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Abstract. This article examines the essence of Action Research as a pedagogical technology
and explores the specific features of its application as a teacher's self-directed research work in the
contemporary educational environment. The empirical study was conducted in the context of
heterogeneous English language classrooms in a secondary school, focusing on overcoming student
passivity and their reluctance to speak during group work activities. Throughout two research cycles,
strategies of differentiated instruction and systematic distribution of group roles were implemented,
and digital feedback tools (digital exit-quizzes) were utilized to enhance individual accountability
among learners. For data collection purposes, a triangulation method was employed, incorporating
structured observation checklists, the teacher's reflective journal, as well as student questionnaires and
interviews.

The research findings demonstrated that students' cognitive activity and task engagement
metrics systematically increased from an initial 45% to 75% by the conclusion of the second cycle. In
conclusion, methodological recommendations for the systematic integration of the Action Research
method into school practice are provided, highlighting the importance of this technology in shaping
teachers' research culture, advancing their professional development, and enhancing the overall quality
of the educational process.

Keywords: Action, Research, technology, methodology, engagement

Introduction. In the contemporary global educational landscape, ongoing reforms
demand a fundamental reimagining of the teacher's status and their professional role. The
21st-century school no longer requires a mere mechanical executor of ready-made
pedagogical guidelines, but rather a teacher-researcher who is capable of critically analyzing
their own practice, identifying classroom challenges in a timely manner, and solving them
through a scientific and practical lens. From this perspective, Action Research pedagogical
technology has gained particular relevance as one of the most effective, time-tested tools for
organizing a teacher's self-directed research work and fostering professional development.

According to the results of the international TALIS (Teaching and Learning
International Survey) conducted by the Organization for Economic Co-operation and
Development (OECD), the world's most successful educational systems (such as Singapore
and Finland) do not limit teachers' professional growth to top-down, external training courses.
Instead, the leading trend focuses on building a culture of school-based research, allowing
teachers to investigate their own classrooms without leaving their workplaces. Traditional
professional development formats are often overly theoretical and fail to address the
immediate, practical difficulties teachers face daily, such as low student motivation or
differentiation challenges in inclusive classrooms. Action Research bridges this gap, serving
as a direct link between educational theory and classroom practice.

Action Research is a cycle of reflective inquiry conducted by teachers to improve their
own practices, enhance the quality of teaching, and gain a deeper understanding of the student
learning process. Unlike traditional academic research, this technology is not carried out by
external observers or university academics, but by the practitioners themselves who confront


https://doi.org/10.52081/PPS.2025.v09.i1.050
mailto:Abdrasheva_dana@korkyt.kz
https://orcid.org/0009-0008-5437-0142
mailto:ai_makhmutova01@mail.ru

specific classroom issues firsthand. It operates on the "Here and Now'" principle, meaning
that teachers do not wait for external research findings; instead, they solve immediate
problems in their own classrooms through a spiral cycle consisting of four main stages:
planning  $\rightarrow$ acting  $\rightarrow$ observing  $\rightarrow$ reflecting.
Consequently, it becomes an autonomous and distinct form of a teacher's self-directed
research.

The theoretical foundations of this methodology originate from Kurt Lewin's social
change theory and were later developed in pedagogy by scholars such as Lawrence
Stenhouse, John Elliott, and Stephen Kemmis. L. Stenhouse's concept of the "Teacher as
Researcher” became the cornerstone for increasing teachers' professional autonomy. In the
domestic educational system, great emphasis is also placed on developing teachers' research
competencies within the framework of updated educational content. Properly implemented
Action Research protects teachers from professional burnout and stimulates their intrinsic
motivation by giving them ownership over their professional growth.

However, current school practice reveals certain contradictions and methodological
difficulties in how teachers systematically apply Action Research algorithms. Teachers often
struggle with qualitative data collection methods (such as questionnaires, interviews, and
observation checklists) or fail to transform the reflection phase into the planning of the next
research cycle. The lack of systematic scientific and methodological support for teachers' self-
directed research prevents this technology from reaching its full potential.

The purpose of this study is to theoretically substantiate the structure and
characteristics of Action Research pedagogical technology as a form of a teacher's self-
directed research work, to determine its impact on professional development, and to propose a
step-by-step methodological algorithm for its effective integration into school practice.

The structure of the article is directed towards describing the cyclical phases of this
technology, highlighting effective tools for data collection and analysis, and substantiating
practical recommendations for fostering a research culture among school teachers.

Materials and Methods

1. Research Design and Epistemological Framework

The methodological architecture of this study is grounded in the paradigm of Action
Research, conceptualized specifically as a self-reflective, transformative pedagogical
technology rather than a detached, traditional empirical investigation. To address the practical
contradictions identified in current school realities—namely, the mechanical execution of
directives and professional burnout—this study positions Action Research as a tool for
increasing teachers' professional autonomy and research competence. The epistemological
foundation of this design directly leverages Lawrence Stenhouse’s seminal concept of the
"Teacher as Researcher" and Kurt Lewin’s social change theory, which posits that social
systems and pedagogical environments are best understood and optimized through deliberate,
cyclical intervention. By transforming the classroom into a dynamic research site, this
framework allows the practitioner to operate directly on the "Here and Now" principle,
bridging the historical chasm between abstract educational theory and live classroom practice.

This research utilizes a qualitative-dominant mixed-methods design to capture both the
subjective nuances of teacher-student interactions and the objective metrics of instructional
effectiveness. Structurally, the pedagogical technology 1is operationalized through a
systematic, self-directed spiral cycle consisting of four distinct phases: planning, acting,
observing, and reflecting. Unlike conventional university-led research, the design explicitly
rejects the role of an external observer; instead, the primary investigator simultaneously
functions as the active instructional agent. This dual identity ensures that the research acts as a
dynamic feedback loop where the reflection phase strictly dictates the strategic modifications
of the subsequent planning phase. Consequently, the framework serves as an autonomous



methodology capable of diagnosing immediate challenges—such as low student motivation or
differentiation issues—and executing real-time, scientifically validated solutions.

2. Participant Profiles and Research Setting

To contextually ground the Action Research pedagogical technology within a live
educational ecosystem, the empirical phase of this study was conducted within a secondary
education school characterized by a diverse student population and an expanding inclusive
education framework. This school-based research site was strategically selected to mirror the
contemporary institutional shifts emphasized in the TALIS global reports, transitioning from a
top-down administrative model to an autonomous, site-based practitioner research culture.
The physical environment comprised standard classrooms equipped with digital interactive
platforms, active-learning collaborative zones, and digital formative assessment
infrastructure, ensuring that the technology could be implemented without disrupting the
natural dynamic of the instructional ecosystem.

The participant selection was non-randomized, utilizing a purposive sampling strategy
designed to isolate classroom environments facing the exact pedagogical contradictions
highlighted in modern school settings: acute deficits in student intrinsic motivation and
operational bottlenecks in instructional differentiation. The baseline characteristics of the
research participants are structured in the matrix below:

Table 1 - Characteristics of the research participants are structured in the matrix

Participant Cohort Sampling Method | Sample Size & Context | Core Evaluative Role /
Focus
Secondary School | Purposive /| Multiple parallel | Measuring  shifts in
Students Mixed-Ability classroom sections | intrinsic motivation, task
Cluster (including learners with | engagement, and
diverse educational | academic ~ performance
needs). curves.
Teacher-Researcher Practitioner-led Primary classroom | Executing the cyclical
instructor  (embedded | interventions, diagnosing
active agent). immediate  bottlenecks,

and conducting systematic
self-reflection.

Collaborative Peer | Expert Peer | Senior instructional | Conducting unannounced
Observers Sampling coordinators and | external observations to
language department | validate instructional
heads. fidelity and eliminate

practitioner bias.

The student cohort represented a heterogeneous, mixed-ability cluster, intentionally
encompassing learners with diverse educational needs to evaluate the efficacy of Action
Research in managing inclusive learning challenges. Crucially, the primary investigator
operated under a dual identity, serving simultaneously as the classroom's regular instructor
and the primary researcher, which is the foundational operational requirement of authentic
Action Research methodology. To mitigate the risk of subjectivity and to eliminate potential
power dynamics, a collaborative tier of peer observers—consisting of senior instructional
coordinators and department heads—was integrated into the research setting. These peer
observers were responsible for cross-validating the classroom atmosphere and ensuring that
the intervention algorithms were executed with high pedagogical fidelity.

Research Design. The study employed a qualitative Action Research design based on
the self-reflective spiral model developed by Kemmis and McTaggart. The research was
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conducted in two consecutive cycles during English language lessons.The study structurally
employed a qualitative-dominant practitioner-led Action Research design, specifically
utilizing the self-reflective spiral model developed by Stephen Kemmis and Robin McTaggart
as its core epistemological and operational framework. Rather than positioning research as an
isolated, top-down academic extraction executed by external observers, this design
systematically embeds inquiry into the naturalistic ecosystem of the active classroom. The
research was intentionally conducted across two consecutive, interlocking cycles during
English language lessons to evaluate how iterative pedagogical changes alter student
outcomes. This specific design was selected to directly counteract the pervasive problem of
Methodological Fragmentation in modern schools, where data collection is frequently
reduced to a singular, non-continuous administrative event. By linking the structural phases of
the classroom inquiry into an ongoing feedback loop, the framework successfully establishes
an organic mechanism for continuous teacher professional development. The entire
architecture of the design is built upon the "Here and Now" operational principle, allowing the
teacher to diagnose structural instructional bottlenecks and deploy immediate, data-driven
solutions. By integrating this specific methodology, the study transitions the educator's
professional profile from a mechanical executor of pre-packaged curricula into an
autonomous, self-regulating pedagogical researcher.

Participants. The participants of the study included 24 seventh-grade students from a
secondary school in Kyzylorda, Kazakhstan. The classroom teacher simultaneously acted as
the researcher.

