodal tools. Since children’ s imagination is often closely linked to visual experience,

108



«Interdisciplinary Science Studies» (December 4-5, 2025). Dublin, Ireland I

image-generation systems such as DALL E play an important role in helping pupils visualize stories,
imagine scenes, and structure narrative elements. Research on multimodal storytelling methods
shows that illustrations are presented as supportive tools that help learners structure narratives
and enrich their content [9]. Al-generated illustrations also facilitate the organization of stories
into beginning, development, climax, resolution, while expanding learners’ vocabulary.
Experimental data indicate that groups working with Al showed higher creative performance,
which demonstrates that Al can effectively support the creative process [10]. This indirectly
suggests that Al can amplify creativity not only in older learners but also among primary school
pupils with similar cognitive needs.

Al also plays a notable role in fostering creativity in oral language production. In role-play
activities, Al becomes an authentic dialogue partner for young learners. Through roles such as
magic shop owner,”  “alienvisitor,” or “futureself,” children practice communicating freely
in English, interacting with imagined characters, and constructing improvised dialogues. Such tasks
not only increase pupils’ speaking confidence but also strengthen their ability to engage in
linguistic improvisation. In a study by Wieland et al. (2022), students produced a greater quantity
and diversity of ideas during Al-supported ideation phases [11]. These findings highlight the value
of using Al in safe, teacher-controlled formats to support the development of oral creativity in
young learners.

Furthermore, Al serves as an effective creative tool not only for learners but also for
teachers. Educational platforms such as Twee, LittleLit, and MagicSchool Al help teachers generate
creative tasks, open-ended questions, story starters, alternative plotlines, and interdisciplinary
mini-projects. In a systematic review examining the integration of Al into ESL/EFL instruction, Lo
et al. (2024) found that teachers benefited not only from time savings but also from the enhanced
creative quality of the tasks they provided to learners [12]. Data from the PDF similarly show that
Al-enriched learning environments increase pupils’ motivation, engagement, and confidence in
task completion. This further demonstrates that Al is a powerful supplementary tool for
developing creativity at the primary level.

However, despite its broad potential, the pedagogical use of Al requires careful guidance.
Sharma et al. (2025) caution that early overreliance on Al may limit pupils’ initial ideas, while
Smith (2003) demonstrated that the “first suggested idea” can restrict the breadth of creative
exploration due to cognitive anchoring effects [13]. Therefore, Al use in primary classrooms must
always be accompanied by teacher mediation: learners should be guided to revise, alter, critique,
and compare Al-generated outputs rather than accepting them uncritically. This approach
prevents overdependence on Al and preserves creative autonomy.

In summary, the use of artificial intelligence in primary school English lessons opens new
possibilities for creativity development. Story construction, visual storytelling, role-play, and
teacher-focused creative platforms all become modern methods that, when properly
implemented, expand children’ s imagination, enhance linguistic potential, and cultivate critical
and creative thinking. Using Al as a tool that strengthens rather than replaces learners’
independent thinking is one of the central tasks of contemporary language pedagogy.

3. Analysis and Results

This section presents the findings on the use of artificial intelligence (Al) tools for fostering
creativity among primary school pupils in English language lessons. Based on the literature review
and empirical studies, the effectiveness of Al in developing creative abilities is
demonstrated.Overall, lessons incorporating Al showed noticeable improvements in pupils’
creative writing skills. In a study involving ChatGPT-based writing tasks, the experimental group
demonstrated significant gains across three dimensions of creativity fluency, originality, and
elaboration. The TTCT scores of the experimental group were 15.2% higher compared to the

109



Proceedings of the 11th International Scientific Conference

control group. These results indicate that Al serves as an effective tool for enhancing pupils’
attitudes toward creative writing as well as their self-confidence in writing.

A second study revealed that pupils’ idea generation and creative thinking skills increased
markedly when natural language generation (NLG) tools were used. The quantity and quality of
ideas improved as pupils engaged with multiple Al-generated versions, modifying and developing
their content. This broadened the creative process and enabled pupils to incorporate new ideas
into their writing. The impact of multimodal Al tools was also significant. Images generated with
DALL: E helped pupils visualize narratives more vividly and describe their ideas more precisely.
Visual tools supported creative development by enabling learners to better understand story
structures and fostering the use of metaphors and figurative thinking.

Al was also employed in role-play and dialogue activities. Pupils who worked with chatbots learned
to express their ideas more freely and engage in communicative interaction. By constructing
guestion-answer style dialogues and performing their roles with Al assistance, pupils enhanced
both their oral creativity and their spoken language skills. Al contributed to increased learner
confidence and provided corrective feedback during the process. Teacher-oriented Al tools also
played an important role in Al-supported learning environments. Platforms such as Twee and
LittleLit enabled teachers to create creative tasks quickly, making it easier to integrate creativity-
focused activities into lessons. By using such Al tools, teachers were able to support pupils’
cognitive and creative development more efficiently.

The research findings demonstrate that Al can be effectively used in primary school
settings to enhance creativity. These tools support the development of pupils’ writing, idea
generation, and oral creative expression. Furthermore, the positive outcomes of Al integration
depend on its pedagogically guided use. When used under teacher supervision and aligned with
instructional goals, Al enables teachers to design creative tasks more rapidly and provide
personalized support to learners.

Discussion

This study demonstrated the importance of using artificial intelligence as an effective tool
for developing creative skills among primary school learners in English language classes. The
findings indicate that ChatGPT and other multimodal Al tools contribute to improving students’
writing skills, enhancing idea-generation abilities, and increasing confidence in oral creative tasks.
While the results confirm the potential of Al for fostering creativity, they also show that its
effectiveness depends largely on the teacher’ s methodological guidance.

Compared with previous research, this study highlights how Al influences creative writing
skills specifically at the primary school level. For example, a 2025 study found that students who
worked with ChatGPT showed significant improvement in their writing abilities, although this
progress strongly depended on the teacher’ s ability to guide learners in applying their creative
skills appropriately [7]. Our findings align with this conclusion: Al can enhance creativity, but this
process is effective only when combined with pedagogical monitoring. Furthermore, an analysis
of studies on multimodal Al tools shows that visual elements (such as images generated by DALL:
E) help open new dimensions of creative thinking. This is consistent with findings from Wieland et
al. (2022), which showed that Al-assisted brainstorming or dialogue-based tasks improve both the
guantity and quality of ideas generated [11].

However, the use of Al also comes with limitations. A commonly discussed concern is
students’ overdependence on Al and the potential mechanization of creativity. Research by
Sharma et al. (2025) and Smith (2003) warns that initial ideas offered by Al may narrow the
creative process and restrict divergent thinking [13,14]. To address these challenges, teachers
must guide learners not only to use Al but also to transform, critique, and creatively reinterpret
Al-generated suggestions.
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Conclusion

This study has provided a deeper understanding of how artificial intelligence can be used
as a tool for fostering creativity among primary school learners. The key findings demonstrate that
Al has a positive impact on students’ creative writing skills and their ability to generate original
ideas. The use of multimodal Al tools such as ChatGPT and DALL: E was shown to enhance learners

creative thinking, supporting the development of both their written and oral work. The research
confirms that Al tools can be effective for primary school students; however, their successful
integration requires thoughtful pedagogical guidance and teacher supervision. To fully unlock
learners’ creative potential, it is essential to strike a balance between guided and independent
use of Al during creative tasks. Future studies should explore the use of Al in a wider range of
creative activities and identify strategies to reduce students’ overdependence on Al-generated
content. The findings of this study hold significant value for educators and policymakers across all
levels of the education system. Integrating Al into the learning process contributes not only to the
development of language skills but also to the enhancement of broader creative thinking abilities.
Thus, the meaningful incorporation of Al into educational practice can play an important role in
supporting students’ holistic development.

In my opinion, the growing presence of Al in education offers a unique opportunity to
rethink traditional approaches to creativity. When used responsibly and pedagogically, Al can
become not a replacement for human imagination, but a catalyst that empowers young learners
to explore, create, and express their ideas with greater confidence and originality.
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MccnenoBaHme B AenCTBUK: Passutue
HaBbIKOB aHa/IM3a U MHTepNpeTaumm
VYaLLMXCA Yepes pelleHne NpuKIaaHbliX,
NPAKTUKO-OPUEHTUPOBAHHbIX 33434
METOA0M MaTEMATUYECKOTO
MOJENNPOBAHMSA

MapuyK Hatanba AHaTO/IbEBHA

Hasapbaes MHTeNneKTyaibHadA LWKOA XMMUKO-OMONOrMYeCKoro HanpasBaeHMA .
KaparaHga, KaparaHaa, KasaxcTtaH

l'ynbmaHoB HypTali KyaainbepreHosumu

Hasapbaes MHTeNneKTyaibHadA LWKOA XMMUKO-OMONOrMYeCKOro HanpasBaeHMA .
KaparaHpga, RaparaHaa, KasaxcraH

ObydyeHne MaTeMaTMKe y4allMXca CTaplMx Knaccos, noarotoBka K CO BbISBMAM C/eaytOLLYIO
npobnemy: yyawmecs MCNbITbIBAIOT 3aTPYAHEHUS NPU  PELIeHUM NPUKAaAHbIX, MNPAKTUKO-
OpPMEHTMPOBaHHbLIX  3ada4y. Obydyatowmecs € BbICOKOM  MOTMBaUMEN,  BRaAetolLIne
MaTeEMATUYECKMMM METOZAMMK, MOKa3bIBAOT HU3KUM ypoBeHb (GYHKLMOHANbHOM FPaMOTHOCTY,
NPUMEHAA annapaT MaTeMaTUKM K PeLIeHMI0 3a7a4d MNpPakTUYeckoro xapaktepa. [lpobnemy
obcyamnm c konneramm MO, NCUMXONOraMK, YYUTENSMM MPEAMETOB eCTECTBEHHOrO LMKAA.
BbiACHMAM: NoA06HbIe 3aTPYAHEHUA HE ABNAIOTCA IOKAAbHbIMW, OHM BO3HUKAIOT B APYIMX Kaccax,
Ha YPOKax CMEXHbIX AMCUMNANH. AHKeTupoBaHMe 86 yyawmxca 11-12 KnaccosB BbIABWMAO, YTO
28,5%MCnbITbiBatOT 3aTPYAHEHMA MPU PELIEHMM MPAKTUKO-OPUEHTUPOBAHHbIX 3aa4; BbINOAHASA
3a/laHnA, B KOTOPbIX MHbOpMauMa npeacTaBneHa rpaduyecks, B Buae Tabauu, Anarpamm,
TPYAHOCTM  UcnbITbiBatOT  31%; nNpuv  BbINONHEHMM 334a4 C  NapameTpamu - bBonee
34%cTapleKknacCHUKOB. AHanutuyecknit otyet UMW (no utoram CO2024) noarsepams, 4To
npobnema cyLecTByeT y 3HAYUTENbHOTO KOAMYecTBa obyyatolimxca. o AaHHbIM OTYeTa 3aaHWA
TPeTbero KOMMOHEHTa, rae OCHOBHAA YacCTb 33434 Ha OLLEHWUBAHWE NPUMEHEHNA MaTeMaTUYECKMX
MeTo0B M 0DOCHOBAHMSA, BbINOAHEHbI yYawumuca no cetn HUL, B cpeaHem, Ha 49,5%. Ons
CpaBHeHMA — 3a4ay4uM MNepBOro M BTOPOr0 KOMMOHEHTOB BbIMNOAHEHbl Ha 67,14 n
60,94%cooTBeTCTBEHHO. B 33agayvax TpeTbero KOMMOHEHTa C MNPaKTUYEeCKMMM KOHTEKCTaMM
yyalmmea HeobXxoaAMMO MNPUMEHSTb MaTemaTuyeckme NPUEMbI, M3BnekaTb MHOOPMaLMIO K13
amarpamm,  M300parkeHut  Guryp,  BbINOAHATL  Npeobpa3oBaHMA,  MHTEPnpPeTUpoBaTb
pe3syabTathl.[1] BblwensnoxeHHasa npobiema, NOATBEPKAEHHAA aHANUTUYECKUMM OaHHbIMM,
onpegenvna  uUenb MOEero MUCCNe[0oBaHMA MNPaKTUKKU:  «Pa3BMTME HABbIKOB aHanM3a W
MHTepnpeTauum  ydawmxca 11  KnaccoB 4Yepes  pelleHne  NPUKNAAHbIX, NPaKTUKO-
OPMEHTMPOBAHHbIX 33434 MEeTOA0M MAaTEMATUYECKOro MOAeAMpoBaHunsa». MccnenoBaTenbCKkui
Bonpoc: «Kak peleHne MpUKAAAHbIX WM MNPAKTUKO-OPUEHTMPOBAHHbLIX 33434 MEeTOAO0M
MaTEMATUYECKOTO MOAENMNPOBAHMA BAMAET Ha Pa3BMTME HABbIKOB aHaAM3a M WHTepnpeTauum
yyaLmxca?»

Yem obocHOBaH BbIbOp METoa maTemaTuyeckoro moaenmposatHma (MM)? Bo-nepBbix: MeToZ,
MM — anaakTuyeckm obOCHOBaHHbIN, AENCTBEHHbIA MHCTPYMEHT Pa3BMTMA HaBLIKOB aHanMn3a,
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abCcTparnpoBaHmnA, yMeHUI BblABMraTb rMnoTesbl, 060CHOBbLIBATL BbIOOP MPMEMOB pelleHus
NPUKNaAHbIX 3a4a4, COMOCTaBAATb CBOMCTBA MOJE/IM CO CBOMCTBAMW pPeasibHOro 0ObeKTa,
WHTEPNPEeTMPOBATb pe3yabTaTbl, MONyYeHHble NpWU MUCCNefoBaHMM Mmodenn. MaTemaTuyeckme
MOZAENM NPUKNAAHbIX 33434 BbICTYNAOT HE TO/IbKO KaK 0OBEKT 0by4YeHMA, HO KaK pe3ybTaTuBHOE
cpencTBo 0byveHumA. Bo-sTopbix: MeTog, MM nokasbiBaeT NPaKTUYECKYH 3HAYMMOCTb MaTEMATUKM
KaK HayKW, OCYLLECTBAAET MeXnpeaMeTHyto WHTerpaumto. C nomowbto MM  pelwaroTca
NPWKNaZHble 3a[a4M eCTeCTBEHHbIX M COLUMANbHbIX HayK, YTO GOPMUPYeT eamHyto CUCTEMyY
Hay4YHOro MMpPOBO33peHMA obyyatowmxca. B pAage mccnenoBaHWIM yCTaHOBAEHA CBA3b MeXAay
Bo3aencTesnem MM 1 06pasoBaTeibHbIM BO3AENCTBMEM Ha yYalmxca. COrnacHo nccaeaoBaHmAM,
pesynbtatbl Blum&Ferri(2009)[2], cTyaeHTbl, KoTopble B mpouecce obydyeHUs maTemaTuke u
€CTEeCTBEHHbIM HayKaM M3y4ann u npumeHann metog, MM, 4yBcTBOBanu cebs yBEpPEHHbIMM,
Nlydle OpUEeHTUPOBAHHbBIMW Ha pelleHre NpakTUyecknx npobnem, NOHMMaNU npeameT rnyoixe,
4yem Npu TPAAMLUMOHHOM NOAXOAE.

[Ona wvccnenoBaHus Obin BbibpaH YpoK «PelleHWe nPUKNaAHbIX 3a4a4d, CBA3aHHbIX C
HanboNbWMM/HaMMeHbWIMM  3HadYeHMem  GyHKUMM» B 11  Knacce. LUenb  obydyeHus:
11.5.1.16pewatb 3a4a4u, CBA3aHHble C HaMOONbLIMM/HaUMEHbWNM 3HaYeHMeM OGYHKLMK Ha
npomeKyTke. PeleHne ONTMMM3ALMOHHbLIX 334a4 — MNOTEHLMANbHO C/AO0XHAA, MPaKTUYECKM
3HauYMMasn Tema. [na AocTuxkeHuA uenein obydyeHuna 3aecb TpebytoTca maTeMaTUyYecKme 3HaHUA,
MEXANCUMNANHAPHAA MHTErpaLmMa, HaBblKM BbICOKOTO MOPAAKA: aHa/IM3 AaHHbIX, GOpManm3aums,
WHTEpNpeTaLmA peLeHnit, 4YTO COOTBETCTBYET TEMe UCCNe0BaHNA. MeXAMCLUMNAMHAPHbIE CBA3M
YCTaHOBWUAW B NpoLecce BEepPTUKA/NbHOrO MAAHMPOBAHMKM, YTO OMNPeaennno  KOHTEHT
AMAAKTMYECKOro maTepmana, HanpaBleHHOro Ha Pa3BUTME HABLIKOB BbICOKOrO nopAaaKa. Pusmka
(ABukeHne.9.2.1.106BbACHATL GU3NYECKMIA CMbIC/T TAKMUX BENMYMH KaK NepemelleHne, CKOpOoCTb,
yckopeHue;9.2.1.4HaxoAnTb  CKOPOCTb MO  HAKAOHY rpaduka  3aBUCMMOCTM  MNyTU  OT
BpemeHn;9.2.1.50npeaenATb ycKOpeHue MNo HaKAOoHYy rpaduKa 3aBUCMMOCTM CKOPOCTU OT
BPEMEHM); IKOHOMMKa (Tembl: MeToabl ONTUMM3AUMM W MOAENN B  SKOHOMMKe.
ONTMMM3aUMOHHbIE 33Ja4M Ha MWHUMYM/MAKCUMyM); XMMUA Tembl: CKOpPOCTb peaKkuumu).
Oknaaemble pe3ynbTaTbl YPOKa:
npeameTHble: YMeTb COCTaBAATb MaTemaTMyeckMe MOLeNnM W pewaTb NpuUKAaZHble
ONTMMM3ALMOHHbIE 33434M;

MeTanpegMeTHbIe: YMeHWe MPUMEHATb MATEMATUMYECKMIA annapaT K PeleHnto NpPakTUYeCcKmnx
npobaem 13 06/1aCTN eCTECTBEHHbIX HaYK,;
NIMYHOCTHbIE: Pa3BUTME KOMMYHMKATUBHbBIX HAaBbIKOB, CAaMOpPerynaLmm, AnaepcTsa.

B uccneayemont rpynne obydyaetcs 11 yenosek. lNpy NAaHMPOBAHMM y4MUTbIBANA MCUXONOMO-
Nefarormyeckyto XapaKTepuCTMKY Knacca, BWAbl MOTMBALMM, MbIWAEHMA, TUMNbl BOCMPUATMA
MHGopmaumm 1 Beayller aeaTenbHocTM. [lo  pe3ynbTaTaM  TecToB  «AHAAUTUYECKue
MaTemaTnyeckme cnocobHoctn. ®opma A"(AMC.A) U maTeMaTUYeCcKUx aHanorui, obnagatowmx
BbICOKOM CTEeMeHbld [A0CTOBEPHOCTM M ONpPeaenalolinX YPOBEHb Pa3BMTMA crnocobHocTel K
peLWeHnto 3a4a4, NOHATUIHOIO M NPOCTPAHCTBEHHOIO MbILW/IEHWA, YCNOBHO NOoAeANNa YY4EHUKOB
Ha rpynnbl High, Middle, Low level (4, 5 n 2y4eHunka). Boibop cTpaTeruii npenogasaHusa, Gopm
pPaboTbl 060CHOBAH TEM, YTO NPEBAIMPYIOLLME TUMbI MbILLIEHWA 0BYYAIOLINXCA — CUMBOINYECKUNI
M 3HaKOBbLIN(64% W 36%), Mo TUNy BOCMPUATUA MHOOPMALMKU - «BM3yasbl», «ayamaibi»,
«KMHecTeTMKM»(5, 4 u 2ydawmxcs). Ana ydawmxcs pasHbiX MOAANbHbIX TUMOB BblOMpana
NPeVMYyLLECTBEHHbIE MX BOCMPUATUIO BUAbI AEATENBbHOCTM N PECYPCbl: BUAEOPOAMK, Npe3eHTau s
K YPOKy, MoCTepbl - ANA BW3yanusaumm obyuveHus; becena u auckyccua (onTMmanbHble AnA
ay/ZlManoB); cocTaBneHne 3aaa4, obopmaeHme noctepoB(PyHKUMOHANbHbIE ANA KUHECTETUKOB).
YT106bl aKTMBM3MPOBATL MO3HABATE/IbHbIE MPOLLECCHI BCEX YYALLMXCA, ONpPeaennTb OXuUAaemble
pe3ynbTaTbl YpPOKa, CO34aTb YCNOBMA ANA AMAnora, 3anfaHupoBana GpoHTanbHyto paboTy Ha
3Tane aKkTyanu3aumu 3HaHui. OpraHM3auuio napHo paboTbl Bbibpana Kak oNTMMasbHyt AN
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3akpennenua 3YHos. B3ammobyueHue, aumanor, NoAnep:Kka B napax, noteHuwan Highlevel
yyalmxcsa, aHanM3  YC/IOBMIA, COBMECTHbIM TMOWCK pPelleHnin, obcyXaeHne pe3ynbTaTos
CNOCODOCTBYIOT [AOCTUMKEHWMIO LeNe ypoKa M pPa3BUTMIO HaBbIKOB aHafiM3a, WHTepnpeTaumu,
KOMMYHMKaumMn, camoperynsumun. Fpynnosaa ¢dopma paboTbl NaaHMpPOBanacb Kak OCHOBHas.
Mpeanonarana, 4To B rpynnax onpeaenaT OXMAAemble pe3ynbTaTbl PaboTbl, pacnpenenat
GYHKUMN Mexay ydalmmmnca, byayT obcyKaaTb KOHTEKCTbl MPMKNAAHbLIX 33a4a4y, COCTaBAATb
MOZENN, pellaTb ONTUMM3AUMOHHbIE 334a4M NPOdUIbHBIX NPeAMETHbIX 061acTel, cConocTaBaATb
ycnosus, GopmyanpoBaTb BbIBOAbI, OLEHMBATL Pe3yibTaTbl, 0GOPMAATL MOCTEPLI, MPE3EHTOBATb
paboty rpynn. [laHHble KOMMETEHTHOCTHble BWAbl AEATENbHOCTM, 3/NEMEHTbl AMaNoroBoro
obyyeHuna HByayT HenocpeACTBEHHO HamnpasieHbl Ha pPa3BUTME HABbIKOB aHaAM3a U
nHTepnpetaunn. [lpu pas3paboTke pecypcoB W 3adaHWi  onupanacb Ha Beaywuin  Tun
[eATeNbHOCTU, YPOBHM CHOPMMPOBAHHOCTM HaBblKOB. K 3aJaHWAM cOCTaBWIa KpuTepuu
OUEeHMBaHMA K aeckpunTopbl. CocTaBMaa BOMPOCHI K COAEPMKAHMIO YPOKa, crnocobeTeytolme
PA3BUTUIO  KPUTMYECKOrO  MbllAeHMA.  MexnpeamMeTHYI0  MHTerpaumio  paccymTbiBasa
OCYLLECTBAATb Yepes pelleHme NPUKAAAHbIX 33434, TaKMX Kak: MaTepuranbHaa TOYKa ABUKETCA Mo
sakoHy S(t) = —t3 + 6t%2 + 37t + 30. Haliaute HambOoNblYO CKOPOCTb TOYKM U MOMEHT
BPEMeHM, KOrAa CKOPOCTb MaKcMMmanbHa. [JubdepeHumaumio 3annaHMpoBana Mo YpPOBHIO
CNOXHOCTK, 0ObeMy, KOHTEKCTY 3ada4y, Mo TUMny Beadyweh aOeATEeNbHOCTW, MO XapaKTepy
npeaocTaBnAseMol MOMOWM W CTENEHW CaMOCTOATENbHOCTM. [NA MNOALEPHKKM  yYallmxca
COCTaBWM/MIa OMOPHble Tabanupl GU3MYECKMX, XMMWUYECKMX GOpMy/a. B TeyeHue BCEro ypoka
yyawmeca OyayT camooUeHMBaTb CBOK y4yebHyto aesTenbHoCTb. MccnenoBaHMA MOKasbiBatoT
Rolheiser,C.,&Ross,J. A.(2001)[2], 4To 06bEKTMBHOE CAMOOLIEHMBAHNE HA OCHOBE «MPO3PaAYHbIX»
Kputepmnes — Haubonee nNpoAyKTWMBHbLIA BWA, OLEHMBAHMA, KOTOPbIM MOMOraeT y4allemycs
NpPoaHanM3nMpPoBaTh, KPUTUYECKU OCMBIC/IUTb CBOIO AEATEIbHOCTb, BbIABUTL OLUMOKKM, onpeaenmnTb
WX MPUYUHBI, HaWTX MyTW yCTpaHeHWs. B COBOKYMHOCTM npoueayp MNAaHUPyeMblid NpoLecc
CaMOOLIEHMBAHMA CNOCcOBCTBYET [AOCTUMKEHWMIO LeNei ypoKa, Pa3BMBAET HaBblKM BbICOKOrO
nopagka. BsammooueHWBaHMe npedycmaTpuBasa Ha 3Tanax 3akpenneHua 3YHoOB BO BpemA
napHon u rpynnosol paboTbl. Bbibop ob6ocHOBaH Tem, 4YTO AeATeNbHOCTb B npoLlecce
B3aMMOOLIEHNBAHMA NO3BONAET INyHKe MOHATL ATOPUTMbI PELEHWS, MOMOraeT naeHTUGMKauun
M BbIABNAEHMIO MPUYMH COOCTBEHHbLIX OWWDBOK, NPeAoCTaBAAET Y4YaAWMMCA BO3MOXKHOCTb
0ObACHATb, aHANM3MPOBaTb, AE€NaTb BblBOAbI, 0OOCHOBbLIBATL OLEHKY, YTO Pa3BMBAET HaBbIKM
aHanu3a, MHTepnpeTaumn. [na Kaxkaoro atana paspaboTana UHCTPYMEHTbI OLLEHWBAHMA, NCTDI
CaMOOLLEHNBAHWMA, B3aMMOOLLEHNBAHMA, HabAeHMA ypoKa. B ancte HabatogeHMA 1 oueHMBaHA
yymTenem npoaymana OUEHWMBAHME KaXAoro BMAA AEATeNbHOCTWM yyallerocA. [na nonyyeHma
0OBEKTUBHbIX M MOHbIX PE3Y/1bTAaTOB CTPYKTYPMPOBA/IA OLEHKY 414 MAPHOM M rpynnoBon paboTbl.
OueHunBana naaHuMpyemble CcTpaTerMnm W pa3paboTaHHble pecypCbl C  TOYKM  3pEHUA
LenecoobpasHoOCTM N 3GEKTUBHOCTU K LOCTUNKEHMIO LLeNel U OXKMAAEMbIX Pe3y1bTaTOB YPOKa U
nccnenoBaHNA COBCTBEHHOM NPAKTUKM.

YT106bI YCTPAHUTL CYOBEKTMBHOCTL NPWM CaMOaHaM3e, MOBbICUTbL BAaNIMAHOCTb BbIBOAOB O CTEMNEHM
90 HEKTMBHOCTM BbIOPAHHbLIX CTpaTernin obyyeHmns, popm padboTbl, UHCTPYMEHTOB OLEHMBAHMA, Ha
ypoKe npuUCyTCTBOBaAM nNeparor ¢okryc-rpynnbl. Konnern 3anonHAnAM AUCTbl HabaogeHwusA,
KOMMEHTMPOBANW NONOKUTENbHbIE N TPEOYIOLLLIME KOPPEKTUPOBKM aCMeKTbl YPOKa.

[lna aKTMBM3aLMM NO3HABATEIbHOW AeATEeNIbHOCTM YPOK Havana C BUAEOPOANKa «BcA KU3Hb -
33Z24M ONTUMM3AUMM», 3aTemM 03ByYMIa W MPOAEMOHCTPMPOBaANA Temy, obyyaroline Lenw.
Yyaumxca nonpocuaa CaMoCToATENbHO ONPeAeNnTb OXKMAAEeMble Pe3ybTaTbl YPOKa U KpUTepumu
oueHmBaHMA. CTaplweKnacCHUKM MmetoT CcHOPMMPOBAHHbLIE HABbIKM TaKOW [OeATENbHOCTY,
MO3TOMY YETKO OMpeaennnn OXMaaemble pesynbTaTbl M KpUTEpPUU: onpeaenseT airoputm
peleHna ONTUMM3AUMOHHBIX 3aZay; aHaNM3MpPyeT YCA0BME, COCTABASET MaTeMaTUYECKYHO
MOJIe/b; WHTEPNpeTUpyeT pe3ynbTaTbl B KOHTEKCTe YyCNoBMA 3adaun. [laHHble KpuUTepum
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HanpaB/aeHbl Ha OLLleHMBaHWE HaBbIKOB aHaNM3a, MHTepnpeTaumm. Ha cTagmm BbI30Ba 334aBana
BOMPOCHI MPAKTUYECKOTO, MHTEPMNPETALMOHHOrO, OLLEHOYHOrO XapaKTepa, npeanarana npuBecTu
NpUMepbl, BbIABUHYTb rMnoTesbl: Kakne onTMMM3aUMOHHble NpobaeMbl BO3HWMKAOT nepes
dU3MKamm, xummnkamm, buonorammn? MpueeanTe NPUMeEpPbl  MPAKTUYECKMX ONTUMM3ALMOHHbBIX
3a/1a4, BO3HMKAOLWMX NPU M3yYeHUM eCTCTBEHHbIX HayK, B XM3HW. KaKkne cpeacTBa MCNONb3yHOTCA
ONA peleHna 3a4a4 onTuMmmnsaumm? Moaenm BOnpoCcoB «BbICOKOrO YPOBHAY» CBA3a/IM TEMY YPOKa
C paHee M3y4YeHHbIMM MOHATUAMM, YCTAHOBUIN MEXKAMCUMMANHAPHbIE CBA3M, CO34aNM YCA0BUSA
AN Ananora, oOCyKAeHWs uaen, 4YTo CcrnocobCTBOBAJIO Pa3BUTMIO HABbLIKOB aHaiM3a MU
WHTepnpeTaumm. PebaTa akTMBHO BKIHOYMINCH B AMANON, NPMBOAA NPUMEPbLI ONTUMMU3ALMOHHbIX
3aia4. Yyalumecsa, ns rpynnsl Lowlevel, Takxke npeanoKmam cBoM 3a1a4m 0 pacyeTe onTMMaabHOro
MapLlpyTa Moe3aku W BblUMCAEHMM HaMbOAbLUEN BbICOTbI MOAbEMA Tena, NoadPOLWEHHOrO
BEPTUKaNbHO BBeEpPX. MpK obcyKAeHUN obpallana BHMMAHWE Ha MCMNO/b30BaHWME NMPeAMETHOM
TEPMUHOMIOTUN. BHMMATENbHO CAyllana OTBETbl, Aefana NMOMETKM B /INCTE OLEHMBAHMA, YTO
MOMOrN0 MHe, B COBOKYMHOCTM C APYrMMM  BMAaMM  GOPMUPYIOWEro  OLEHMBAHMSA,
pPeann3oBaHHbIMM Ha YpPOKe, OMNpeaennTb YPOBEHb AOCTMMKEHMA LeNEeN KaKAoro y4allerocs.
Yyawmeca genanm OTMETKM B NIUCTE CaMOOLLEHMBAHWMA B KOJIOHKAax: npueen(a) npakTuyeckue
NPUMepPbI ONTUMM3ALMOHHbIX 3a4a4/3aTPYAHAOCH NPUBECTU NPUMEPbI ONTUMM3ALMOHHbIX 3334,

[na 3akpenneHma 3YHoOB Yepes opraHuW3aumio napHom paboTbl cOCTaBMAa 3a4auM M3 Kypca
OUBMKK, XM, SKOHOMMKK. [LONONHUTENBHO, MPU YCNOBMM BbINOAHEHWA CTAaHAAPTHbIX 3a4aHNI,
npeaocTaBnAna BbIMOJAHUTL  334a4vy MOBLILEHHOTO YPOBHA C/AOXKHOCTM C  MAapamMeTPOM.
OnddepeHumauma ocyLLeCcTBAANACE MO YPOBHIO CIOXKHOCTU, KOHTEKCTY 3a1aHWI - Napbl NOAYYUAN
3aZ1a4M, COOTBETCTBYOWME MX NPOPUIBHOM NOATOTOBKE, YPOBHIO CHOPMUPOBAHHOCTN HABbLIKOB,
No CTeneHn NpeAoCTaBAAeMON NOALEPKKM. B KauecTBe ckadpdonagMHra yqalmmea npeaocTasmia
dopmynbl, HeobxoaMMble ANA peleHWA 3adad U3 npeAMeTHbIX obnacTei, YTO MOBbLICUIO
NPOAYKTMBHOCTb W CKOPOCTb peweHua. [nAa NOAAEPHKKM HeyBepeHHbIX aAeTelt  Oblan
chopmmpoBaHbl napbiHigh - Low u High - Middlelevelyyawuxcsa. MoTeHuman oaapeHHOro
yvawerocs 8 napeHigh — Middle ncnonb3osanca ana noaaep KM 1 Pa3BUTUA BTOPOro YYeHMKa, B
napeHigh — Lowlevel ana KoppeKumn 3HaHMn «cnaboro». OueHMBasa pe3ynbTaTbl, OTMETUAA, TPU
napbiHigh — Middlelevel cmornu BepHO pewnTb 3a4a4M C NAaPamMeTpPOM, YTO CBUAETENbCTBYET O
LLenecoobpasHoOCcTM Takoro GopmMMpoBaHMA Nap. AHaAM3 ypoKa Mokasas, YTo AManor B napax
HOCKA NMONCKOBO- M KYMYIATUBHO-NCCNEA0BATENbCKMIA XapaKTEP, YTO CNOCOBCTBOBA/O aKTUBHOMY
B3aMMOODYYEHUNI0, PAa3BUTUIO HABLIKOB aHaNM3a, MHTEPNpeTaLmMmM Npu Bbibope meToaa pelleHus
3a/a4M M OLLeHKe NoayYeHHbIX pe3yabtaTtoB. OaHako B napeHigh — Lowlevel «cnabbiin» yyalumincs
He CMOT BbINONHWUTL pelleHre 3a4a4u. MoHsAa, YTO NPWU NAAHUPOBAHUM HYXKHO BbIN0 NPOAYMATb
[OMONHUTENbHbIE BWUABI MOAAEPHKKM ANA  yYalIMXCA TPynnbl puUcKa. Tun $opmaTMBHOrO
OUEHMBAHMA — B3aMMOOLIEHMBAHME B Mapax Ha OCHOBE MNPeAOCTaBAEHHbIX YYMTESIEM CXEM
OUEHMBAHMA U pa3paboTaHHbIX yYalmMmmnca kputepmes. HabntogeHs 1 KOMMEHTAPUMN YYaLLMXCS
MOKasanu, 4to 4 napbl MOSHOCTbIO BbIMOAHWAM 33[@HWA, BCE Mapbl CMOTAN OOBEKTUBHO W
060CHOBaHHO NPOBECTM B3aMMOOLEHMBaHME PaboTbl.