Research Problem. The research focused on improving student engagement and
participation during collaborative learning activities in English language lessons. In the
contemporary secondary education landscape, traditional teacher-centric approaches
frequently reduce students to passive recipients of linguistic knowledge, severely suppressing
their communication skills. This passive disengagement creates a significant obstacle to
developing communicative competence, which is a key requirement of updated educational
content framework. While group work and collaborative formats are structurally encouraged
by national curricula, their implementation often suffers from mechanical execution without
deep pedagogical strategy. Consequently, many English language learners experience a
noticeable drop in intrinsic motivation, which manifests as reluctance to speak during peer
interactions. This problem is further complicated within mixed-ability classes, where
advanced students dominate the discourse and lower-proficiency learners withdraw
completely from the activity.

Data Collection Methods. To ensure strict research validity and robust triangulation,
multiple qualitative and quantitative data collection methods were systematically employed
across both cycles. Rather than treating diagnostics as an isolated event, these instruments
operated as a continuous feedback loop to track changes in student engagement:

Structured classroom observation: Utilizing objective, rubric-based peer
observation checklists completed by collaborative colleagues to eliminate personal
practitioner bias and track real-time behavior frequencies during group work.

Teacher reflective journal: Maintained digitally after each instructional block to
capture immediate qualitative insights regarding instructional bottlenecks, deviation from
plans, and professional self-regulation metrics.

Student questionnaires: Anchored to pre-coded Likert scales to quantitatively
evaluate immediate shifts in student intrinsic motivation and identify specific differentiation
barriers.

Semi-structured student interviews: Conducted with purposively sampled focus
groups at the end of each cycle to extract deep, nuanced insights into why certain learners
remained reluctant to speak during peer interactions.



Procedure

Cycle 1. During the first cycle, collaborative learning techniques such as Think-Pair-
Share and Jigsaw activities were implemented. Classroom observations revealed that many
students remained passive during group discussions.

Cycle 2. Based on reflections from the first cycle, differentiated instruction strategies
and structured group roles were introduced during the second cycle. Students were assigned
specific responsibilities such as leader, recorder, speaker, and timekeeper.

Data Analysis. Qualitative data obtained from observations and reflective journals
were analyzed thematically. Quantitative questionnaire data were processed using descriptive
statistics. Ethical Considerations.

All participants participated voluntarily. Parental consent was obtained prior to the
study, and confidentiality of student information was maintained throughout the research
process.

Results. The findings of the study demonstrate that Action Research significantly
improved classroom engagement and student participation.

Results of Cycle 1

Observation data indicated that only 45% of students actively participated in
collaborative learning tasks. Several students demonstrated passive behavior and lacked
confidence during discussions.

Teacher reflections revealed the following challenges:

unclear group responsibilities;

insufficient classroom management strategies;

low accountability within groups.

Student questionnaires showed that only 50% of learners felt comfortable during collaborative
activities.

Results of Cycle 2

After implementing differentiated instruction and structured collaborative roles, classroom
engagement improved considerably.

The teacher’s reflective journal indicated:

improved student accountability;

stronger peer interaction;

reduced classroom disruption;

higher learning motivation.

Table 2 — Student Engagement Indicators Across Cycle

Engagement Indicators [Pre-intervention Post-Cycle 1 Post-Cycle 2
High Engagement(25% 45% 75%

(Active task completion)

Medium Engagement{40% 35% 20%
(Engaged only when

prompted)

Low Engagement(35% 20% 5%
(Passive/Disengaged)

Literature Review. The theoretical evolution of Action Research (AR) reflects a
paradigm shift from top-down educational mandates to bottom-up, practitioner-led
professional development. The foundational roots of this methodology originate in the 1940s
through the pioneering social change theory of Kurt Lewin (1946). Lewin conceptualized
research not as a detached exercise in knowledge generation, but as a dynamic mechanism for



resolving localized social conflicts through iterative, collaborative action. In the realm of
pedagogy, this democratic framework was significantly advanced by Lawrence Stenhouse
(1975), whose seminal concept of the "Teacher as Researcher" transformed the understanding
of educator professionalism. Stenhouse argued that curriculum development and pedagogical
optimization are fundamentally incomplete unless teachers actively investigate their own
instructional sites, thereby exercising intellectual and professional autonomy.This perspective
was further operationalized by John Elliott (1991), who bridged the gap between
philosophical reflection and systematic classroom inquiry. Elliott emphasized that reflective
teaching is not merely an intuitive retrospective exercise, but a rigorous, evidence-based
process where teachers continuously reassess their instructional theories against immediate
classroom realities.To provide a concrete algorithmic structure for this inquiry, Stephen
Kemmis and Robin McTaggart (1988) formulated the widely recognized Action Research
spiral. This model conceptualizes pedagogical improvement through a continuous loop of four
interconnected stages:

Planning: Diagnosing a localized instructional bottleneck and designing a targeted
pedagogical intervention.

Acting: Executing the strategic plan within the fluid, unpredictable dynamic of the
active classroom environment.

Observing: Systematically gathering qualitative and quantitative data to monitor the
direct impact of the intervention.

Reflecting: Critically analyzing the documented outcomes to inform and re-engineer
the subsequent planning phase.

In the contemporary educational landscape, the practical necessity of this
technological spiral is heavily reinforced by empirical evidence from global benchmarks. The
Teaching and Learning International Survey (TALIS) published by the OECD (2018; 2024)
consistently highlights that the world's leading educational systems, such as Singapore and
Finland, owe their instructional efficacy to robust, school-based research cultures rather than
external, theoretical professional development courses. Modern scholars like Jean McNiff
(2013) and Jack Whitehead (2016) emphasize that when teachers engage in this self-directed
inquiry, it acts as a powerful safeguard against professional burnout. By granting educators
ownership over their professional growth and transforming them into active agents of
educational change, Action Research directly addresses immediate pedagogical crises—such
as declining student motivation or the complex demands of differentiation within inclusive
classrooms.

Action Research in the Kazakhstani Educational Context. Within the context of
Kazakhstan’s contemporary educational landscape, the integration of Action Research (AR)
has accelerated significantly, primarily driven by the systemic implementation of updated
educational content and competency-based pedagogical paradigms. Over the past decade,
institutional bodies such as the Ministry of Education of the Republic of Kazakhstan,
alongside national professional development networks like Orleu and the Center of
Excellence (Nazarbayev Intellectual Schools), have actively codified reflective teaching and
Action Research into mainstream teacher development strategies. This structural push aims to
transition the traditional Post-Soviet teacher profile from a passive, administrative executor of
centralized curricula into an autonomous, self-regulating researcher capable of driving
localized classroom innovation.Despite these institutional mandates, recent empirical
literature highlights a critical socio-professional contradiction unique to the domestic
educational ecosystem. While Action Research is theoretically championed as an organic
vehicle for continuous professional growth, in practice, it is frequently compromised by
institutional formalization. Scholars noting this phenomenon observe that AR is often reduced
to a performative, high-stakes bureaucratic requirement tied directly to the teacher
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certification and category advancement process (the Attestation framework).Consequently,
the organic, self-directed nature of the methodology is eclipsed by administrative compliance,
leading many educators to experience significant operational difficulties. These challenges
primarily manifest as:

Methodological Fragmentation: Teachers struggle to sustain systematic, data-driven
classroom inquiry, often treating data collection as a single diagnostic event rather than a
continuous loop.

Analytical Disconnect: Educators face profound challenges in synthesizing research
outcomes, specifically in translating the qualitative data derived from reflections into
immediate, actionable adjustments for subsequent instructional planning.This structural gap
underscores the urgent necessity of providing teachers with systematic scientific and
methodological algorithms to rescue Action Research from formal bureaucracy and unlock its
true potential as a transformative pedagogical technology.

2. Methodological Evolution and Spiral Models. Stephen Kemmis and Robin
McTaggart further institutionalized Action Research within the educational community. They
streamlined the process into a famous self-reflective spiral cycle consisting of four distinct
phases: Planning (identifying a problem and devising an intervention), Acting (implementing
the change), Observing (systematically collecting data on the intervention), and Reflecting
(analyzing findings and planning the next cycle).Modern contemporary scholars, such as Jean
McNiff and Jack Whitehead, view Action Research through the lens of professional
accountability and personal growth. They emphasize that this methodology allows educators
to interrogate their own practices and align their teaching with their core educational values.

3. Integration into the Kazakhstani Context. In the educational system of
Kazakhstan, Action Research gained prominence alongside the systemic school reforms
driven by Nazarbayev Intellectual Schools (NIS) and the "Orleu" National Center for
Professional Development. Domestic practitioners frequently employ Action Research in
tandem with "Lesson Study" to enhance collaborative and individual teaching practices.

While national pedagogical literature (e.g., works by A.K. Mpynbaeva, Sh.T.
Taubaeva) increasingly advocates for developing teachers' research competencies, literature
analysis reveals a persistent gap: in many local contexts, Action Research is still occasionally
perceived as a bureaucratic requirement for teacher certification rather than an organic, self-
directed professional habit.

Discussion. The findings of this study clearly demonstrate the high efficacy of Action
Research as a tool for a teacher's self-directed work. A comparative analysis of the results
from Cycle 1 and Cycle 2 highlights a qualitative improvement in the classroom learning
environment. While student engagement was limited to 45% during the initial phase, the
implementation of differentiated instruction and structured collaborative roles in the second
cycle expanded this indicator to 75%. This upward trajectory confirms that Action Research
allows for immediate and flexible adjustments to address unique classroom challenges.These
empirical insights strongly validate Lawrence Stenhouse’s seminal concept of the "Teacher as
Researcher". Compared to top-down pedagogical strategies suggested by external observers,
autonomous research conducted directly by the practitioner yields a faster and more
meaningful impact on classroom climate. Furthermore, the adjustments made in the second
phase underscore the practical value of Stephen Kemmis’s self-reflective spiral: the critical
reflection at the end of Cycle 1 (identifying the lack of clear collaborative guidelines) served
as the foundation for the successful formulation of Cycle 2. This crucial role of reflection
aligns with the arguments of Jean McNiff and Jack Whitehead, who emphasize that Action
Research drives professional accountability and ethical self-interrogation.The primary
contribution of this study lies in highlighting the transformative impact of Action Research
not only on students but on the teacher's professional identity. Through this self-directed
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research process, the educator transitioned from a traditional instructor into an autonomous
researcher who gathers data, evaluates evidence, and continuously reflects on practice. This
process significantly stimulates intrinsic motivation and serves as a powerful shield against
professional burnout.Nevertheless, certain limitations were observed during the study. First,
the high daily teaching workload created time constraints, occasionally hindering the
consistency of reflective journaling and deep data analysis. Second, a degree of subjectivity in
student self-reported survey responses must be acknowledged. Consequently, future
initiatives should focus on how school administrations can institutionalize administrative,
time, and methodological support systems to empower teacher-researchers effectively. The
implications of this study extend beyond the immediate classroom context. The results
suggest that Action Research can serve as an effective framework for fostering a culture of
continuous professional learning among teachers. By engaging in systematic reflection and
evidence-based decision-making, educators can become active agents of change within their
educational institutions. Moreover, the integration of Action Research into teacher
professional development programs may contribute to improved instructional quality,
enhanced student engagement, and the development of reflective teaching practices.Based on
the findings, it is recommended that educational institutions encourage and support teachers
in conducting classroom-based Action Research projects. Professional development initiatives
should incorporate training on research methodology, data collection techniques, and
reflective practice. Additionally, school leadership should provide sufficient time and
institutional support to enable teachers to engage in meaningful inquiry into their own
teaching practices. Such measures can strengthen teachers’ professional autonomy and
contribute to sustainable educational improvement. The study demonstrates that Action
Research is a valuable pedagogical technology for enhancing teaching effectiveness,
promoting student engagement, and supporting professional development. The cyclical
process of reflection and action enabled the teacher to identify challenges, implement targeted
interventions, and evaluate their effectiveness. The findings reinforce the importance of
reflective practice, professional autonomy, and evidence-based decision-making in
contemporary education. Although certain limitations were identified, the overall results
indicate that Action Research has considerable potential to improve both teaching and
learning. Future research should continue to explore strategies for supporting teacher-
researchers and expanding the application of Action Research across diverse educational
contexts. Ultimately, the integration of Action Research into professional practice can
contribute to sustainable educational improvement and the development of reflective,
innovative, and professionally competent teachers.

Conclusion. The conducted study demonstrates that Action Research pedagogical
technology plays a pivotal role in organizing a teacher's self-directed inquiry and professional
growth. The theoretical analysis combined with the two-cycle empirical investigation in the
secondary school setting allows for the following conclusions:Action Research is not a top-
down, externally imposed methodology, but an effective self-directed tool that empowers
teachers to autonomously identify and flexibly address specific classroom issues. It explicitly
counteracts the pervasive problem of Methodological Fragmentation by shifting data
collection from a singular, administrative compliance event into a continuous, evidence-based
instructional loop.Grounded in the self-reflective spiral (planning, acting ,observing ,
reflecting) the systematic integration of differentiated instruction, collaborative peer-tutoring,
and structured group roles specifically resolved the Amnalytical Disconnect within
heterogeneous English language classrooms. By translating qualitative reflections from Cycle
1 directly into actionable modifications—such as embedded digital individual exit-quizzes to
enforce personal accountability—the intervention successfully advanced student task
engagement from 45% to 75% and overcame learners' initial reluctance to speak during peer
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interactions.This technology successfully transitions an educator from a traditional instructor
to an autonomous researcher and reflective practitioner. By converting daily classroom
challenges into valid empirical data through a multi-tiered triangulation matrix, it strengthens
teachers' professional autonomy, stimulates intrinsic motivation, and serves as an institutional
shield against professional burnout.As a practical recommendation, to ensure that Action
Research functions as a continuous, organic professional habit rather than a formal
bureaucratic exercise for teacher attestation, school administrations must establish robust
methodological support systems. Educational leaders must move away from performative
compliance structures and instead foster collaborative platforms, such as peer-coaching,
lesson study blocks, and professional learning communities (PLCs), to actively disseminate
teacher-led research findings.Moreover, the findings suggest that the systematic
implementation of Action Research contributes to the development of a sustainable culture of
evidence-based practice within educational institutions. By engaging in continuous cycles of
inquiry, teachers become more capable of critically evaluating instructional strategies,
adapting pedagogical interventions to learners’ diverse needs, and making informed decisions
grounded in live classroom evidence. The collaborative nature of Action Research also
promotes professional dialogue, knowledge sharing, and collective problem-solving among
educators, preventing the isolation of practitioners. Consequently, this approach not only
enhances individual teaching effectiveness during language instruction but also supports
school-wide improvement initiatives, fostering authentic innovation, internal accountability,
and a long-term commitment to continuous professional learning in contemporary educational
settings
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AnpaTna. byn makamaga Action Research-TiH memarorukaiblK TEXHOJOTHS PETIHAETI MOHI
KapacThIPBUIAJIBI KOHE OHBI Ka3ipri OumiM Oepy opTachlHAa OKBITYIIBIHBIH ©3IHIIK 3€pPTTey >KYMBICHI
peTiHme KONMAaHy epeKmIeNliKTepi 3epTTenedi. DMIUPHUKAIBIK 3epTrey OpTra MEeKTenTeri arbUIIIBIH
TUTIHIH TeTeporeHAl KaOWHEeTTepiHAe >KYPri3iidi, Oyl OKyIIBUIApIBIH MACCHBTLNITIH JKEHYTe KOHE
TONTHIK KYMBIC K€3iHJe OHep KepceTKici KemMelTiHiHe Oaca Hazap ayAapAbl. 3epTTEYAiH €Ki UK
OapbICEIHIAa OKYIIBIIAPIBIH JKEKe KayalKepIIUITiH apTThIpy VIIH JudQepeHranasl OKbITY KoHe
TONITBIK, POJIEpAl Kyhem Typae Oelly cTpaTerusulapbl CHTI3UIAL KoHEe HUQPIBIK Kepi OalnaHbC
Kypangapsl (CaHAbIK IIBIFY ChIHAKTAphl) KOJAMAHBUIABL. JlepekTepai )kKuHay YIIiH TPHAHTYISIIUS 9Mici
KOJIAaHBUIABI, OHBIH IMIHAE KYPBUIBIMABIK OaKpuiay Ti3iMmepi, OKBITYIIBIHBIH pPeQIeKCHSIIBIK
JKYPHAJIBI J)KOHE OKYIIBLIApBIH cayaTHaManapbl MEH CYX0aTTaphl.

3epTTey HOTWXKeJepi CTYIACHTTEPAIH KOTHHUTHBTI O€JICEHAUTIIT MEH TanchlpMaiapasl
OpBIHJIayFa KAaTBICY KOPCETKIMTepi eKiHI MWKIIIH COHbIHA Kapail 6actamkel 45% - maH 75% - ra
JIefiH JKy#enm Typae >KOFapbUIaFaHbIH KepceTTi. KopBITBIHABIIAN Kene, MyFaliMAEpAiH 3epTTey
MOJICHUETIH KaJlbINTACTBIPY, ONApAbIH KociOM JaMyblHA BIKHAN €Ty jKoHe OiniM Oepy mpoleciHiH
JKaIMBl CamachblH apTThIPy YVIIIH OChl TEXHOJOTHSHBIH MaHBI3IBUIIBIFEIH KOPCETETIH MEKTel
MPaKTUKAchIHA OEJICeH[II 3epTTey OMICIH KYHem TypAe €Hrizy OOMbIHIIA SiCHaMalbIK YCBIHBICTAP
oepineni.

Tipek ce3nep: bencenni 3eprreynep, TEXHONOTHS, dAICTEME, KaTHICY.

MEJATOTMYECKAS TEXHOJIOTYS UCCJEJTOBAHMS JEMCTBUEM KAK
CAMOCTOSTEJBbHON UCCJETOBATEJIBCKOM PABOTHI

Aoapamesa /.M., PhD
MaxmyTt A.K.*, maructpanT 1 kypca OIl « MHOCTpaHHBIN S3bIK: JBa MHOCTPAHHBIX S3bIKAY

Kwoizviiopournckuil ynusepcumem umenu Koprxoim ama, 2. Kvizvinopoa, Kazaxcman

AnHoranmusa. B mgaHHOW cTatbe paccMmarpuBaercs CymHOCTH Action Research xak
MEJarOTHYeCKOM  TEXHOJIOTMH UM HCCIAEAYIOTCS OCOOCHHOCTH €€ TIPUMECHEHHS B KadecTBE
CaMOCTOSITEJILHOW HCCIIEIOBATEIbCKOM pa0OThI MpPErojaBareisi B COBPEMEHHOW 00pa30BaTeNIbHOM
cpele. OMIMPUYECKOE WCCIIEOBAaHWE MPOBOMWIOCH B YCIOBHUSX Pa3HOPOTHBIX KaOWHETOB
AHTIUICKOTO S3bIKa B CpPEHEH MIKOJIe ¢ aKIEHTOM Ha MPEeOJIOJIEHHE MACCUBHOCTH YYAIIUXCS M UX
HEXeJIaHUs BBICTYIATh BO BpPEeMs IPyIoBoi pabotel. Ha mpoTskeHun IBYX HUKIOB MCCIICIOBAHUIMA
OBLTM BHENPEHBI cTpaTerudl nuddepeHIMpoBaHHOTO O0YUYEHHUS U CUCTEMATUIECKOTO paclpeieIeHHs
TPYIIOBEIX POJIEH, a TaKKe HCIMOIB30BAINCH HHCTPYMEHTHI ITUPPOBOH 00paTHOH cBs3u (IM(pOBEIE
TECTHl HAa BBIXOJIE) IS TOBBIIICHUS HWHIWBHAYAIBHOW OTBETCTBEHHOCTH ydamuxcs. [mst cOopa
JTAHHBIX OBLT MCIOIB30BaH METOJ TPUAHTYJISIINU, BKIIOYAOIINA CTPYKTYPUPOBAHHBIE KOHTPOJIHHBIC
CIIUCKW HAONIONEeHUH, peQIIEKCHBHBIN KypHall TMpernojaBaTelisi, a TaKKe aHKeThl M WHTEPBBIO
YYaIuxcsl.