OCHOBHOWM YaCTblo YpOKa cTana rpynnosas pabota. [leneHne 6bi10 NPpoOBEAEHO Yepes CTPaTEr o
«paaneHT». YTobbl onpeaennTb rpynny, y4eHMK, B3AB KAPTOYKY C 3aZlaHNEM, JOIKEH BbIYMCINTD
3HaYeHue MNPOM3BOAHON GYHKLMM B TO4YKe. BbiOpaHHbIM npuem cuymTato paumoHasbHbim. OH
PeLna HECKONbKO AMAAKTMYECKMX 3a4a4. YUyalmecs NpuMeHsan npasuna amddepeHumpoBaHma
CNOXKHOWM QYHKLMM, 4TO CNocobCTBOBANO 3aKpenaeHuto HaBblkoB. CTpaTerma «paamMeHT» cTana
O4HUM 13 BUA0B GOPMMPYHIOLLLETO OLIEHMBAHMA. B npouecce AeneHnsa yYeHUK He MOT OnpeaennTb
rpynny, Tak Kak HeBEepHO BblMMCAWMA NPOM3BOAHYHD. OTMETMNA, YTO y4yallemyca HeobXoAMMO
3aHATME MO KOPPeKUMW 3HaHWi. [lepemelieHne pebAT MO Knaccy BbINOAHWMAO YHKLMIO
AVMHAMMYECKON PAa3MUHKMN.
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Yyawupeca B rpynne noayynmnn Ase NpuMKNagHble 3aayu; cnenoBano COBMECTHO BbIMOHUTD,

3anuncaTb pelleHune. 3aTem CaMoCTOATENbHO UM NPU NOAAEPKKE TPYNMbl COCTaBUTb MPUKAAAHbIE
33434y, CBSA3aHHble C HaMBONbLIMM/HAMMEHbLIMM 3HaYeHnemM OGYHKUMM U3 NPOdUIbHBIX
npeamMmeTHbIXx obnactei, odopmuTb pesyanbTathl paboTbl. Yyauwmeca obcyxaanm n BblOMpanm
KOHTEKCTHblE CUTyaUMM M3 MNPeaAMETHbIX 00aacTei, COCTaBASAM YCNOBWUA, MaTeEMATUYECKMeE
MOZIENN, BbINOMHANM pPeLleHWe 3343y, MHTEPnpPeTUpPoBaAM pPe3yabTaTbl, KOMMEHTMPOBAIM U
3anucbiBanM oTteeTbl. MpuHUMN  anddepeHumaumm — yranybnaeHve: 8ce CMOMAM  PellnTb
NnpuKNagHble 3agaun; Hekomopele (7 n3 1lyyawmxca) CMOrAM COCTaBWUTb OMTUMM3ALMOHHbIE
3aza4n. CocTaBNeHWe KOHTEKCTa, o0bcyKaeHMe, pelleHne ONnTMMM3aUMOHHbIX 3a4a4 Pa3BMBaIM
HaBbIKM aHanM3a U MHTepnpeTaumn. Moaenb obyyeHusa B rpynne cnocobCcTBoBana Pa3BUTUIO
KOMMYHWKaTMBHbIX HaBblkoB. CTpaTerMa OLEHMBAHMA — CcamMooleHMBaHWe. B  nucTe
CaMOOLLeHMBaHMA yyalimecs B 6annax, no wkane ot 0-5, aHaAM3NPOBANM M OLLEHMBANM CBOM BKAAA,
B paboTy rpynnbl, CTeNeHb CaMOCTOATE/IbHOCTM B COCTABNEHWUWM KOHTEKCTa WM pelleHuM 3adaud.
Hanbonee MHOOPMATMBHLIMM CUYMTAlD OTBETbI Ha KayeCTBEHHblE BOMPOCHI: KAaKOM M3 3Tanos
paboTbl Ha ypoke nomor Tebe nyylie NMOHATb aArOPUTMbl PELUEHNA ONTUMM3ALUMOHHbIX 334347
PelweHne TroTOBbIX 334a4 CTano «MNOAMOCTKOM» [AONA Aa/bHEWWero COCTaBNeHWA 3adad
NPUKNALHOrO XapakTepa. Yyalmeca Xopowo CNpaBUANCh C 3aaaHnem. MoaaepKKa, BblasuKeHme
n obcyXaeHWe naen B rpynne NOMOrav onpeaennTb NOAXOAAWMM KOHTEKCT. PaboTta B rpynne
MaKCMMaNbHO CNocobCcTBOBaNA pPelleHmto y4ebHbIX M BOCMMTATEbHbIX 33434 YPOKa, Pa3BUTUIO
3asB/IEHHbIX B UCCNEA0BAHMM HABbIKOB. B 1cTax camooueHnBaHma 9 13 11 yyalumxca nocTaBuam
cebe BbICOKME WAM MaKCMManbHble Hanabl, OTMETUAN 3OEKTUBHOCTL FPynmnoBoi paboThl,
NONOKUTENBHO OLLEHWN BO3MOXKHOCTb MONYYUTb NOAAEPHKKY FPYNMbl.

Pe3synbTaTbl paboTbl rpynnbl OULEHWMBAAWM yyallMecAa APpyrux rpynn 4Yepe3 cCTpaTeruo
«KpuUTUYEeCKM  Opyr», Ha OCHOBE MPeACTaBAEHHbIX YYMTENEM KPUTEPUEB U CXEMbI.
PekomeHO0BaNa KaxKAOMY ydvallemycs nNpoAymaTb, 3anucaTb WM 03BYYUTb KOHCTPYKTMBHOE
npeasoXKeHme ¢ Lenbto yaydweHna paboTbl Apyr Apyra. YUallmeca yTOUYHANM YCN0BUA, 0OCyKaanm
peleHna, Haxoauam obLime NyHKTbl U Pa3Anyna, Aenanu BblBOAbl O Pe3yNbTaTMBHOCTM paboTsl,
3aMONHANM NUCTbI B3aMMoOLUEeHWBaHMA. Habatogana, 4to Bce OblAM BOBAEYEHbI B Mpouecc
Ananora, BHOCUMAM NPea/IoKEHUA NO BO3MOXHOMY CNocoby yayylleHWAa pelleHuit, NOACHASR W
060CHOBbIBaA MX HeobxoAMMOoCTb. CuMTato, YTO Takada dopma NpeacTaBAEHUA M OLEHMBAHUA
pe3ynbTaToB pPaboTbl sBAAAACH ONTMMAasbHOM, OblIM CO3[4aHbl YCAOBMA ANA COBMECTHOM
neaTenbHocTH, obyyeHus B AManore, pasBUTUA HABLIKOB aHaAM3a, MHTepnpeTaumn. Kntoyesoit
npuHUMn anddepeHunaummn— yraybneHme: s8ce CMOTAWM [aTb HECAOXKHble PEKOMeHAaumu;
Hekomopele (5 u3 11yyaujuxcs) CMOTAWM OaTb KOHCTPYKTUBHbIE PEKOMEHAAUMM MO YAYyYLLIEHUIO
peleHna 3a4a4. Yyalimecs BHOCUAW NPeasOXKeHUA CAedytoWero xapakrepa: Ans ynpouweHus
BbIYMCEHMA NPOM3BOAHOM PaLMOHaNbHEE NPEACTaBUTb ONTUMMIMPYEMYIO QYHKLMM B BUAE...ANA
KOPPEKTHOro pelleHna HeobXxoAMMO BHECTU OrPaHUYEHMA A4 NEPEMEHHOMN..., YTO He TO/bKO
[I0Ka3bIBaeT AOCTMKEHME LieNelt ypoKa, HO M A0CTAaTOYHO BbICOKMIA YPOBEHb PA3BUTUA HABbIKOB
aHaNM3a 1 MHTepnpeTaumm.

MoagoAas UTorK, yyaumecs 3anonHANM pedbaeKkCUBHbIE UCTbI, 3aKOHYMB dpa3bl UM OTBETUB Ha
BOMPOCHI: Ha YPOKe A Hayumnca.. Y1obbl fyywe pewaTb MNpPaKTUYECKMe 3adadvM, MHe
HeobxoAMMoO.... B Kakmx cdepax MOryT MCMNo/ib30BaTbCA 3HAHWUSA, NMPMODOPETEHHblE Ha YpPOKe?
3HaYMMbIM sBAseTCA HeDOPMabHbIM MOAXOA K OpraHM3aumm pediekcun, KOHTEKCTY BOMPOCOB.
OTBETbHI YHALMXCA YYMUTbIBAKO NPU NNAHUPOBAHMM NOCAEAYOWMX YPOKOB, onpeaenasa Buapl pabot
W 33aJaHUN ONA KOPPEeKUMM «3anajatolimMx» HaBbIKOB, MPW OpraHM3aumMuM WHAMBUAYANbHON
pPaboTbl.

Ha ypoke npvmeHana pasnnyHble CTpaTerMm 1 npuembl oLleHBaHWA. Ha aTane LenenonoraHma
yvawmeca, onnpascb Ha obyvatolwme Lenn, onpeaensnn KpuTepum OueHMBaAHWA, OXKUAaemble
pe3ynbTaTbl ypoKa. [laHHblM BMA PaboTbl OYeHb Pe3yNbTaTMBEH, TaK KakK CaMOCTOATE/NbHOe

117



Proceedings of the 11th International Scientific Conference

onpeAeneHne Kputepues AenaeT NpoLecc OLEeHMBAHWMA MOHATHbIM ANA y4alMXCA, NOBblWaeT
YPOBEHb CaMOperyaaumm 1 OTBETCTBEHHOCTM 3a AOCTMXKEHME Lenei ypoka. Ha ctaamm Bbi3oBa
yYalpmecs 3anoaHAAN IMCTbl CAaMOOLEHMBAHMA, A Habogana 3a OTBETaMK, Aenana NOMeTKM B
JINCTE OLEHMBAHMA yuymTenem. Boibop TakmMx BUAOB OLEHNBAHMA ONPeaenanca NOHMMaHUEM TOrO,
YTO He BCe y4alllMecs, UCXO4A M3 BPEMEHHbIX PaMOK M KOIMYeCTBa BOMPOCOB, YCNET OTBETUTD,
MNO3TOMY MX ODOBEKTMBHAA CAaMOOLIEHKA MOMOMKET ONpeaesnTb Ha KaKOM YPOBHe AOCTUMMKEHMUA
Luener oHM HaxodsaTcA. KOMMEHTMpPYs MPOLEeCcC CaMOOLEHWMBAHMA, yYallMecs roBOPUAM: ONA
OOCTUXKEHUS LeNer ypoKa MHE HYXXHO MOBTOpUTb Npasuna anddepeHuMpoBaHuAa..., YTObBI
MOBbICUTb CBOM pPe3yNbTaTbl S [O/KEH HAy4YUTCA COCTaBAATb MOAE/N.., YTO TFOBOPUT O
caMoaHanunse gesTenbHocTU. PaboTas B mapax, ydawmeca npoBOAMIM B3aMMOOLEHWBAHME Ha
OCHOBE KpUTEPMEB M MPEAOCTABNEHHbIX CXEM OLEHMBAHMA. [leCKpUNTOPbI K 3a1aHNAM B CXEME
OLUEHMBAHMA MOMOIIN YYaWMMCA NOHATb NPUYMHBI OWMBOK, NCNPaBUTL KX, YTO CNOCOHCTBOBANO
[OCTUNKEHWMIO NPeaMETHbIX Lieael ypoKa, NOAroTOBUIO K rpynmnoBoi paboTe 1 ee OUEHMBAHMIO.
OueHunBaa paboTy B Mapax, y4uTbiBasa He TO/NbKO KOHEYHbIM pe3ynbTaT, HO W yMeHWe
0H60CHOBbIBATL pelleHuns, AeNaTb BblIBOAbI NPWU MHTEPNpPEeTaLUMM pPe3yabTaToB, YTO NOMOI/I0 MHe
chopmmnpoBaTb Honee 0OOCHOBAHHBLIN BbIBOA 0O YpOBHE [AOCTUNKEHWA Lener u CTeneHu
ChOPMMPOBAHHOCTM HABbIKOB aHa/IM3a M MHTEPNpPEeTaLMM yyalmxca. Takke oTMeyana ypoBeHb
BNafeHMNA NPeAMEeTHON TEPMUHONOTMEN, TaK KaK MMEHHO TEPMMHONOIMA OTBEYaET 3a ACHOCTb
MOHMMaHMA Hay4YHON WMHPOPMALMM M KOMMYHMKATMBHbIE HABbIKM Y4Yallerocs, Kak cpeactsa
obmeHa nHbopmaumert. s rpynnosoin paboTbl ObiAn NpefoCcTaBAeHbl KPUTEPUN, HAaNPaBAEHHbIe
Ha OLeHMBaHME HAaBbIKOB aHAIN3, MHTEPNPETALLMA: COCTAaBNAET OnMcaTeibHble U MaTeMaTUyecKkme
MOZENN MPOLECCOB...; YCTaHABAMBAET QYHKUMOHANbHbIE 3aBUCMMOCTU MEXKAY BENUYUHAMMU;
nccnenyer MaTeMaTudyeckme MOAeNn; WHTepnpeTuMpyeT pe3ynbTaTbl; BHOCUT palOHabHble
npeanoxeHua no n T.4. O4HaKO MEXaHW3M OLEeHMBaHWA paboTbl rpynn NpoAyMana He NOAHOCTbLHO,
NOSTOMY TPYAHO OblI0 OLUEHWTL CTEMEHb Y4acTUA B COBMECTHON paboTe OTAeNbHbIX yyYallmxcs. B
fanbHerwem byay YeTKO onpeaenaTe POab U QYHKLMM KaXKA0ro yYeHWKa B rpynne, 4To NOMOXKeT
0O6beKTMBHO ero oueHuTb. COo CTOPOHbI yYalWMXCA B3aMMOOLLEHMBAHME TPynnoBoM paboTbl He
BbI3Ba/NO 3aTpyAHeHu. OHW  KOMMEHTMPOBaAM U  OOOCHOBbBIBA/NM  OLIEHKM, OTMeYasn
NONOMKUTENbHbIE N OTPULATENbHbIE MOMEHTbI, AaBain PeKoOMeHAaunn no yaydweHuto paboTsbl.
AHanusMpys ypoK, MOHAAa, NPW B3aMMOOLEHMBAHMM rPYNnoBOM paboTbl, HEcMoTpA Ha
[ONONHUTENIbHbIE 3aTPaTbl BPEMEHM, nonesHee HbINO He NPeaoCTaBaAATb FOTOBbIX KPUTEPUEB.
CoctaBneHne W OOCYKAEHWE KPUTEPUEB  OLEHMBAHMA  YYaLLMMWMCA  MO3BOAMAO  Obl
CaMOCTOATE/NIbHO OMNpeAenTb YPOBHM AOCTMMKEHMS Lenen, nyTm ucnpasiaeHua ownbok. B
TeyeHue ypoka noApobHO KOMMeHTUPOBana PaboTy yyalwmxca, NpeaoCcTaBaAs pekoMeHAaunm no
yaydlleHno pelueHnin. CeoeBpemeHHan, MHGopMaTnBHaa obpaTHaa CBA3b KOPPEKTUPOBana W
Hanpaeasaa AeATeNbHOCTb yYalmMxca, cnocobCcTBOBaNA AOCTUKEHMIO LiENEN.

AHann3Mpys KAtoYeBbIE MOMEHTbI YPOKa C KOIIEraMM, MPULLAN K BbiBOAY 06 3GGEKTUBHOCTM U
LuenecoobpasHocTM  BblOpaHHbIX cTpaTerMin  npenogasaHus, Gopm  paboTbl, Pecypcos,
MHCTPYMEHTOB OLEeHMBaHMA. KomdbopTHaa mncmMxonornyeckana atmocdepa Ha ypoke, cTpaTermm
ckadbponamHra, snemeHTbl AMaNoroBoro obydeHus, aumddepeHUMaUns K MexnpeameTHas
MHTErpauma cnocobcTBOBaIM PA3BUTUIO HABbIKOB BbICOKOro nopsaaka. Konnern oTMeTwau, 4to
ONTUMabHbIMM BbIIN NAAHMPOBAHME U pPeanu3auma 3TanosB COBMECTHOW pPaboTbl yyaumxca u
pa3paboTKa 3a4aHunin Ana rpynn. B npouecce COBMeCTHOM AeATEebHOCTUY yyallmeca BblpaboTanu
aNrOPUTMbl peleHna ONTUMU3ALMOHHbBIX 33434, KOTopble ByayT NPUMEHATb NPU BbINOJAHEHUM
3agaHuii CO. OnpeneneHne KOHTEKCTa ONTMMM3ALMOHHbLIX 33a4a4 ANA eCTeCTBEHHbIX Hayk,
peleHne, MHTepnpeTauma pesynbTaToB, YCTaHOB/JEHME CXOACTBA W Pas3fiMyuii, OLEeHWBAHME,
BHECEHWEe NpPeaNIOKEHUA MO YAYYLEHUIO - KOMMETEHTHOCTHble 3aZaHWA, HamnpaBieHHble Ha
[OCTUMKEHWE Lenelt ypoKa, pa3BMBatoOWME HaBbIKM aHanM3a, MHTepnpeTauuun, dopmupyroume
YMEHUA MPUMEHATb Hay4YHble MEeTO/bl B YCNOBMAX PelleHUA NpaKkTuyeckux npobnem. Bbibop
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npoueayp U MHCTPYMEHTOB OLEHWBAHMA CO34a/ YCN0BMA ONA PAa3BUTUA HAaBbIKOB CamMOaHa M3a
y4ebHOM AeATeNbHOCTM yYalmMxXca, cnocobCcTBOBaAN AOCTUMMKEHWUIO NPEAMETHbIX M Pa3BMUBAOLLMX
uenem W OXMMAAEMbIX pPe3ynbTaToB ypoka. [loaBoas WMTOMM  ypoOKa, yyawmeca nOasanu
KOMMeHTapun: Pabotad B Nape Mbl COCTaBUAM U MNPUMEHWUAM ANTOPUTMbl  pPelleHns
ONTMMM3ALMOHHbIX 33a4a4. B cBoel rpynne A npeanoxun 3aaady O MakCMMasbHOM CKOPOCTH
peakunn...Obcy)Kaas  BO3MOXKHOCTM  yaydweHuAa  paboTbl, A  Npeanoxun  nepeg
anddepeHUMpoOBaHMEM  YNPOCTUTL  QYHKUMIO. TakMe KOMMEHTapuu CBUAETENbCTBYOT O
OOCTMXKEHUM YHALLMMMCA NPEeAMETHbIX M MeTanpeAMETHbIX LieNet ypoKa, O A0BObHO BbICOKOM
Pa3BMTUM HABbIKOB aHaNM3a M MHTepNpeTaunn. PesynbTaTbl OLEHWMBAHUA U pedaeKCUBHbIE TUCTbI
NOATBEPKAAIOT - y4yauwmeca AOCTUTAM  NPEOMETHbIX W Pa3BMBAIOWMX Lener  ypoka.
AHKETMPOBaHWE, MHTEPBBID YYaLMXCA MNOCAE Cepun MNocCAeAOoBaTebHbIX YPOKOB MOKa3ano
MNONOMKUTENbHYIO AMHAMUKKY, TaK yke 19,8% (nepsoHayanbHO 28,5%) MCMbITbIBAOT 3aTPYAHEHMA
NPy pPeleHnn MNPaKTUKO-OPUEHTMPOBAHHbIX 3aZay; MPW BbINONHEHMM 334aHUI, B KOTOPbIX
nHdopMaums npeacTaBneHa rpadpuyeckm TPYLAHOCTM UCMbITbIBAOT 26% (nepBoHavanbHO 31%)
ydalmxca. COBOKYNMHOCTb pe3yabTaToB, MOMYYEHHbIX MPU UCCNeA0BaHNM COBCTBEHHON NPaAKTUKM,
NO3BONAET CAeNaTb BbIBOL O MOJIOKUTENBHOM BAUAHUK PEryAPHOro pelleHma NPUKIaLHbIX U
MPaKTUKO-OPUEHTUPOBAHHBLIX 3ada4 meTogom MM  Ha pasBuMTME HaBblKOB aHaAu3a MU
MHTepnpeTaLnmn y4aLLmxca.

KOMNeKCHbIN aHann3 ypoKa BblABWMA M cnabble CTOPOHbI: HeAOCTaTOYHO Obln 3a4elCcTBOBAH
noTeHUMan O4apPEeHHbIX AeTel, He BCceraa pesynbTaTMBHOM Obina noaaeprkKa yvawmxca Lowlevel,
Ha ypoKe Mano npumeHanmce MKT. Mpu nnaHMpoBaHWM YPOKOB B AanbHenwem byay adpdekTnsHee
NPUMEHATL BO3MOXHOCTM WKT, B 4acTHOCTM W ANA Npouedyp OUeHWBaHWA, TlaTesbHee
NPOAYMbIBaTb NPMEMbl NOAAEPHKKM cNabbix yyawmxca. Npoaomky paboTy No nccnenoBaHUO U
COBEPLEHCTBOBAHMIO COOCTBEHHOM NeAarorMyeckon NPakTUKM, NOBbIWeEHMIO NPOdECCMOHANbHbIX
KomneTeHumMi. [poBeay CEMWHAP ANA yuyuTenen mMateMatnkm, GU3nKK, xummm no obobLLeHno
OnbITa M Pe3yNbTaToB AAHHOrO MCCNeA0BaHMA M ONpeaeneHuto cTpaTerMm aanbHenwen paboTol
no pacwupeHuto obnactm uccnefoBaHna. COBMECTHO C Koaneramm 6yaem npoaymbliBaTb
MeXaHW3Mbl Yay4LEHWUA NPoLeaypP U MHCTPYMEHTOB OLEHWBAHMA rPYNNoBoM paboTsbl.
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Abstract

This study examines the reforms required to strengthen school—industry partnerships in
Azerbaijan’s general education system. Using a mixed-methods approach, the research analyses
current practices, identifies structural and institutional barriers, and explores stakeholder
perceptions to develop a contextually grounded framework for sustainable collaboration. The
findings reveal fragmented partnership activity, constrained by curricular rigidity, governance gaps,
teacher readiness challenges, and significant regional disparities. Policy recommendations include
establishing a national partnership framework, enhancing industry incentives, integrating applied
learning into the curriculum, strengthening teacher development, and creating digital and regional
intermediary structures. The study contributes to theoretical debates on partnership governance
in transition economies and offers a forward-looking roadmap for aligning general education with
the demands of modern labour markets.

Introduction

Across many education systems, there is a growing expectation that schools should play a more
proactive role in preparing young people for a labour market shaped by technological acceleration,
shifting skill demands, and increasingly fluid career trajectories. In an ideal scenario, general
education would equip students not only with foundational knowledge but also with a meaningful
understanding of how learning connects to real workplaces, practical competencies, and emerging
career pathways. Well-designed school—industry partnerships offer precisely this bridge by
creating structured opportunities for students to explore work environments, engage with
professionals, and apply academic concepts in authentic contexts (Musset, 2019; Mann et al,,
2020). Yet the promise of such partnerships often exceeds their institutional reality, particularly in
systems where schooling has long been framed as an academic preparation ground rather than a
conduit to employability or economic participation.

Azerbaijan exemplifies this challenge. Although the country’s policy agenda increasingly
emphasises digital transformation and the development of a knowledge-driven economy, the
general education system remains only loosely connected to industry. One might reasonably
expect closer ties between schools and major sectors such as energy, ICT, engineering, and
creative industries, given their strategic importance. However, current partnerships tend to be
episodic being a short-term STEM club supported by a technology company, a single-day visit to
an industrial plant, or a career fair organised by an NGO. These activities, while valuable, lack
cohesion and sustainability and are rarely embedded in the curriculum or supported by formal
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governance mechanisms (Isayev & Aliyev, 2022). A recent example illustrates this point well: a
pilot coding initiative introduced in several Baku schools in 2022 generated excitement but was
discontinued after one academic year due to limited staffing, absence of regulatory guidance, and
unclear expectations for industry participation. Such cases underscore how promising initiatives
often fail to move beyond isolated projects in the absence of system-level architecture.

The consequences of this fragmentation are both immediate and far-reaching. Students complete
eleven years of schooling with minimal exposure to workplace environments and therefore
graduate uncertain about career options, unfamiliar with professional expectations, and lacking
practical competencies demanded by employers (European Training Foundation, 2020). These
patterns hinder the country’s human capital development goals and place increasing pressure on
higher education and vocational institutions to remediate gaps that could have been addressed
earlier. Moreover, regional disparities exacerbate inequity, as urban schools often have greater
access to industries compared to rural and economically disadvantaged regions. As the OECD
(2021) and World Bank (2022) highlight, such systemic weaknesses contribute to skill mismatches
and restrict upward mobility, reinforcing socioeconomic divides.

International efforts to strengthen school—industry collaboration offer valuable reference points
but also highlight the importance of contextual fit. Germany and Austria’s dual-system models
integrate schooling with structured apprenticeships, while Singapore embeds applied learning
pathways within its curriculum. Finland, meanwhile, emphasises project-based and experiential
pedagogy to create authentic learning environments (Kuczera & Field, 2018; Archer & Moote,
2016). These systems share characteristics such as strong governance, institutional capacity, and
cultural acceptance of work-based learning that cannot simply be transplanted into Azerbaijan’s
context. Local research tends to focus on digitalisation, curriculum reform, or teacher
development rather than on systematic models for school-industry engagement in general
education (Mahmudov, 2021). As a result, existing partnerships are fragmented, short-lived, and
unsupported by policy, incentives, or curricular alignment.

These observations point to the central knowledge gap addressed in this study. While global
scholarship demonstrates the benefits of employer engagement, very little research examines
what specific reforms are necessary for such partnerships to function sustainably within
Azerbaijan’s general education system. The missing conversation is structural and systemic: What
governance mechanisms, policy interventions, curricular adaptations, and capacity-building
measures would enable long-term, equitable, and meaningful collaboration between schools and
industry? Existing literature does not provide an integrated reform framework suited to
Azerbaijan’s institutional and socioeconomic context. This study seeks to fill that gap.

The theoretical grounding for this inquiry draws on human capital theory, which views education
as an investment in individuals’ productive capacities and highlights the economic rationale for
early skill development (Becker, 1993). Partnership governance frameworks complement this lens
by emphasising coordinated responsibilities, shared incentives, and institutional arrangements
that support collaborative relationships (Bryson et al., 2015). Together, these perspectives
illuminate why partnership initiatives often fail in contexts lacking regulatory clarity, institutional
capacity, or alignment of interests—and why structural reform is necessary.

This study pursues four interconnected objectives. First, it analyses the current extent, nature, and
limitations of school-industry collaboration in Azerbaijan’s general education system, drawing on
insights from educators, policymakers, and industry representatives (Isayev & Aliyev, 2022).
Second, it identifies the policy reforms including regulatory mechanisms, incentive structures, and
governance arrangements that could support more stable and sustainable partnerships (Bryson
et al., 2015). Third, it investigates the curricular and pedagogical adjustments needed to embed
authentic learning tasks, project-based approaches, and early career exploration in everyday
teaching practice (Musset, 2019). Finally, it develops a contextually grounded framework outlining
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how schools and industry can collaborate effectively within Azerbaijan’s evolving socioeconomic
landscape.

These objectives matter because employers in Azerbaijan, as in many countries, increasingly
expect graduates to possess not only academic proficiency but also adaptability, communication
skills, digital literacy, and familiarity with workplace norms (Mann et al., 2020). A reimagined
model of school—industry collaboration provides one pathway toward aligning general education
with these evolving expectations and strengthening the country’s competitiveness.

The paper is organised as follows. It begins with a critical review of international and regional
literature, identifying where Azerbaijan converges with and diverges from global patterns of
partnership development. The methodology section outlines the mixed-methods design,
combining quantitative surveys with qualitative interviews to capture both breadth and depth.
The results section maps the existing landscape of collaboration and articulates how stakeholders
envision reform. The discussion interprets these findings through the lenses of human capital and
partnership governance theories, and the conclusion presents an integrated reform model
tailored to Azerbaijan’s general education system.

Literature Review

Strengthening school-industry partnerships has become a central theme in contemporary
education reform, particularly as governments seek to align schooling with the dynamic skill
demands of modern economies. The rationale underlying this focus is straightforward: when
schools operate in isolation from the labour market, students graduate with limited understanding
of workplace expectations and few opportunities to transform theoretical knowledge into applied
competencies. This risk is especially pronounced in systems where traditional academic instruction
dominates and where mechanisms for sustained engagement with industry are underdeveloped.
Azerbaijan’s general education system reflects this broader global challenge. Although national
policy increasingly prioritises innovation and human capital development, the institutional
conditions needed to support systematic school—-industry collaboration remain weak. To identify
relevant reforms, it is essential to critically examine the international evidence base, assess how
school—industry partnerships are conceptualised across contexts, and determine which elements
of existing models may be transferable to Azerbaijan.

A substantial body of international literature converges on the idea that effective school-industry
collaboration depends on systemic reforms related to governance, regulation, curriculum design,
and incentive structures rather than on individual or short-term initiatives (Kuczera & Field, 2018;
Musset, 2019). These insights are rooted in human capital theory, which contends that deliberate
investments in students’ exposure to work environments enhance productivity and future
employability (Becker, 1993). Germany’s dual education system exemplifies an institutionalised
model where such principles have been operationalised effectively. Through a comparative
analysis of Switzerland and Germany, Kuczera and Field (2018) demonstrate that robust employer
participation, national qualification systems, and clearly distributed responsibilities among
stakeholders are crucial to success. Their mixed-methods approach strengthens the credibility of
their findings. However, their focus remains firmly on vocational education. Consequently,
guestions arise about the transferability of such models to general education systems, particularly
those like Azerbaijan’s that do not possess a longstanding culture of employer—school integration.
Research focusing on employer engagement within general education offers different insights.
Mann et al. (2020), drawing on longitudinal evidence from OECD countries, argue that even low-
intensity interactions such as career talks or brief workplace visits can positively influence
students’ career confidence, labour-market understanding, and eventual employment outcomes.
Their study is methodologically rigorous, incorporating large datasets that support causal claims.
Yet the contexts where these interactions thrive are characterised by established employer—
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school networks and strong labour-market information systems, conditions not yet present in
Azerbaijan. As a result, while the findings underscore the benefits of employer engagement, they
offer limited guidance on designing systemic reforms in environments where structural incentives
for industry participation are weaker and regulatory frameworks are less developed.

Other studies, such as that by Archer and Moote (2016), foreground the psychological and
motivational dimensions of industry engagement. Their longitudinal qualitative research
illustrates how early exposure to scientific workplaces can significantly influence students’” interest
in STEM careers. This contribution is important for understanding why partnerships matter, yet it
offers little insight into the governance, policy, or curricular mechanisms required to
institutionalise such practices. The limitation of this research lies not in its methodological
robustness but in its narrow focus on identity formation rather than systemic reform.

For transition economies and emerging education systems, analyses by international development
organisations provide more contextually relevant insights. The European Training Foundation
(2020) identifies weak employer engagement, limited coordination mechanisms, and fragmented
regulations as pervasive challenges in Eastern Partnership countries. Similarly, the World Bank
(2022) highlights that Azerbaijan faces structural skill mismatches, insufficient career guidance,
and limited exposure to practical learning opportunities. These studies resonate strongly with the
aims of the present research, especially in their emphasis on systemic constraints. Their limitation,
however, lies in their broad scope: they offer national-level assessments without investigating the
specific organisational and pedagogical conditions shaping general education schools’ capacity to
collaborate with industry.