PesynbraTthl uWcclie[oBaHUS IOKAa3ald, YTO I[I0KA3aTeld KOTHUTHUBHOM AaKTUBHOCTH U
BOBJICUEHHOCTH CTYJCHTOB B BBINIOJIHEHHE 3a7[ad CHCTEMATUYECKH TOBBIIIATINCH C TIEPBOHAYAIHHBIX
45% 1o 75% K KOHIly BTOPOro LIMKJIA. B 3akitoueHue narTcsi METOA0IOTHYECKUE PEKOMEHIAIUH 110
CHCTEMAaTUYECKOMY BHEIPCHHIO METOJa aKTHBHBIX FKCCIICIOBAaHUN B IIKOJBHYIO IPAKTHKY,
MO TUYCPKUBAOIIE BAKHOCTh ATOW TEXHOJIOTHH I (DOPMHUPOBAHUS HMCCICAOBATEILCKOW KYIbTYpPhI
YUHUTENEH, COACHCTBUA WX NPOPECCHOHAILHOMY pAa3BHTHIO U TOBBINIEHUS OOIIEro KadecTBa
00pazoBaTenLHOTO IpoIlecca.

KuaroueBble cjioBa: AKTUBHBIC HCCIIEIOBAHUS, TEXHOJIOTHS, METOI0JIOTHS, BOBJICUCHUE.
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Abstract. This article examines the axryal issues of diagnosing and assessing students’ critical
thinking levels in the process of foreign language instruction at higher education institutions within the
framework of the modern higher education paradigm. The primary aim of the study is to develop a
scientifically grounded diagnostic framework capable of comprehensively measuring learners’
cognitive skills during language training. The author proposes an integrated system of analytical,
logical, reflective, and pragmatic criteria designed to identify students’ intellectual profiles. Special
attention is paid to the structural components of each criterion, allowing for a more objective
evaluation of both receptive and productive skills. The implementation of the proposed scale enables
teachers to adjust educational trajectories in real time, ensuring the dynamic growth of students'
independent judgment.

This approach integrates cognitive development directly into the language curriculum,
bridging the gap between traditional linguistic training and modern pedagogical demands. The
findings demonstrate the pedagogical effectiveness of systematic cognitive monitoring in enhancing
students’ analytical abilities and developing their professional competitiveness within the foreign
language education process. The results of this research are of significant methodological value for
university instructors and specialists in the field of education.

Keywords: critical thinking, diagnostics, assessment criteria, foreign language, cognitive
skills

Introduction. In the contemporary higher education system, the assessment of
students’ achievements is no longer limited to the evaluation of knowledge, abilities, and
practical skills alone. The level of foreign language proficiency is directly associated with a
student’s ability to semantically process information, critically analyze it, and formulate
independent conclusions. In this regard, the diagnosis of students’ cognitive skills and critical
thinking levels has become one of the key directions of pedagogical assessment and
educational measurement [1]. Diagnostics is not merely a process of grading; rather, it is a
comprehensive mechanism that enables educators to determine the effectiveness of the
educational process, monitor students’ developmental dynamics, and introduce necessary
modifications into teaching methodologies. The complexity of assessing critical thinking lies
in its latent nature, as it cannot be directly observed and manifests itself only through
students’ speech activities and decision-making processes [2].

Research relevance. In the modern information society, students constantly interact
with an enormous flow of English-language information. However, traditional assessment
systems are incapable of measuring the extent to which students can critically interpret and
evaluate information in a foreign language. As emphasized in the works of scholars such as
D. Halpern and R. Paul, the absence of clearly defined criteria and effective diagnostic tools
for assessing cognitive skills significantly reduces the quality of education [3, 5]. Therefore,
the development of a scientifically grounded system for diagnosing critical thinking in foreign
language instruction represents a highly relevant academic and pedagogical issue.
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The aim of the research is to develop and substantiate a comprehensive set of
diagnostic tools and assessment criteria designed to determine students’ levels of critical
thinking in the process of foreign language instruction at higher education institutions.

Research objectives:

1. To systematize indicators defining the levels of students’ cognitive skill
development (low, intermediate, and advanced).

2. To identify analytical, logical, and reflective criteria of critical thinking through the
use of foreign language materials.

3. To propose a diagnostic monitoring scale that enables the observation of students’
developmental dynamics throughout the educational process.

4. In our view, a diagnostic system should not merely assess knowledge acquisition
but should also investigate the learner’s “architecture of thinking.” In this context, foreign
language instruction provides unique opportunities, since reasoning within another linguistic
system requires students to mobilize their cognitive resources to the fullest extent [4].

Differentiation of students’ critical thinking levels and diagnostic criteria. An
analysis of scientific literature demonstrates that critical thinking is not a uniform process;
rather, it is a multi-level structure that develops progressively alongside the intellectual
maturation of an individual. Drawing upon the concepts proposed by L. Starkey and D.
Cluster, we suggest classifying the cognitive skills of foreign language learners into three
primary levels [4, 11]. Such differentiation enables instructors to identify the individual
developmental trajectory of each student.

In order to ensure the objectivity of assessing students’ critical thinking, we developed
the following diagnostic matrix (Table 1).

Table 1 — Criteria and Indicators for Assessing Students’ Critical Thinking

Criterion Measurement Indicators Assessment Level | Source

Name (1-10 points) Reference

Analytical | Analysis of the logical structure of a text; | 1-10 Zair-Bek
differentiation between factual information and the S.L [2]
author’s interpretations.

Logical Consistency and coherence of arguments; | 1-10 Halpern D.
identification of cause-and-effect relationships in [3]
English-language speech activity.

Reflective | Critical evaluation of one’s own conclusions; | 1-10 Paul R. [5]
metacognitive monitoring and the ability to
identify and correct errors.

Pragmatic | Application of linguistic knowledge to generate | 1-10 Facione P.
creative solutions in problem-based situations. [6]

The diagnostic matrix presented in Table 1 classifies the complex structure of critical
thinking into four functional blocks. In our view, the analytical criterion constitutes the
foundational level, since it is impossible to formulate logical conclusions without first
differentiating and interpreting information accurately at the semantic level. Furthermore, the
indicators of the reflective criterion presented in the table assess not only the student’s
mastery of linguistic material, but also their ability to take responsibility for the quality of
their own thinking processes. This system of criteria enhances the objectivity of assessment
and enables instructors to determine precisely in which area a student demonstrates
difficulties — whether logical or pragmatic. The 1-10 point scale assigned to each criterion
makes it possible to integrate both quantitative and qualitative indicators of cognitive skills.
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Level Descriptions and Diagnostic Scale. The findings of the study demonstrate that
students’ cognitive development possesses a non-linear character. Learners at the lower level
primarily function as “collectors of information,” whereas at the advanced level they progress
into “transformers and reconstructors of information.” The 100-point assessment scale
proposed in this study (Table 2) describes this transformation through clearly defined

descriptors.

Table 2 - Diagnostic Descriptors of Critical Thinking Levels

Level Name Score Cognitive  Characteristics of the | Relationship with Language
(0-100) | Student Competence
Low 0-50 Passively perceives information. Lacks | Limited to language patterns
(Reproductive) skills in logical analysis and critical | and formulaic expressions;
interpretation. vocabulary is Dbasic and
restricted.
Intermediate 51-85 Organizes and compares information. | Argumentation is structured
(Analytical) Provides arguments, but experiences | and coherent, though stylistic
difficulties in  conducting deep | consistency remains
reflection. insufficient.
High (Critical- | 86—100 | Deconstructs any type of information. | Speech is evidence-based,
Creative) Proposes unique and alternative | stylistically  flexible, and
approaches to problem-solving. semantically profound.

The descriptors presented in Table 2 define the stages of students’ cognitive
transformation. Students at the low level (0—50 points) are characterized by “linguistic
passivity,” where the underdevelopment of critical thinking becomes the primary obstacle to
fluent communication in a foreign language. The intermediate level (51-85 points) reflects
the “functional normativity” typical of the majority of students: learners are capable of
processing and organizing information, yet encounter difficulties when attempting to generate
independent and original meanings, particularly in terms of creativity. The most significant
component of the table is the description of the advanced level (86—100 points). At this stage,
a clear symbiosis between language competence and cognitive skills becomes evident.
Students who achieve this level are capable not only of understanding information in English,
but also of performing analytical manipulations through the language itself. Thus, the
proposed diagnostic scale functions as a comprehensive “measurement instrument” within the
educational process.

Expanding the Research: The Importance of Diagnostics. The analysis of
diagnostic results demonstrates that the majority of students (approximately 60—70%) remain
at the intermediate level. This indicates that although students possess technical knowledge of
English, they are not sufficiently prepared to engage in critical reasoning within the target
language. The primary reason for this issue lies in the absence of specialized assessment tools
aimed at developing cognitive skills.

According to our research findings, diagnostics should possess not only a summative
but also a formative character. For example, during tasks such as “Socratic Seminar” or
“Problem-Based Writing,” instructors can directly observe students’ speed of thinking, the
validity of their arguments, and the ways in which they overcome linguistic barriers. In this
context, the object of assessment is not merely the correctness of the student’s response, but
also the intellectual effort involved in reaching that response [8, 10].

The proposed set of tables and descriptors represents a scientifically grounded
instrument for monitoring cognitive skills within foreign language instruction. This system
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enables instructors to move beyond “blind” assessment practices and identify the intellectual
potential of each individual student.

Diagnostic Tasks in Language Training and Their Analysis. In order to test the
assessment criteria developed in this study, we designed a system of tasks aimed at
comprehensively measuring students’ cognitive skills. The results of the experimental
research demonstrated that traditional testing formats cannot fully reveal the “depth of
thinking” possessed by learners. Therefore, we propose the introduction of three major types
of diagnostic tasks, each intended to measure specific indicators related to the aforementioned
criteria [9, 12].

1. “Fact vs. Opinion Analysis” (Diagnosis of the Analytical Criterion)

In this task, students are provided with a problem-based English-language text, for
example, on topics such as ecology or artificial intelligence. The students’ task is to classify
objective facts and the author’s subjective opinions into separate categories. At this stage, we
assess the students’ level of selective information processing. If a student interprets
manipulative lexical markers (such as obviously, undoubtedly, or everyone knows) as factual
information, this indicates a low level of analytical competence. This diagnostic procedure
allows educators to evaluate students’ information literacy [6].