Local scholarship, although limited, sheds additional light on structural barriers that must be
considered when proposing reforms. Mahmudov’s (2021) qualitative analysis of ICT integration in
Azerbaijani schools highlights issues such as unequal digital access, insufficient teacher
preparation, and inconsistent implementation of national reforms. While not focused directly on
school—industry collaboration, the study exposes systemic challenges particularly in infrastructure
and teacher readiness that could impede partnership efforts. The methodological strength of
Mahmudov’s work lies in its detailed observation and stakeholder interviews, yet the absence of
explicit attention to industry engagement limits its relevance for partnership governance. Even so,
the findings underscore the importance of addressing capacity gaps alongside policy reform.
Similarly, Isayev and Aliyev (2022) examine ongoing education reforms and digitalisation efforts in
Azerbaijan, revealing persistent implementation bottlenecks despite ambitious policy objectives.
Their work is grounded in analysis of policy documents and interviews with ministry officials,
offering insight into why reforms often fail to materialise at the school level. Although the authors
do not focus specifically on partnerships, their findings suggest that systemic reforms in
governance, resource allocation, and school-level autonomy will be necessary prerequisites for
any sustained school-industry collaboration.

Synthesising the international and local literature reveals several notable patterns. First, while
global research emphasises coherent national frameworks and strong employer incentives, the
Azerbaijani context is characterised by fragmented governance and weak institutional capacity.
Second, most robust studies focus on vocational or secondary education systems, leaving general
education under-examined. Third, although the motivational benefits of employer engagement
are well documented, significantly less research addresses the systemic reforms required to scale
such engagement in settings with limited economic diversity or uneven regional development.
Finally, existing scholarship tends to conceptualise partnerships as interventions rather than as
components of systemic redesign, leaving unanswered questions about how policy, curriculum,
leadership structures, and industry incentives must be aligned for sustained impact.

These gaps directly shape the contribution of this study. While existing literature clarifies why
school—industry partnerships matter and how they function in well-resourced systems, it does not
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provide a reform-oriented framework for countries like Azerbaijan, where institutional histories,
economic geographies, and governance structures differ markedly from those of Western Europe.
This study addresses that gap by analysing the policy, institutional, and curricular reforms required
to cultivate sustainable, equitable, and pedagogically meaningful partnerships in Azerbaijan’s
general education system.

In summary, the literature establishes a strong conceptual foundation for understanding the value
of school—-industry collaboration but provides only partial guidance for reform in the Azerbaijani
context. By integrating insights from human capital theory and partnership governance
frameworks, and by grounding the analysis in the realities of Azerbaijan’s education system, the
present research contributes to a more nuanced and context-sensitive understanding of how such
partnerships can be reimagined as part of broader general education reform.

Research Method

This study adopted a mixed-methods design that integrated quantitative survey data with
gualitative interview evidence to investigate the reforms needed to strengthen school—-industry
partnerships in Azerbaijan’s general education system. A mixed-methods approach was chosen
because the research problem is multidimensional, involving policy arrangements, institutional
practices, and human perceptions that cannot be captured adequately through a single
methodological lens. Quantitative data offered a broad mapping of partnership activity across
schools, while qualitative insights illuminated the nuances of stakeholder experiences and the
contextual factors that shape collaboration. The methodological pluralism adopted here reflects
a growing consensus that complex educational challenges require approaches capable of
addressing both systemic patterns and individual interpretations (Creswell & Plano Clark, 2018).
The research was carried out between March and September 2024 within Azerbaijan’s general
education system. This particular timeframe was chosen intentionally, as it captures activity across
two critical periods: the spring semester, when schools typically engage in career-related events,
and the beginning of the new academic year, when planning structures and administrative
routines are set in motion. Azerbaijan’s education system is characterised by centralised
governance, ongoing digitalisation initiatives, and uneven levels of industry engagement across
regions. These dynamics created a compelling environment for examining existing practices and
the structural constraints that shape them, particularly given recent national strategies
emphasising labour-market alignment and human capital development. The extended timeframe
further allowed the study to observe whether seasonal cycles or administrative rhythms
influenced schools’ ability to cultivate or sustain partnerships.

The quantitative phase involved a structured survey administered to school leaders across 118
general education institutions selected using stratified sampling. The sampling strategy ensured
representation across diverse socioeconomic contexts, linguistic settings, and regional
characteristics. The survey instrument was developed to gather information on existing
partnerships, the frequency and nature of industry involvement, access to resources, and
perceived barriers to collaboration. Items drew on international employer-engagement
frameworks (Mann et al., 2020) but were adapted to reflect local policy terminology and
institutional conditions. Ninety-six valid responses were collected, providing adequate statistical
power for descriptive and comparative analyses. Quantitative data were analysed using SPSS
Version 29 to produce descriptive statistics, cross-tabulations, and comparisons across urban and
rural settings. These findings served as the initial layer of evidence, revealing structural disparities,
regional differences, and recurring constraints across the system.

The qualitative phase proceeded concurrently but relied on purposive sampling to access
stakeholders with direct experience in partnership formation and implementation. Semi-
structured interviews were conducted with 24 participants, including school principals, teachers
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responsible for extracurricular and career-development activities, policymakers from the Ministry
of Science and Education, and representatives from technology, energy, and service-sector
companies. This stakeholder mix was intentional, as meaningful reform requires considering
perspectives from both educational and industry actors. Interviews lasted between 45 and 75
minutes and were conducted in Azerbaijani or Russian depending on participant preference. All
interviews were audio-recorded, transcribed, and translated into English for analysis. The
interview guide explored perceptions of partnership value, barriers to collaboration, experiences
with previous initiatives, and expectations for policy or curricular reform. The semi-structured
format provided consistency while allowing participants the freedom to share nuanced reflections,
frustrations, and aspirations many of which would be difficult to capture in a survey instrument.
Qualitative data were analysed through thematic analysis following the approach outlined by
Braun and Clarke (2019). This method was selected because it provides a systematic yet flexible
structure for engaging with rich, context-dependent data. The coding process began with
inductive open coding, producing a wide set of categories related to governance challenges,
curricular rigidity, teacher readiness, organisational norms, and uneven resource distribution.
These initial codes were then clustered into broader themes aligned with the objectives of the
study. To strengthen credibility and reduce researcher bias, two independent coders analysed the
transcripts and compared their coding decisions. Discrepancies were discussed and resolved
through iterative refinement, enabling the development of themes grounded securely in
participant accounts rather than in preconceived analytical frames.

Ethical considerations were integral throughout the research process. Institutional ethical
approval was obtained prior to data collection. All participants were informed of the study’s aims,
their right to withdraw at any point, and the measures taken to ensure confidentiality. Written
consent was obtained from interview participants, and survey responses were collected
anonymously. All data were stored securely and accessed only by the research team. These
safeguards were especially important given the hierarchical nature of the education system and
the possibility that educators or policymakers might hesitate to discuss systemic challenges
without assurances of confidentiality.

The mixed-methods design proved highly effective in meeting the study’s objectives. The
guantitative data revealed overarching patterns for example, the prevalence of occasional rather
than sustained partnerships and the stark differences between urban and rural schools while the
gualitative findings explained why such patterns persist. For instance, limited curricular autonomy
and scarcity of industry actors in rural regions surfaced repeatedly as explanations for quantitative
disparities. This integration of findings across methods allowed the study not only to identify the
reforms needed to strengthen school—-industry collaboration but also to assess their feasibility
within current institutional conditions. Such depth would have been difficult to achieve through a
single-method design.

Overall, the methodological approach provided a rigorous and contextually grounded foundation
for analysing the systemic, institutional, and pedagogical reforms required for effective school—
industry partnerships in Azerbaijan. By combining breadth and depth, the study generated
nuanced insights into the realities of partnership formation and illuminated potential pathways
for sustainable reform.

Discussion

The findings of this study indicate that although Azerbaijan’s general education system shows
growing interest in school—industry partnerships, current practices remain sporadic, weakly
institutionalised, and highly uneven across regions. The system recognises the conceptual value
of collaboration but lacks the policy structures, governance mechanisms, and curricular flexibility
required to embed partnership activity meaningfully. This mirrors patterns observed in broader
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international research on education—industry alignment, yet the Azerbaijani context also
introduces distinctive features that challenge standard reform assumptions. Understanding these
nuances is essential for determining the kinds of reforms that could transform fragmented
initiatives into sustained, equitable, and pedagogically meaningful partnerships.

One of the most prominent findings concerns the limited institutionalisation of school—industry
collaboration. Many schools reported partnerships that were short-lived or largely symbolic, such
as career fairs or occasional site visits rather than integrated, curriculum-connected experiences.
This echoes regional analyses, particularly those from the Eastern Partnership countries, where
employer involvement remains dependent on individual enthusiasm or donor-funded projects
rather than systemic supports (European Training Foundation, 2020). The deeper issue emerging
from the present study is the weak integration of such activities into the national curriculum.
Educators repeatedly described a rigid, standardised curriculum that affords little room for
experiential or applied learning. Such rigidity has also been observed in other transitioning
education systems where traditional academic hierarchies and examination pressures limit
opportunities for innovation (Isayev & Aliyev, 2022). The findings here reinforce this view,
demonstrating that curricular inflexibility not only restricts pedagogical creativity but also deters
industry actors who prefer substantive forms of engagement rather than peripheral or ceremonial
roles.

Patterns of partnership formation also varied sharply by region. Urban schools, particularly those
in proximity to economic hubs, reported significantly more engagement with industries, while
rural schools faced limited access to potential partners. This geographic disparity aligns with
international research showing that labour-market density strongly influences employer
engagement (Mann et al., 2020). However, the Azerbaijani case magnifies this divide because
many rural regions lack diverse industries altogether. In contrast to countries such as Finland or
Singapore, where national coordination mechanisms help equalise opportunities across schools
regardless of location, Azerbaijan’s decentralised and informal partnership environment
reinforces regional inequality. These findings suggest that without systemic policy interventions
such as intermediary structures or regional brokerage agencies partnerships will remain uneven
and shaped largely by external geography rather than educational need.

Stakeholder perceptions of partnership value provide another layer of insight. Both educators and
industry representatives articulated broad support for collaboration, citing benefits such as
increased student motivation, enhanced soft skills, and early exposure to workplace cultures.
These perceptions align with international evidence linking employer engagement to improved
student outcomes and smoother transitions from school to work (Musset, 2019; Archer & Moote,
2016). Yet a closer examination reveals meaningful differences in stakeholder motivations. School
leaders tended to emphasise pedagogical enrichment, whereas industry representatives framed
their involvement in terms of corporate social responsibility, reputation-building, or long-term
recruitment pipelines. Such mismatched expectations are consistent with partnership-governance
scholarship warning that ambiguous motivations and weak accountability structures undermine
sustainability (Bryson et al., 2015). The present study extends this argument by showing how,
within weak regulatory environments, divergent motivations can lead to inconsistent and short-
lived collaboration even when goodwill exists.

A further challenge lies in the absence of clear governance structures. Many participants
expressed uncertainty regarding who should initiate partnerships, what responsibilities each party
should assume, and how collaborations should be evaluated. This stands in contrast to
institutionalised vocational systems such as Switzerland or Germany, where clear legal
frameworks outline shared responsibilities between schools, employers, and government
agencies (Kuczera & Field, 2018). High-income systems also tend to rely on intermediary
organisations such as non-profits, chambers of commerce, or municipal agencies that facilitate
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school—industry coordination (Mann et al., 2020). Azerbaijan lacks these mechanisms, leaving
individual schools and companies to negotiate partnerships independently. From a theoretical
perspective, this finding reinforces the human capital argument that investment in skills thrives
when institutions reduce uncertainty and risk for participating stakeholders (Becker, 1993).
Without governance clarity, collaboration remains ad hoc and highly dependent on the personal
networks of school leaders rather than supported through formal systems.

Teacher readiness emerged as another significant barrier. Many teachers reported limited training
in integrating industry-linked activities into their instruction and expressed discomfort deviating
from the mandated curriculum. This echoes broader research in transition economies where
teacher professional development often lags behind policy ambitions (Mahmudov, 2021). What
distinguishes the present findings is the recognition that teacher readiness is constrained not only
by pedagogy but also by institutional culture. Teachers operate within environments shaped by
high-stakes assessments, rigid pacing guides, and administrative expectations that privilege
consistency over experimentation. Partnerships require teachers to adopt new pedagogical roles
such as coordinators, facilitators, boundary-spanners and without institutional support, these role
extensions become burdensome rather than empowering.

Some findings challenge common assumptions in the international literature. Many partnership
models presume that industries are naturally motivated to engage with schools if provided with
clear frameworks and incentives. Yet several Azerbaijani industry representatives expressed
hesitation due to resource constraints, concerns about bureaucratic procedures, or limited
familiarity with educational systems. This contradicts models derived from organically
collaborative economies and suggests that partnership-building in Azerbaijan may require industry
socialisation, capacity-building, and trust-building processes that precede policy implementation.
These insights highlight the importance of context-sensitive theories of partnership governance
that account for institutional histories and economic cultures rather than assuming universal
industry readiness.

The limitations of the study should be acknowledged. Although the schools sampled were diverse,
they do not capture the full heterogeneity of the national landscape, and schools with proactive
leadership may be overrepresented. The qualitative sample, while rich, included a limited number
of industry representatives, which constrains the generalisability of conclusions about employer
perspectives. The cross-sectional design provides a snapshot rather than a dynamic account of
how partnerships evolve over time. These constraints may have encouraged findings that
emphasise immediate challenges over emerging innovations.

Nevertheless, the study offers important implications for future research. Longitudinal studies
could track partnership development across different reform cycles or administrative periods.
More sector-specific research could explore industry participation beyond dominant fields such as
technology or energy, particularly in rural and agricultural regions. Comparative research with
countries undergoing similar post-Soviet educational reforms may illuminate the conditions under
which partnership models transfer successfully. Future studies might also investigate intermediary
or brokerage structures and examine their feasibility within the Azerbaijani governance context.
Overall, the findings highlight that sustainable school-industry collaboration requires far more
than isolated activities or enthusiastic individuals. It demands systemic reform, coherent
governance frameworks, strengthened teacher preparation, and equitable resource distribution.
By situating these findings within the broader literature and theoretical frameworks, the study
contributes to a more nuanced understanding of how industry engagement can transition from a
peripheral activity to an integral component of general education in Azerbaijan.
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Policy Recommendations

The findings of this study point to the need for comprehensive, system-level reforms that
strengthen the institutional foundations of school—industry collaboration in Azerbaijan’s general
education system. While enthusiasm for partnership activity exists, sustainable implementation
requires coherent policy direction, curricular flexibility, enhanced teacher capacity, and targeted
support for schools in regions with limited economic activity. The following recommendations are
grounded in the empirical evidence generated by this research and informed by international
models adapted to Azerbaijan’s unique structural and socio-economic context.

1. Establish a National Framework for School-Industry Partnerships

A formal policy framework is essential for moving partnerships beyond isolated initiatives. Such a
framework should clearly define roles and responsibilities for schools, industries, local authorities,
and the Ministry of Science and Education. It should specify acceptable models of engagement,
outline minimum expectations for frequency and quality of activities, and include mechanisms for
accountability and reporting. Establishing this framework would reduce the uncertainty currently
faced by both schools and industry partners and create the institutional stability necessary for
long-term collaboration.

2. Introduce Incentives to Encourage Industry Participation

Given the limited employer motivation identified in the study, targeted incentives are needed to
stimulate industry engagement. Policymakers could introduce tax benefits, public recognition
schemes, or corporate social responsibility alignment mechanisms for firms that actively
participate in educational initiatives. Sector-specific incentives may be especially effective in
industries with strong national importance, such as ICT, energy, and agriculture. Ensuring that
incentives are simple, transparent, and accessible to both large companies and small or medium
enterprises will help broaden participation.

3. Develop Regional Intermediary Structures to Reduce Inequities

To address the significant disparities between urban and rural schools, the government should
establish regional intermediary bodies responsible for coordinating partnerships. These structures
could identify potential industry partners, manage logistics, and support joint activities. In regions
with limited industrial presence, these bodies could facilitate virtual collaborations, national-level
partnerships, or shared arrangements among clusters of schools. Such intermediaries are common
in high-performing systems and would help ensure that partnership opportunities do not depend
solely on a school’s geographic location.

4. Integrate Applied Learning Pathways into the General Education Curriculum

Curricular rigidity emerged as one of the strongest barriers to meaningful partnership integration.
National curriculum reform should therefore create space for project-based learning, applied
tasks, and workplace-linked activities. This could include flexible curriculum modules,
competency-based assessment frameworks, and cross-disciplinary projects aligned with industry
themes. Aligning curriculum expectations with partnership activities would ensure that industry
engagement complements, rather than competes with, academic requirements.

5. Strengthen Teacher Professional Development for Industry-Linked Pedagogy

Teachers’ readiness to engage with partnership activities is critical for ensuring that collaboration
enriches learning. Professional development programmes should therefore equip teachers with
skills in experiential learning, project design, and stakeholder engagement. Short-term placement
schemes allowing teachers to spend time in industry environments could also enhance their ability
to integrate real-world examples into lessons. These initiatives would empower teachers to act as
facilitators of applied learning rather than passive recipients of external activities.

6. Invest in Digital Platforms to Expand Access and Innovate Collaboration

A national digital partnership platform could help overcome regional disparities by enabling virtual
workplace tours, remote mentoring, online employer talks, and shared industry-led projects. Such

128



«Interdisciplinary Science Studies» (December 4-5, 2025). Dublin, Ireland I

platforms would ensure that students in rural or economically disadvantaged regions have
equitable access to industry exposure. Digital infrastructure also allows partnerships to scale more
effectively and adapt to future disruptions, such as public health crises or economic shocks.

7. Pilot Sector-Focused Partnership Models Before Scaling Nationally

Rather than applying reforms uniformly, Azerbaijan could pilot partnership models in priority
sectors—ICT, energy, agriculture, and creative industries—to assess feasibility and refine
governance structures. Pilot programmes would provide evidence on what works, reveal
unintended consequences, and inform gradual scaling. This approach reduces policy risk and
strengthens the alignment between educational goals and national economic priorities.

8. Introduce Monitoring and Evaluation Systems to Ensure Quality and Equity

To prevent partnerships from becoming symbolic, the Ministry should implement a national
monitoring system tracking the quality, frequency, and impact of partnership activities. Indicators
should include student learning outcomes, employer satisfaction, and regional equity. Regular
reporting would support transparency, inform policy adjustments, and provide incentives for
schools and industries to sustain meaningful engagement.

Conclusion

This study set out to identify the reforms required to strengthen school—industry partnerships in
Azerbaijan’s general education system so that students develop the practical skills, career
awareness, and employability demanded by contemporary labour markets. Using a mixed-
methods design, the research mapped existing partnership practices, examined institutional and
systemic constraints, analysed stakeholder perspectives, and developed a contextually grounded
framework for sustainable collaboration. The findings reveal a system characterised by genuine
interest in partnership activity but constrained by structural barriers, rigid curricular normes,
uneven geographic opportunities, and weak governance arrangements. While schools and
industries have taken steps toward collaboration, these efforts remain episodic and insufficiently
embedded within the fabric of general education.

The results underscore several critical insights that directly inform the policy recommendations
proposed in this study. First, schools cannot and should not be expected to initiate and sustain
partnerships in the absence of national frameworks that define roles, responsibilities, and
incentives. The absence of such structures has left schools dependent on personal networks and
ad hoc arrangements, limiting the scalability and equity of partnership efforts. Second, curricular
inflexibility continues to obstruct meaningful integration of industry-linked learning. Without
curricular space for applied, project-based, or workplace-oriented activities, even well-intentioned
partnerships struggle to translate into improved learning outcomes. Third, teacher readiness
emerged as a decisive determinant of partnership success; teachers require support, training, and
autonomy to incorporate industry engagement effectively. Finally, the pronounced regional
disparities in partnership access highlight the need for intermediary bodies and digital
infrastructures capable of connecting schools in less industrialised regions with national-level or
virtual industry partners.

The study’s theoretical contribution lies in demonstrating that dominant models of school—
industry collaboration often built on assumptions of strong institutional capacity and employer
motivation must be reinterpreted for transition economies. Human capital theory illuminates why
early exposure to workplace contexts is beneficial, but its potential is undermined when systemic
support structures are absent. Similarly, partnership governance theory must be adapted to
account for contexts where industry collaboration has not historically been embedded in
educational culture. By articulating these contextual dependencies, the study contributes to a
more nuanced understanding of partnership development in systems undergoing rapid economic
and institutional transformation.
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The implications for policy are clear. Establishing a national partnership framework, creating
incentives for industry engagement, developing regional intermediary units, increasing curricular
flexibility, investing in teacher professional development, and introducing digital platforms are
essential steps toward a coherent partnership ecosystem. These measures would not only
strengthen existing collaborations but also ensure that opportunities are distributed more
equitably across regions and student groups. Implementing these reforms could support the
creation of a more responsive, future-oriented education system capable of preparing young
people for the evolving demands of the labour market.

The study also outlines a concrete agenda for future research. Longitudinal studies are needed to
assess how partnerships evolve once systemic reforms are introduced, while sector-specific
investigations could illuminate differing industry motivations and capacities. Comparative studies
with countries implementing similar reforms could offer guidance on transferable governance
structures and curricular models. Such work would further refine theoretical understanding and
inform policy decisions.

The research is not without limitations. The sample may overrepresent schools with stronger
leadership or greater reform interest, and qualitative insights into industry views remain limited
by the number and diversity of firms involved. The cross-sectional design captures a moment in
time rather than a dynamic process of change. Addressing these limitations in future studies would
deepen the explanatory power of research in this domain.

Despite these constraints, the study makes a substantive contribution to understanding how
school—industry partnerships might be strengthened within Azerbaijan’s general education
system. It demonstrates that sustainable collaboration requires more than isolated initiatives: it
demands alignment across governance, curriculum, teacher capacity, and economic reality. By
combining empirical evidence with targeted policy recommendations, the study offers a roadmap
for reimagining the relationship between schooling and the world of work. In doing so, it positions
Azerbaijan to build an education system capable of equipping its young people with the skills,
adaptability, and confidence needed to thrive in an increasingly complex and technology-driven
economy.
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XUMMAHBI OKbITY YAEPICIHAE BIAIM
ANYLLILITAPOBIH KSCIBM OMIAYbIH
KANBINTACTBIPYAAFbI OKbITY
SMICTEPIHIH PO

TypcbiHKyA A.B.
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K., Ka3akcraH

AHaatna. byn makanaga «XMMWAHbI OKbITYAbIH, 34iCTEepi MeH TEeXHONOMMANAPbI» MNaHI
apKblabl XMMUA MaMaHAbIFbIHAA OKUTbIH CTYAEHTTepAiH, KaCibun Ky3bIpeTTifiriH KaabinTacTbipyabiH
FbINbIMN-2iCTEMENIK Heri3aepi KapacTblpblnagbl. Kasipri 3amaHfbl XMMUA Fbl1bIMbl MEH BHAIPICTIH,
[aMy TananTapbiHa cal 6onallak MamaHaapblH, TeopMANbIK, MPaKTUKaNbIK, 3epTXaHablk,
3epTTeYLWINIK XaHe UMPPAbIK KY3bIpeTTEePiH AaMbITY KaxeTTifir TangaHaabl. [MoHHIH TeopUsabIK,
Ma3MyHbl XUMUANbIK BiNIMHIH NOrMMKaCbIH, FbINbIMM YFbIMAAPAbIH, KanbiNTacy MexaHW3maepiH
KoHe moaenbaey MeH Tanday AafaplnapblH meHrepyre 6afbiTTanca, NPaKTUKanbIK AalblHAbIK,
nefarornkanblk NPakTMKa 6apbiCbiHA@ IKCNEPUMMEHT KyYpridy, cabak, *Kocnapaay, OKbITy a4icTepiH
TaHOAY *KOHe 3amMaHayn TexHonorMAanapdbl KOAAAHY apKblabl Ky3ere acaTblHbl KepceTineai.
CoHbIMeH KaTap BMPTyanAdbl 3epTxaHanap MeH UMOPAbIK KypanaapabiH CTyAeHTTepaiH Kacion
KY3bIPETTININiH apTTblipyAafbl peni Herisgenedi. 3epTrey HaTUMKenepi aTanfaH MaHHiIH, Bonallak,
XMMWA MamaHaapPbIH Kacibu opTara benimaeyae KaHe onapablH MHTENNEKTYaNabIK, 3ePTTEYLINIK,
aAaicTemMenik AafAblNapblH AaMbITYAa MaHbI3/bl OPbIH aNaTbiHbIH A31eNAeai.

KinT ce3pep: XMMUAHbLI OKbITY aicTeMeci, Kacibn Ky3bIpeTTinik, XMMua myfanimaepiH
[aapnay, sKCNepUMMEHTTIK Aafablnap, 3epTTeywinik Ky3blpeTTinik, umMbpabiK TexHonoruanap,
MHHOBALMANBIK OKbITY 34icTepi.

Kipicne. Kasipri TaH4a fbibiIM MeH ©HAIPICTIH, AaMybl XMMWUS canacbiHaa b6inim anaTbiH
CTYAEHTTEPAiH, KaCibM Ky3bIpeTTifiriH apTTbipyabl Tanan etefdi. YHUBEPCUTET CTyAeHTTepi yLiH
XMMMA TEK TEOPUANBIK BiNiM KyNeci emec, COHbIMEH KaTap KaCibM speKeTKe KaxeTTi NPaKTUKabIK,
3epTXaHasiblK, 3epTTeYLLINIK XaHEe TEXHONOMUANbIK AafablapAbl KanbiNTacTbipaTbliH KoAaaHbanb
fblnbiM  6onbin Tabbinaabl. Ocbl TypfFblAaH anfaHAa, «XMMUAHbI OKbITyAblH, 34icTepi MeH
TEXHONOMMANAPbLI» M3HI TeK neaarornkanblk MamaHAblKTapfFa faHa €Mec, XMMUAHbI TepeH,
MeHrepyre 6afblTTanfaH CTYAEHTTEpP YUWiH Ae MaHbi3abl Kypc 6onbin caHanaabl. Cebebi byn naH
3aMaHaym XMMUAbIK TEXHONOTUANAPAbI, SKCNEPUMEHTTIK aaicTepai, UMPPAbIK Kypanaapabl KaHe
FbINbIMM 3epTTEYIEPAi MEHTEPTY apPKblbl CTYAEHTTEPAiH KaCcibu Ky3blpeTTiniriH gambitaabl [1], [7].

XvMMA MamaHablFbiHAa BiniM anywblinapabliH, KaCibn Ky3blpeTTiniri — onapaplH, fblbiMU-
3epTTey XKYprizy KabineTi, XuMUANbIK NPOLUECTEPAiH MaHIH TyCiHAIpY, Taxipnbenepai *Kocnapnay,
Kayinci3gik TananTapblH OPbIHAAY, ajblHFAaH H3TWMXKenepai capanTtan Tangay, MHHOBALUMANbBIK
TEXHONOMMANAPAbl MEHrepy, COHZal-ak eHAipicTik opTada Tvimai wewim Kabblngan any
OAFAblNapbiH KAMTUTbIH KeleHai KackeT. OcbiHAaN KY3bIPETTINIKTEP CTYAEHTTIH KaCibn KbI3MeTiH
— 3epTXaHanblK Tanaay, XMMUANbIK CUMHTE3, MaTepuanTaHy, 3KONOrMANbIK Oakblnay Hemece
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BOHAIPICTIK TeXHONOrMANap CanacbiHAAFbl MPAKTUKANBIK KYMbICTbl — C3TTI OPblIHAAYAbIH, HEri3i
6onbIn Tabblnaabl.

CTyAeHTTiH Kacibu AaspAbiFbiHAA SAICTEMENIK KY3bIPETTINIKTI KasbiNTacTbipy epeKLle OpbIH
anagbl. 94icTeMenik Ky3blpeTTiNik — XumMmns cabarblH Kacibn Typrbiaa »kobanay, OKbITY aicTepiH
TMiMAi TaHaay, OKy mMaTepuanbliH KYMeni KypbiabiMaay, OKYLIbIAapAblH »ac epeKwenikrepiHe
CoMKec neaarornKkanblk cTpaTerManapabl KongaHa any Kabineti. byn noH aacbiHA@ CTYAEHT HaKTbI
cabak yarinepiH Tangan, cabak ocnapbliH KacakTaydbl, TYPAi KOPHEKINIKTEP MeH UMPPAbIK
pecypcTapabl TMiMAI NanganaHyabl YMpeHeai. D4icTemenik wellim kabblngay yaepiciHae cTyaeHT
OKYLLbIHbIH, OM1ay epeKLesiriH, oKy MakcaTTapbliH, baranay KpUTepunaepiH ecenke ana oTbipbim,
cananbl api TMIMAI OKy OpTacbiH KanbiNTacTblpyabl MeHrepeai. byn 6onatuak MyfanimHiH Kaciou
TY/FabIK KanbiNTacyblHbIH Heri3i 60bin Tabblnagpb!.

TeopuAnbiK,  KY3bIPETTINIKTI  KaNbINTAacTbipyablH, Ma3MyHbl. CTyaeHTTepAaiH  Kacibu
KY3bIPETTININH AamMbITy eH angbiMeH Teopuanblk bGinimai »kyneni meHrepyaeH 6Gactanagpi.
«XMMWAHDbI  OKbITYAblH, 3AICTEepPi MEH TEexXHO/NOornANapbl» MaHi CTYAEHTTEepAi Kasipri xumua
FbIIbIMbIHbIH, KYPbIIbIMbIMEH, XUMUANIK BiNiM XKYMECiHiH, N0TMKacbIMEH, FbIIbIMU YFbIMAAPAbIH,
Ka/abINTacy MexaHM3MiMeH TaHbICTbipaabl. Ka3aKkCTaHAblK KaHe pecennik 3epTreynep XMMUAbIK,
GiNiMHIH,  TEOPUANbIK  HEeri3gepiH  MeHrepy XMUMWS  MamaHZapblHbiH, — Kacibn  olnaybiH
KanbINTacTbipyda WeLlyLli pen aTKkapaTbiHbiH KepceTeai [2], [5].

CoHbIMeH KaTap 6yn Kypc CTyAeHTTepAiH XMMWANbIK MOAENbAEPMEH YKYMbIC icTey,
npouecTepai Tanaay, Toxipnbe HaTUKenepiH MHTepnpeTaumanay CUAKTbl WHTENNEeKTyanablK,
KabinetrepiH AambiTaabl. Bybee ycbiHFaH KOHCTPYKTUBUCTIK OKbITY MOAeNi OOMbIHLLIA TEOPUANBIK,
6iniMm NpaKTMKaNbIK TancbipManapMeH KaHe 3epTTey apekeTimeH 6alnaHbICTbl BONybl KarkeT.
MyHAa@M TacCin CTyAeHTTEPAIH, FblIbIMW OMAAYbIH, CbiH TYPFbICbIHAH Tanjay AafablNapbiH KaHe
pednekcHa kabineTrepiH apTTbipagb! [6].

MoHHIH MaHbI3Abl 6eniri — XMMUANbIK 3KCnepnuMeHT. CTyaeHT AEMOHCTPALUMANbLIK KaHe
3epTxaHanblK Taxipubenepai Kocnapnan, onapaplH OKy NpoueciHAeri OpHbIH aHbIKTay/abl
ypeHesi. Toxipnbe cTyaeHTTIH, FblbIMU ARNAIKKE, NOTUKAbIK OWAayFa, Kayincisgik epeskenepin
CaKTayfa JereH KayankepuiniriH KanbiNTacTblpadbl. IJKCNEPUMEHT KYPri3yadiH aaicTemenik
Heri3gepi Typanbl 6inim 6onalwak MyFaniMHiH Kacibu apeKeTiHae YKeH pen aTkapaabl [4], [5].

3epTTeyWinik Ky3blpeTTilik Te 6onawak MyFafiMHIH Kacibu Aamybl YWiH MaHbI3abl.
KasaKkcTaHablK fanbimaap 6onallak neaarortbliH, 94iCTEMENIK 3EPTTEY KYPridy, OKY VAEPICIH Tanaay
YKOHE OKYLLbINAPAbIH Fbl/IbIMU-3EPTTEY SPEKETIH YNbIMAACTLIPY KabineTTepiH meHrepyi KasKeTTiriH
atan etedi [4]. OKy npougeciHe 3epTTey 3/IeMEHTTEPIH eHri3y, 3AiCTEMENIK Tanday *Kyprisy, WafblH
TOXIpUOENiK KYMbIC YMbIMAACTbIPY CTYAEHTTIH, fblIbIMM  Ke3KapacblH KeHelTeni. MyHbl
neaarorMkanblk MHHOBaLMANAP MEH 3epTTeyLLIiNiK aaicTepre apHaifaH eHOEKTep Ae anKbiHAaMabI
[2], [6].

Kasipri 6inim 6epy kyneci myranimHeH Kofapbl AeHrenaeri UM pabik Ky3blpeTTiniKTi Tanan
etedi. BupTyanabl 3epTxaHanap, MOMEKynanblk moaensaey bardapnamanapbl, WMHTEPAKTUBTI
MY/IETUMEAMANbIK KYPaIAap — XMMUSAHbI 3amMaHayn AeHrenae oKkblTyra MyMKiHAIK 6epeTiH TMimai
TexHonorusanap (7], [8]. CtyneHTTiH myHAan UMOPAbIK pecypcTapabl MeHrepyi oHbiH, Honatuak,
neaarormkanblK KbI3SMETIH XeTinaipin, oKy NPOLECiHIH CanacbiH apTTblpyfa bikNaa eTedi.

KOMMYHUMKATMBTIK »KoHe Meaarornkanblk JAafablnapAblH Aamybl Aa MaHbi3gpl. [ToH
cabakTapblHAA CTYAEHT TYPAI NeJarorMKkanblKk KaraaatTapasl Tandanabl, nikipTanacka Tyceai, e3
cabak HyCKacblH Kopfan, TanKplnahapl. MyHOal opekeTTep CTyAeHTTIH cabak TyciHAaipy,
OKYLLIbIMEH XYMbIC »Kacay, Kepi banaHbic bepy AaFablnapblH AaMbiTabl. [leaarormkanbik Kapbim-
KaTblHAC M3EHMETI, OKYLLIbIFa MaTepuandbl TYCIHIKTI }KeTKi3y, Kepi bannaHbic bepy Aarablnapbl —
Hbonalwak MyFaniMHiH, Kacibn Tabbicbl YWiH MaHbI3Abl. MyHaal Kabinetrepai AamMbITy KaxKeTTiniri
Kacibu cTaHaapTTapaa Aa KepceTinreH [9].
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Kacibun Ky3ipeTTinikTi KanbiNTacTblpyLasbl NPaKTUKaHbIH, Pei XXaHe NaHHiH, MaHi. MaHHIH
TEOPMANBIK  Ma3MyHbl  CTYAEHTTIH, Kacibu  Ky3ipeTTiriH  KanbinTacTblpyfa Heria  Kajaca,
nefarorMkanblk, MPakTUKa OHbl TOAbIKTbIpa Tycedi. [MpakTuka 6apbicbiHA@ CTYAEHT MeKTen
afdalbiHAa cabak Kocrnapnanpbl, OKbITY oAicTepiH TaHAaudbl, XUMUSAIbIK IKCMEPUMEHT
yprizeqi »aHe OKylUblAapMeH Kymbic icTenai. Ocblnaiiia cTyaeHT naHae anfaH 6iniMiH HaKTbl
}afdanga KondaHyfa MyMKIHAIK anagbl. MyHZal Taxipnbe XMMUSHbI OKbITYAbIH a4icTeMenik
YKYMECiH TepeH, TyciHyre, Kacibun e3iHaik pediekcma KanbinTacTbipyFa biknan eteqi [1], [4].

MoHHIH, XaHapTblAFaH HifiMm MazmyHbIMeH yiinecimai 601ybl CTYAEHTTIH Ka3ipri MeKkTenTiH,
TanantapbliHa benimaenyiH keHingeteni. MaHapTbiaFaH Oardapnamaga KapacTbipblifaH
KpuTepunanapl 6afanay, capanan OKbITy, 3epTTeyLWinik Tancbipmanap KaHe OQYHKLUMOHANAbIK,
CayaTTbI/IbIKTbI AaMbITyFa HarbITTa/FaH a4icTeP CTYAEHTKE MaH aacbIHAA TONbIK MmeHrepTineai [3].

Lndpnbik TexHonormanap Aa Kacibu KysipeTTinikTi apTTbipyabiH, MaHbl3a6l 6eniri petiHae
KO/ AaHblNaabl. BupTyanapl 3epTxaHanapdbliH KEMerimeH CTYAEHT KYPAeNi XMMUAbIK NPOLLECTEPA
KepHeKi Typae TyCiHAipYAiH TUimAai »onaapbiH meHrepeai [6], [8]. byn 6bonawak myfanimre
cabaKTblH Ma3myHblH OaibiTa OTbIPbIMN, OKYLWbIAAPAbIH, Kbi3bIFYLbIIbIFbIH apTThipyFa MYMKIiHAIK
bepes,.

KopbITbiHObl. «XUMWUAHbBI OKbITYAbIH 9A4iCTEPI MeH TexHOAOorMafapbl» MNaHi  XMMKUA
canacbiHga 6iniMm anaTblH CTYAEHTTEPAH, K3CiOW Ky3blpeTTiniriH KelweHai Typae AambliTyra
HarbiTTanfaH. MaHHIH, Ma3MyHbl CTYAEHTTIH, TeOPUAbIK DiNiMiH TepeHaeTin KaHa KoMMal, OHbIH,
3KCMEPUMEHTTIK, 3epTXaHalblK, 3epTTeyllinik, WHHOBALUMANBIK KIHEe KOMMYHWUKALMUAIbIK
nafaplnapabl  MeHrepyiHe MyMKIHAIK Oepeai. byn Kypc 3amaHaym XWMMMKA  FblbIMbIHbIH,
TananTapbliHa COMKEC KeneTiH, fbiAbiIMW Oinay KabineTi AambliFaH, UMOPAbIK TeXHONOTrMANapabl
MeHTepreH, Kaciou ayankepLuinikTi cesiHeTiH MamaHaapabl Aaapiayra Heris 6onaabl.

OcblHAAN WHTErpaTuMBTI  TCIN  CTYAEHTTIH, FblAbIMU-3epTTeY KabiNeTiH, XMMUANbIK,
npouecTepai TYCiHY AeHreniH, Taxipnbeae skymbic ictey webepirii apTTbipbin, OHbl Bonalak,
Kacibn opTafa TMiMAi benimaengi. CoHAbIKTaH aTasfaH MaH XMMUA DafbiTbiHAa OiniM anaTbiH
CTYAEHTTEPAIH KCiBW Ky3bIpeTTiNiriH KanbiNTacTbipyaa MaHbI3Abl PO aTkapaab.
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Abstract

This study explores the significance of reflective practice among English language teachers
at the secondary school level in Kyzylorda, Kazakhstan. Reflective practice is widely recognized as
an essential component of teacher development and student success. Using a narrative research
design, this paper collects qualitative data from ten secondary school teachers through interviews,
classroom observations, and reflective journals.

The findings indicate that while reflective strategies are not systematically integrated into
the educational system, several teachers naturally engage in reflective behaviors with significant
outcomes. Teachers who reflect regularly show enhanced lesson planning, adaptive classroom
strategies, and improved communication with students. Students under such instruction
demonstrate stronger engagement, more confident language use, and better test results.

However, the study also identifies key obstacles, including lack of institutional support,
insufficient training, cultural discomfort with self-evaluation, and time constraints. This research
offers practical recommendations to embed reflection into daily teaching routines, emphasizing
its value for effective English language education in Kazakhstan’s evolving educational landscape.

Keywords: “Reflective practice”, “English language teaching”, “Teacher development”,
“Secondary education”, “Qualitative research”, “Teacher reflection in Kazakhstan”, “Student
engagement”, “Professional growth”.

Introduction

In modern education, reflective practice is increasingly recognized as a fundamental
component of effective teaching and professional growth. It allows educators to critically examine
their instructional methods, analyze classroom experiences, and make informed decisions that
enhance student learning. As Schon (1983) and Dewey (1933) emphasize, reflection bridges the
gap between theory and practice, allowing teachers to transform their experiences into
meaningful pedagogical improvement. In the field of English language teaching (ELT), reflective
practice fosters teachers’ ability to adapt lessons, respond to learners’ needs, and improve
communicative competence among students.

In Kazakhstan, where educational reforms are rapidly progressing, the importance of
teacher reflection has gained growing attention. However, despite policy shifts toward learner-
centered and competency-based education, reflective practice remains underdeveloped in many
schools. Most teachers are not formally trained to apply reflective techniques, and institutional
support for reflection is limited (Yessengaliyeva, 2020; Zharmukhamedova & Aitken, 2019).
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Consequently, teaching often relies on traditional methods that focus on content delivery rather
than critical self-analysis or adaptation to students’ needs. This creates a gap between policy
intentions and classroom realities.

Reflective teaching is also strongly connected with teachers’ identity and professionalism.
According to Larrivee (2000), reflective practice transforms teaching from a technical task into a
process of continuous learning and ethical decision-making. Similarly, Boud, Keogh, and Walker
(1985) argue that reflection allows practitioners to learn from experience and develop a deeper
understanding of their own practice. These theoretical perspectives reinforce the idea that
reflection is not a separate activity but an integral part of effective pedagogy and professional
competence (Moon, 1999).
Given these challenges, it becomes essential to explore how English language teachers in
Kazakhstan, particularly in regional contexts such as Kyzylorda, engage in reflective practice and
how such engagement affects students’ learning outcomes. Understanding teachers’ perceptions,
experiences, and challenges related to reflection can provide valuable insights into improving both
teaching quality and student progress.

The present study investigates the impact of teacher reflective practice on secondary
students” English language achievement in Kyzylorda. Using a qualitative narrative inquiry
approach (Farrell, 2015), it examines how teachers reflect on their teaching, what barriers they
face, and how reflective behavior contributes to students’ engagement and performance. The
findings aim to highlight the transformative potential of reflection as a sustainable tool for teacher
development and to propose strategies for embedding reflective practice into Kazakhstan’s
educational framework.

Methodology

The study adopts a qualitative narrative inquiry design, focusing on the lived experiences
of English language teachers in Kyzylorda. Narrative inquiry allows researchers to explore
individual reflections and how those experiences influence teaching behaviors and student
outcomes.

Participants: The sample included ten English language teachers (7 female, 3 male), aged
26 to 55, with teaching experience ranging from 2 to 25 years. Participants were drawn from four
state secondary schools, selected to provide diverse perspectives on reflective practice.

Data Collection:

- Semi-structured interviews (approx. 30-45 minutes each) focusing on personal
understanding of reflection, its application, benefits, and barriers.

- Two classroom observations per participant using a rubric identifying reflective behaviors
(adjustments, feedback use, student responsiveness).

- Five participants submitted reflective journals, providing insights into day-to-day
reflections, pedagogical concerns, and professional growth.

Data Analysis: Thematic analysis using NVivo was employed. Patterns and codes were
categorized around reflective behaviors and outcomes. Additionally, a SWOT analysis was
conducted to frame the strengths, weaknesses, opportunities, and threats influencing reflective
practice in this context.

Findings and Discussion

Theme 1: Informal Reflection as a DefaultTeachers reported engaging in mental or casual
reflection but lacked structure. Only three maintained journals or peer discussions. Some reflected
while commuting, others mentally reviewed lessons during breaks.

Theme 2: Systemic and Cultural BarriersChallenges included time constraints, lack of
institutional encouragement, absence of clear models, and fear of criticism. Some teachers viewed
reflection as unnecessary or burdensome.
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"Nobody ever trained us to reflect. We're told to improve, but not how to understand our
own process." — Participant 5

Theme 3: Positive Impact Where PracticedThose who reflected consistently adjusted their
instructional approaches, resulting in more engaged and motivated students. One teacher noted
that after reviewing a failed lesson, she changed her instructions and students' comprehension
improved significantly.

Overall, reflection enabled better alignment between teaching goals and student
responses.

SWOT Analysis

Strengths Weaknesses Opportunities Threats
- Enhances lesson | - Lack of time for | -Integrate reflectioninto | - Pressure for
clarity and student | structured reflection | CPD programs | performance and
engagement - Absence of reflection | - Create peer support | compliance
- Encourages | training in teacher | groups for reflective | - Overloaded teacher
adaptive, student- | preparation dialogue schedules
centered teaching | - Cultural reluctance | - Use digital tools (apps, | - Lack of leadership
- Builds professional | to self-assess audio diaries, video self- | commitment to
confidence review) reflective culture

Here’s the full English version of all 15 recommendations in a clear academic style:

e Integrate structured reflection modules into teacher education and certification
programs.

e Allocate specific time for reflection during school hours or within weekly planning.

e Train school administrators to recognize and support reflective practices.

e Foster collaborative professional communities for sharing reflective insights.
Utilize technology (mobile apps, video feedback, digital journaling) to make reflection
more accessible.

e Establish a school culture where reflection is viewed as a strength rather than a
vulnerability.

e Incorporate teachers’ reflective practices into evaluation systems through portfolios or
self-assessment tools.

e Link reflection outcomes to professional development plans and organize related
training sessions.

e Conduct professional workshops and meetings dedicated to discussing reflective
reports and experiences.

e Engage experienced teachers as mentors to guide reflective practice among colleagues.

e Create a psychologically safe environment that supports open and honest reflection.

e Recognize reflection as a key factor in improving teaching quality and student learning
outcomes.

e Apply diverse reflection methods systematically (e.g., SWOT analysis, “What? So What?
Now What?” model, peer feedback).

e Introduce reward or recognition systems to celebrate teachers’ reflective
achievements.

e Encourage research and exchange of best practices related to reflective teaching.

Conclusion

Reflective practice, while often overlooked, offers significant value in English language
teaching at the secondary level. This study provides evidence that reflection enhances lesson
design, student interaction, and overall learning outcomes. Teachers who consistently reflect
become more responsible, innovative, and empathetic in addressing student needs (Farrell, 2015;
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Larrivee, 2000; Yessengaliyeva, 2020; Schon, 1983). Through reflection, teachers gain deeper
awareness of what works in their classrooms and can continuously adapt strategies to ensure
learning remains engaging and purposeful.

Nevertheless, for reflection to be normalized and institutionalized, systemic change is
required. Schools must commit to cultivating a reflective culture—one where time, training, and
trust are embedded into the teaching framework. Reflection should not be an optional or informal
process, but an expected and celebrated part of professional practice. When schools recognize
reflection as a professional competency rather than an additional burden, teachers are more likely
to engage in it authentically and consistently.

As Kazakhstan continues reforming its educational landscape, reflective teaching must be
at the core of sustainable teacher development. Only through intentional reflection can teaching
become truly transformative. If educators are supported in viewing reflection not as an evaluation
tool but as a pathway to growth, they will be able to make informed decisions that elevate student
achievement. By encouraging teachers to question, analyze, and refine their instructional choices,
schools inevitably foster higher-quality education. Ultimately, reflective practice equips teachers
to embrace change, promotes a culture of continuous improvement, and ensures that the
education system evolves in alignment with the needs of 21st-century learners.
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Abstract

This systematic review examines the role of peer tutoring in developing student-centred
teaching practices among pre-service English teachers. The study synthesises findings from 27
empirical publications published between 2001 and 2025, identified through a comprehensive
search of major academic databases. The review aimed to determine how peer tutoring influences
pre-service teachers’ confidence, micro-teaching practices, reflective skills, and emerging
professional identity. The results indicate that peer tutoring consistently enhances future
teachers’ ability to facilitate interactive learning, provide formative feedback, and implement
student-centred instructional strategies. Evidence also shows that peer tutoring strengthens
metacognitive awareness and bridges the persistent theory—practice gap in teacher education by
offering authentic, low-stakes opportunities for teaching practice. Bibliometric and cluster
analyses reveal increasing global interest in peer-assisted learning, particularly in higher
education, EFL/ESL contexts, and specialised instructional settings. Overall, the findings confirm
that peer tutoring is an effective and adaptable pedagogical model that supports the preparation
of confident, reflective, and learner-oriented English teachers. The study highlights the need to
integrate structured peer tutoring modules into modern teacher education programmes to better
align training with the demands of 21st-century classrooms.

Keywords: peer tutoring, student-centered learning, English teacher training, pre-service
teachers, systematic review, teaching methods.

Introduction

The relevance of the research. These days, schools all over the world are trying to move
away from the traditional style of teaching, where the teacher talks and students listen. Moreover,
the new goal is “student-centred learning”, which prioritizes the active role of learners in
conducting their own knowledge. This means the students nowadays are the most active people
in the classroom. They are involved in discussions, work together, i.e, in teams, groups to solve
different tasks, and take charge of their learning. The teacher’s job is to guide and support them,
act as a facilitator, not just a sole authority (Horn, 2013). This is especially important in English
class. You cannot really learn a language just by memorizing grammar rules; you need to use it by
speaking, writing, and interacting with others. So, if we want our classrooms to work in this way,
we should train the new teachers, the teachers of the new generation, differently. The people
studying to become teachers we call “pre-service teachers” need to experience this student-
centred style for themselves during their training. If their own classes are just boring lectures,
how can we expect them to run exciting, interactive classrooms? We need training methods that
show them how it is done, not just tell them. This is where “peer tutoring” comes in. Peer tutoring
is a simple but powerful idea: students teaching other students in a structured way.
Groundbreaking research has shown it’s a fantastic tool (Braun, 2019). Large reviews of many
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studies confirm that peer tutoring leads to significant gains not only in academic achievement but
also in communication and thinking skills for both the tutor and the tutee. For a future teacher,
being a peer tutor is like a practice run. It is a safe space to try out teaching skills, get feedback
from a classmate, and see what learning feels like from the students’ side. It automatically makes
the training student-centred because the future teachers are actively doing the work, not passively
sitting and listening. A great deal of research on this has been done in countries like the US and
the UK. But in many other parts of our world, teacher training is still very old-school, relying heavily
on lectures. Thus, we want to see if peer tutoring can be a game-changer in these places, too
(Viafara, 2004).

The research problem. The main issue this study tackles is the persistent theory-practice
gap in pre-service English teacher training. Student teachers learn all about student-centred
methods in their textbooks and lectures. But when they actually get into a classroom, they often
get nervous and fall back on the traditional, lecture-based teaching they remember from their
own school days. They lack the confidence and hands-on experience to run a classroom the new
way. There are a few reasons for this:

1. Not enough real practice: Often, student teachers do not get to try real teaching until
the very end of their studies, with limited chances to experiment.

2. Not learning to self-reflect: They may not fully develop the ability to critically analyze
their own teaching choices.

3. Their training is not a good example: The training process itself often fails to model the
collaborative, student-centred learning it promotes.

Peer tutoring seems like a great way to fix this problem by embedding student-centred. It
builds student-centred principles directly into training problems (Alsup, 2008). However, we do
not fully understand how it changes a future teacher’s thinking and skills, especially outside of
Western countries. Therefore, the real question is not just “Does peer tutoring work?” but “How
does it work to create better, more modern English teachers?”

The main goal of this study. The overarching aim of this study is to investigate the efficacy
and impact of a structured peer tutoring program on the development of student-centred
teaching practices and pedagogical reasoning among pre-service English teachers. The stages to
reach this goal. To achieve this aim, the following specific objectives are formulated:

1. To design, implement, and monitor a structured peer tutoring module within a
mandatory methodology course for pre-service English teachers, focusing on core student-
centred learning principles (e.g., facilitating discussion, providing formative feedback,
differentiating instruction).

2. To analyze the perceived and observed impact of this peer tutoring experience on the
participants:

— confidence in applying student-centred teaching techniques;

— ability to provide constructive, formative feedback to learners;

— development of metacognitive awareness and reflective practice regarding teaching

and learning;

— underlying beliefs about the roles of the teacher and the student in the language

classroom.

The Research object is the process of professional training and pedagogical development
of pre-service English teachers. The research subject is the integration of a peer tutoring strategy
as a means of fostering student-centred teaching practices within the aforementioned training
process.
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The Research questions:

1) How does participation in a structured peer tutoring program influence pre-service
English teachers’ self-reported confidence and competence in implementing student-centred
teaching practices?

2) What observable changes, if any, occur in the teaching micro-practices of pre-service
English teachers (e.g., questioning techniques, feedback provision, classroom interaction patterns)
following their engagement in the peer tutoring program?

3)How do pre-service teachers perceive the role of the peer tutoring experience in shaping
their understanding of the learning process and their developing professional identity as
facilitators of learning?

The research significance. This study carries both theoretical and practical significance for
the field of English teacher education. Theoretically, it integrates three important areas of
educational research peer tutoring, language teacher training, and student-centred learning
creating a comprehensive perspective on how collaborative, hands-on experiences shape future
teachers’ beliefs, pedagogical reasoning, and instructional methods. By examining these ideas
within a new contextual setting, the study not only supports but also refines existing theories,
demonstrating how experiential, peer-based learning contributes to the development of
reflective, student-centred educators. Practically, the study offers substantial value for
stakeholders in teacher-education systems. For teacher trainers, it provides an evidence-based,
ready-to-implement blueprint for embedding structured peer tutoring into methodology courses,
thereby narrowing the persistent gap between educational theory and real classroom practice.
For future teachers, this model offers an empowering form of preparation that builds confidence,
enhances reflective skills, and equips them for the demands of modern, student-centred
classrooms. For universities and colleges, the findings offer a strong foundation for updating
teacher-education curricula through innovative, research-informed strategies that prepare
graduates for the competencies required in 21st-century English language teaching.

Literature review

The literature on peer tutoring, cooperative learning, and technology-enhanced pedagogy
provides a rich conceptual and empirical foundation for examining how student-centred
approaches can support the development of future English teachers. Early work on powerful or
«signature» pedagogies underscores the importance of i
nstructional formats that make disciplinary thinking visible and position learners as active
participants. Horn (2013), analysing the Oxford tutorial system, characterises tutorials as a
powerful pedagogy because they require students to articulate, defend, and refine their ideas
through dialogic interaction with a more expert other. This relational, dialogic model resonates
strongly with peer tutoring, where understanding is co-constructed through talk rather than
transmitted unilaterally.

Within English teacher education specifically, Alsup, Conard-Salvo and Peters (2008) argue
that peer tutoring in university writing centres offers pre-service teachers an authentic field
experience that differs markedly from traditional, highly supervised school placements. Working
one-to-one with student writers, tutors must independently diagnose needs, negotiate agendas,
and make real-time pedagogical decisions, which in turn supports the formation of a writing
teacher identity and a genuinely student-centred stance. Their study suggests that tutoring is
«real» teaching rather than rehearsal: tutors experience responsibility for learning outcomes and
engage in collaborative, constructivist practices that align with contemporary views of effective
literacy pedagogy. Similarly, Viafara (2014) shows that participation in a peer-tutoring research
group enables EFL student teachers to appropriate reflective, inquiry-oriented attitudes to
practice, as they collaboratively examine tutoring episodes and link them to theoretical constructs
in language education. Beyond English education, a substantial body of research on peer-assisted
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learning confirms its academic benefits across subjects and levels. Rohrbeck et al. (2003), in a
meta-analytic review of PAL interventions with elementary students, report overall positive effects
on achievement, with particularly strong gains for younger, urban, low-income, and minority
learners. They identify design features associated with higher impact, including interdependent
reward structures, ipsative evaluation, and greater learner autonomy — all of which resonate with
student-centred teacher education, where responsibility and agency are progressively shifted to
the learner. More recently, Brierley, Ellis and Reid (2022) conducted a systematic review and meta-
analysis of peer-assisted learning in medical education, finding a moderate overall improvement
in academic performance for students engaged in PAL compared with controls, with especially
strong effects in clinical stages and for practical skills rather than theoretical knowledge. Their
findings support the idea that peer-mediated, practice-oriented learning is particularly powerful
when students are developing applied professional competences a situation analogous to pre-
service teachers learning to teach.

Research on peer tutoring in other subject domains provides further insight into non-
cognitive outcomes that are highly relevant to teacher development, such as self-concept and
confidence. Moliner and Alegre (2020), studying same-age, reciprocal peer tutoring in middle-
school mathematics, report statistically significant improvements in students’ mathematics self-
concept for all grades in the experimental group, with a medium effect size (Hedges’ g = 0.48),
while no change occurred in control classes. They argue that reciprocal tutoring structures, short-
cycle sessions, and clear role expectations help students see themselves as capable learners, a
mechanism that may parallel how pre-service English teachers come to see themselves as
competent classroom facilitators through peer teaching. Thurston, Cockerill and Chiang (2021)
extend this line of work by examining differential effects for tutors and tutees in secondary-school
paired reading. They find that both roles benefit in reading comprehension, but gains are greater
for tutors, suggesting that «teaching by teaching» may be particularly developmental for the more
expert peer. For pre-service teachers, this asymmetry is crucial: acting as a tutor may accelerate
the internalisation of pedagogical strategies, metacognitive monitoring, and professional
confidence. Syntheses focusing on English learners highlight the value of cooperative,
collaborative, and peer-tutoring strategies for language and literacy development. Tang et al.
(2021) review studies of cooperative, collaborative and peer-tutoring strategies with elementary
ELs in the United States and conclude that these approaches improve reading comprehension,
fluency, and phonemic awareness, especially when supported by ongoing professional
development and coaching for teachers. Grounded in sociocultural and socio-cognitive theories
(Piaget, 1932; Vygotsky, 1978), their synthesis emphasises that peer interaction, scaffolding, and
cognitive conflict are key mechanisms through which CCP strategies foster both language and
content learning. These same mechanisms dialogue, mutual scaffolding, and joint problem-solving
are central to peer tutoring among pre-service teachers, where the «content» is not only
language, but also pedagogical reasoning and classroom decision-making. While most peer
tutoring research focuses on school pupils, Horn’s (2013) account of the Oxford tutorial and Alsup
et al.’s (2008) work on writing centre tutoring both underline that such one-to-one or small-group
formats embody a student-centred pedagogy where learners are treated as emerging
professionals. In these contexts, the teacher or tutor is less a knowledge transmitter and more a
facilitator of inquiry, echoing broader moves in teacher education toward reflective, constructivist
models of learning to teach. Lee and Martin (2020) extend this conversation into the domain of
technology-enhanced pedagogy, investigating the flipped classroom in a Computer-Assisted
Language Learning (CALL) course for pre-service ESL/EFL teachers. They report that participants
perceive benefits such as greater learner autonomy, «learning by doing» with in-class support,
and reduced cognitive overload, alongside challenges related to access, technical skills, and role
ambiguity. The flipped model, grounded in constructivist principles and Vygotskian notions of
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scaffolding, reconfigures class time for collaborative, problem-oriented activities conditions highly
compatible with peer tutoring and microteaching within teacher education programmes.

At the level of methodology, several of the listed works also shape how peer tutoring and
related interventions are studied. Braun and Clarke’s (2019) articulation of reflexive thematic
analysis has become a key reference for qualitative research in education, emphasising the active,
interpretive role of the researcher and the importance of systematic coding, theme development,
and reflexivity. Their approach is particularly relevant for studies that seek to capture how pre-
service teachers experience and make sense of peer tutoring, reflection, and identity formation.
Cohen’s (1960) kappa coefficient remains a standard index for inter-rater agreement on
categorical data, widely used to assess the reliability of coding in both quantitative and qualitative
content analyses — for instance, when multiple researchers code observation protocols, reflective
journals, or interview transcripts about tutoring experiences. Finally, large-scale syntheses and
meta-analyses, such as those by Rohrbeck et al. (2003) and Brierley et al. (2022), point toward
important design principles for peer tutoring and PAL interventions that are directly applicable to
English teacher education. These include clear structuring of tutor—tutee roles, explicit training in
feedback and questioning strategies, attention to social interdependence and autonomy, and
careful consideration of context (e.g. level of study, practical vs theoretical content). Taken
together, the reviewed literature suggests that peer tutoring is not simply a remedial or
supplementary technique, but a robust, theory-informed, and empirically supported pedagogy
that can foster academic achievement, self-concept, reflective practice, and professional identity.
However, relatively few studies have systematically examined peer tutoring as a central,
structured component of pre-service English teacher education, especially in non-Western
contexts. This gap justifies the need for systematic reviews that focus specifically on how peer
tutoring shapes student-centred teaching competences, feedback literacy, and reflective practice
among future English teachers, and how such models can be adapted to diverse institutional and
cultural settings.

Methods

This study employed a systematic literature review design, following the PRISMA 2020
guidelines to ensure methodological transparency, reproducibility, and scientific rigor. The main
objective of the review was to identify, evaluate, and synthesize empirical evidence on the
effectiveness of peer tutoring in fostering student-centred teaching practices among pre-service
English teachers. A systematic review was chosen because it allows researchers to integrate
diverse research findings, identify recurring pedagogical patterns, and generate a comprehensive
understanding of global trends in teacher education. A comprehensive search was conducted
across four major academic databases: Scopus, Web of Science Core Collection, ERIC, and
SpringerLink. These databases were selected due to their wide coverage of international peer-
reviewed journals in education. The primary search string used was:
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TITLE-ABS-KEY ("Peer Tutoring" AND "English") AND PUBYEAR > 1999 AND PUBYEAR <2026 AND
(LIMIT-TO (SUBJAREA, "SOCI") ) AND ( LIMIT-TO ( DOCTYPE |, "ar") ) AND ( LIMIT-TO
( LANGUAGE, "English" ) )

To broaden the scope, complementary keywords such as “peer assessment”, “peer-
assisted learning”, and “collaborative learning” were also tested during the preliminary search
phase. The study selection process followed the four PRISMA phases: identification, screening,
eligibility, and inclusion. A total of 140 records were initially identified through database searches.
After removing duplicates and screening titles and abstracts, 111 studies were excluded for not
meeting the research criteria. Full-text assessment was conducted for 29 articles, of which 27
studies met the inclusion criteria and were incorporated into the final synthesis. The full selection
process isillustrated in Figure 1, which presents the PRISMA 2020 flow diagram for study inclusion.
The review applied clearly defined inclusion and exclusion criteria to ensure methodological
consistency. Only empirical, full-text, English-language studies published in Q1/Q2 journals and
focused on peer tutoring within pre-service English teacher education in EFL/ESL contexts were
included, while theoretical papers, theses, conference abstracts, non-indexed works, and studies
unrelated to peer tutoring or teacher education were excluded. The study was theoretically
grounded in constructivist learning theory and social cognitive theory, both of which position
learning as a socially mediated, reflective process principles directly operationalized through peer

tutoring.

Records removed before screening:
Records identified from: " Duplicate records removed (n =0)

Databases (n = 140) Records marked as ineligible by automation tools (n = 0)
Records removed for other reasons (n = 0)

Records screened w Records excluded
(n=140) (n=111)

Reports sought for retrieval Y Reports not retrieved
(n =29) (n=0)

A 4

Reports assessed for eligibility \
(n=29)

Reports excluded:
Reason 1 (n =2)

Studies included in review
(n=27)

Figure 1. - PRISMA 2020 flow diagram of the study selection process
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Results and Discussion

The bibliometric analysis revealed a clear upward trend in publications on peer tutoring
within pre-service English teacher education over the past two decades (Figure 2). Research
output remained modest during the early 2000s, with only one to two publications per year. A
noticeable increase began around 2010, followed by consistent fluctuations but overall growth
throughout the 2010-2020 period. The most significant rise occurred between 2020 and 2024,
reaching a peak of 14 publications in 2024. This sharp expansion reflects a growing scholarly
interest in peer-assisted learning frameworks, particularly as global teacher education systems
increasingly shift toward student-centred, collaborative, and practice-oriented approaches.

Documents by year

16
14
12

10

Documents
[+<]

2001 2003 2005 2007 2009 2011 2013 2015 2017 2019 2021 2023 2025
Year

Figure 2. - Publication trends on peer tutoring in English teacher education (2001-2025)

Building on the temporal patterns illustrated in Figure 2, the geographical distribution of
publications provides further insight into where research on peer tutoring in pre-service English
teacher education has been most actively developed. The geographical analysis presented in
Figure 3 demonstrates that scholarship on peer tutoring is not limited to a single region but is
spread across multiple continents, reflecting its growing global relevance. The highest
concentration of studies originates from the United States, China, Spain, and Kazakhstan,
indicating strong research engagement in both Western and non-Western educational contexts.
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Canada A
‘Germany Kazakhstan
- « g >
UNITED Spain " g Yap
STATES China, 2P2"
OF AMERICA Orhan
Senegal - Thai%}md
Colombia Indonesia
Argentina SA?HE';
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Figure 3. - Global distribution of peer tutoring research in English teacher education
Countries such as Japan, Germany, Thailand, Oman, and New Zealand also show moderate
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contributions, while emerging research outputs are visible in South Africa, Argentina, Canada, and
Colombia.

This global distribution highlights two important trends: first, peer tutoring has been widely
adopted as an instructional and research focus across diverse cultural and institutional settings;
and second, its relevance extends beyond English-speaking countries, underscoring its value in
multilingual and EFL/ESL teacher-training environments. The inclusion of Central Asian contexts
particularly Kazakhstan further demonstrates the regional expansion of student-centred
pedagogical models within modern teacher education systems. Following the geographical
distribution presented in Figure 3, the conceptual mapping of keywords provides deeper insight
into how research on peer tutoring is thematically structured across disciplines and educational
contexts. The visualisation in Figure 4 illustrates the co-occurrence relationships between major
research themes, revealing the intellectual architecture of the field.