2. “The Devil’s Advocate” (Diagnosis of the Logical-Argumentative Criterion)

This task is conducted in a discussion-based format. Students are required to defend,
in English, a position with which they personally disagree. Here, we evaluate the logical
consistency of their reasoning and their ability to construct and balance arguments. Using an
assessment rubric, the instructor records how convincingly the student speaks and how
appropriately they employ cause-and-effect structures (such as because of, consequently, and
leads to). This task helps determine the extent to which students rely on cognitive logic rather
than emotional reactions [7].

3. “Reflective Journaling” (Diagnosis of the Reflective Criterion)

At the end of each instructional module, students complete a reflective journal in
English. They respond to questions such as: “What have I learned about this topic?”, “How
has my previous perspective changed?”, and “What weaknesses existed in my arguments?”
This diagnostic method makes it possible to evaluate students’ metacognitive skills,
specifically their ability to monitor and regulate their own thinking processes [13].

Processing and Analysis of Diagnostic Results. At the initial stage of the
experimental study, the majority of students (approximately 58%) demonstrated a low level of
performance in analytical tasks, particularly in distinguishing facts from opinions. However,
as a result of diagnostic monitoring and systematic feedback, noticeable progress was
observed by the end of the semester in both reflective and logical criteria. These observations
confirm that diagnostics serves not only as a measurement instrument, but also as a
pedagogical factor that stimulates students’ self-development. Based on diagnostic findings,
instructors are able to revisit “difficult” topics and assign individualized cognitive tasks to
each student [14, 15].

The system of tasks presented in the practical section provides substantial evidence
supporting the effectiveness of the theoretical model developed in this research. This
approach transforms the foreign language classroom from a space focused merely on
memorizing grammar into an environment for intellectual development and critical inquiry.

Conclusion. The results of the conducted research demonstrate that diagnosing
students’ critical thinking in the process of foreign language instruction at higher education
institutions represents a strategic mechanism for improving educational effectiveness.
Systematic assessment of cognitive skills during language training enables instructors to
monitor students’ intellectual growth dynamics in real time and make timely adjustments to
their learning trajectories.
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Based on the analysis of the diagnostic system developed in this study, the following
significant conclusions were drawn:

1. The necessity of comprehensive assessment.

2. Critical thinking cannot be assessed through a single dimension alone. Considering
its analytical, logical, reflective, and pragmatic criteria as an integrated system ensures the
objectivity of diagnostics.

3. The importance of level differentiation.

4. Classifying students into reproductive, analytical, and critical-creative levels allows
for the implementation of differentiated instruction. This creates conditions for each learner to
fully realize their intellectual potential.

5. The effectiveness of diagnostic instruments.

6. Diagnostic tasks such as “Fact vs. Opinion,” “Devil’s Advocate,” and “Reflective
Journaling” contribute to the development of students’ metacognitive skills and cultivate a
responsible attitude toward their own learning processes.

In conclusion, the proposed diagnostic model and assessment criteria provide a
foundation for transforming foreign language instruction from a mere means of information
exchange into a platform for intellectual exploration and critical analysis. Diagnosing future
specialists’ cognitive skills in such a manner ensures their competitiveness within the
contemporary information society.
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KPUTEPUU TUATHOCTUKHA U OLIEHUBAHUSA YPOBHEW KPUTHUYECKOI'O
MBIINVIEHUA CTYAEHTOB ITPU OBYYEHUHN UHOCTPAHHOMY SA3bBIKY
B BBICIIUX YUEBHBIX 3ABEJEHUAX

Aanan A.T., maructpast 1 kypca oOpa3oBaTenbHON porpaMMbl « THOCTpaHHBIH S3BIK: 1B
WHOCTPaHHBIX S3bIKaY,

Keizvinopounckuil ynusepcumem umenu Kopxoim Ama, Keizvinopoa, Kazaxcman

AHHOTanMs. B naHHOW cTaTbe paccMaTpUBAIOTCS aKTyaJbHbIE BOIPOCHl JUArHOCTUKH M
OLICHKH YPOBHSI KPUTHUYECKOT'O MBIIUICHUS CTYJCHTOB B Mpolecce 00yueHHss HHOCTPAHHOMY SI3bIKY B
BBICIIMX YYeOHBIX 3aBE/ICHHSX B paMKaX COBPEMEHHOM MapaurmMbl BRICIIEro oopaszoBanus. OCHOBHas
1IeJIb MCCIICIOBaHMS - pa3paboTaTh HAyYHO OOOCHOBAHHYIO JAMArHOCTUYECKYIO CHUCTEMY, CIIOCOOHYIO
BCECTOPOHHE OIICHUTh KOTHHUTHUBHBIE CIIOCOOHOCTH YYalIMXCsl B Mpoliecce 0OydeHHs SI3bIKY. ABTOD
npeasiaraeT WHTETPUPOBAHHYIO CHUCTEMY  AHAJUTHYECKUX, JIOTHYECKUX, PEQPIEKCHUBHBIX U
NparMaTUYecKuX KpPUTEPHEB, IMpeTHa3HAYCHHBIX IS ONpPENeNICHHUs] MHTEJJICKTYAIIbHOTO PO
yaammxca. Ocoboe BHUMaHHE YJENseTcs CTPYKTYPHBIM KOMIIOHEHTaM KaKJIOTO KPHUTEPHS, UYTO
no3BossgeT Ooyiee OOBEKTHBHO OLEHMBAaTh KaK pELENTUBHBIE, TaK W MPOJYKTUBHBIC HAaBBIKH.
Buenpenue mpeasiaraeMoi IIKanbl MO3BOJISIET MPENOJaBaTesiM KOPPEKTHPOBAaTh 00pa3oBaTeNIbHBIE
TPAeKTOPUH B PEXKHME PEATLHOTO BPEMEHH, 00ecreunBasi JUHAMUYHBIA POCT CaMOCTOSTEIBHOCTH
CYXKACHUH yyalmxcs.

OTOT TOAXON MHTErPUPYET KOTHUTUBHOE PAa3BUTHE HENOCPEICTBEHHO B SI3BIKOBYIO
nporpaMMy, YCTpaHSsS pa3pblB  MEXIy TPAJAWIMOHHON JIMHTBHCTHYECKOHW IOJITOTOBKOM U
COBPEMEHHBIMHU  TEJIaTOTUIECKUMH  TpeOoBaHUsAMU. [lonydeHHbIE pPe3yNibTaThl JIEMOHCTPUPYIOT
nenarornyeckyro 3Q}HeKTHBHOCTh CUCTEMATHYECKOI'0 KOTHHUTUBHOTO MOHHUTOPWHIA B IOBBIIICHUH
AHATUTHYCCKUX CTIOCOOHOCTEH CTYJICHTOB u pa3BuUTHU 1704 npodecCHOHANTEHON
KOHKYPEHTOCIIOCOOHOCTH B TIpollecce OOyYeHHs] WHOCTPAaHHOMY SI3bIKY. Pe3yibTaThl 3TOTO
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WCCJICJIOBAHUS TIPEICTABIISAIOT 3HAYUTEIHHYI0 METOMOJIOTUYECKYIO IIEHHOCTh IS TPEroaaBaTeic
YHUBEPCHUTETOB U CIIEUANNCTOB B 001acTn 00pa3oBaHusI.

KiiroueBble c10Ba: KPUTHUECKOE MBIIIUICHUE, THATHOCTUKA, KPUTEPHH OLICHKH, HHOCTPAHHBIH
SI3bIK, KOTHUTUBHBIC HABBIKH

XKOT'APBI OKY OPBIHIAPBIH/IA HIET TIITH OKBITY IA CTYAEHTTEPAIH CbIHA
OMJIAY JEHI'EUIH IMAT'HOCTUKAJIAY KOHE BAFTAJIAY KPUTEPUUJIEPI

Aapnan A.T., «lller Timi: exi mer Timi» 6iyimM Oepy 6armapiraMachlHBIH |-Kypc MarcTpaHThI
Kopxoim Ama amvinoaeel Kvizviiopoa yrusepcumemi, Koizviiopoa, Kasaxcman

Angarna. byn makamazma Kasipri 3aMaHFBI JKOFapbl OUTiM Oepy mMmapaaurmachl aschIHAa
JKOFapbl OKY OpPBIHAApBIHAA HIET TUTIH OKBITY NpOLECiHAE CTYIEHTTEpIiH CBIHU Oilfay AEHreniH
JUarHOCTHKaay MeH OaranayblH ©3eKTi Macenesepl KapacThlpbuIaabl. 3epTTeYAiH Heri3ri MaKcaThl-
TIJAI OKBITY TPOIECIHAE OKYIIBUIAPIBIH TaHBIMABIK KaOlIeTTepiH >KaH-KaKThl Oaramayra KaOimerTi
FBUIBIMHM HETI3/IENTeH JTUarHOCTHKAJBIK JKYHeH1 o3ipiey. ABTOp OKYMIBUIAPIBIH WHTEIUICKTYalIbI
npoMIiH aHBIKTayFa apHAJFaH aHATUTHKAIBIK, JIOTHKAIBIK, PE(ICKCHBTI KOHE MpParMaTUKaJIbIK
KPUTEpUINEPAiH WHTETpalMsIIaHFaH JKYHeCiH YChIHAambl. OpOip KpUTEPHHIIH KYPBUIBIMIBIK
KOMITOHEHTTEpiHe epeKIlie Ha3ap ayapbuIaabl, OYJ1 pElenTHUBTI KoHE OHIM/I JaFaplIapasl 00BEKTHBTI
Oaranayra MyMKIHJIK Oepe/li. ¥ ChIHBUTFaH IIKaJaHbl €HT13y OKBITYIIbUIAPFa HAKTHI YaKbIT PEKUMIHIE
OimiM Oepy TpaeKTOPHUIAPBIH TYy3eTyre MYMKIHIIK Oepemi, OyJl OKyIIBUIApABIH MiKipIepiHiH
Toyenci3airiHiH AMHAMUKAIBIK 6CYiH KAMTaMachl3 eTeli.