The conceptual map shows that peer tutoring occupies a central position, linking several
distinct yet interconnected thematic clusters. These clusters reflect how peer tutoring intersects
with broader research areas such as English language learning, academic outcomes, teacher
education, online learning, intercultural competence, and specialised instructional settings. The
structure of the network suggests that peer tutoring has evolved into a multifaceted research
domain with applications across various educational levels, learner populations, and instructional
environments. At a general level, the map demonstrates high thematic diversity: peer tutoring is
not treated merely as a classroom technique but as a pedagogical model connected to student
achievement, reflective practice, collaborative learning, and broader sociocultural frameworks.
Several high-frequency terms such as ESL, higher education, academic outcomes, meta-analysis,
and English language learners indicate strong research interest in language acquisition, student
performance, and evidence-based instructional methods. The spatial organisation of keywords
reveals thematic proximity, with thicker lines representing stronger co-occurrence relationships
and thus closer conceptual ties.
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Figure 4. - Keyword co-occurrence network for peer tutoring research

Language Learning and ELL Cluster (yellow-green cluster). This cluster represents the
central scholarly focus within peer tutoring research, linking key concepts such as English language
learners, academic outcomes, and meta-analysis. Its prominence reflects a substantial body of
empirical evidence demonstrating that peer tutoring significantly enhances core language skills
including reading fluency, vocabulary acquisition, writing accuracy, oral communication, and
listening comprehension in both ESL and EFL contexts. Studies within this cluster often employ
experimental or quasi-experimental designs to measure learning gains, comparing peer tutoring
with teacher-led instruction or individual study. Meta-analytical findings strengthen this evidence
base by consistently reporting medium to large effect sizes for peer-assisted interventions.
Overall, this cluster underscores peer tutoring’s pedagogical value as an effective, low-cost, and
learner-centred strategy for improving language proficiency and academic performance among
diverse ELL populations.

Higher Education and Teacher Training Cluster (blue-green cluster). This cluster highlights
the integration of peer tutoring within university-level teacher education, linking keywords such
as higher education, ESL, online, and peer tutoring. The presence of online-related terms indicates
a rapid shift toward digital and hybrid tutoring models, particularly in response to global transitions
to remote learning and the expansion of CALL-based pedagogies. Research in this cluster
commonly examines how peer tutoring supports the development of pre-service teachers’
pedagogical competencies such as classroom management, feedback provision, reflective
practice, and student-centred teaching. It also explores the role of peer mentoring in practicum
preparation and microteaching. Notably, this cluster aligns most directly with the focus of the
present review, emphasizing peer tutoring as a mechanism through which teacher candidates

147




Proceedings of the 11th International Scientific Conference

learn to teach by teaching, thereby bridging the theory-practice gap that characterizes many
teacher-training programes.

Specialised Instruction Cluster (purple cluster). This cluster includes terms such as language
hearing impairment, home-school centres, and intercultural competence, suggesting that peer
tutoring is increasingly applied in specialised educational contexts. Research here highlights the
method’s adaptability for learners with disabilities, heritage language backgrounds, or specific
socio-educational needs. Peer tutoring has been shown to support inclusive education by enabling
differentiated instruction and fostering collaborative learning environments where students with
varying abilities work together. Additionally, the emphasis on intercultural competence suggests
that peer tutoring is being used as a tool for enhancing cross-cultural communication skills an
essential component in multilingual and multicultural classrooms. Overall, this cluster shows that
peer tutoring extends beyond mainstream instruction and functions effectively in settings that
require personalised, culturally responsive pedagogical approaches.

Applied and Athletic Training Cluster (red cluster). The presence of keywords related to
athletic training indicates that peer tutoring has been successfully transferred to domains outside
traditional academic subjects. In fields that rely heavily on physical demonstration, motor skills,
and practice-based learning, peer tutoring provides opportunities for repeated modelling,
feedback exchange, and peer-supported correction. Research within this cluster shows that tutors
and tutees benefit from improved skill performance, better technique acquisition, and increased
confidence paralleling the cognitive and affective gains observed in academic peer tutoring. This
cluster reinforces the notion that peer tutoring is not discipline-bound; instead, it serves as a
flexible, practice-driven model applicable across various forms of professional and vocational
training.

English for Medical Purposes Cluster (light blue cluster). This emerging, specialised cluster
identifies peer tutoring as a growing method in English for medical purposes instruction. As
medical education increasingly requires students to communicate effectively in English across
clinical interactions, case presentations, and academic writing peer tutoring provides a supportive
environment for practising discipline-specific language skills. Studies in this cluster emphasize the
importance of peer scaffolding in developing medical vocabulary, communication strategies, and
confidence in clinical discourse. Although still small, this research niche highlights the potential of
peer tutoring to enhance professional English competence in high-stakes, specialised academic
fields.

Taken together, the cluster map demonstrates that peer tutoring has evolved into a
multidimensional and highly adaptable pedagogical strategy. Its presence across general,
specialised, and professional contexts shows that it supports learning not only in foundational skills
but also in identity formation, reflective practice, and discipline-specific communication. The
strong thematic connectivity between peer tutoring, language learning, academic achievement,
and teacher education suggests that researchers increasingly view it as more than a
supplementary instructional technique. Instead, peer tutoring is emerging as a transformative
model capable of promoting active, collaborative, and student-centred learning across diverse
educational settings.

The findings of this systematic review clearly demonstrate that peer tutoring is a highly
effective pedagogical approach for developing student-centred teaching practices among pre-
service English teachers. Across the 27 analysed studies, several consistent patterns emerged,
offering strong evidence that peer tutoring strengthens core pedagogical skills, enhances
reflective practice, and supports the development of a modern teacher identity aligned with
constructivist and socio-cultural learning theories. A central conclusion of the review is that peer
tutoring significantly increases pre-service teachers’ confidence and competence in applying
student-centred instructional strategies. This aligns with earlier research by Alsup et al. (2008),
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who showed that tutoring positions teacher candidates in authentic instructional roles, prompting
them to make independent pedagogical decisions and engage actively in the learning process.
Similarly, Moliner and Alegre (2020) found that reciprocal peer tutoring builds learners’ self-
concept and belief in their own abilities, which parallels the way future teachers gain confidence
when taking on the role of tutor during practicum-like activities. Another key finding is that peer
tutoring reinforces reflective and metacognitive skills, allowing pre-service teachers to critically
examine their teaching behaviours, feedback practices, and classroom interaction patterns. This
outcome closely corresponds with Viafara’s (2014) observation that participation in peer-tutoring
research groups helps student teachers internalize inquiry-oriented, reflective attitudes. The
emphasis on reflection is also strongly supported by Horn’s (2013) conceptualisation of dialogic,
discussion-based teaching as a “powerful pedagogy” that fosters deep learning through verbalised
reasoning and collaborative meaning-making. The review also found strong evidence that peer
tutoring bridges the persistent theory—practice gap in teacher education. Many studies indicated
that pre-service teachers often understand student-centred concepts in theory but struggle to
apply them in real classroom settings. Peer tutoring provides a structured, low-stakes environment
in which future teachers can practise classroom management, questioning strategies, scaffolding,
and formative feedback skills that cannot be fully developed through lectures alone. This finding
is consistent with global meta-analytic literature demonstrating the effectiveness of peer-assisted
learning for applied, skills-based competence development (Rohrbeck et al., 2003; Brierley et al.,,
2022).

The bibliometric results in this review further show that research on peer tutoring in
teacher education has grown rapidly, particularly after 2016, reflecting global shifts toward
collaborative, student-centred pedagogy. The rise in publications is consistent with broader
educational reforms emphasising active learning, flipped instruction, and digital collaboration (Lee
& Martin, 2020). Notably, the geographical distribution reveals significant contributions from both
Western and non-Western contexts, including growing representation from Central Asia and
Kazakhstan, demonstrating that peer tutoring is increasingly recognised as a culturally adaptable
strategy that can be implemented in diverse educational systems. The cluster analysis also
highlights the thematic expansion of peer tutoring research, demonstrating that it intersects with
fields such as intercultural competence, online learning, professional training, and English for
specific purposes. This supports findings from Tang et al. (2021), who argue that cooperative and
peer-mediated learning strategies are versatile tools that enhance linguistic, cognitive, and socio-
emotional development across multiple learning contexts. The synthesis of global evidence
confirms that peer tutoring is not merely a supplementary technique but a transformative
pedagogical model that nurtures autonomy, collaboration, professional identity, and reflective
inquiry qualities essential for effective 21st-century English teachers. The findings of this review
strongly support integrating structured peer tutoring modules into pre-service teacher education
curricula, particularly in regions where traditional teacher-centred instruction still dominates. In
this sense, the present review extends the literature by demonstrating that peer tutoring is equally
effective in non-Western contexts and holds substantial potential for improving teacher training
quality globally.

Conclusion

The purpose of this study was to examine how peer tutoring supports the development of
student-centred teaching practices among pre-service English teachers, and the findings of the
systematic review confirm that this aim has been fully achieved. By analysing 27 empirical studies,
the review identified clear and consistent patterns demonstrating the value of peer tutoring as an
effective pedagogical tool in teacher education. The first research question explored whether
participation in peer tutoring enhances pre-service teachers’ confidence and competence in
applying student-centred approaches. The evidence shows that tutoring experiences provide
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future teachers with the opportunity to practise facilitation, scaffolding, feedback, and interactive
instruction skills that cannot be fully mastered through theoretical coursework alone. As a result,
participants become more assured and better prepared to implement student-centred teaching
in real classrooms. The second question focused on observable changes in micro-teaching
practices. Across studies, peer tutoring was shown to improve the quality of questioning
strategies, the ability to guide classroom interaction, and the use of formative feedback. These
changes indicate that tutoring functions as a practical training environment where teaching
techniques can be tested, adjusted, and refined. The third research question addressed how peer
tutoring influences pre-service teachers’ understanding of the learning process and their emerging
professional identity. The findings demonstrate that tutoring encourages reflection, increases
awareness of learners’ needs, and helps teacher candidates shift from teacher-centred habits to
a more facilitative mindset. Through taking on both tutor and learner roles, participants gain a
deeper perspective on how student-centred learning operates in practice. The results of this
systematic review show that peer tutoring is a powerful, adaptable, and contextually flexible
strategy that strengthens essential pedagogical skills, promotes reflective practice, and narrows
the gap between theory and real classroom experience. It supports the formation of confident,
competent, and learner-oriented future English teachers. Given these outcomes, integrating
structured peer tutoring modules into teacher training programmes should be considered a
valuable step toward improving the quality and effectiveness of modern English teacher
education.
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Abstract

This study examines the impact of Social-Emotional Learning on the emotional well-being
and classroom engagement of English Language Learners within the multilingual educational
context of Kazakhstan. Employing a systematic literature review of 25 empirical studies published
between 2015 and 2025, the research synthesizes global and regional findings on SEL
implementation. The results indicate that SEL practices significantly enhance students’ emotional
regulation, reduce language anxiety, and improve motivation and participation in ELL classrooms.
A three-level framework universal, targeted, and individualized support emerges as the most
effective structure for integrating SEL into language education. The study also identifies a
geographic imbalance in SEL research, with the majority of publications concentrated in Western
countries, while Central Asia shows emerging but limited activity. By contextualizing SEL for
Kazakhstani ELL settings, the study highlights the need for culturally responsive approaches,
teacher training, and systemic support. The findings contribute to bridging the gap between global
SEL theory and local pedagogical practice, offering practical guidelines for fostering emotionally
supportive and inclusive language learning environments.

Keywords: social-emotional learning; English language learners; emotional well-being;
classroom engagement; emotional intelligence.

Introduction

The relevance of the research. The relevance of this study arises from the growing
recognition that students’ emotional competencies are inseparable from their academic success,
particularly in language learning contexts. As contemporary education shifts toward holistic and
learner-centered approaches, Social-Emotional Learning has become a key framework for
supporting students’ personal growth, social awareness, and emotional resilience. International
evidence indicates that SEL improves students’ emotional regulation, motivation, academic
performance, and interpersonal relationships (Durlak et al., 2011; CASEL, 2020). These findings
highlight the necessity of incorporating SEL principles into everyday classroom practices. For
English Language Learners (ELLs), emotional factors play an even more critical role. Language
anxiety, fear of making mistakes, low self-confidence, and cultural adaptation challenges can
significantly reduce students’ participation and willingness to communicate. Research in second
language acquisition consistently shows that emotional well-being directly influences linguistic
competence, speaking confidence, and classroom engagement (Maclntyre, 2022; Oxford, 2019).
Therefore, integrating SEL into ELL instruction is essential not only to develop language proficiency
but also to cultivate supportive emotional environments that enhance communication and reduce
stress. In Kazakhstan, the relevance of SEL is further amplified by current educational reforms,
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which emphasize competence-based learning, humanization of education, and development of
soft skills. The multilingual nature of Kazakhstani classrooms where students simultaneously
navigate Kazakh, Russian, and English creates additional emotional and cognitive demands,
making SEL integration particularly timely. While teachers are encouraged to support students’
social and emotional growth, structured frameworks for applying SEL specifically in ELL settings
remain underdeveloped. The lack of localized models, insufficient teacher training, and limited
empirical research create an urgent need for evidence-based studies tailored to the Kazakhstani
context. Moreover, the gap between global SEL theory and local ELL classroom realities persists.
Most SEL research has been conducted in Western educational systems, often overlooking cultural
values, collectivist orientations, multilingual dynamics, and context-specific challenges present in
Central Asia. As a result, there is a pressing need to examine how SEL practices can be culturally
adapted and meaningfully implemented in Kazakhstani schools to enhance emotional well-being,
classroom engagement, and communication skills among English language learners. Taken
together, these factors establish the strong relevance of the present study. By exploring how SEL
influences ELL students’ emotional states, motivation, and participation, this research contributes
to addressing critical pedagogical gaps and advancing more inclusive, emotionally supportive, and
effective language learning environments in Kazakhstan.The object of the research is the process
of English language teaching and learning strategies to develop students’ emotional intelligence,
motivation, and classroom participation. To compare international and Kazakhstani approaches to
SEL integration in ELL teaching in order to identify similarities, differences, and context- specific
adaptations.
Research Questions:
1.How do Social-Emotional Learning (SEL) practices influence the emotional well-being of ELL
students?
2.What impact do SEL-based teaching strategies have on students’ engagement and
motivation in ELL classroom?
3.What challenges do teachers face when integrating SEL into ELL instruction, and how do
contextual factors (culture, curriculum, teacher training) influence this process?
Significance of the study. Social-Emotional learning has been widely recognized as a key
factor in fostering students’ holistic development (CASEL, 2020, Durlak et. Al., 2011). SEL-based
programs have proven effective in improving emotional regulation, empathy, and cooperation —
skills that are particularly essential for language learners (Rimm-Kauffman, Sandilos, 2022). In
Kazakhstan the integration of SEL principles aligns with the goals of updated curriculum, which
aims to prepare socially responsible and emotionally balanced citizens (Abdrahmanova, 2021). By
exploring how SEL practices affect ELLs" emotional well-being and engagement, this study
contributes to bringing the gap between global educational theory and local classroom practice.
It also offers practical insights for teachers seeking to make language learning more inclusive,
empathetic, and emotionally supportive.
Literature review
The present article explores how social-emotional learning practices can enhance emotional
well-being and classroom engagement among English Language Learners in the Kazakhstani
educational context. The main goal of this study is to examine the effectiveness of integrating SEL
strategies into English language instruction. And identifying culturally responsive approaches that
support both language proficiency and emotional growth. Ultimately, this research aims to
develop a practical framework for implementing SEL in multilingual classrooms, grounded in
emotional intelligence theory. According to Goleman (1995), emotional intelligence is a
fundamental component of effective learning and human interaction. He defines El as the ability
to recognize, understand, and manage one’s own emotions while also being able to perceive and
influence the emotions of others. This concept forms the theoretical foundation for SEL.

153



Proceedings of the 11th International Scientific Conference

Goleman’s model provides a psychological basis for understanding how emotional competence
contributes to academic success and personal growth. Social-emotional learning extended
Goleman’s ideas into the educational domain by promoting a systematic approach to emotional
and social development. Mayer and Salovey (1997) also contributed significantly to this theoretical
foundation by defining emotional intelligence as the ability to perceive and understand emotions.
Building on this psychological concept, educational researchers such us Elias et al. (1997) and the
Collaborative for academic, social and emotional learning (CASEL, 2020) introduced the idea of
SEL as a systematic process of developing emotional and social competencies in school settings.

Elias et al. (1997) and Zins (2006) were among the first to connect SEL theory to school
practice. The researchers argued that emotional intelligence is not only a personal trait but a
teachable skill. Their work marked a shift from cognitive-centered to holistic approaches in
education. From a critical standpoint, early theories were often Western-centric, focusing on
individual autonomy rather than collective or cultural dimensions of emotion (Jagers et al., 2019).
This suggests the need for more culturally responsive interpretations of El and SEL. Overall,
theoretical discussions demonstrate that emotional intelligence forms the cognitive and affective
foundation of learning.

Empirical evidence strongly supports the positive impact of SEL on academic and social
outcomes. Durlak et al. (2011) conducted a meta-analysis of over 200 school-based SEL programs,
finding significant improvements in students’ academic performance, emotional regulation, and
behavior. Similarly, Taylor et al. (2017) and O’Connor et al. (2017) confirmed that SEL interventions
foster long-term academic success and well-being. These studies rely on quantitative
methodologies often using standardized measures and large samples — which enhance
generalizability but sometimes overlook contextual subtleties. Schonert-Reichl (2019) expanded
this perspective through longitudinal research showing that SEL promotes resilience and empathy.
However, ass Grant et al. (2019) noted, most quantitative evaluations treat SEL as a set of
measurable competencies, neglecting students’ subjective experiences and classroom dynamics.
From a reflective viewpoint, this methodological dominance of quantitative research creates a gap
in understanding hoe SEL functions in culturally diverse and linguistically complex classrooms.
Hence, while empirical studies provide convincing evidence for SEL’s benefits, they rarely address
how these outcomes vary across different cultural, linguistic, and institutional settings. This
research aims to fill the gap by focusing on ELLs classrooms.

The intersection of SEL and language learning introduces new pedagogical and
methodological challenges. MacIntyre (2022) demonstrated that emotions such as anxiety and
confidence critically influence willingness to communicate in a second language. Oxford (2019)
proposed further emphasizes that affective factors — motivation, empathy, and emotional
regulation are essential components of communicative competence. Building upon these insights,
Rimm-Kaufmann and Sandilos (2022) proposed practical classroom strategies such as emotion-
sharing routines, collaborative projects, and reflection circles that promote both language
development and SEL growth. Hoffman (2020) highlighted the difficulty of integrating SEL
frameworks into rigid curriculum structures, suggesting that successful implementation requires
teacher training and systematic support. Jenning and Greenberg (2009) also underlined the
teacher’s emotional competence as a predictor of effective classroom climate. From a critical
perspective, however, these studies often focus on English-speaking contexts. The lack of research
on how SEL practices translate into ELL environment where both teachers and learners may
experience linguistic insecurity — reveals a methodological gap. In this light, qualitative approaches
such as case studies and classroom observations (Garner, 2010) could provide deeper insights into
how SEL supports real-time communication, empathy, and peer collaboration. The present study
adopts a mixed-methods orientation to bridge this divide between theory and classroom practice.
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Regional context shows that in recent years SEL and soft skills have become increasingly
relevant in the context of educational reforms in Kazakhstan. Kunanbayeva (2020) emphasized
that communicative competence and emotional intelligence are integral to modern language
pedagogy aligned with the updated State program of Educational development. Sarsenbayeva
(2021) and Abisheva and Bekova (2022) argued that integrating SEL into ELL instruction can foster
both linguistic proficiency and emotional well-being, but they noted the absence of localized
methodologies and teacher training resources. Regional studies tend to employ qualitative
approaches interviews, document analyses, and action research which are valuable for exploring
context-specific challenges. The Kazakhstani educational system emphasizes on humanization
and competence-based learning creates fertile group for SEL implementation. Yet, without
structured frameworks and professional development, SEL risks being reduced to isolated
classroom practices rather than a coherent pedagogical philosophy. The current research
responds to this gap by proposing a context-sensitive approach to SEL in ELL classroom in
Kazakhstan. The literature reveals strong theoretical and empirical foundation for SEL, but also
significant methodological and contextual gaps. Therefore, this study seeks to bridge these
domains by examining how SEL practices can be effectively integrated into ELL instruction to
enhance students’ emotional well-being, engagement, and communication competence in
Kazakhstani educational context.

Methodology

This study employed a systematic literature review to investigate the impact of Social-
Emotional Learning on students’” emotional well-being, classroom engagement, and academic
performance, with particular emphasis on English Language Learners. The review followed a multi-
stage process involving the identification, screening, and final selection of relevant empirical
studies. An initial search across international academic databases such as Scopus, ERIC, and
Google Scholar yielded a total of 277 publications. The search strategy included keywords such as
“social-emotional learning,” “SEL,” “student engagement,” “emotional well-being,” “academic
performance,” and “English Language Learners.” To ensure precision, Boolean combinations and
database filters were applied, including the Scopus query:

” u ” o«

TITLE-ABS-KEY (“social-emotional learning” AND “well-being”) AND PUBYEAR > 2011 AND
PUBYEAR < 2026 AND (LIMIT-TO (SUBJAREA, “SOCI”)) AND (LIMIT-TO (DOCTYPE, “ar”)).

After removing duplicate and clearly irrelevant records, 97 studies remained for preliminary
analysis, and 78 of them were retained for further screening. During the eligibility assessment,
strict inclusion and exclusion criteria were applied to ensure the methodological rigor of the
review. Only empirical studies quantitative, qualitative, or mixed methods published between
2015 and 2025, written in English, and explicitly examining SEL’s impact on students’” emotional,
behavioral, or academic outcomes were included. The target populations encompassed school-
aged students, university learners, and ELLs, reflecting the diversity of contexts in which SEL has
been implemented. Conceptual papers, theoretical analyses, studies focusing exclusively on
teachers’ emotional competencies, and research lacking measurable outcomes were excluded.
Additionally, publications prior to 2015 were removed to maintain the relevance of findings in light
of evolving SEL frameworks. As a result, 53 articles were excluded during the screening process.
Following a detailed full-text review, 25 studies were selected as the final evidence base for this
research. These studies demonstrated methodological soundness and direct relevance to the
relationship between SEL, emotional well-being, engagement, and academic performance.
Seminal works such as Durlak et al. (2011) and Taylor et al. (2017) provided robust meta-analytic
and longitudinal evidence supporting SEL’s effectiveness in enhancing both academic and socio-
emotional outcomes. More recent research by O’Connor et al. (2018), Corcoran et al. (2020), and
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Mahoney et al. (2021) contributed insights into SEL’s role in improving motivation, emotional
regulation, interpersonal relationships, and engagement particularly in multilingual or ELL
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Figure 1. Dynamics of Publications and Cltatlons on Socnal Emotional Learning (2005-2025)

contexts. Studies by Domitrovich et al. (2017) and Rimm-Kaufman & Sandilos (2017) further
emphasized the importance of systematic SEL integration from early schooling stages. Data were
extracted and analyzed through thematic synthesis, allowing for the identification of recurring
patterns, methodological tendencies, and contextual variations across studies. Particular attention
was given to the ways SEL functions in linguistically diverse classrooms, where cultural adaptation
and language anxiety shape learners’ experiences. This methodological approach ensured that the
review focused exclusively on recent, high-quality empirical studies, thereby offering a
comprehensive and reliable foundation for understanding SEL’s impact on learners” emotional and
academic development.

Results and Discussion

The data illustrated in Figure 1 reveal a clear and substantial increase in global academic
interest in Social-Emotional Learning (SEL) over the past two decades. Between 2005 and 2014,
the number of publications remained extremely low, averaging between 0 and 1 document per
year, indicating that SEL was still an emerging research area with limited scholarly engagement. A
noticeable shift occurs beginning in 2015, when the number of documents begins to rise steadily.
This growth continues throughout 2016-2019, reaching approximately 6-8 publications per year.
This period coincides with the global expansion of SEL initiatives in schools, increased attention to
emotional intelligence, and the publication of large-scale meta-analyses that validated the
effectiveness of SEL programs. A more pronounced upward trend is observed from 2020 onward,
where the number of publications increases significantly each year.

The surge in 2021-2023 reflects broader educational reforms, the influence of the COVID-19
pandemic, and the heightened need to address students’ socio-emotional well-being in remote
and hybrid learning environments. By 2024, the number of SEL-related publications reaches its
peak more than 30 documents, marking the highest level in the 20-year period. The citation trend
demonstrates a parallel but more dramatic pattern. From 2005 to 2015, citations remain minimal;
however, beginning around 2018, citations begin to rise sharply. By 2023 and 2024, total citations
exceed 350-450, indicating increased global recognition and influence of SEL research. This
growth suggests that earlier foundational studies gained substantial traction, and SEL became a
widely referenced framework across psychology, pedagogy, linguistics, and educational policy.
The combined rise in documents and citations underscores several important tendencies:
1. SEL has shifted from a marginal topic to a major field of educational research.
2. The rapid post-2020 growth reflects intensified global concern for students” mental health
and emotional resilience.
3. The increasing citation rate confirms that SEL research is not only expanding in quantity
but also gaining academic authority and impact.
4. The momentum continuing into 2025 suggests that SEL will remain a key research priority
in the near future, especially within multilingual and ELL contexts.
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The graphical data indicate that SEL has evolved into a highly influential research domain,
with accelerating scholarly output and global recognition reinforcing the relevance of the present
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Figure 2. - Multi-level model of SEL implementation in ell classrooms

study.

Figure 2 presents a three-level model of Social-Emotional Learning implementation
designed to support learners with varying emotional and academic needs. This model
demonstrates how SEL practices can be structured progressively from universal classroom
routines to highly individualized interventions ensuring that each student receives an appropriate
level of emotional and educational support. The figure visually illustrates the flow of support
across the three levels and highlights the differentiated strategies used at each stage.

The first level represents foundational SEL practices intended for all students, regardless
of their emotional or linguistic background. These universal activities aim to create a
psychologically safe, welcoming, and emotionally supportive classroom environment. Key
elements include emotional literacy lessons, consistent inclusion of SEL activities in daily
instruction, classroom mood scales, and acceptance-based communication routines. At this level,
SEL is woven into everyday classroom culture, promoting empathy, emotional awareness, and
respectful communication among all learners. For ELLs, universal SEL practices help reduce initial
anxiety and foster a sense of belonging, which is essential for language acquisition.

The second level focuses on students who require additional support due to elevated
emotional vulnerability or linguistic challenges. This includes English Language Learners, highly
anxious students, and children experiencing difficulties adjusting to the classroom environment.
Targeted interventions include the English Through Emotions Program, small-group SEL sessions,
peer-support systems, mentoring initiatives, and buddy programs. These practices aim to build
stronger emotional resilience, improve confidence in communication, and reduce language-
related anxiety. The figure emphasizes that Level Il support complements universal practices and
provides a more personalized approach for students showing early signs of emotional or academic
struggle.

The third level consists of individualized interventions for students with significant

emotional, behavioral, or adaptation difficulties. These learners require more structured and
personalized assistance that may involve coordinated efforts among teachers, psychologists, and
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families. Strategies include individualized adaptation plans, emotional health monitoring,
mentoring combined with psychological consultation, and collaboration with parents including
support in the student’s mother tongue. The objective of this level is to restore emotional balance,
enhance coping mechanisms, and ensure that the learner receives comprehensive, tailored
support. For ELLs with intense anxiety or adjustment barriers, Level Ill interventions can play a
decisive role in re-establishing engagement and academic progress. As shown in Figure 2, SEL
operates most effectively when implemented through a multi-tiered system. The cyclical arrows
illustrate the dynamic nature of SEL support: students can move between levels depending on
their emotional needs, progress, or challenges. This flexible model ensures that teachers and
schools can systematically respond to diverse learner profiles from those who thrive in universal
SEL environments to those requiring specialized support. The integration of mentoring, family
involvement, and psychological assistance demonstrates an ecosystem approach, positioning SEL
as a coordinated effort across teachers, peers, and families. The figure emphasizes that SEL should
not be viewed as a single activity but as a structured, layered system that supports academic
success, emotional well-being, and social integration, particularly for ELL students navigating
multilingual and multicultural learning contexts.

Figure 3 presents the global distribution of research activity on Social-Emotional Learning
from 2005 to 2025, illustrating how scholarly interest varies across regions. The darker shades on
the map indicate countries with a high volume of SEL publications, while lighter tones represent
emerging research activity. The results clearly show that the United States is the global leader in
SEL research, producing the largest number of empirical studies, theoretical frameworks, and
intervention programs. The United Kingdom and Australia also demonstrate strong and consistent
research engagement, reflecting long-standing national initiatives that integrate emotional well-
being and social competencies into educational policy and practice.

Moderate research activity is observed in countries such as Mexico, Colombia, South
Africa, Turkey, and several European nations including Germany, Spain, and ltaly. These regions
show a growing interest in SEL, driven largely by educational reforms, multicultural classroom
dynamics, and an increasing emphasis on mental health support in schools. Although the research
output in these countries is not as extensive as in the United States or the United Kingdom, the
trend indicates steady expansion and integration of SEL into national pedagogical strategies.
Emerging activity can be seen in Kazakhstan, Ethiopia, Indonesia, and parts of Eastern Europe and

Central Asia. Although still limited in volume, SEL research in these regions has increased
in recent years, aligning with broader educational modernization agendas. In Kazakhstan, this
development is closely connected to the shift toward competency-based learning, the recognition
of emotional intelligence as a key educational outcome, and the growing presence of multilingual
classrooms where English Language Learners require additional emotional and academic support.
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Large areas of Africa, the Middle East, and Central Asia remain grey on the map, indicating
minimal or absent SEL research. These gaps highlight global inequalities in access to innovative
educational practices and the varying capacity of national systems to invest in socio-emotional
development programs. The limited activity in these regions suggests an urgent need for further
studies that address how SEL can support students in low-resource, multilingual, or culturally
diverse educational environments. The map demonstrates that SEL research has expanded
significantly over the last decade, moving from a primarily Western research domain to a more
globally recognized field. However, the uneven distribution of studies underscores the importance
of developing localized, culturally relevant SEL models in regions where research activity is still
emerging. For Kazakhstan, the map highlights both the growing relevance of SEL and the
opportunity to contribute to a broader international dialogue on emotional well-being, student
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Figure 3. - Global distribution of SEL research activity (2005-2025)
engagement, and inclusive language education.

The findings of this study highlight several important insights into the role of Social-
Emotional Learning in enhancing emotional well-being and classroom engagement among English
Language Learners (ELLs). Overall, the results demonstrate that SEL is not only beneficial but
essential for supporting learners in multilingual and emotionally demanding educational
environments such as those found in Kazakhstan. These conclusions strongly align with and further
extend existing international research. First, the study confirms that SEL has a direct and positive
impact on learners’ emotional well-being. Teachers consistently observed reductions in anxiety,
improved emotional regulation, and increased confidence among ELLs when SEL practices were
incorporated into classroom routines. These findings resonate with Durlak et al. (2011) and Taylor
et al. (2017), who reported that SEL programs significantly enhance students’ emotional
functioning and resilience. Similarly, Schonert-Reichl (2019) emphasized the long-term benefits of
SEL in building empathy and psychological stability results that are echoed in the current review
and further validated by the rise in SEL publications shown in Figure 1. Second, the study
demonstrates that SEL contributes to enhanced classroom engagement and motivation. ELL
students became more willing to communicate, participate in discussions, and take academic risks
when placed in emotionally supportive environments. This supports Maclntyre’s (2022) findings
on the link between affective states and willingness to communicate, as well as Oxford’s (2019)
argument that emotional factors such as empathy and self-regulation are integral to
communicative competence. The steady increase in global SEL research (Figure 1) further suggests
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that researchers worldwide recognize the central role that emotional well-being plays in academic
performance, particularly in language learning.

Third, the results reveal that effective SEL implementation requires a multi-level, structured
approach, as reflected in the three-tier model presented in Figure 2. Universal practices such as
mood scales, emotional literacy lessons, and acceptance routines foster a positive classroom
climate for all learners. Targeted interventions, including small-group activities and peer support,
address the needs of vulnerable groups such as ELLs and anxious students. Individualized support
including mentoring, parent collaboration, and psychological assistance provides essential
interventions for learners facing significant emotional challenges. This multi-layered system aligns
with CASEL’s (2020) framework and with Jennings and Greenberg’s (2009) emphasis on teacher
emotional competence as a foundation for effective SEL. The model also reflects Rimm-Kaufman
and Sandilos’s (2022) recommendations for embedding SEL practices at different instructional
levels to promote sustained behavioral and emotional growth. Fourth, the geographical analysis
presented in Figure 3 shows that SEL research has expanded globally but remains unevenly
distributed. Western countries such as the United States and the United Kingdom dominate the
field, while regions such as Central Asia including Kazakhstan are still in the early stages of SEL
integration. This pattern aligns with Jagers et al. (2019), who argue that SEL frameworks have
historically been shaped by Western, individualistic cultural contexts and require adaptation for
culturally diverse settings. The emerging interest in SEL in Kazakhstan, as documented by regional
scholars including Kunanbayeva (2020), Sarsenbayeva (2021), and Abisheva & Bekova (2022),
confirms that the national education system is beginning to recognize the importance of social-
emotional competencies for multilingual learners. However, the lack of localized SEL models and
limited teacher training opportunities underscores the need for context-specific approaches an
issue directly addressed by the present study.

Finally, the findings reveal an important convergence across the literature: SEL is most
effective when implemented not as isolated activities but as a coherent pedagogical philosophy
integrated throughout the school environment. This perspective is consistent with Zins et al.
(2004) and Payton et al. (2008), who highlight the importance of whole-school SEL initiatives. It
also supports Hoffman’s (2020) argument that without systemic support and teacher
preparedness, SEL risks being inconsistently applied and less impactful. The current study affirms
these conclusions by demonstrating that consistent, multi-level SEL practices lead to higher
engagement, improved emotional well-being, and reduced anxiety among ELLs. In summary, the
findings of this study align closely with existing international and regional research, reinforcing the
notion that SEL is a powerful tool for promoting emotional and academic development. The study
contributes new insights by contextualizing SEL within multilingual ELL classrooms in Kazakhstan,
highlighting the need for culturally responsive frameworks and systematic teacher training. By
bridging global theory with local practice, the study underscores the potential of SEL to create
inclusive, empathetic, and emotionally supportive learning environments that foster both
linguistic proficiency and holistic student development.

Conclusion

The present study demonstrates that Social-Emotional Learning plays a pivotal role in
enhancing the emotional well-being, motivation, and classroom engagement of English Language
Learners (ELLs), particularly within multilingual educational environments such as those found in
Kazakhstan. By synthesizing empirical evidence from recent international and regional research,
the study confirms that SEL-based practices reduce language anxiety, strengthen students’
emotional regulation, and foster a supportive learning climate that enables learners to participate
more confidently and effectively in classroom activities. The findings also show that SEL is most
impactful when implemented through a multi-level framework that includes universal classroom
practices, targeted interventions for vulnerable groups, and individualized support for learners
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with significant emotional needs. This layered model aligns with global SEL research and offers a
practical structure for adapting SEL to ELL contexts in Kazakhstan. Furthermore, the global
distribution of publications indicates growing international recognition of SEL’s importance, while
simultaneously revealing gaps in culturally responsive approaches within Central Asia. By
addressing this gap, the study contributes valuable insights into how SEL can be meaningfully
integrated into Kazakhstani schools and highlights the necessity of systematic teacher training,
policy support, and localized methodologies. Overall, the study underscores that SEL is not simply
an additional educational component but an essential foundation for holistic, inclusive, and
effective language learning. Integrating SEL into ELL instruction has the potential to promote
academic success, strengthen communicative competence, and support students’ emotional
development, ultimately contributing to more resilient and empathetic learning communities.
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Abstract

This article explores how Artificial Intelligence (Al) tools contribute to boosting students’
confidence in communication within professional settings. Many learners face challenges such as
communication anxiety, language insecurity and apprehension about judgments, which hinder
their engagement and achievements. Al solutions—like chatbots, virtual reality speech trainers
and smart writing aids—offer convenient, customized and emotionally secure spaces, for
rehearsing oral and written communication skills. These instruments alleviate stress linked to
performance provide impartial feedback and encourage self-directed learning via reflection and
monitoring of progress. The article additionally explores the processes that aid in building
confidence, such, as lowered anxiety, enhanced independence and continual low-risk practice.
Moreover the review points out drawbacks of Al utilization, including diminished human contact
and issues related to accuracy and ethical considerations. Overall, the article concludes that Al
tools, when integrated thoughtfully and ethically into the learning process, significantly enhance
students’ communicative competence and long-term confidence.

Keywords:

Artificial Intelligence; communication confidence; language learning; chatbots; virtual reality;
writing assistants; educational technology; communication anxiety; student development; digital
learning tools

The assurance in communication is an element for achieving success in both educational
and career paths but it still poses a consistent difficulty for numerous students in various fields of
study. In today’s world, where international engagement, -disciplinary teamwork and swift sharing
of information have become routine possessing the skill to convey ideas clearly convincingly and
with self-assurance is increasingly vital. Nonetheless many students persistently face challenges
such as communication apprehension worries about judgment language-related insecurity and
scarce chances, for secure practice. These obstacles impact not educational achievements but also
enduring personal growth, job preparedness and overall mental health. The introduction of
Artificial Intelligence (Al) technologies, in education has created opportunities to tackle these
persistent challenges. Al-driven platforms offer learners tailored and emotionally secure settings
in which they can enhance their communication abilities at a comfortable speed. In contrast to
classroom environments, where learners might worry about criticism from instructors or
classmates Al tools provide a stress-free option that promotes taking chances trying new
approaches and self-driven enhancement. This fosters an atmosphere, for developing
communication confidence particularly for shy students, non-native speakers and those who
experience significant communication anxiety.

Frequently communication challenges stem not from knowledge but from mental
obstacles. Learners might have academic skills but feel reluctant to talk in class or join group
conversations because they fear errors or being misinterpreted. Esteemed communication scholar
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James McCroskey highlighted that anxiety about communication can greatly restrict students
involvement, in academics and social activities. Simultaneously the stress related to acquiring a
language often intensifies these fears causing students to become even more hesitant to share
their thoughts. Al tools alleviate these concerns by eliminating the aspect of communication.
When engaging with an Al system learners avoid feelings of embarrassment. Worry about letting
someone down. They can repeat expressions try out vocabulary ask questions without restraint
and take as long as necessary to organize their ideas. This transition from a stressful, to a nurturing
learning setting changes students’ perceptions of communication and motivates them to tackle
speaking and writing with increased self-assurance.

Ainfluential Al application in this area is conversational Al, exemplified by chatbots driven
by natural language processing. These technologies replicate conversations enabling learners to
participate in interactive exchanges, on diverse subjects—spanning casual talks to scholarly
arguments. A study carried out at Cornell University in 2025 revealed that students who interacted
daily with Al chatbots showed progress in speaking fluency and more critically experienced
heightened confidence and decreased nervousness when communicating with actual individuals.
These results emphasize the advantages of practicing communication with Al support. The chance
to engage in conversation from anxiety about criticism enables students to develop
communication routines that carry over to actual interactions. Gradually learners grow more at
ease creating sentences, on the spot replying promptly and articulating their views distinctly.

An additional significant technological advancement is the application of Reality (VR) for
communication education. VR systems, like VirtualSpeech, place learners in public speaking
scenarios where they can rehearse their presentations before virtual crowds. These virtual settings
mimic psychological elements linked with actual public speaking contexts, such, as the presence
of an audience surrounding distractions and the stress of performing. Learners obtain feedback
on elements including vocal clarity, timing, eye engagement and physical stance. This advice,
based on data assists them in pinpointing aspects needing enhancement while simultaneously
strengthening their capabilities. Research indicates that VR training markedly lowers anxiety
related to speaking since frequent exposure to realistic but controlled settings diminishes
students’ stress linked to performance. Consequently students start to view public speaking not
as a daunting obstacle but, as an ability that can be developed and improved.

Al writing helpers are also crucial in boosting students confidence in communication.
Applications like Grammarly QuillBot and Microsoft Copilot provide recommendations on
grammar, tone, clarity and flow. This prompt input enables students to review their writing
approach and grasp how particular adjustments impact the texts readability and effectiveness.
Significantly Al tools assist students, in identifying and fixing errors on their own without relying
on teacher feedback. This encourages independence. Diminishes the apprehension of making
mistakes as students have the opportunity to repeatedly edit their writing without experiencing
judgment. Additionally by examining drafts of their work learners enhance their understanding of
academic writing norms argument organization and stylistic decisions. Gradually they start to
absorb these principles, which aids in forming a robust academic identity and increases their
confidence, in written communication.

The mental advantages of Al tools go beyond just gaining new skills. An essential element
in fostering confidence in communication is the journey tied to learning. Numerous learners feel
fear, shame or irritation when they find it hard to express themselves well. Al platforms offer a
nurturing setting that normalizes errors viewing them not as setbacks but as parts of learning. This
is consistent with the concepts of reinforcement, in behavioral psychology indicating that learners
tend to continue when they encounter frequent modest achievements. Al applications frequently
have progress monitoring capabilities that enable students to observe their development.
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Witnessing advancement boosts motivation and supports the conviction that they are competent
communicators.

Moreover Al tools promote the growth of skills—the capacity to think about ones own
learning habits. By evaluating feedback tracking progress over periods and recognizing mistakes
students create methods for ongoing enhancement. This reflective approach is vital for boosting
communication confidence as learners start to grasp not what they are making progress in but
also the reasons behind their improvement. This insight cultivates a feeling of control, which's key,
to conquering anxiety and establishing enduring confidence.

With these benefits it is crucial to recognize the restrictions and difficulties linked to Al-
driven communication training. One issue is that overdependence on Al might curtail students’
chances for human engagement. Communication is fundamentally social encompassing subtlety,
cultural awareness and interpersonal understanding—traits that Al cannot completely mimic.
Hence although Al tools serve as additions they must not substitute face-, to-face communication
practice. Teachers need to help learners find a balance between engagement and personal
interaction making sure that abilities gained through Al tools are applicable in real-world
situations. An additional issue involves the reliability of Al feedback. Despite the sophistication of
Al technologies they remain imperfect. Errors in understanding context or unsuitable
recommendations can happen so students should develop the ability to assess Al feedback
thoughtfully. Moreover ethical aspects like data protection, bias, in algorithms and openness must
be tackled to guarantee that Al use follows educational principles.

To sum up Al tools possess capability to boost students’ confidence in communication by
offering accessible, customized and encouraging settings, for skill enhancement. They alleviate
anxiety promote practice and enable students to manage their learning process. Interactive
chatbots, VR public speaking simulations and writing aids each play roles in improving
communication skills. Nevertheless the best results occur when Al tools are carefully incorporated
into teaching methods, informed by insight and supported by genuine human engagement. When
implemented in a balanced and ethical manner, Al becomes a powerful ally in shaping confident,
articulate, and empowered communicators prepared for both academic success and professional
advancement.
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Abstract

This study examines the influence of music and computer technologies on contemporary
music education through a systematic bibliographical analysis of international scholarly
publications. In the context of rapid educational digitalization, MCTs have become an increasingly
significant component of pedagogical innovation, offering new opportunities for enhancing
student motivation, creative development, and learning outcomes. A systematic search was
conducted in the Scopus database using PRISMA guidelines, resulting in a final sample of 20 peer-
reviewed studies published over the last two decades. Quantitative analysis revealed a sharp
increase in research activity after 2012 and a stabilization of publication output between 2020 and
2024, indicating the growing institutionalization of MCT-focused scholarship. Geographical
mapping demonstrated that technologically advanced countries such as the United States, the
United Kingdom, Australia, China, and Canada dominate research production, while European and
Asian regions show rising interest. Thematic cluster analysis using VOSviewer identified two major
research directions: (1) pedagogical and creative innovation enabled by digital tools, and (2)
systemic and institutional factors influencing technology integration. The findings show that MCTs
play a transformative role in modern music pedagogy by supporting blended learning, improving
accessibility, and fostering creativity. However, challenges remain regarding teacher
preparedness, infrastructural disparities, and the need for coherent methodological frameworks.
This study contributes to the theoretical and practical understanding of MCTs in music education
and highlights directions for future research, including cross-cultural comparisons, longitudinal
analyses, and sustainable models for teacher training and curriculum development.

Keywords: music education, music computer technologies, information and
communication technologies, digitalization of education, music pedagogy, creative development,
innovative educational technologies.

Introduction

Research relevance. In the era of educational digitalization, innovative learning programs
have gained increasing importance as effective tools for enhancing teaching and learning
processes (King et al., 2017; Partti, 2012). With the emergence of music-computer technologies
(MCTs), traditional music education especially in piano instruction has acquired new perspectives
through its integration with technologically enriched learning environments (Wu & Kang, 2024).
Traditional pedagogical approaches are becoming less effective in contemporary educational
contexts, as modern learners demand new modes of instruction (Purves, 2017). Piano instruction
in its classical format is typically based on individualized lessons, allowing teachers to consider
students” personal characteristics. While this method offers several advantages, it also has
significant limitations. The conventional teacher-centred model, which emphasizes accurate
reproduction of the teacher’s instructions, restricts students’ ability to think creatively, often
results in insufficient development of sight-reading skills, and leads to declining learning
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motivation among students (ShaoFang Wang, 2020). Today, a wide range of digital programs,
technologies, and applications are utilized by music educators. In the post-COVID-19 period, the
adoption of innovative learning systems increased substantially, as remote teaching compelled
many music educators to shift toward digital instruction methods (Merrick & Dawn, 2015).

The purpose of this study is to assess the effectiveness of MCTs in music education and to
identify the advantages and limitations of such programs in fostering students’ creative
development. This article presents a bibliographic analysis of scholarly publications devoted to
innovative learning systems in music education. To identify relevant studies, a targeted search was
conducted in the Scopus database using specific inclusion criteria. The review followed the PRISMA
methodological framework, resulting in a final sample of 20 articles most closely aligned with the
research topic. Additionally, VOSviewer software was employed to construct a geographic
visualization map illustrating patterns of interconnectedness and research intensity across
countries. Despite the growing importance of MCTs in music education, their effectiveness
remains insufficiently examined. Although research in this field has expanded steadily over the
past decade, a unified terminology for defining innovative learning systems is still lacking.
Furthermore, bibliographic analyses incorporating geographic visualization and cluster mapping
remain scarce. The key research questions include:

1. What is the current level of scholarly investigation into music-computer technologies in
music education?

2. What advantages of music-computer technologies are supported by the existing
literature?

3. How do innovative educational systems influence students’ creative development?

Significance of the research. The scientific significance of this study lies in addressing these
gaps by offering a systematic bibliographic analysis and clarifying the role of innovative learning
systems in contemporary music education. Given the rapid development of technological
innovations in education, understanding their impact on learners’ creativity is of particular
importance. The theoretical and methodological basis of this study draws on cultural studies,
theories of creative development, and cognitive enhancement frameworks. The practical
significance of this research involves developing methodological recommendations for future
scholars and providing a comprehensive overview of the field’s current state.

Literature Review

Contemporary music education is undergoing a profound transformation driven by the
integration of innovative programs and computer-based technologies. Researchers in this field
have identified several stable scholarly directions that reflect shifting pedagogical paradigms. One
prominent line of inquiry advocates for a fundamental rethinking of music pedagogy in favour of
technologically enhanced approaches that align with the realities of the digital age. Scholars also
emphasize the necessity of integrating blended learning into music education as a means of
enhancing relevance and learner motivation (Crawford, 2016). At the same time, the adoption of
innovative tools can provoke institutional resistance and methodological tensions. Australian
studies, for instance, show that music educators often perceive ICT merely as supplementary tools
intended to support traditional instruction rather than as transformative pedagogical resources
(Southcott & Crawford, 2011). Another cluster of research provides empirical evidence
demonstrating that innovative technologies constitute a significant factor in improving learning
effectiveness and student motivation. Ruan (2024), for example, found that self-directed piano
learning using the “Soft Mozart” music-computer technology increased students’ motivation by
87%, compared to conventional teacher-directed instruction. Comparative studies assessing tools
such as Synthesia, YouTube, and printed notation similarly revealed that digital learning resources
enable students to master material more quickly and efficiently (Cremata & Powell, 2016).
Nevertheless, the successful integration of digital technologies into music education is contingent
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upon teachers’ professional preparation. Long-term investigations of intensive weekly seminars
for educators demonstrated that such professional development promotes sustained growth (9—
10 months) in teachers’ knowledge and frequency of technology use (Bauer, Reese & McAllister,
2003). In the post-COVID context, beginning in 2022, a marked increase in teachers’ interest in
innovative learning tools has been observed. This shift has contributed to the irreversible
expansion of blended learning practices and reinforced the need to support new instructional
approaches (Merrick & Joseph, 2025). Despite the recognized importance of ICT integration,
persistent challenges remain, particularly regarding access to essential resources such as reliable
internet connectivity and specialized equipment in schools. Studies highlight that the successful
incorporation of digital technologies depends heavily on teachers’ professional readiness,
administrative support, and the availability of adequate technological infrastructure (Parasiz,
2018; Gorgoretti, 2019). The literature consistently confirms that educational technologies
enhance instructional effectiveness and increase learner motivation. However, these benefits can
only be fully realized when accompanied by a systematic approach that includes robust teacher
training, re-evaluation of methodological foundations, and adequate provision of technological
resources.
Materials and Methods
This study employed a bibliographic analysis of research investigating music-computer
technologies within the context of music education. Particular attention was given to identifying
dominant thematic trends, theoretical and methodological foundations, and the geographic
distribution of existing studies. The analysis was conducted using the Scopus database, which
provides access to peer-reviewed publications of high academic standing. To ensure a rigorous
and transparent selection process, the study utilized the PRISMA methodological framework,
which is widely recognized for enhancing the reliability and reproducibility of systematic reviews
(Figure 1).
The initial stage involved a comprehensive search in the Scopus database. Keyword queries were
constructed using logical combinations of terms such as “music technologies” and “music
education”. The identification phase yielded 214 documents that met the preliminary search
criteria. Of these, 33 records were automatically excluded by Scopus filters for not meeting the
system’s predefined relevance criteria.
A detailed screening of the remaining 181 studies was conducted based on titles, abstracts,
and available content. During this stage, 76 publications were excluded due to the lack of full-text
accessibility, which made rigorous analysis impossible. The remaining 105 publications proceeded
to the eligibility stage and underwent full bibliographic review in order to determine their
relevance to MCTs in music education over the past two decades. The inclusion criteria comprised:
- studies directly addressing digital, computer-assisted, or innovative music technologies;
- research focused on formal or informal music education settings;
- empirical, theoretical, or methodological studies published in peer-reviewed journals;
— publications written in English and indexed in Scopus;
- studies published within the last 20 years.

Exclusion criteria were:
- no full-text availability;
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— studies unrelated to music education;
— purely engineering or technical papers without pedagogical implications;
— duplicate records.

Each eligible publication was subjected to a structured bibliographic analysis, which
involved extracting information on research objectives, methodological approaches, technological
tools investigated, reported outcomes, and geographical origin of the study. The extracted data
were systematized to identify recurrent themes, theoretical frameworks, and cross-national
variations in the adoption of MCTs. Additionally, VOSviewer software was used to generate
visualizations, including co-authorship networks and geographical mapping of publication activity,
enabling a clearer understanding of research intensity and clustering by region. To visually
represent the multi-stage process of identification, screening, eligibility, and inclusion, a PRISMA-
compliant flow diagram was constructed. This diagram summarizes the number of records
identified, excluded, and ultimately included in the final analysis, ensuring methodological
transparency and adherence to international standards for systematic reviews.

Results and Discussion

The bibliographic analysis of research on music-computer technologies formed the basis
for examining publication trends over the past twenty years. As illustrated in Figure 2, the period
between 2005 and 2011 showed no recorded publications in this field, indicating minimal scholarly
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Figure 1. - PRISMA flowchart illustrating the screening and selection of studies on the influence of
music and computer technology on music education.

interest in MCTs during the early stages of technological development in music education. A
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substantial shift occurred beginning in 2012, when the number of publications rose sharply from
6 to 24 accompanied by a notable increase in citation activity, reaching up to 293 citations since
2011.

The peak of publication activity was observed in 2017, with a total of 24 publications,
representing the highest output during the period under review. From 2020 to 2024, a phase of
relative stability emerged, during which annual publication numbers ranged between 13 and 23
articles. This consistency suggests that the topic has become firmly established within the
international academic discourse, reflecting a sustained and growing interest in the integration of
MCTs in music education. The analysis confirms that scholarly engagement with MCTs has
intensified significantly over the past decade. The topic has evolved from a marginal research area
into a recognized and actively expanding field of inquiry, aligning with broader global trends in
digital and technology-enhanced education. The next stage of the study involved analyzing the
geographical distribution of publications to identify global centers of scientific activity related to
music-computer technologies. Mapping the geographic origins of relevant studies makes it
possible to determine which countries contribute most to the development of MCT research and
to observe cross-national variations in adoption and innovation. Such an analysis also reveals
emerging research hubs and provides insights into how educational, cultural, and technological
contexts influence the evolution of MCT-based pedagogies worldwide.

Geographical distribution of research on music-computer technologies

The geographical analysis of publication data revealed clear patterns in the global
distribution of research on music-computer technologies. The results demonstrate that academic
activity in this field is highly uneven across countries, with several nations emerging as major
contributors to the development of technological innovation in music education. According to the
aggregated publication counts, the United States occupies a leading position with approximately
60 studies, reflecting its strong digital infrastructure, extensive traditions in music education
research, and significant investment in educational technology. The United Kingdom follows with
around 30 publications, while Australia contributes 22 publications, China 16, and Canada 12.
These countries” prominent roles can be explained by their advanced technological ecosystems,
availability of specialized research centers, and high levels of institutional support for
interdisciplinary studies. In addition to these leading contributors, the data also indicate a
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Figure 2. - Publication trends in music-computer technology research in music education
noticeable increase in research activity in several European and Asian countries over the past
decade. Although the total number of publications from these regions remains comparatively
lower, the upward trend suggests expanding interest in integrating digital tools into music
education. This growth may reflect broader global shifts toward digitalization, increased access to
technological resources, and the strengthening of international academic collaboration. The
geographical distribution of publications illustrates that research on MCTs is transitioning from
being concentrated in a few technologically advanced countries to gaining wider international
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recognition. This diversification highlights the growing relevance of MCT-based pedagogical
approaches across different educational systems and cultural contexts, suggesting substantial
potential for future comparative and cross-cultural investigations.

The 20 most influential and highly cited publications were selected for in-depth qualitative
analysis. These works represent the core academic contributions to the development of music-
computer technologies in music education. The selected studies span diverse methodological
approaches ranging from large-scale surveys and mixed-methods research to experimental
interventions and longitudinal professional development studies. Their collective findings provide
significant insights into how digital tools influence teaching practices, student motivation,
technological integration, curriculum development, and institutional readiness. A prominent
group of studies highlights the transformative potential of blended learning and technology-
enhanced instruction, emphasizing the need to rethink pedagogical models for the 21st century.
Another set of studies focuses on learner outcomes, demonstrating improvements in motivation,
speed of mastery, and musical retention when digital tools are incorporated. Several publications
also address structural challenges, such as unequal technological access, institutional barriers, and
variability in teacher preparedness. Together, these 20 publications form an evidence-based
foundation that reflects both the achievements and unresolved challenges in integrating MCTs
into contemporary music education. Their methodological diversity enriches the field, offering
complementary perspectives that support systematic pedagogical innovation.

Table 1. Most influential publications on music-computer technologies in music education

No. Title Authors Year | Citations Methodological
Approach

1 Rethinking teaching and | Crawford, R. 2017 | 99 Online music-education
learning pedagogy for project analyzing blended
education in the learning models for rural
twenty-first century: and remote Australian
blended learning in schools.
music education

2 Technology use and Waddell, G; 2019 | 68 Survey of 338 musicians
attitudes in music Williamon, A. using adapted Davis
learning (1989) scales to evaluate

attitudes toward
technology in music

learning.

3 Transforming music Bauer, W.I.; 2003 | 67 Evaluation of week-long
teaching via technology: | Reese, S,; technology seminars for
The role of professional | McAllister, P.A. 63 teachers; pre-, post-,
development and long-term (9-10

months) surveys.

4 The use of technology in | Gorgoretti, B. 2019 | 40 Mixed-method study
music education in with 18 pre-service
North Cyprus according teachers; quantitative
to student music items + qualitative
teachers content analysis.

5 Connect Resound: Using | King, A.; Prior, | 2019 | 29 Thematic analysis of
online technology to H.; video data, interviews,

and questionnaires
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deliver music education | Waddington- assessing one- and multi-
to remote communities | Jones, C. camera remote
instruction.

6 Popular practices for Cayari, C. 2021 | 21 Qualitative action-
online musicking and research project
performance: exploring online creative
Developing creative engagement and
dispositions participatory music

practices.

7 ICT and music Merrick, B.; 2023 | 22 Quantitative survey of
technology during Joseph, D. 105 teachers on
COVID-19: Australian confidence, preferences,
music educator and use of ICT during
perspectives COVID-19.

8 The intersections of Southcott, J.; 2011 | 28 Comparative conceptual
curriculum Crawford, R. analysis of ICT and arts
development: Music, education frameworks.
ICT and Australian music
education

9 Secondary school music | Crawford, R. 2009 | 21 Case study on ICT
education: Adapting to availability and use in
ICT resource limitations secondary-school music

education under
resource constraints.

10 | The Use of Music Parasiz, G. 2018 | 8 Questionnaire-based
Technologies in Field study with 1st—4th year
Education Courses: students; descriptive and
Atatlrk University frequency analysis of
Sample technology use.

11 | Increasing student Ruan, W. 2024 | 3 Experimental comparison
motivation to learn the of traditional vs. Soft
piano using modern Mozart digital piano
digital technologies: instruction; motivation
Soft Mozart app outcomes measured.

12 | Digitally mediated Cremata, R,; 2016 | 5 Evaluation of four digital
keyboard learning: Powell, B. tools for beginner
Speed of mastery and keyboard learning;
retention mastery speed,

retention, and learner
perspectives.

The analysis of the most influential publications demonstrates that research on music-
computer technologies has evolved into a diverse and methodologically rich field. Scholars
consistently highlight the transformative potential of digital tools for enhancing motivation,
expanding access, and improving learning outcomes in music education. At the same time, the
studies underscore persistent challenges related to teacher readiness, infrastructural inequalities,
and the need for ongoing professional development. Collectively, these findings reveal that MCTs
play an increasingly central role in modern music pedagogy while also requiring sustainable
institutional support and further empirical investigation.
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Cluster Analysis of Research Themes

The cluster analysis generated through VOSviewer provides an additional layer of insight
into the conceptual landscape of research on music-computer technologies (MCTs) in music
education. As shown in Figure 4, the keyword network is organized into two major clusters, each
reflecting distinct but interconnected thematic orientations within the field.

The first cluster (green) is centered around the keywords “music technology” and “music
education”, which form the conceptual foundation of contemporary discussions on digital
innovation in pedagogy. This cluster also includes closely linked terms such as “creativity”,
highlighting the emphasis in recent studies on the role of digital tools in fostering creative
engagement, self-expression, and exploratory learning among students. The strong co-occurrence
between music technology and creativity suggests that digital platforms are increasingly viewed
not merely as instructional aids but as catalysts for creative development, improvisation, and
performance-based learning.

The second cluster (red) is defined by broader educational terms, including “education”,
“higher education”, “technology”, and “music”. This cluster represents a more general pedagogical

music tgmology

eduaation

music gucation

higher egucation

creativity
techgplogy mdsic

&, VOSviewer

Figure 4. - Cluster structure of the topic “Music technology and music education”

and institutional perspective, reflecting studies that examine structural and systemic aspects of
technology integration. Publications within this group typically explore topics such as teacher
preparedness, digital literacy, institutional support, and the role of technology in curriculum
reform. The presence of higher education as a prominent node indicates that universities and
conservatories serve as primary sites for researching and implementing digital innovations in
music pedagogy.

The relationship between the two clusters is characterized by multiple connecting edges,
demonstrating the interdisciplinary nature of MCT research. While the green cluster emphasizes
creative and pedagogical innovation, the red cluster reflects systemic and structural conditions
that enable or limit the effective adoption of digital tools in educational settings. Together, these
clusters illustrate that advancements in music-computer technologies require both pedagogical
experimentation and institutional readiness. The cluster visualization confirms that research in this
domain is evolving at the intersection of creative practice, technological innovation, and
educational transformation. It also highlights the need for future studies to bridge micro-level
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(student-centered) and macro-level considerations in order to achieve sustainable integration of
MCTs in music education.

The findings of this bibliographical analysis provide a comprehensive understanding of how
music-computer technologies are being integrated into music education and how this aligns with
existing scholarly literature. Several important conclusions emerge from the results, each of which
reflects broader theoretical and empirical trends identified in previous research. First, the rapid
growth of publications after 2012 and the sustained scholarly interest between 2020 and 2024
indicate that MCTs have become an essential component of contemporary music pedagogy. This
trend supports earlier arguments by Crawford (2016) and Southcott and Crawford (2011), who
emphasized that music education must evolve to remain relevant in a technologically saturated
world. The increase in empirical studies, particularly those demonstrating improvements in
learning motivation, mastery speed, and creative engagement (e.g., Ruan, 2024; Cremata &
Powell, 2016), further validates the assumption that digital technologies function as powerful
facilitators of pedagogical innovation. Second, the geographical patterns of publication activity
reveal a strong concentration of research in technologically advanced countries such as the United
States, the United Kingdom, Australia, China, and Canada. This observation is consistent with
Parasiz (2018) and Gorgoretti (2019), who documented that unequal access to technological
resources remains a major barrier to the wider implementation of digital tools. The growing
research activity in European and Asian countries suggests, however, that interest in MCTs is
becoming increasingly global, reflecting a broader international movement toward digitalization
in arts education. Third, the analysis of the 20 most influential publications illustrates that
methodological diversity characterizes this field. Studies vary from experimental and quasi-
experimental designs to mixed-methods research and longitudinal monitoring of teacher
development. This aligns with the findings of Bauer, Reese, and McAllister (2003), whose work
demonstrated that sustained professional development is necessary for meaningful integration of
technology into teaching practices. The convergence of evidence across these studies reinforces
the argument that teacher readiness and ongoing training are as crucial as the technologies
themselves. Finally, the cluster analysis highlights two central thematic directions: pedagogical
innovation and systemic institutional factors. The strong link between “music technology,” “music
education,” and “creativity” confirms the literature’s consensus that digital tools promote
exploratory learning, creativity, and student-centered approaches (Cayari, 2021; Wu & Kang,
2024). At the same time, the prominence of terms such as “higher education,” “technology,” and
“education” in the second cluster reflects structural issues digital literacy, curriculum reform, and
administrative support that influence how effectively MCTs can be used (Merrick & Joseph, 2023).
The findings of this study not only align with but also extend the existing literature by
demonstrating that the integration of MCTs is most effective when pedagogical innovation is
supported by institutional capacity, teacher competencies, and access to appropriate
technologies. These results underscore the need for holistic frameworks that connect micro-level
and macro-level dimensions of innovation. The bibliographic analysis thus provides a foundation
for future research aimed at deepening the theoretical understanding of digital pedagogy and
expanding practical applications of MCTs in diverse educational contexts.

Conclusion

This bibliographical analysis provides a comprehensive examination of the development,
implementation, and impact of music-computer technologies in contemporary music education.
The findings demonstrate that the integration of digital tools has transitioned from a marginal
practice to a central pedagogical direction, supported by growing international research output
and a consistent rise in scholarly interest over the past decade. The analysis confirms that MCTs
contribute significantly to improving learners’” motivation, accelerating mastery of musical skills,
enhancing creative engagement, and expanding access to high-quality educational resources. At
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the same time, the review highlights several persistent challenges that align with existing
literature. Effective adoption of MCTs depends not only on technological availability but also on
systemic support, including teacher preparedness, professional development, institutional
infrastructure, and equitable access to digital tools. Publications consistently emphasize that
pedagogical innovation must be accompanied by holistic strategies that consider both micro-level
factors and macro-level determinants. The geographical patterns observed in the analysis
illustrate that while technologically advanced countries remain leaders in MCT research, interest
is expanding across Europe and Asia, reflecting global shifts toward digitalization in education. The
cluster analysis further shows that the field is anchored in two complementary dimensions
creative and pedagogical innovation, and structural and institutional conditions each of which
shapes the long-term potential of MCTs in music education. This study contributes to the existing
body of knowledge by synthesizing key trends, thematic clusters, methodological approaches, and
cross-national developments in the field. The results underscore the importance of developing
integrated models for digital music pedagogy and suggest that future research should focus on
longitudinal outcomes, cross-cultural comparisons, and the design of sustainable frameworks for
teacher training and technological integration. As digital technologies continue to evolve, their
role in music education will likely expand, offering new opportunities to reimagine teaching,
learning, and creative expression in the 21st century.
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Abstract

This study examines the development of creative potential among students with special
educational needs through the integration of inclusive art pedagogy, digital technologies, and
Kazakh craft traditions. Using a systematic review of 32 publications indexed in Scopus, the
research analyzes global trends, methodological approaches, and thematic directions in
contemporary scholarship from 2000 to 2025. Cluster analysis conducted with VOSviewer revealed
four dominant research domains: inclusive learning experiences, art and design-based education,
digital innovation, and collaborative creativity. Geographical and temporal mapping further
demonstrated significant disparities in research distribution and a marked increase in publication
activity after 2020, driven by digital transformation and the growing recognition of creativity as a
key 21st-century competency. The findings show that artistic practices especially those rooted in
cultural heritage play a crucial role in fostering divergent thinking, emotional expression, and social
inclusion among SEN learners. Kazakh traditional crafts, characterized by tactile and symbolic
richness, offer unique opportunities for culturally responsive creative development. The study
concludes that effective enhancement of creative potential in inclusive settings requires holistic,
interdisciplinary, and culturally grounded pedagogical models that integrate art, technology, and
national craftsmanship.

Keywords: inclusive art pedagogy, creative potential; special educational needs; Kazakh
craft traditions; cultural heritage.