Byn Tocim KOrHWTHBTI JamMynbel Tikened TULNIK Oardapiamara OipiKTipemi, IoCTypi
JVHTBUCTUKANBIK JANBIHIBIK I€H Ka3ipri MeJarorukaiblK TajanTap apachlHIAFbl aNIIaKTHIKTHI
JKOSITBI. AJBIHFaH HOTIKENEp CTyNEHTTEPAIH aHATUTUKAJIBIK KaOlIeTTepiH apTThIPy/Ia KOHE IIET TUTIH
OKBITY TIPOIICCIHJIC OJIapJbIH KociOM Oocekere KaOULICTTUNrH JaMBITyJa JKyHelli KOTHHTHBTIK
MOHHMTOPHUHITIH IEIaroTUKaIbIK THIMILIITIH KepceTeni. by 3epTTeyiH HOTHKEIepI YHUBEPCUTET
OKBITYIIBIIAPEI MEH OiniM Oepy MaMaHAapbl VIIiH alTapibIKTall oMiCHAMAIBIK KYHIBUIBIK OOIBIIT
TaOBLIABL.

Tipex ce3mep: cbIHU TYpFBIIAH OiNlay, JUAarHOCTHKA, Oaranay KpUTEpHidiepi, IIeT Tifi,
TaHBIMBIK JaF/IbLIap
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Abstract. In modern educational settings, particularly within Kazakhstan’s multilingual policy
framework, fostering communicative competence in English has become a core objective of secondary
education. While language skills such as grammar and vocabulary are necessary, they are not
sufficient without the ability to use language appropriately in real-life situations. Motivation plays a
crucial role in facilitating the development of such competence.

Results revealed that intrinsic motivation significantly correlated with overall communicative
competence (r=0.61), particularly in speaking (r=0.68) and listening (r=0.65). In contrast, extrinsic
motivation showed weaker, though still significant, correlations (r=0.45), and was more aligned with
grammar and vocabulary performance than pragmatic or phonetic components. Interviews supported
these findings, with intrinsically motivated students more likely to engage in language use outside the
classroom, participate in extracurricular activities, and seek authentic communication opportunities.

The study concludes that while both motivational approaches have their place in language
instruction, fostering intrinsic motivation yields more sustainable and impactful outcomes in
communicative competence development. Educators are encouraged to design classroom
environments that emphasize autonomy, relevance, and authentic interaction, complemented by
strategic use of external incentives.

Keywords: intrinsic motivation, extrinsic motivation, communicative competence, secondary
school, language motivation

Introduction. In the context of Kazakhstan’s trilingual education policy and increased
emphasis on English proficiency among youth, communicative competence has become a
vital educational outcome. Unlike traditional grammar-focused instruction, communicative
competence encompasses the ability to use language meaningfully, appropriately, and fluently
in diverse contexts (Canale & Swain, 1980).

The successful development of this competence, however, hinges not only on
pedagogical methods and materials but also on learners’ motivation. As research consistently
shows, motivated students outperform their peers in language acquisition (Gardner, 1985;
Doérnyet, 2001).

Motivation is broadly categorized as intrinsic (stemming from internal interest,
curiosity, enjoyment) or extrinsic (driven by rewards, pressure, or outcomes). According to
Self-Determination Theory (Deci & Ryan, 2000), intrinsic motivation leads to deeper
learning, greater autonomy, and more persistent effort, particularly in complex tasks like
second language communication. Extrinsic motivation, while useful in short-term
performance, may not sustain engagement over time unless internalized.

This study investigates the role of both motivational types in shaping the
communicative competence of English learners at the secondary level in Kazakhstan. It seeks
to answer the following research questions:

What is the relationship between intrinsic motivation and students’ communicative
competence?
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How does extrinsic motivation influence specific components of communicative
competence?

How do students and teachers perceive the motivational strategies applied in their
schools?

The findings aim to inform language pedagogy in Kazakhstan by providing
empirically grounded recommendations for optimizing motivation in English classrooms.

1. Methodology.

1.1 Participants

The study involved 200 students aged 14—15 from the 8th and 9th grades across three
secondary schools:

School A: Urban (Kyzylorda, Abai school)

School B: Semi-urban (Kyzylorda, Ne4 IT lyceum after S.Seifullin)

School C: Rural (Aral region, Zhaksykylysh Secondary school Ne19)

Gender distribution was nearly even (51% female, 49% male). Participants had at least
5 years of formal English instruction.

1.2 Instruments. Motivation Questionnaire: Adapted from the Academic Motivation
Scale (Vallerand et al., 1992), comprising:

7 items measuring intrinsic motivation (e.g., “I enjoy learning English even without
rewards”)

7 items measuring extrinsic motivation (e.g., “I study English to get high grades”)
Responses used a 5-point Likert scale. Cronbach's a: 0.89 (intrinsic), 0.84 (extrinsic).

Communicative Competence Test: Covered five domains:

Speaking: Role-play and monologue (rated by teachers using rubrics)

Listening: Audio tasks followed by comprehension questions

Lexical-Grammatical: Cloze and multiple-choice grammar tests

Phonetics: Pronunciation via reading aloud

Pragmatics: Situational dialogues assessing appropriateness and fluency

Scores were scaled from 0 to 10 for each domain.

Interviews: Semi-structured interviews with:

12 students (selected based on motivation score variability)

4 English teachers (one from each school)

Topics included motivation, classroom experiences, extracurricular exposure, and
teacher strategies.

Procedure. Week 1: Questionnaire and tests administered during class hours. Week 2:
Interviews conducted individually in quiet school offices. Data analyzed using SPSS v26 for
statistical analysis (correlation, regression, t-tests) and NVivo for qualitative thematic
analysis.

Results.

Regression Model. A multiple regression model predicted communicative
competence based on motivational types:

R?=0.48 (48% of variance explained)

Intrinsic Motivation: B =0.57 (p <0.001)

Extrinsic Motivation: § = 0.24 (p = 0.036)

Interview Insights. Themes identified:

Intrinsically motivated students: Practice English outside of school (e.g., YouTube, games,
chatting apps). Join speaking clubs and language events. Are less afraid of making mistakes.
Extrinsically motivated students: Emphasize grades, parental approval, teacher praise. Avoid
risk-taking and spontaneous speaking. Lose interest without immediate rewards. Teachers
reported: Positive outcomes from using project-based learning, debates, peer interaction.
Reliance on external rewards (e.g., points, stickers) in lower grades
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Table 1 — Descriptive Statistics

‘Variable HMean (M)HSD ‘
‘Intrinsic Motivation “4 12 “0.65|
|Extrinsic Motivation 3.68 0.79)
‘Overall Communicative ScoreH7.25 H 1.1 1‘

Table 2 - Correlation Analysis

|C0mmunicative ComponentHIntrinsic Motivation (r)HExtrinsic Motivation (r)‘
Speaking 0.68%* 0.42% |
Listening 0.65%* 0.44* |
(Grammar/Lexis 0.53** 0.46* |
‘Phonetics H0.47”< HO.ZS ‘
[Pragmatics 0.62%* 0.31 |

*p<0.05, **p<0.01

Discussion. The findings of this study illuminate the complex and multifaceted nature
of motivation in the development of communicative competence among secondary stage
English learners. The results corroborate previous research indicating that both intrinsic and
extrinsic motivational factors play significant roles in shaping learners' engagement and
performance in language acquisition (Deci & Ryan, 2000; Gardner, 1985). However, the
relative influence of these motivational approaches reveals important nuances for pedagogical
practice.

Intrinsic motivation, characterized by learners’ inherent interest and enjoyment in
learning English, emerged as a powerful driver of communicative competence development.
Students who reported higher levels of intrinsic motivation demonstrated greater fluency,
willingness to communicate, and accuracy in oral interactions. This aligns with self-
determination theory, which posits that when learners engage in tasks out of genuine interest
and internal desire for mastery, their cognitive resources and persistence increase, leading to
deeper learning outcomes (Noels et al., 2000; Ushioda, 2011). This suggests that fostering
intrinsic motivation through engaging, meaningful, and learner-centered activities should be a
core objective in secondary language curricula.

Conversely, extrinsic motivation, often linked to external rewards such as grades,
parental approval, or future career prospects, also significantly contributed to learners’
communicative development, but with some limitations. While extrinsic motivators can
initially boost engagement, particularly in contexts where learners may lack intrinsic interest,
the sustainability of this motivation appears fragile. Over-reliance on extrinsic rewards can
potentially undermine intrinsic interest, leading to surface learning or performance aimed
primarily at reward attainment rather than genuine communicative competence (Dornyei,
2001; Vallerand et al., 1992). This duality emphasizes the importance of balancing
motivational strategies to prevent negative side effects such as anxiety or reduced autonomy.

The study also highlights the mediating role of teacher practices and classroom
environment in modulating motivation. Teachers who employ supportive feedback, provide
autonomy-supportive instruction, and incorporate culturally relevant materials tend to foster
both intrinsic and extrinsic motivational drivers effectively. This is particularly relevant in
Kazakhstan’s diverse educational settings, where learners’ backgrounds and expectations vary
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widely (Toktarbay & Serikbayeva, 2023; Zikrina, 2023). Hence, teacher training programs
must prioritize motivational competence alongside language pedagogy to optimize
communicative competence outcomes.

Additionally, the findings underline the significance of communicative competence as
a multidimensional construct, encompassing not only linguistic knowledge but also pragmatic
skills, cultural awareness, and learner confidence. Motivational strategies that address these
varied dimensions can better equip learners for real-world communication, beyond traditional
classroom assessments (Canale & Swain, 1980; Fuentesal-Garcia, 2021).

Finally, the study calls attention to socio-institutional challenges that may hinder
motivation, such as limited resources, large class sizes, and standardized testing pressures.
These external factors can constrain teachers’ ability to implement motivational strategies
fully and affect learners’ perceived value of English communication skills. Policy-level
interventions are therefore critical to creating enabling conditions that support both intrinsic
and extrinsic motivation sustainably.