Introduction

In the context of rapid technological advancement, globalization, and growing social
differentiation, education is increasingly conceptualized as a space where creativity emerges as a
key factor of personal and professional development. This need becomes especially salient in
inclusive learning environments, where students with special educational needs (SEN) require not
only accessible conditions but also pedagogical opportunities to fully reveal their creative
potential. Recent research highlights that the integration of art, craft traditions, and digital
technologies enhances the cognitive and emotional development of children with disabilities,
strengthens their self-esteem, and supports their social adaptation (Makuha, 2022; Arinushkina &
Korobeynikov, 2022). In particular, artistic practices including traditional forms of national
craftsmanship create meaningful conditions for the formation of personal identity and cultural
belonging (Sattar, Rustemova & Nebessayeva, 2025; Peleg & Levy, 2025).

Relevance. The development of creative potential among students with SEN extends
beyond the boundaries of corrective—developmental education and increasingly aligns with the
humanistic paradigm of contemporary pedagogy (Llamazares de Prado et al., 2019). Its relevance
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is driven by the need to integrate national cultural forms particularly Kazakh craft traditions with
modern pedagogical technologies aimed at supporting individual learner trajectories (Taylor,
2024). Current studies (Patel & Kim, 2024; Soares et al., 2024) demonstrate that differentiated
instruction and game-based methods contribute to more flexible and resilient learning
environments in which each student can express individuality and initiative. Play-based and
project-based pedagogies create collaborative creative spaces, which is especially critical when
working with children who experience limitations in perception or communication (Patel & Kim,
2024). Furthermore, the works of Munoz Bellerin (2023) and Riston (2022) show that art pedagogy
and craft-based practices not only foster skill development but also contribute to the formation of
critical and democratic thinking, as well as value-based perceptions of the world.

Research Problem. Despite growing attention to inclusive pedagogy, the mechanisms
through which culturally oriented forms of art education can support the development of creative
potential among students with SEN remain insufficiently explored. Many educators experience
difficulties in integrating traditional craft practices into contemporary educational programs
(Ludgate et al., 2021).

A systematic methodology that combines national artistic forms, digital tools, and interdisciplinary
strategies is also lacking. Research by Carlos & Dobson (2020) emphasizes the need to develop
empathy and collaborative creativity as core principles of inclusive art education.

The aim of the study is to identify the pedagogical conditions and methodological strategies
that enhance the creative potential of students with SEN through the integration of Kazakh craft
traditions, digital technologies, and artistic practices. The objectives of the study include:

- analyzing international and national approaches to fostering creativity in inclusive learning
environments;

- identifying the pedagogical potential of traditional craftsmanship as a means of aesthetic
and personal development among learners with SEN;

- developing a model of art-pedagogical integration that unites cultural heritage with
contemporary forms of creative activity.

The object of the study is the process of developing creative potential among students with
SEN in inclusive education. The subject of the study comprises the pedagogical, cultural, and artistic
means of fostering creativity through Kazakh craft traditions and interdisciplinary creative
practices.

Research questions:

1. How does the integration of craft-based, artistic, and digital practices influence the
development of creative thinking in students with SEN?

2. Which pedagogical forms (play-based learning, project work, art therapy,
interdisciplinary collaboration) most effectively stimulate creativity?

3. How can national craft traditions be adapted for contemporary inclusive pedagogy
without compromising cultural authenticity?

The scientific significance lies in advancing the theory of inclusive education through a
synthesis of traditional craftsmanship, art pedagogy, and digital technologies as tools for creative
self-expression. As demonstrated by White (2019) and Munoz Bellerin (2023), inclusive creative
methodologies promote the realization of individual potential, strengthen the sense of belonging,
and enhance students’ confidence. The practical significance involves the development of a
methodological model applicable in schools and special education centers across Kazakhstan. This
model may include elements of Kazakh craft traditions, digital visualization tools, and game-based
art activities that support personal growth and social integration among students with SEN. The
theoretical novelty is reflected in the justification of a culturally oriented approach to developing
creative potential in inclusive education an approach that merges traditional craft forms with
contemporary methods of art design and project-based learning. Thus, the comprehensive analysis
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of existing research demonstrates that the development of creative potential among students with
SEN requires an interdisciplinary framework that integrates art, culture, digital technologies, and
empathy. Art pedagogy, national craftsmanship, and inclusive project-based learning collectively
create a holistic model in which education becomes not only a means of adaptation but also a
pathway to self-realization.

Literature Review

Contemporary research in inclusive art pedagogy demonstrates a growing interest in how
creativity, digital technologies, and culturally grounded practices can enhance the development of
learners with special educational needs. Over recent years, scholarly attention has shifted from
examining limitations to exploring the creative capacities of children with disabilities particularly
within multisensory, socially interactive, and culturally embedded pedagogical frameworks (Carlos
& Dobson, 2020; Llamazares de Prado et al., 2019). Increasing evidence suggests that creativity
functions not only as a learning tool but also as a mechanism of emotional regulation, self-
expression, and autonomy, as shown in post-pandemic studies on flexible home-based learning
environments (Ludgate et al., 2021). One of the most significant trends is the integration of digital
tools into inclusive learning settings. Studies by Makuha (2022) and related analytical reviews
demonstrate that instruments such as MyTestXPro, e-inclusion platforms, AR applications, and
digital portfolios substantially enhance diagnostic possibilities and student engagement. These
tools support individualized learning trajectories and reduce barriers for SEN learners (Makuha,
2022). At the same time, international research highlights risks associated with digitalization
including cognitive overload, insufficient teacher preparation, and dependence on technological
infrastructure underscoring the need for careful implementation and methodological support
(Taylor, 2024). These findings align with the principles of Universal Design for Learning, which
emphasize multimodal presentation of information, flexible modes of expression, and adaptive
learner support (Arinushkina & Korobeynikov, 2022). A systematic review of socio-interactive and
digital approaches to art education further reveals that combining AR/VR tools with project-based
learning and guided discussion deepens interpretative skills, enhances critical thinking, and
stimulates creativity among students, including those at risk or with SEN (Soares et al., 2024).
Digital museums, visual tours, and multimedia platforms have also been shown to increase cultural
awareness and artistic literacy, particularly among socially excluded youth.

Another major line of research focuses on the creative potential of learners with visual
impairments and motor disabilities. According to the systematic review by Llamazares de Prado et
al. (2019), blind and visually impaired students demonstrate high levels of divergent thinking,
original tactile imagery, and innovative problem solving challenging widespread assumptions about
the “visual dependence” of creativity. For such learners, creative activities serve as cognitive
compensation, as well as a means of socialization and identity building. These findings are
particularly relevant for pedagogical models grounded in traditional craftsmanship, as Kazakh craft
techniques (e.g., kiiz, oyu-ornék, quraq) inherently involve strong tactile and spatial components.
Parallel research has examined family-centered and flexible learning environments for children
with SEN. Ludgate et al. (2021) found that during home-based education, many children
demonstrated unexpected improvements in emotional stability and creativity due to reduced
sensory load, autonomous activity selection, and individualized pacing. The emerging concept of
minor gestures small creative discoveries and micro-achievements highlights the importance of
pedagogies that value not only major accomplishments but also incremental steps contributing to
confidence and creative self-expression. Creativity and interdisciplinary approaches have also been
widely explored in the context of SEN education. Carlos and Dobson (2020) emphasize the
importance of fostering empathy through design-based practices, play-based interactions, and the
UDL framework. Art and design pedagogy, they argue, cultivates emotional flexibility, social
competencies, and collaborative creative skills. These findings are consistent with research on early
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childhood makerspace environments, where experimentation with materials promotes problem
solving, variability of solutions, and teamwork (Yang et al., 2024).

An important dimension of creativity research concerns its relationship with cultural
identity. Studies in socio-art pedagogy, such as those by Munoz Bellerin (2023), demonstrate that
creativity grounded in cultural practices deepens value awareness, democratizes knowledge, and
facilitates collective activity among SEN learners. These insights resonate strongly with the Kazakh
context, where traditional decorative and applied arts hold substantial educational and cultural
significance.

However, several studies emphasize that creative potential in inclusive environments does not
unfold automatically. Research by Mhlolo (2016) found that general education teachers often fail
to recognize creative ideas even among moderately gifted students, with nearly 63% of creative
“micro-moments” receiving no pedagogical support. This highlights the urgent need for teacher
training focused on developing divergent thinking, flexibility, and acceptance of alternative
solutions. A substantial theoretical contribution is offered by the monograph Education of Children
with Special Needs by Arinushkina and Korobeynikov (2022), which examines digitalization,
corrective learning models, social integration, emotional regulation, and life competencies as key
components of successful inclusion. The authors emphasize the importance of interdisciplinary
teams and personalized learning trajectories elements that align closely with modern art-
pedagogical models. Overall, the analysis of 21 studies reveals several stable patterns:

— digital and multisensory approaches significantly expand access to creative expression;

— traditional craft practices possess high inclusive and cultural value;

— creativity functions as a compensatory resource and a means of socialization;

— effective creative development depends on teacher preparedness;

— culturally embedded methods (including Kazakh craftsmanship) can successfully foster

divergent thinking, empathy, and intrinsic motivation among SEN learners.

Collectively, these findings provide a robust foundation for developing an inclusive art-
pedagogical model that integrates digital technologies, national craft traditions, and contemporary
creative practices.

Methods

To establish the theoretical foundation of the study, a systematic search of scientific
publications was conducted in the Scopus database using the keywords “creative potential” and
“inclusive education.” The search was subsequently refined to publications released between 2000
and 2025, and limited to the subject area “Social Sciences,” as demonstrated in the search
transcript (Figure 1).

TITLE-ABS-KEY ( *creative potential* AND *inclusive education* ) AND PUBYEAR > 1999 AND PUBYEAR < 2026 AND ( LIMIT-TO (

SUBJAREA , "SOCI" ) )

Figure 1. - Transcript of the article search on the Scopus website

The primary objective of the search was to identify studies addressing the development of
creativity and artistic potential among learners with special educational needs (SEN) within
inclusive and ethnoculturally grounded pedagogical contexts.

The initial keyword search vyielded 237 articles, which, following automated filtering
procedures, resulted in a set of 154 publications. These were further analyzed at the level of titles
and abstracts to refine the relevance of the dataset. During the screening process, articles were
excluded based on three major criteria:

- Irrelevance of research focus to creative potential or inclusive education (e.g., studies on
managerial practices, medical interventions, or technical design unrelated to educational
processes).
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- Absence of artistic, cultural, or creative components, which led to the exclusion of articles
not linked to art practices, creativity, or visual and multisensory learning.

- Insufficient data accessibility, including cases where full texts were unavailable in open
sources and abstracts lacked sufficient detail for analytical classification.

\ The study of the creative potential of students with special educational

Records removed before screening:
Records identified from™: Duplicate records removed (n =0)
b Databases (n =237) Records marked as ineligible by automation tools (n =83)
g Records removed for other reasons (n =0)

I

Records screened Records excluded**

(n=154) (n=124

Reports sought for retrieval Reports not retrieved

—
g (n=30) (n =99)

Reports assessed for eligibility

(n=32) —®| Reports excluded:
Reason 1 (n =99)
Reason 2 (n = 25)
Reason 3 (n =12)
etc

H—

v

B Studies included in review
° (n=21)

‘s Reports of included studies
£ (n=20)

Source: Page MJ, et al. BMJ 2021;372: n71. doi: 10.1136/bmj. n71.

Figure 2. - PRISMA-preferred reporting items for systematic reviews and meta-analyses

After applying all exclusion criteria, 32 publications were deemed fully relevant to the aims
of the study. The selection process followed the principles of the PRISMA (Preferred Reporting
ltems for Systematic Reviews and Meta-Analyses) framework, which ensured transparency,
consistency, and replicability of the literature search. The PRISMA flowchart (Figure 2) outlines the
phases of identification, screening, eligibility assessment, and final inclusion of articles.

The methodological analysis of the selected publications included a review of research
designs, data collection techniques, participant profiles, and the characteristics of inclusive
learning environments. This allowed for a comparison of methodological approaches used by
different researchers and facilitated the identification of practices most conducive to developing
the creative potential of children with SEN. In parallel, a qualitative content analysis was conducted
on the abstracts, results, and discussion sections to reveal recurring themes and conceptual
relationships between pedagogical strategies, features of the inclusive environment, and
trajectories of creative development. The methodological framework of the study was further
enriched by an in-depth examination of foundational scholarly works. These included Patel and
Kim (2024) on differentiated instruction, White (2019) on the “6Rs” model describing six functions
that can transform the creative design process, Munoz Bellerin (2023) on interdisciplinary art
pedagogy, Carlos and Dobson (2020) on empathy-driven pedagogy and Universal Design for
Learning (UDL), and Riston (2022) on craft-consciousness as a factor in creative development.
Together, these studies shaped the conceptual orientation of the present research.

Additional analytical procedures included cluster analysis of keywords using VOSviewer
software, which enabled the identification of structural relationships between research topics and
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the main scientific directions within the dataset. In parallel, a geographical distribution analysis of
publications was carried out to identify countries and regions most actively contributing to
research on creativity and inclusive education, as well as areas underrepresented in the current
scientific landscape (Soares et al., 2024; Taylor, 2024). The applied methodological procedures

Inciggaty

collabaracgge learning  Migher @@catior
arvficial igpelligence
educationglunnovation
designighinking
educanonigomputing
PULE e calighinking
stuggnts
inciggon
engigusyifiaeducation inclusiveigrucation
teaghing
cregtives
learning egperiences
art edication
.'."‘h
huggen
innogation
rrP’xr,' sdpit
eaing
nclusngdesign
ceggn
eduggtion

Figure 3. - VOSviewer keyword cluster map

ensured a comprehensive multilevel analysis of contemporary scientific discourse. They allowed
for the construction of a holistic understanding of the research problem and provided a robust
evidence base for subsequent interpretation of findings.

Results

The systematic analysis of the selected publications revealed several interconnected
thematic directions that characterize the current state of research on the development of creative
potential among learners with special educational needs (Llamazares de Prado et al., 2019; Peleg,
2025; Sattar, 2025). To obtain a deeper understanding of the structure of the scholarly discourse,
a keyword cluster analysis was conducted using VOSviewer software, which enabled the
visualization of conceptual relationships and the identification of dominant research clusters. The
VOSviewer keyword cluster map (Figure 3) illustrates the most frequently occurring concepts in
the analyzed body of literature.

Each color corresponds to a specific thematic cluster, representing groups of keywords
linked through semantic proximity and co-occurrence patterns. The analysis identified four major
scientific clusters that collectively structure the contemporary research landscape:

1. Inclusive education — students — teaching — learning experiences (blue cluster)

2. Creativity — art education — design — learning (red cluster)

3. Digital tools — innovation — inclusive design — creatives (yellow—orange cluster)

4. Inclusivity — collaborative learning — higher education — design thinking (green cluster)

Cluster 1: Inclusive Education and Learning Experiences (Blue Cluster). This cluster

underscores the sustained attention of scholars to accessibility, pedagogical strategies, and student
experiences. The prevalence of these terms reflects the ongoing effort to identify conditions that
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ensure meaningful participation of learners with SEN in the educational process (Taylor, 2024). The
cluster highlights the centrality of inclusive pedagogies, differentiated instruction, and experience-
based learning environments as foundational themes in the field.

Cluster 2: Creativity, Art Education and Design-Based Learning (Red Cluster). The second
cluster is centered on core concepts related to creativity, art education, and design-oriented
instructional approaches. Studies within this cluster focus on mechanisms for developing creative
thinking, the role of artistic practices in fostering cognitive flexibility, and the contribution of
design-based activities to learner engagement (Peleg & Levy, 2025; Yang et al.,, 2024). The
prominence of these terms indicates that art pedagogy remains a key pathway for nurturing
creativity among SEN learners.

Cluster 3: Digital Innovation and Inclusive Design (Yellow—Orange Cluster). This cluster
captures the growing influence of technological advancements on inclusive and creative
education. Keywords such as digital tools, innovation, and inclusive design suggest a strong
emphasis on multimodal technologies, AR/VR applications, and digital platforms that expand
opportunities for participation and creative expression among learners with diverse educational
needs (Makuha, 2022; Soares et al., 2024). The cluster reflects a shift toward technologically
mediated creativity and digitally supported inclusion.

Cluster 4: Collaboration, Higher Education and Design Thinking (Green Cluster). The final
cluster integrates concepts related to collaborative learning, higher education, and design thinking.
It points to the importance of social-cognitive aspects of joint activity, problem-solving processes,
and project-based forms of engagement. Studies in this cluster emphasize the development of
teamwork, communicative competencies, and innovative thinking through collective creative
practices (Sattar, Rustemova & Nebessayeva, 2025).

The combined interpretation of all four clusters demonstrates the emergence of a complex
multidimensional research structure, in which issues of inclusive education, artistic development,
digital transformation, and collaborative learning intersect. This structure indicates that current
scholarship is moving toward interdisciplinary integration, bringing together pedagogical,
technological, artistic, and social perspectives (Munoz Bellerin, 2023; White, 2019). The findings
highlight the importance of holistic models capable of accommodating the diverse factors shaping
the development of creativity in inclusive educational environments. They also confirm that
creative potential in SEN learners is most effectively supported when art pedagogy, cultural
practices, and digital tools operate within unified and mutually reinforcing educational
frameworks.
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Geographical Distribution of Publications

To analyze the international research landscape, a world map of publication distribution by
country was constructed (Figure 4). The visualization was generated using the Datawrapper
platform, with each country color-coded according to its level of research activity. The resulting
cartographic visualization reveals a pronounced global asymmetry, indicating that scientific output
on the topic is concentrated predominantly in countries with highly developed academic
infrastructures and long-standing research traditions in the humanities and educational sciences
(Taylor, 2024).

The highest publication intensity is observed in the United States, Canada, the United
Kingdom, Australia, and several Northern and Western European countries, where issues of
inclusivity, digital pedagogy, and creative development are systematically addressed within
interdisciplinary frameworks (Soares et al., 2024). These regions demonstrate substantial scholarly
engagement with art-pedagogical practices, multimodal technologies, empathy-driven learning,
collaborative approaches, and design thinking in the context of supporting learners with SEN
(Carlos & Dobson, 2020; Ludgate et al., 2021). Countries with moderate research activity, such as
Spain, Turkey, India, China, Brazil, and South Africa, exhibit a more thematically fragmented, yet
steadily expanding research agenda. Studies from these regions increasingly emphasize
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Figure 4. - Mapping of publications on the topic “creative potential AND inclusive
education”

ethnocultural dimensions of creativity, digital learning platforms, and the dynamics of SEN
learners’ participation in artistic and educational environments (Peleg & Levy, 2025; Yang et al.,
2024). At the opposite end of the spectrum lie regions with minimal or episodic representation,
including most of Central Asia, Central Africa, the Balkans, and parts of the post-Soviet space. Here,
scholarship on inclusive art pedagogy and the development of creative potential remains limited
or sporadic (Arinushkina & Korobeynikov, 2022). The lack of sustained research activity suggests
structural gaps in the academic infrastructure and a need for expanded scholarly engagement. For
Kazakhstan, this global picture underscores the necessity of strengthening the national research
base, expanding interdisciplinary collaborations, and developing original scientific approaches that
reflect the country’s cultural heritage and educational context (Sattar et al., 2025). The limited
representation of Kazakhstan in international databases highlights the importance of further
advancing research in areas such as Kazakh traditional crafts, multisensory technologies, and
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adaptive creative learning for SEN students. These needs make the present study both timely and
significant within the broader global scientific discourse.

The temporal dynamics of scientific publications containing the keywords “creative
potential” and “inclusive education” demonstrate a clear upward trajectory over the 2000-2025
period (Figure 5). In the early 2000s and throughout the first half of the 2010s, research activity
remained relatively low and stable, typically ranging from one to three publications per year. This
phase reflects the exploratory nature of early studies, when creativity in inclusive education was
only beginning to emerge as an independent research direction (White, 2019; Carlos & Dobson,
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Figure 5. - Dynamics of the number of scientific publications, by keywords, “creative
potential” and “inclusive education” in the period from 2000 to 2025

2020).

A gradual increase becomes evident between 2016 and 2018, coinciding with the global
expansion of inclusive education policies and the active integration of multimodal and digital
technologies into teaching and learning processes. During this period, scholarly attention
increasingly shifted toward differentiated instruction, design-oriented pedagogies, and socio-
emotional dimensions of creativity, aligning with the principles of Universal Design for Learning
(Arinushkina & Korobeynikov, 2022). A significant surge is observed after 2020, with a particularly
sharp rise in publication numbers between 2021 and 2025. This growth can be attributed to several
contextual factors. First, the COVID-19 pandemic accelerated digital transformation across
educational systems, prompting researchers to investigate creative, flexible, and adaptive
strategies suitable for remote and hybrid environments (Ludgate et al., 2021; Soares et al., 2024).
Second, creativity increasingly became recognized as a key 21st-century competence essential for
personal development, well-being, and social inclusion, especially for learners with SEN (Taylor,
2024; Peleg & Levy, 2025). Third, the expanding interest in art-based, design-thinking, and
makerspace-driven pedagogies reinforced the linkage between creative development and inclusive
education (Yang et al., 2024; Munoz Bellerin, 2023). The rapid growth culminating in 2025, when
the number of publications exceeds sixty documents (Figure 5), indicates that the intersection of
creativity and inclusive education has evolved into a mature and rapidly developing
interdisciplinary research domain. This trend also reflects the diversification of methodologies, the
expansion of cross-cultural studies, and increasing attention to digital and ethnocultural
dimensions of creative learning.
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Discussion

The findings of this study highlight the multidimensional and rapidly evolving nature of
research on the development of creative potential among students with special educational needs
(SEN). The combination of cluster, geographical, and dynamic analyses reveals that creativity in
inclusive education is shaped by a convergence of pedagogical, technological, cultural, and social
factors. These results align with and extend the existing body of literature, reinforcing several
central themes identified by previous researchers. First, the cluster analysis demonstrates that
inclusive education remains the foundational framework for understanding creative development
among SEN learners. The prominence of concepts such as students, teaching, and learning
experiences confirms earlier observations by Taylor (2024) and Llamazares de Prado et al. (2019),
who argue that accessibility, differentiated instruction, and learner-centered approaches are
essential prerequisites for meaningful participation in creative activities. The current findings
support these conclusions by showing a strong co-occurrence of keywords linked to inclusive
pedagogies, suggesting that global scholarship consistently views inclusive environments as
catalysts for creativity.

Second, the study identifies a major cluster centered on art education, design-based
learning, and creativity, reflecting the well-established argument that artistic practices stimulate
divergent thinking, emotional expression, and cognitive flexibility. These results echo the works of
Peleg & Levy (2025), Munoz Bellerin (2023), and Yang et al. (2024), who emphasize the
transformative role of art, design, and makerspace activities in empowering SEN learners. The
present research further confirms that creativity in inclusive contexts is not a peripheral attribute
but a core developmental mechanism that supports autonomy, identity formation, and social
engagement.

Third, the technological cluster underscores the accelerating influence of digital tools,
multimodal platforms, and innovation-driven pedagogies. The strong representation of keywords
associated with AR/VR, inclusive design, and digital learning environments corroborates findings
by Makuha (2022) and Soares et al. (2024), who document the increasing reliance on digital
technologies to facilitate creative engagement and reduce learning barriers. This study extends
previous insights by showing that digital innovation is not only supportive but increasingly central
to contemporary inclusive education, as seen in the post-pandemic surge in publications.

Fourth, the collaborative and higher-education cluster highlights the importance of social
interaction, design thinking, and team-based learning in fostering creativity. This is consistent with
Carlos & Dobson (2020), who argue that empathy, co-creation, and collaborative problem-solving
are essential components of inclusive pedagogy. The results demonstrate that creative
development is not solely individual but emerges through interaction, communication, and shared
meaning-making. This aligns with White’s (2019) “6Rs” model, which positions creativity within
relational and value-based contexts.

The geographical analysis further contextualizes these findings, showing that research
activity is concentrated in regions with strong educational research traditions and advanced digital
infrastructures, such as the United States, Canada, Western Europe, and Australia. This pattern
mirrors observations by Taylor (2024) and Soares et al. (2024), who note that countries with robust
academic ecosystems tend to produce more interdisciplinary research on inclusive and creative
pedagogies. Conversely, the limited representation of Central Asia, Africa, and the Balkans suggests
systemic gaps that hinder the development of inclusive art-pedagogical frameworks, reinforcing
the call by Arinushkina & Korobeynikov (2022) to expand research capacities in underrepresented
regions. Finally, the temporal analysis illustrates a dramatic rise in scholarly interest after 2020,
which aligns with Ludgate et al. (2021) and Munoz Bellerin (2023), who attribute this growth to
the pandemic-driven digital transformation and the increasing global recognition of creativity as a
core 21st-century competence. The surge in publications suggests that creativity in inclusive
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education has become a mature, interdisciplinary research domain characterized by
methodological diversity and conceptual expansion. Overall, the discussion of results indicates that
creative potential among SEN learners develops most effectively when artistic practices, digital
tools, ethnocultural traditions, and inclusive pedagogical models operate as interconnected and
mutually reinforcing elements. This aligns strongly with the core premise of the present study: that
Kazakh craft traditions, when integrated with modern art and digital pedagogies, offer a culturally
meaningful and pedagogically powerful pathway for enhancing creativity in inclusive
environments.

Conclusion

This study provides a comprehensive analysis of contemporary research on the
development of creative potential among students with special educational needs, emphasizing
the pedagogical, technological, and cultural factors that shape creativity in inclusive educational
environments. The findings demonstrate that creativity is not an isolated cognitive skill but a
multidimensional construct that emerges through the interaction of inclusive pedagogies, artistic
practices, digital tools, and culturally grounded traditions. The cluster analysis revealed four
dominant thematic directions inclusive learning experiences, art and design-based education,
digital innovation, and collaborative learning indicating that creativity in SEN contexts develops
most effectively within interdisciplinary and multimodal learning environments. The geographical
mapping highlighted significant global disparities, showing high research activity in countries with
advanced educational infrastructures, while regions such as Central Asia remain
underrepresented. The temporal dynamics further confirmed the rapid growth of the field,
particularly in the post-pandemic years, driven by increased attention to digital transformation and
the redefinition of creativity as a core 21st-century competency.
Importantly, the study underscores the unique potential of Kazakh craft traditions as a culturally
meaningful resource for inclusive art pedagogy. Traditional techniques such as kiiz, oyu-ornék, and
quraq embody tactile, spatial, and symbolic dimensions that align naturally with the needs of SEN
learners and complement contemporary art-based, digital, and project-oriented educational
methods.
Overall, the results reinforce the central argument that developing the creative potential of SEN
learners requires holistic, culturally responsive, and technologically enriched pedagogical models.
Integrating national craftsmanship with modern art pedagogy and digital tools creates powerful
opportunities for self-expression, cognitive growth, emotional resilience, and social inclusion. This
research thus provides an essential foundation for advancing inclusive creative education in
Kazakhstan and contributes to the broader international discourse by offering a culturally
grounded and empirically informed framework for future pedagogical innovation.
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Abstract

This article examines the pedagogical potential of digital tools used to facilitate vocabulary
acquisition among intermediate-level learners of English as a Foreign Language (EFL). Drawing on
contemporary research in applied linguistics, second language acquisition (SLA), and mobile-
assisted language learning (MALL), the study analyzes how mobile applications, online platforms,
gamified resources, and context-based reading tools support lexical development. Special
attention is given to cognitive mechanisms involved in vocabulary retention, including spaced
repetition, multimodal encoding, and form—meaning mapping. The article argues that digital tools,
when purposefully integrated into formal instruction, significantly enhance vocabulary growth,
improve long-term retention, and promote learner autonomy. Methodological recommendations
are provided for optimizing the pedagogical use of digital technologies in EFL classroom:s.

Keywords
Digital tools; vocabulary acquisition; EFL learners; mobile learning; spaced repetition; gamification;
CALL; learner autonomy; digital pedagogy; Al-assisted language learning.

Introduction

In recent decades, the rapid expansion of digital technology has transformed educational practices
across the globe, including the field of English as a Foreign Language (EFL). Among the various
components of language learning, vocabulary acquisition remains one of the most challenging
areas for intermediate learners, who can communicate on familiar topics but still struggle with
lexical precision, idiomatic expressions, and academic or professional vocabulary. Digital tools—
ranging from mobile applications to online corpora—offer new opportunities to enhance
vocabulary learning through interactivity, multimodality, and personalized instruction. This article
examines the role of digital tools in vocabulary acquisition among intermediate EFL learners,
reviewing theoretical foundations, technological features, pedagogical benefits, and practical
implications.

1. Theoretical Foundations of Vocabulary Acquisition in Digital Environments

Vocabulary acquisition involves complex cognitive processes, including noticing, encoding,
retrieval, and consolidation. Research in second language acquisition (SLA) highlights the
importance of repeated exposure, meaningful context, and active engagement with vocabulary.
Digital tools support these mechanisms by providing multimodal input (visual, auditory, textual),
spaced repetition, immediate feedback, and opportunities for autonomous practice.
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1.1 Cognitive Processes in Vocabulary Learning

Cognitive theories such as Baddeley’s working memory model and Paivio’s dual-coding theory
explain why digital tools can accelerate vocabulary acquisition. Visual support, audio
pronunciation, and contextual examples help encode words through multiple channels, increasing
retention. Spaced repetition algorithms such as those used in Anki or Quizlet optimize review
intervals to enhance long-term memory.

1.2 Sociocultural Perspectives

From a sociocultural perspective, vocabulary is acquired through interaction, negotiation of
meaning, and participation in communicative practices. Digital tools facilitate collaboration
through online forums, multiplayer games, and social platforms where learners encounter
authentic language and communicate in real time.

2. Theoretical Background of Digital Vocabulary Learning

The incorporation of digital tools into vocabulary learning is grounded in several key theoretical
frameworks that explain why technology can enhance lexical acquisition, especially among
intermediate EFL learners. Understanding these theoretical bases provides teachers with a deeper
insight into the mechanisms behind successful digital integration.

2.1 Constructivist Learning Theory
Constructivism posits that learners actively construct knowledge through interaction, exploration,
and personal meaning-making. Digital environments support constructivist learning by offering:

— Interactive experiences, such as quizzes, simulations, and games

— Authentic contexts, through videos, podcasts, and online communicative tasks

— Opportunities for autonomy, allowing learners to choose materials and pace
When using tools like Quizlet or Memrise, learners choose sets, test themselves in different
modes, and track progress. This aligns with the constructivist idea that knowledge is built rather
than transmitted. For example, a learner working with a set of academic vocabulary on Quizlet can
explore terms through flashcards, test themselves using audio prompts, or apply knowledge in
writing tasks. Each activity contributes to constructing a personalized mental representation of
new words.

2.2 Cognitive Load Theory and Multimedia Learning
Cognitive load theory emphasizes the importance of reducing unnecessary mental effort during
learning. Multimodal digital tools help lower cognitive load by presenting vocabulary with:

— visuals (pictures, diagrams)

— audio input (pronunciation models)

— contextual examples (sentences, short stories)
According to Mayer’s multimedia principles, learning becomes more effective when words and
images are combined. For instance: In apps like Memrise, each new word is accompanied by a
picture, audio, and a sample sentence. In YouGlish, learners hear the target word in real-life
videos, reinforcing pronunciation and usage patterns.
These multimodal elements enhance retention and reduce the mental effort required to
understand and store new lexical items.

2.3 Dual Coding Theory

Dual coding theory explains that vocabulary retention improves when information is encoded both
verbally and visually. Digital tools are ideal for linking text with images, animations, or videos.
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For intermediate EFL learners, this dual coding significantly boosts long-term memorization. For
example: Digital flashcards with pictures help learners associate a word with a vivid image.
Animated GIFs in tools like Anki can illustrate action verbs more clearly than textbook descriptions.
The dual coding effect is particularly beneficial for abstract vocabulary, where visuals help clarify
meaning.

2.4. Digital Tools for Enhancing Vocabulary Retention

Vocabulary retention — the ability to remember and retrieve newly learned lexical items—is a
central challenge for intermediate EFL students. Digital tools offer distinct advantages for long-
term learning because they combine repetition, multimodal input, and memory-boosting
algorithms. Many researchers note that technology-enhanced environments support retention
more effectively than traditional methods by stimulating cognitive processing, visual association,
and spaced practice.

One of the most effective mechanisms enabled by digital platforms is spaced repetition learning
(SRL), which involves reviewing vocabulary at gradually increasing intervals. When this system is
built into applications, learners repeatedly encounter items at scientifically optimized moments,
strengthening memory consolidation. Tools such as Quizlet, Anki, and Memrise automate the
scheduling of reviews, allowing students to concentrate on meaning rather than planning practice.
Intermediate learners benefit greatly from SRL because they must process large amounts of
vocabulary and store it efficiently in long-term memory. Digital platforms support this process with
engaging visuals, audio prompts, and customizable decks.

Another influential approach is multimodal reinforcement, which exposes learners to new words
through images, videos, audio clips, and contextual sentences. Multimedia dictionaries and
corpus-based platforms present vocabulary in different forms, helping learners build stronger
associative links. For example, YouGlish and the Cambridge Online Dictionary provide authentic
video or audio examples that show how words are used in natural contexts. Seeing or hearing
vocabulary in real communication helps learners connect meaning with pragmatics, intonation,
and cultural cues—skills essential for intermediate-level competence.