In sum, this research contributes to the growing body of evidence that motivation is
not a monolithic construct but rather a dynamic interplay of internal drives and external
incentives, mediated by pedagogical context and sociocultural factors. Future studies should
further explore longitudinal effects of combined motivational approaches and investigate
tailored interventions that consider learner diversity at the secondary level. Integrating
motivational theory with communicative competence development offers a promising avenue
for enhancing English language education in Kazakhstan and similar multilingual contexts.

The results affirm the central role of intrinsic motivation in developing
communicative competence. Students driven by curiosity and personal goals were more
engaged in authentic communication and performed better in tasks requiring spontaneity and
fluency. This aligns with Deci and Ryan’s theory that autonomy-supportive environments
foster deeper learning.

Extrinsic motivation, while statistically significant, was more linked to grammar-
related components and short-term outcomes. This suggests that although rewards and
recognition can initiate participation, they are insufficient for building robust communicative
skills.

Importantly, interviews revealed the mediating role of teachers: instructors who
encouraged student choice, supported risk-taking, and minimized fear of mistakes cultivated
more internally motivated learners. Conversely, overly test-focused environments
demotivated students, especially in speaking and listening tasks.

Urban vs. Rural Differences: Urban students had more access to English-language
media and extracurricular opportunities, which may have strengthened their intrinsic
motivation. Rural students showed higher dependence on teacher-driven motivation.

Conclusion. Based on the presented data, the following key conclusions and
recommendations can be drawn, relevant both for pedagogical theory and for practice in
Kazakhstan.

First, intrinsic motivation emerges as the most significant factor in the development of
communicative competence among school students. Learners with strong intrinsic
motivation—such as interest in the language, desire to improve their skills, and enjoyment of
the process—demonstrate higher scores in speaking and listening skills, as well as better
performance in pragmatic tasks related to real communication in English. This finding is
consistent with self-determination theory and with empirical data from other studies (e.g.,
motivational strategies, group learning methods at the A2 level in Kazakhstan) of the National
Academy of Sciences of the Republic of Kazakhstan.

Second, extrinsic motivation, while exerting a considerable effect—particularly at the
initial stages of learning and in situations where intrinsic motivation has not yet developed—
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has clear limitations. The effect of external stimuli is less sustainable: once grades, rewards,
or teacher evaluations lose their novelty or significance, motivation may decrease. The low
effect of extrinsic motivation in phonetics and pragmatics suggests that these components
require internal resources—an urgent need for practice, genuine interest, and immersion.

Third, and perhaps most practically, the combination of motivational approaches—
external stimuli as a starting “engine” together with continuous reinforcement of intrinsic
motivation—appears to be the most productive. Teachers can enhance intrinsic motivation by
providing students with autonomy (choice of topic, form of work), engaging them in project-
based learning, integrating cultural content, using relevant and engaging materials, and
offering creative and communicative tasks. External stimuli should be used moderately and
strategically: praise, assessment, public recognition, and competitions can be effective,
especially when interest is low, but they should not suppress learner agency.

Fourth, context matters. In Kazakhstan, differences exist between urban and rural
schools in terms of resources, access to foreign languages outside of class, and availability of
extracurricular opportunities (English clubs, online resources, etc.). In rural settings, there
may be fewer opportunities for practice and fewer motivational stimuli, which makes the role
of extrinsic motivation more pronounced. However, such schools are in particular need of
support, either through digital technologies or through programs providing additional
language practice.

Fifth, recommendations for educational policy and methodological training:
Methodologists and school leaders should train teachers in strategies that foster intrinsic
motivation: how to design tasks, provide choice, organize projects, role plays, debates, use
authentic language and multimedia.

Curricula could include elements that stimulate interest: topics relevant to students’
lives, cultural aspects, and materials connected to their environment. Assessment systems
(both school-based and external) could place greater emphasis on communicative skills rather
than solely on grammar and rule-based testing. For example, oral projects, presentations,
collaboration, interaction with native speakers, and online communication could be assessed.

Ensure resources for rural schools: access to technology, the Internet, authentic
materials, opportunities to participate in online clubs, interaction with native speakers,
exchange programs, and possibly teacher-mentorship models.

Finally, prospects for future research: it would be valuable to conduct a longitudinal
study to track changes in motivation and communicative competence throughout the entire
secondary stage (grades 8—11). The sample could also be expanded to include more schools,
regions, proficiency levels, and possibly comparisons between private and public schools.
Functional assessment methods (e.g., observations, speech recordings, video) could be
included to evaluate spoken communication rather than relying solely on tests and self-
reports.

This study highlights the significant role of motivational strategies in shaping
communicative competence among secondary school learners of English in Kazakhstan. Key
conclusions include: Intrinsic meotivation is the strongest predictor of communicative
proficiency, particularly in oral and receptive skills. Extrinsic motivation contributes, but
mainly in structured, accuracy-based tasks like grammar and vocabulary. Balanced
instruction is essential—combining authentic, autonomy-promoting activities with
strategically applied external incentives. Teacher behavior matters: autonomy-supportive
environments lead to better engagement. Contextual support in rural areas should be
enhanced to build intrinsic motivation through access to digital tools, speaking clubs, and
teacher development.
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POJIb BHYTPEHHHUX U BHEITHUX MOTUBAIMOHHBIX IIOAXOA0OBB
PA3SBUTUU KOMMYHUKATUBHOU KOMIIETEHIIMU YYALIUXCA CPEJHEUN
IIKOJIBI TPU U3YUYEHUU AHTJIMHCKOI'O SI3bIKA

Kymaryaosa ML.IIL', kanauaar Guionoruaeckux Hayk, JOIEHT
Tayexeaosa C.J1.>*, maructpant 1-kypca OIT « THOCTpaHHBIH S3bIK: /1B HHOCTPAHHBIX S3bIKAY

! Kvizvinopounckuti ynusepcumem umenu Kopxwim Ama, 2.Koizviiopoa, Kasaxcman
IT-nuyeii Ned umenu C.Cerigpynnuna, 2.Koizoinopoa, Kazaxcman

AHHoTanusa. AOcCTpakTHBI. B coBpeMeHHBIX 00pa30BaTENBHBIX YCJIOBHAX, OCOOEHHO B
paMKax MHOTOSI3BIYHOH mMoNuTHKH KazaxcraHa, pa3BHTHE KOMMYHHKATUBHONW KOMIICTEHIIMM Ha
AHIJIMKACKOM $I3bIKE CTallo OCHOBHOM LEJNIBIO cpenHero o0pa3oBaHHsA. XOTs S3bIKOBBIE HABBIKM, TAKHUE
KaKk TpaMMaTHKa W CIIOBapHBIA 3amac, HEOOXOIWMBI, MX HEJOCTAaTOYHO Oe3 YMEHHs NPaBHIBHO
WCIIOJIb30BaTh SI3BIK B PEAJbHBIX JKM3HEHHBIX CUTyalMsaX. MOTHBAaIUs UTPaeT PEIIAoNIyl0 pOJib B
COJICHCTBUM Pa3BUTHUIO TAKOW KOMIIETEHTHOCTH.

Pesynprarthl mokaszaiad, YTO BHYTPEHHSST MOTHMBAalUsl JOCTOBEPHO KOppeIMpyeT ¢ oOmien
KOMMYHUKATHBHOW KomImeTeHTHOCThIO (1=0,61), ocobernHo B pasroBopHoil peunm (r=0,68) u
aynuposanu (1=0,65). HanpoTus, BHELIHSAS MOTUBALMS AEMOHCTpUpOBaia 0ojee ciadyro, XOTs U BCe
emle 3HaUMMyr0 Koppessiuuio (1=0,45) u Obuta B OOMNbIIEH CTENEHH CBsI3aHA C TPaMMaTHYECKUMHU U
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CIIOBapHBIMHU TIOKA3aTeNsMH, YeM C MparMaTHYeCKUMU WiIH (HOHETHYSCKUMH KOMITOHCHTaMHU.
MHTEpBHIO MOATBEPAIIIN 3TH BRIBOJBL: yUaIIHecs, 00Iajaroiie BHyTPEHHEeH MOTHBaIue, ¢ O0bIeit
BEPOSATHOCTHIO OYIyT MCIIOIB30BATH S3BIK BHE KJIacca, y4acTBOBATh BO BHEKIIACCHBIX MEPOIMPHUATHIX H
WCKaTh BO3MOXHOCTH JIJISl TTOJTUHHOTO OOIICHUSI.

B unccnenoBannu menmaercs BBIBOJ O TOM, YTO, XOTS 00a MOTHBAIIMOHHBIX ITOAXO0]A MMEIOT
CBOE MECTO B OOyYEHHH S3BIKYy, pa3BUTHE BHYTPEHHEW MOTHBAIMH JaeT Ooyiee YCTOWYHBBIE H
3 dekTuBHBIC pe3yNbTaThl B Pa3BUTUU KOMMYHUKATHBHOW KoMIleTeHTHOCTH. [IpemopaBarensm
PEKOMEHIyeTCsl co3[aBaTh cpelly B Kiacce, B KOTOpPOM 0co00e BHUMAaHWE YIENSeTCsl aBTOHOMHH,
aKTyallbHOCTH U ayTeHTUYHOMY B3aUMO/IEHCTBHIO, JOTIOTHEHHOMY CTPATETHYECKUM HCIIOIB30BaHIEM
BHEIIHUX CTUMYJIOB.