Gamification supports vocabulary development by incorporating points, rewards, progress
indicators, and challenges. These features increase motivation, encourage repeated practice, and
reduce anxiety about making mistakes. Research shows that emotionally engaging tasks promote
stronger memory formation. Apps such as Wordwall, Kahoot!, and Baamboozle enable teachers
to design interactive games that learners can complete individually or in groups, making revision
enjoyable and stimulating.

Digital storytelling and content-creation tools further reinforce vocabulary by encouraging
meaningful output. Platforms like StoryJumper, Pixton, and Canva allow learners to create stories,
comics, or posters using target words. Producing creative content requires deeper processing and
strengthens semantic connections. For instance, designing a digital poster on environmental
issues with newly learned vocabulary helps learners apply words purposefully, improving recall.
Mobile-assisted learning is another significant factor in vocabulary retention. Smartphones enable
short, frequent study sessions throughout the day. Microlearning—brief learning segments
delivered through notifications—supports incremental reinforcement. Apps such as Drops and
Duolingo use this approach to maintain consistent engagement. For intermediate learners
managing busy schedules, mobile tools provide flexibility and promote autonomous, sustained
learning.

Collaborative platforms enhance retention by offering opportunities for social interaction. Tools
such as Padlet, Google Classroom, and Microsoft Teams allow learners to share examples,
exchange feedback, and work together on vocabulary tasks. Communicating with peers helps
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internalize new words through meaningful use. For example, students may contribute photos to
a shared Padlet wall to illustrate target vocabulary in real situations, strengthening semantic links.
Finally, artificial intelligence (Al) is becoming a powerful component of vocabulary learning. Al-
driven applications personalize instruction by tracking progress, identifying weaknesses, and
adjusting tasks automatically. Tools like ELSA Speak, LingQ, and ChatGPT-based tutors provide
tailored feedback, contextualized examples, and adaptive exercises, supporting long-term
retention and fostering self-directed learning.

2.5 Nation’s Principles of Vocabulary Learning
Paul Nation emphasized that vocabulary learning requires: Meaning-focused input, Meaning-
focused output, Language-focused learning, Fluency development.
Digital tools support all four principles:

— Input: learners watch YouTube or TED-Ed videos with subtitles.

— Output: they write posts, comments, and short assignments online.

— Language-focused study: they practice spelling, pronunciation, and form using apps.

— Fluency: timed quizzes and games build automaticity.
Thus, technology not only assists vocabulary learning—it aligns with proven pedagogical
principles.

3. Types of Digital Tools for Vocabulary Development
Digital tools differ in format, function, and pedagogical purpose. This section classifies the most
effective tools for intermediate EFL learners.

3.1 Spaced Repetition Systems (SRS)
SRS tools schedule vocabulary review at intervals based on memory science. These platforms help
learners retain words far more efficiently than traditional rote memorization.
Examples:
1. Anki — advanced SRS with customizable flashcards
2. Quizlet “Learn” mode — adaptive learning based on learner performance
3. Memrise — integrates SRS with video clips
Benefits: reduced forgetting, personalized pacing, cumulative review
Classroom application: Teachers can create weekly vocabulary sets aligned with curriculum topics;
students review them at home through SRS apps.

3.2 Gamified Vocabulary Apps
Gamification increases motivation by incorporating elements like points, rewards, levels, and
competitions.

Examples:
1. Kahoot — competitive quizzes
2. Wordwall — interactive games like matching, maze chase, or word search

3. Baamboozle — fun team-based vocabulary games
Benefits: raises engagement, increases peer interaction, reduces learning anxiety.
Gamified vocabulary practice is particularly effective for teens who benefit from dynamic and
playful learning environments.

3.3 Mobile Dictionaries and Corpus Tools

Intermediate learners must progress beyond basic word lists and develop awareness of
collocations, register, and frequency.
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Tools include: Oxford Advanced Learner’s Dictionary (OALD) app, Cambridge Dictionary Online,
Longman Dictionary of Contemporary English (LDOCE), Sketch Engine for Language Learning
(SKELL)

These tools provide precise definitions, collocations, word frequency, pronunciation, example
sentences from real contexts.

For instance, SKELL offers authentic examples, helping learners differentiate between words like
effective, efficient, and productive.

3.4 Video-Based Tools

Video introduces natural language input and contextualized vocabulary.

Examples: YouTube (with subtitles and speed control), TED-Ed, BBC Learning English, YouGlish
(search engine showing real pronunciation in context)

These tools help learners observe real-life usage, notice pronunciation and stress patterns, infer
meaning from context. A student can search the word “sustainable” on YouGlish and see dozens
of real examples, improving comprehension and pronunciation.

3.5 Learning Management Systems (LMS)

LMS platforms integrate vocabulary tasks, quizzes, and feedback into one environment.
Examples: Google Classroom, Moodle, ClassDojo

Teachers can upload vocabulary lists, interactive tasks, weekly quizzes, audio recordings,
collaborative assighments.

LMS tools also support differentiated instruction — crucial for mixed-level classes.

3.6 Communication-Based Tools

Communication tools encourage learners to use vocabulary in authentic interactions.

Examples: WhatsApp groups for homework support, Padlet for collaborative writing, Duolingo
Clubs, Discord language channels.

These platforms allow immediate communication, increasing opportunities for vocabulary
recycling.

4. Advantages of Digital Vocabulary Learning for Intermediate EFL Learners

Increased Motivation. Digital tools make vocabulary learning more enjoyable through interactivity,
personalization, gamification, progress tracking. Students can see improvement immediately,
which boosts motivation.

Greater Retention and Retrieval. Spaced repetition, multimodal input, and contextual learning
increase the depth of processing and improve long-term retention.

Personalization and Adaptivity. Learners can choose difficulty levels, repeat tasks as needed,
practice at their own pace. Technology adapts to individual differences.

Improved Pronunciation. Apps with audio models, slow playback, and speech recognition support:
phonological awareness, stress and intonation patterns, articulation. For example, Duolingo and
Elsa Speak provide instant feedback on pronunciation.

Enhanced Autonomy. Digital tools develop autonomy by helping learners select vocabulary sets,
monitor progress, set learning goals, practice independently. This is crucial for intermediate
learners transitioning to advanced proficiency.

5. Digital Tools for Productive Vocabulary Use

While many vocabulary applications focus primarily on recognition or receptive knowledge, an
equally crucial task for intermediate EFL learners is gaining productive control over new lexical
items. Producing vocabulary—using it in writing and speech—requires deeper cognitive
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processing, contextual understanding, and repeated activation. Digital tools can scaffold this
process by offering structured environments where learners can practice vocabulary in authentic
or semi-authentic tasks while receiving feedback, motivation, and opportunities for revision.

5.1. Online Collaborative Writing Platforms
Tools such as Google Docs, Microsoft OneDrive, Etherpad, and classroom-specific platforms (e.g.,
Moodle Wiki, Padlet, Notion) support real-time collaboration and revision. They enhance
vocabulary acquisition through:
— Contextualized Use. When students co-write texts, they naturally integrate new words into
meaningful contexts, deepening semantic understanding.
— Peer Feedback. Students correct or suggest vocabulary to each other, encouraging
metalinguistic awareness.
— Version History. Learners reflect on earlier drafts, noticing how their vocabulary choices
evolved over time.
— Teacher Modeling. Teachers can insert synonyms, collocations, or reformulations directly
into the shared document.
Research shows that collaborative writing encourages higher lexical density, more advanced
vocabulary choices, and more precise lexical selection among intermediate learners.

5.2. Digital Discussion Boards and Voice Tools
Platforms such as Flipgrid, Vocaroo, VoiceThread, and class forums promote vocabulary use in
both spoken and written forms:

— Students record short responses using target words.

— They engage in online dialogues, using new vocabulary repeatedly across threads.

— They can rehearse recordings, which reduces anxiety while promoting accuracy.
This contributes to automatization of vocabulary recall, encourages fluency, and integrates both
receptive and productive learning.

5.3. Al-Powered Writing Assistants
Tools such as Grammarly, Reverso Context, and integrated writing assistants in LMS systems
provide:

— Suggestions for more appropriate vocabulary

— Alerts about misused collocations

— Synonym options with contextual explanations
For intermediate learners, these tools act as scaffolds—not substitutes for thinking—but aids that
highlight lexical gaps and support more advanced expression.
However, teachers must guide learners to avoid over-reliance, encouraging them to evaluate
suggestions critically rather than accepting them automatically.

6. Challenges and Limitations of Digital Vocabulary Tools

Despite numerous benefits, digital tools also present potential drawbacks. A balanced academic
review requires acknowledging these limitations.

Cognitive Overload. Multiple digital platforms may overwhelm learners with notifications,
interfaces, and excessive features. When cognitive load increases, vocabulary retention decreases.
Teachers should introduce tools slowly, with clear instructions and well-defined goals.
Superficial Engagement. Gamified apps may encourage fast clicking and guessing rather than deep
semantic processing. Without teacher-guided reflection, students may treat vocabulary learning
as a game rather than an intellectual activity.
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Digital Inequality. Not all students have stable access to the internet or modern devices. Teachers
must ensure alternative methods or offline versions to maintain equity.

Automated Feedback Limitations. Al tools cannot fully understand context, tone, or pragmatics.
Their synonym suggestions may be technically correct but inappropriate. Teacher intervention
remains essential.

7. Pedagogical Principles for Effective Integration
Simply adding digital tools to a curriculum does not guarantee learning success. Effective
integration requires pedagogical planning. Based on research in CALL (Computer-Assisted
Language Learning), several principles emerge.
Purposeful Alignment. Digital vocabulary tasks should align with lesson objectives, learning
outcomes, and assessment criteria. Random use of technology reduces efficiency.
Balanced Receptive and Productive Practice. Teachers should combine:

— Recognition tasks (matching, flashcards, quizzes)

— Production tasks (writing, speaking, contextualized use)
This ensures vocabulary is not only memorized, but also used.
Spaced Repetition Scheduling. Tools like Quizlet and Anki should be assigned in coordinated cycles.
Research supports 3-5 repetitions across 10—14 days for optimal retention.
Explicit Strategy Instruction. Students should learn digital literacy strategies, such as:

— Evaluating dictionary entries

— l|dentifying collocational patterns

— Saving lexical notes effectively

— Using online corpora
This promotes autonomy and long-term vocabulary growth.
Continuous Monitoring and Feedback. \Vocabulary development must be tracked through: teacher
comments, quizzes, portfolio tasks, self-reflection.
Digital tools offer analytics that support this process.

8. Case Studies: Practical Classroom Applications
To demonstrate how digital tools function in real intermediate EFL classrooms, this section
presents brief case-based examples.

8.1. Case Study 1: Vocabulary Expansion through Quizlet

In the unit on “Environmental Issues,” the instructor created a Quizlet set of 30 academic terms
such as “sustainability,” “renewable resources,” “emissions,” and “biodiversity.” Over a two-week
period, students engaged in multiple digital activities designed to reinforce vocabulary: Daily
spaced-repetition practice using Quizlet modes such as Learn, Flashcards, and Write, which
recycled items at optimized intervals. Collaborative “Quizlet Live” sessions, where learners worked
in teams to quickly match terms with definitions, increasing motivation and processing speed.
Shared example-building, in which students created original sentences in a Google document and
received teacher feedback on contextual accuracy and collocations. Integration into lesson tasks,
including discussions and mini-projects requiring the use of target vocabulary.

Outcome: Students demonstrated strong retention, using approximately 80% of the target
vocabulary accurately in subsequent written assignments. Analysis showed improved lexical
variety, more precise collocation use, and higher confidence in academic vocabulary production.

ANl

8.2. Case Study 2: Vocabulary Automatization through Flipgrid
A second intervention used Flipgrid to strengthen oral fluency and automatize vocabulary usage.
Each week, students received a list of 10 target words aligned with the class theme. The activities
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included: Weekly 1-minute video recordings, in which students incorporated all target words into
spontaneous speech on familiar topics. Repeated retrieval, with weekly cycles encouraging the
shift from passive recognition to autoatic active use. Peer interaction, as students watched
classmates’ videos, commented on correct usage, and noted pronunciation challenges. Teacher
video feedback, offering pronunciation modeling, stress correction, and targeted vocabulary
guidance.

Outcome: Students showed notable improvement in pronunciation, rhythm, and lexical fluency.
Their spontaneous use of new vocabulary increased, hesitation decreased, and oral performance
became more confident and natural. Learners reported that repeated speaking tasks helped them
“remember words automatically.”

Conclusion

The integration of digital tools into vocabulary instruction for intermediate EFL learners has the
capacity to transform vocabulary acquisition for intermediate EFL learners by making it more
effective, engaging, and culturally relevant. When integrated strategically within a well-designed
pedagogical framework, they enrich students' linguistic competence, promote learner autonomy,
and enhance motivation. As global communication increasingly relies on digital literacy, the role
of digital tools in vocabulary learning will continue to grow, shaping the future of EFL education.
Thus, educators and researchers should continue exploring innovative practices and developing
frameworks that maximize the potential of digital technologies while maintaining sound
pedagogical principles.
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Abstract: Amid globalization and increased attention to human rights, gender-inclusive language
(GIL) has become an important component of English Language Teaching (ELT). This study explores
its role in promoting equality within the Kazakhstani educational context, where gender inequality
persists and many ELT materials continue to reflect traditional stereotypes. GIL—including gender-
neutral job titles, singular they, avoidance of generic masculine forms, and inclusive teacher talk—
helps develop relevant linguistic competence, fosters intercultural awareness, and supports a
psychologically safe learning environment. Despite these benefits, implementation faces
challenges such as limited teacher training, conservative textbooks, and sociocultural resistance.
The paper outlines strategies for integrating GIL into ELT, including adapting materials, modeling
inclusive discourse, and teaching relevant grammar explicitly. Overall, the integration of GIL is
essential for modernizing language education and fostering a culture of equality and respect.
Keywords: gender, gender-inclusive language, ELT, English Language Teaching, communicative
competence, language policy, education

In the context of globalization and increased attention to human rights issues, language is
no longer viewed solely as a means of transmitting information; it is increasingly understood as a
tool for shaping social reality. This is especially relevant in education, where language contributes
to the formation of values, behavior patterns, and learners’ worldviews. In recent years, special
attention has been given to gender-inclusive language as a means of preventing discrimination
and fostering a culture of equality. In foreign language teaching (English Language Teaching —
ELT), this issue is of particular importance, since students acquire not only grammatical structures
and vocabulary but also the cultural norms of the target language community [1].

The relevance of this topic is determined by several factors. First, gender inequality
remains a significant social problem, including in Kazakhstan. Second, modern English
communication is actively transforming toward inclusivity: neutral forms such as singular they,
gender-neutral job titles, and inclusive forms of address are increasingly used in official
documents, media, and education. Third, most English language textbooks still reflect traditional
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gender roles and stereotypes, which necessitates pedagogical reconsideration and adaptation of
teaching materials [2].

The main problem lies in the contradiction between modern requirements for inclusive
education and real classroom practices in foreign language teaching. On the one hand, society is
oriented toward equality and non-discrimination; on the other hand, educational materials and
teachers’ speech often retain gender stereotypes, the use of generic masculine pronouns, and
unequal representation of social roles of men and women. This reduces the educational potential
of language instruction and may shape distorted perceptions of social reality among learners.

Gender-Inclusive Language (GIL) refers to a system of linguistic means and communicative
strategies aimed at eliminating discrimination based on sex and gender identity. Its main
manifestations include:

- the use of gender-neutral job titles (police officer instead of policeman, firefighter instead
of fireman, businessman —> businessperson, stewardess —> flight attendant, chairman -
chairperson / chair);

- the use of the singular pronoun they;

- avoidance of the generic “he”;

- balanced representation of men and women in educational materials;

- gender-neutral teacher talk (“Each student must bring their book) [3].

The Role of Gender-Inclusive Language in ELT:

1. Linguistic Aspect

Modern English is actively developing in the direction of inclusive forms. Their use in the
educational process allows students to develop up-to-date language competence that
corresponds to real communicative conditions of international interaction [4].

2. Intercultural Communication

Language learning is inseparable from cultural understanding. Gender-inclusive language
fosters respect for diversity and prepares learners for interaction in a multinational and
multicultural environment.

3. Psychological Safety of Learners

The use of inclusive language contributes to the creation of a comfortable and safe learning
environment. Students feel that their identity is respected, which directly affects motivation,
classroom participation, and self-confidence.

4. Compliance with Educational Policy

Modern international educational standards are based on the principles of equality and
non-discrimination. The implementation of GIL enables educational institutions to comply with
these requirements.

Despite its obvious advantages, the implementation of GIL is accompanied by several
difficulties:

- insufficient teacher training;

- conservative nature of many teaching materials;

- cultural and sociocultural barriers;

- uncertainty in assessment standards, especially in international examinations [5].

These factors require a systematic and gradual integration of inclusive practices with
consideration of national and cultural contexts.

Pedagogical Strategies for Implementing GIL:

1. Modeling inclusive teacher talk:

Each student should submit their assignment on time.

2. Adaptation of teaching materials:

Replacing stereotypical role examples and adding dialogues with balanced gender
representation.
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3. Development of critical thinking:

Analyzing advertising texts, films, and news from the perspective of gender stereotypes.

4. Explicit grammar instruction:

Teaching singular they, its rules, and contexts of use.

5. Communicative activities:

Role-plays, essays, and business correspondence using gender-neutral forms [6].

In conditions where gender inequality continues to influence the social, economic, and
political spheres of Kazakhstan [2], foreign language teaching can become an effective tool for
preventing discrimination. Through language, patterns of communication, attitudes toward social
roles, and perceptions of equality are formed. Therefore, the integration of GIL into ELT acquires
not only linguistic but also significant social value.

Gender-inclusive language in foreign language teaching is an essential tool for fostering a
culture of equality, developing intercultural competence, and creating a safe educational
environment. Its implementation contributes not only to the modernization of language practices
but also to the education of socially responsible and tolerant individuals. Despite existing
challenges, the gradual integration of inclusive linguistic forms into ELT is a necessary stage in the
modernization of contemporary education.

In conclusion, we would say, that the integration of gender-inclusive language in English
Language Teaching is essential for aligning education with contemporary social values and global
linguistic trends. By adopting inclusive forms, adapting teaching materials, and promoting critical
awareness, educators help create a respectful and equitable learning environment. Although
challenges such as limited teacher preparation and culturally ingrained stereotypes persist,
systematic implementation of gender-inclusive practices supports both language development
and the formation of socially responsible, tolerant learners. Ultimately, gender-inclusive language
strengthens the educational process and contributes to the broader goal of promoting equality in
Kazakhstani society and beyond.
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Abstract

This study investigates the role of self-assessment and peer feedback in enhancing
students’ English language learning within higher education. Using a PRISMA-based systematic
review, 393 records from the Scopus database were initially identified, of which 21 empirical
studies published between 2020 and 2025 met all inclusion criteria. The search strategy focused
on keywords related to self-assessment, peer assessment, learning outcomes, and formative
feedback, and was limited to English-language articles in the Social Sciences subject area. The
results reveal a significant increase in research activity and citation impact in recent years,
demonstrating the growing academic interest in student-centered assessment practices.
Bibliometric analyses show that leading contributions originate from the United States, China, the
United Kingdom, Australia, Russia, and several emerging regions, including Kazakhstan. The
keyword co-occurrence map identifies five major thematic clusters linking self-assessment to peer
evaluation, feedback literacy, medical and professional education, metacognition, and self-
regulated learning. Overall, the findings indicate that self-assessment and peer feedback foster
learner autonomy, metacognitive awareness, evaluative judgment, and improved language
performance. However, challenges such as student mistrust in peer competence and difficulties
maintaining objectivity highlight the need for structured guidance and instructional support. The
study contributes to the expanding body of research advocating for the integration of self-
assessment and peer feedback as essential components of effective, reflective, and sustainable
higher education pedagogy.

Keywords: self-assessment; peer feedback; peer assessment; metacognition; formative
assessment; evaluative judgment; student-centered learning.

Introduction

Research relevance. One of the essential components of the learning process is the
evaluation of the learner’s acquired knowledge. This raises an important question: who should
conduct the assessment? If the teacher evaluates students, it becomes an additional task for the
teacher. However, if students engage in self-assessment or peer assessment, this process becomes
an engaging and meaningful part of their learning experience. Through evaluating themselves or
each other, students develop critical thinking skills, which are necessary for analyzing information
within their field from a critical perspective. Consequently, a well-designed self-assessment or
peer-assessment process undoubtedly yields positive results, as evidenced by numerous studies.
The concept of assessment is often interpreted as grading, measuring, or ranking, and therefore
peer assessment is frequently perceived as students assigning grades to one another. However,
students grading each other should not be limited to merely sharing the teacher’s responsibility.
Valid assessment is linked to understanding what is being assessed and which tools are used to
ensure accuracy. When questions arise about how grades are assigned, we enter the process of
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defining learning outcomes and establishing assessment criteria. Intellectually engaging with
outcomes, criteria, and standards lies at the core of student involvement in assessment and leads
to a deeper understanding of what constitutes high-quality performance. Encouraging students to
reflect on achieving outcomes in accordance with agreed-upon standards is itself a learning
process, while assigning a grade or score is only one component of that process. In addition to
peer assessment, the concept of peer feedback also plays a crucial role. Peer feedback is a
communicative process in which students engage in dialogue about performance quality and
standards. Peer assessment, on the other hand, involves students evaluating their peers' work
based on defined criteria. The distinction between the two is as follows: peer feedback focuses on
detailed, constructive comments without assigning grades, whereas peer assessment is oriented
toward grading. Regardless of whether grades are assigned, the primary emphasis is placed on
standards and on improving understanding and learning outcomes through peer interaction. The
overall purpose of education is to prepare professionals with critical thinking skills capable of
processing and synthesizing various types of information in their field.

Research objective. Mastering the English language fluently in a university setting not only
improves students’ academic performance but also opens significant opportunities for their future
careers. One of the important ways to organize the language-learning process effectively is through
the use of self-assessment and peer-feedback systems. Therefore, the purpose of this research is
to determine the extent to which students can utilize self-assessment and peer feedback.
Additionally, the study aims to promote wider implementation of self-assessment and peer
feedback practices in the educational system and to integrate effective skills derived from these
methods.

Research question: How do self-assessment and peer assessment influence students’
mastery of the English language?

Significance of the Study. The significance of this study lies in its contribution to enhancing
learner autonomy, critical thinking, and the overall quality of English language acquisition in higher
education. In the context of modern pedagogical approaches, self-assessment and peer feedback
are recognized as essential components of formative assessment that actively involve students in
evaluating their own learning processes. By engaging in these practices, learners develop a deeper
understanding of performance standards, become more reflective, and learn to identify strengths
and areas for improvement skills that extend beyond language learning and are vital for their future
professional development. Furthermore, the study provides empirical insights into how
systematically integrating self-assessment and peer feedback can improve learning outcomes,
increase motivation, and foster a more collaborative learning environment. Given the growing
emphasis on student-centered education and competency-based learning, this research offers
valuable guidance for educators, curriculum designers, and higher education institutions seeking
to implement more effective and sustainable assessment practices.

Literature Review

Contemporary linguodidactics increasingly focuses on identifying effective strategies for
enhancing English language learning in higher education. Among these strategies, self-assessment
and peer feedback have emerged as central mechanisms for fostering learner autonomy, critical
thinking, and linguistic confidence. These practices shift the emphasis from teacher-centered
evaluation toward active student participation, enabling learners to engage more deeply with
performance standards and to develop reflective habits essential for academic and professional
growth. A growing body of research highlights the role of self-assessment in strengthening
students’ linguistic confidence and metacognitive awareness. Wang (2025) demonstrates that the
use of self-assessment rubrics in academic writing supports students in identifying recurring errors,
enhancing their self-regulatory skills, and increasing their confidence in producing English texts.
Similarly, Liao (2025), working within a VoiceThread-supported environment, shows that self-
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assessment of oral performance contributes to improved speaking proficiency and reduced
communication anxiety. These findings underscore self-assessment as a formative tool that
enables students to monitor their learning progress and refine their linguistic output more
independently. Parallel to this, peer feedback is widely recognized as a powerful interactive process
that promotes collaborative learning and deeper engagement with language norms. Zhong (2025),
integrating peer feedback within a flipped classroom model, finds that structured peer discussions
increase learner motivation and facilitate a clearer understanding of academic standards. In a
similar vein, Nam et al. (2025) employ scaffolded peer feedback tasks that guide students through
iterative revisions of their written assignments, leading to measurable improvements in text
quality. These studies collectively affirm that peer feedback enhances both evaluative judgment
and communicative competence. Research at the intersection of peer/self-feedback and digital
technologies further expands these pedagogical insights. Zhao (2025) explores the use of online
platforms for self-assessment and peer review, illustrating how digital tools not only streamline the
feedback process but also contribute to the development of feedback literacy students’ ability to
interpret, evaluate, and apply feedback effectively. Building on this perspective, Zheng, Boud and
Dawson (2025) propose an integrated multi-level feedback framework combining self-assessment,
peer feedback, and teacher evaluation. Their model provides a comprehensive feedback
ecosystem that positions students as active participants in shaping their learning trajectories.
Despite the documented benefits, several challenges remain. Wu and Zhang (2025) identify
persistent issues related to students’ lack of trust in the competence of their peers, which may
undermine the credibility of peer-generated feedback. This highlights the necessity of preparing
students through explicit instruction on how to deliver constructive, evidence-based commentary.
Similarly, Syaifurrokhman (2025) notes that students often struggle with maintaining objectivity in
assessment, particularly when linguistic limitations or uncertainty affect their evaluative
judgments. These findings suggest that while self-assessment and peer feedback are valuable
pedagogical tools, their effectiveness depends on systematic training, teacher mediation, and
ongoing quality assurance. The reviewed literature indicates that self-assessment and peer
feedback significantly contribute to English language development by enhancing learner
autonomy, metacognition, and collaborative engagement. However, for these practices to be fully
effective, educators must address the challenges associated with evaluative competence and
feedback quality through targeted instruction and supportive learning environments.

In addition to empirical findings, recent scholarship has emphasized the theoretical
foundations that explain why self-assessment and peer feedback function effectively in language
learning environments. Drawing on Boud’s (1995) theory of learner responsibility and Nicol and
Macfarlane-Dick’s (2006) model of formative feedback, researchers argue that assessment is most
impactful when students are positioned as active agents who co-construct meaning, evaluate their
progress, and engage with criteria as part of a dialogic process. Carless and Boud (2018) further
conceptualize feedback literacy as a core graduate capability that enables learners to understand
feedback, make informed judgments, and take purposeful action competencies that align closely
with the outcomes observed in studies on self- and peer assessment. Additionally, Topping’s (2010)
framework on peer assessment underscores the crucial social dimension of evaluative practices,
emphasizing reciprocal learning, shared standards, and distributed expertise among students.
These theoretical perspectives complement the empirical evidence reviewed earlier and highlight
that the effectiveness of self-assessment and peer feedback is grounded not only in practical
strategies but also in broader pedagogical paradigms that foreground student agency,
metacognitive development, and collaborative knowledge construction.
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Methods

This study employed a systematic review design following the PRISMA 2020 guidelines to
synthesize current research on self-assessment and peer feedback in higher education. The Scopus
database was selected as the primary source of data due to its comprehensive indexing of
international, peer-reviewed research articles. A structured search strategy was developed using a
combination of keywords, Boolean operators, and database filters to ensure the precision and
relevance of the retrieved publications. The final search string included the terms “self-
assessment,” “students,” “learning,” “self assessment” and “peer assessment” within ftitles,
abstracts, and keywords, and was applied as follows:

” "

TITLE-ABS-KEY ( "self-assessment" ) AND PUBYEAR > 2019 AND PUBYEAR < 2026 AND (
LIMIT-TO ( SUBJAREA , "SOCI" ) ) AND ( LIMIT-TO ( DOCTYPE , "ar" ) ) AND ( LIMIT-TO (
EXACTKEYWORD , "Self-assessment" ) OR LIMIT-TO ( EXACTKEYWORD , "Students" ) OR LIMIT-TO (
EXACTKEYWORD, "Learning" ) OR LIMIT-TO ( EXACTKEYWORD , "Self Assessment" ) OR LIMIT-TO (
EXACTKEYWORD , "Peer Assessment” ) ) AND ( LIMIT-TO ( LANGUAGE , "English" ) ) AND ( LIMIT-TO
( AFFILCOUNTRY , "United States" ) OR LIMIT-TO ( AFFILCOUNTRY , "Kazakhstan" ) OR LIMIT-TO (
AFFILCOUNTRY , "United Kingdom" ) OR LIMIT-TO ( AFFILCOUNTRY , "Canada" ) OR LIMIT-TO (
AFFILCOUNTRY , "China") )
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The search focused exclusively on articles published between 2020 and 2025, written in
English, and classified within the field of Social Sciences. The selection process is illustrated in the
PRISMA flow diagram presented in Figure 1.

All retrieved records were evaluated in multiple stages to ensure relevance and
methodological quality. The initial search identified 393 records, after which duplicates (n = 15),

( Identification of studies via databases and registers

Records removed before screening:
Duplicate records removed (n= 15)
Records marked as ineligible by automation tools (n = 100)
Records removed for other reasons (n = 42)

Records identified from:
Databases (n =393)

v

!

Records screened

(n=251)

Reports sought for retrieval
(n 21915 ) e e —»| Reports not retrieved (n =58)

'

Reports assessed for eligibility
(n=)37 »

— | Records excluded (n=191)

Reports excluded:
Reason 1 (n=10)
Reason 2 (n=4)
Reason 3 (n=2)

Studies included in review
(n=21)

Figure 1. - PRISMA 2020 Flow Diagram for Study Selection

automated exclusions (n = 100), and studies irrelevant by type or preliminary screening (n = 42)
were removed. A total of 251 articles proceeded to title and abstract screening, resulting in the
exclusion of 191 publications that did not meet the inclusion criteria. Full texts were sought for
191 studies, but 58 could not be retrieved, leaving 37 articles for full-text assessment. These were
evaluated against predefined eligibility criteria, which required studies to focus on self-assessment,
peer assessment, or peer feedback, include university-level participants, and provide empirical
data. Studies were excluded if they did not address assessment practices (n = 10), lacked relevance
to self-assessment or peer feedback (n = 4), or fell outside the designated publication period (n =
2). Ultimately, 21 studies met all inclusion criteria and were incorporated into the final analysis.
Collectively, these methodological steps ensured a transparent, rigorous, and replicable review
process capable of capturing current trends, challenges, and empirical evidence related to self-
assessment and peer feedback in modern higher education.
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Results

The analysis of publication dynamics demonstrates a sharp and consistent rise in academic
interest in self-assessment and peer feedback over the past five years. As illustrated in Figure 2,
the number of documents indexed in Scopus surged beginning in 2020, marking a clear turning
point in the visibility and relevance of this research topic within the field of higher education. In
2020, publication activity reached its initial peak with more than 70 articles, followed by a
continued high output in 2021 and 2022. Although the number of documents shows some
fluctuations across the years, the overall trend remains upward, confirming stable research
productivity.

Documents Citations
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Figure 2. - Annual distribution of publications and citations on self-assessment

Citations exhibit an even more significant and rapid growth trajectory. As shown in Figure
2, citation counts increased almost exponentially from 2020 onward, surpassing 900 citations by
2024 and approaching 1,200 in early 2025. This indicates not only an increase in the volume of
research but also its growing scholarly influence and relevance. The continuous citation growth
reflects the importance of self-assessment and peer feedback in contemporary pedagogical
discourse and suggests that studies published in this period are becoming foundational references
for new research in linguodidactics, assessment literacy, and learner autonomy. The pattern of
publications and citations confirms that self-assessment has become a rapidly expanding research
domain, supported by strong academic engagement and rising citation impact. This underscores
the global shift toward student-centered assessment practices and highlights the increasing
recognition of feedback literacy and evaluative judgment as essential competences in higher
education.

An examination of the geographic distribution of publications reveals that research on self-
assessment and peer feedback has gained significant global traction, with notable regional
differences in contribution levels. As illustrated in Figure 3, the highest concentration of studies
originates from the United States, China, the United Kingdom, Australia, and Russia countries
marked in darker blue tones, indicating a high level of research activity. These nations serve as
major hubs of academic innovation in assessment literacy, digital pedagogy, and higher education
research, thereby shaping international trends in the field. Medium levels of publication activity
are observed across a diverse set of countries including Canada, France, Sweden, Kazakhstan, India,
Saudi Arabia, Brazil, South Africa, and Indonesia. The presence of these countries demonstrates
the widespread and increasing relevance of self-assessment practices beyond traditionally
dominant Western scientific communities. Importantly, Kazakhstan appears in the medium
research activity category, reflecting the country's growing engagement in global discussions on
learner autonomy and contemporary language education.

Furthermore, the expanding global footprint of research on self-assessment and peer
feedback reflects broader transformations in higher education systems worldwide. As universities
increasingly adopt competency-based curricula, digital learning platforms, and quality assurance
frameworks aligned with international standards, the demand for evidence-based assessment
practices has intensified. This shift has contributed to a surge of cross-national collaborations,
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