KualoueBbie ci0Ba: BHYTPEHHSIE MOTHBAIIUS, BHEIIHSS MOTHBAIUS, KOMMYHUKATHBHAs
KOMIIETEHTHOCTb, CPEIHSISI ITKOJIA, SI3BIKOBAst MOTHBALIUS

OPTA MEKTEI OKYIIBLIAPBIHBIH AFBLIIIBIH TIJIIH YAPEHY
BAPBICBIHJIA KOMMYHUKATUBTIK K¥3bIPETTIVIII'TH JAMBITY JJIAT'BI
IIIKI 2KOHE CBIPTKbI MOTUBALIUAJIBIK TOCIUIAEPIAIH POJII

KymaryjoBa M.IIL', (usonoryst FRUIBIMAAPBIHBIH KaHIUAATHI, JOIEHT
Tayekenosa C.JI.2*, «Illeren Timi: exi mer tini» BBB 1-kypc MaructpanT

"Kopxwim Ama amvindasu Koizvinopoa ynueepcumemi, Kvizvinopoa ., Kazaxcman
’C. Ceiigpynnun amvinoazer IT-nuyeii, Koizviiopoa k., Kazakcman

Angarma. Kazipri Oimim Oepy skarmailibiHna, ocipece Ka3zakcTaHHBIH KONTIII CasCaThl
HIeHOepiH/Ie aFbUIIIBIH TUTIHIE KOMMYHHUKATHBTIK KY3BIPETTUTIKTI IaMBITY opTa OisliM OepyaiH Herisri
MaKcaTblHa aliHaIbl. [ paMMaTHKa JKOHE JICKCHKA CHUSKTBI TUIIIK JaFabLiap KaxeT OOJFaHbIMEH, oap
HAKThl OMIPINIK XaFJaiiapja Tl OYyphIC KOJIJaHa ajiMall JKeTKUTKCi3. MoTuBalus OCBIHIAM
KY3BIPETTUTIKTIH 1aMYbIHA BIKIAJI €Ty e MEITYII PO aTKapasbl.

Hortmwxkenep imki MOTHBAIMSHBIH JKallbl KOMMYHHKATHUBTIK Ky3blpeTTinikmeH (r=0,61),
acipece aysizeki Tinge (r=0,68) xone ThiHmayna (r=0,65) ceHIMIi KOppeIsIUsIaHFaHBIH KOPCETTI.
Kepiciniire, CbIpTKbI MOTHBAIIHUS 9JICI3, OipaK i Ji¢ MarblHAJbI KOppesaIusHbl kepceTTi (1=0,45) xoHe
NparMaTUKaIbIK HeMece (OHETHKANBIK KOMIIOHEHTTEPre KaparaHJa I'PaMMATHKAIBIK KOHE CO3IiK
KepceTKimTepMeH kebipek OaitnmanbicTbl Oonnpl. CyxOaTTap Oy TYKBIpBIMAAPIABI pacTalbl: iIIKi
MoTuBanusckl O0ap CTyIeHTTEp CHIHBINTAH THIC TUAAI KOOipeK maimanaHajpl, cabakTaH ThIC ic-
Hapanapra KaTbICasbl )KOHE IIIbIHAMBI KapbIM-KaThIHAC MYMKIHIIKTEPIH 137eH /1.

3epTTey €Ki MOTHBAIWSUIBIK TOCUIMIH i€ TUAAI OKBITYJA ©3IHIIK OpPHBI OONFaHBIMEH, IIIKi
MOTHUBAIMSHBI JAMBITY KOMMYHHUKATHBTI KY3BIPETTITIKTI IaMBITY/a TYPAKThI KOHE THIM/II HOTHXKEJep
Oepeni jereH KOpBITBIHABIFA Kesiedi. OKBITYIIbIIapFa aBTOHOMHMSFA, ©3CKTUIIKKE JKOHE ChIPTKBI
BIHTAJIAHIBIPY/IbI CTPATETHSUTBIK KOJJIAHYMEH TOJIBIKTBIPBUIFAH IIBIHANBI ©3apa opeKeTTecyre epeKiie
Ha3ap ayJapaTbiH ChIHBIT OPTACHIH KYPY YCHIHBLUIA/IbI.

Tipek ce3aep: ilKi MOTHUBAIMSA, CHIPTKBI MOTHBAIIMS, KOMMYHHUKATHBTIK KY3BIPETTIIIIK, OpTa
MEKTEII, TUIAIK MOTHBALIUs
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Angarna. byn makamajga arpUTIIBIH TUTIH OKBITY YAEpiciHAe MOOWIIBAI KOCBIMINAIAPIbIH
JUIAKTUKAIBIK MYMKIHIIKTepi KapacTeipbliansl. Kazipri mudpraslk KoraM skargaiiblHaa MOOWIbIi
OKBITY TUT YHPETYIIH THIM/II KYPaJIbl PETiHJIE KaPacThIPBLIBIN, OHBIH OKYIIBUIAPIbIH MOTHBAIIMICHIHA,
nepOec OKybIHA JKOHE JIEKCHKAJBIK IaFIbUIaphIH JaMBITYFa BIKMAJbl FHUIBIMH €HOEKTep Heri3iHie
capanramansl. Makanmama MoOWIbAl OKBITY (m-learning) »xoHe MoOwmpmi tinm yipeny (MALL)
YFBIMJApbIHA KATBICTBl OTAHIBIK JKOHE WICTENIIK 3epTTeyliepre MIONy Kacaibll, MOOHJIIbII
KOCBIMILIAJIAPIBIH TIEAArOTHKAJIBIK SJICYeTi alKbIHaa bl

Foueimu  onebuertepai Tanmmay MoOWIBAI  KOCHIMINANAPABIH AaFBUIMBIH TUTIH OKBITYNIA
Oipkatap MaHBI3ABl JUAAKTHKAIBIK MYMKIHIIKTEpre He eKeHiH Kkepcerri. OmnapiplH ilmiHIC
WHTEPAKTUBTINIK, JepOCeCTEHIIPIITeH OKBITY, aBTOHOMABI OKY ’KOHE MOTHBAIIUSHBI apTTHIPY €peKIle
OPBIH aJIaJIbI.

MoOwuibi KOCKIMIIATapAbIH THIMIUTITT ONapAbl MeAaroTUKaiIblK TYPFbIIA Iyphic Oaramayra
OaitmanpicThl. Apyc-HTa jkoHe opinmTecTepi MOOWIBII KOCBHIMINAJApibl Oarajiayyia OJapblH OKY
MaKCaThlHA COWKECTIriH, TalChIpMalap[blH JCHTeHiH XoHE Kepi OalllaHBICTBIH CcamlachklH ecKepy
KQ)KETTIrH aram ereni. byl kepceTkimrep KOCHBIMIIAHBIH TUIAKTUKAIBIK KYHIBUIBIFBIH aHBIKTay/a
MaHBI3IbI.

MoOuJIbIi OKBITY — OUTIM ayHIbLIap/IbIH MOOWIIBII KYPBUIFBLIAPABI HaiIaany apKbUIbl O11iM
aTybIH KaMTaMachl3 €TeTiH OKbITYy (hopMachkl. FanmpimmapabiH miKipiHIie, MOOWIB/I OKBITY ASCTYpIi
Oinim Oepy KyieciH TONBIKTBIPHIN, OKY YIEpiCiH HKeMJIi api JiepOecTeHIipinreH GopMarka Kemipyre
MYMKiHIIK Oepeai. Byn Tocin 6iniM anylIbIHBIH OKY O€JICEHIUNITH apTTHIPHIN, eMip 00ibI OiiM ary
KaFuIaThIH J)KY3€re achbIpyFa jKaraai sKacaiibl.

Tipek ce3aep: MOOWIB/I OKBITY, TUNAKTHKAIBIK MYMKIHIIKTEp, OPTa CBHIHBIM, JEKCUKAJIBIK
narmeutap, MALL

Kipicne. Kazipri tapma 6u1iM Oepy »kyieci HUppIaHIbIpY YIEpICIHIH KapKbIHIbI
JaMybIMEH CHUOAaTTajnaabl. AKNapaTThIK-KOMMYHHUKAUUsUIBIK —TexHoJorustiapasiH  (AKT)
KEHIHEH KOJJIaHBLIYbl OKBITY O/ICTEMECIHIH Ma3MyHbl MeH (hopMachbiHa eneysl e3repicrep
€HT131I OThIp. Ocipece MOOMIIb/II KYPBUIFbUIAPAbIH KYHAETIKTI eMipie OesceH Al KOJIJaHbLITybl
OimiM Oepy cajachlHAa MOOMIIBII OKBITYJIBIH JKaHa MYMKIHIIKTepiH amyna. OcblFaH
0allTaHBICTBI  aFBUIIIBIH  TITIH OKBITYAa MOOWIBAI KOCHIMINAJApABbl KOJJAHY ©3€KTi
He1aroruKalblK Macenenepis 6ipi 00bin TaOblIab.

Kazakcran PecnyOnukaceinga OimiM  Oepyli JambITy[blH 3aMaHayd TajanTapbl
OKYUIBUTAP/bIH (DYHKIIMOHANBIK CayaTThUIBIFBIH, KOMMYHHMKATUBTIK KY3BIPETTUIITIH XOHE
IeTeNl TUIAEPIH MEHIrepy IEHTEeHiH apTThIpYAbl KO3ACHmi. AFBUIMIBIH T — XaJIBIKAPaJIbIK
KaThlHAC TUTl pPETiHAE MEKTen OarnapiaMachlHa MaHbI3Jbl OpBIH ajajel. Anaiina opra
CHIHBINT OKYIIBLJIAPHl VIIIH aFbUINIBIH TUTIH MEHTepy OapbIChIHAA JIEKCUKAIBIK KOPIBIH
KETKUTIKCI3/1ir, MOTUBAIUSIHBIH TOMEHJIIT JKOHE JOCTYPJl OKBITY SJICTEpiHIH OipcapbIH/IbI
00Jybl KHUBIHABIKTap TyAbIpaibsl. OcCbl TypFbla MOOWIIBJI KOCBIMIIAJIAp OKBITY YAEpICIiH
YKAHFBIPTYABIH TUIMII KYpajbl peTiH/Ie KapacTblpbUIaIbl.

Faneimnapapig mikipinie, MoOUbAl OKbITY (mobile learning) Oinim amymibliapra Ke3
KEJIreH YaKbITTa KoHE Ke3 KeJreH jKep/e OKy MYMKIHAIrH Oepim, OKbITY YAEpiCiH UKeM/1 opi
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KospkeTiMai eteni [1]. CoHbIMeH KaTtap, MOOMIIBI KYPBUIFBIIAp apKbUIBI TUT YiipeHy (mobile-
assisted language learning (MALL)) meren TUIIH OKBITyla HWHTEPAKTUBTUIIK IICH
nepOecTeHmipyIi Kamramachl3 ereai [2]. By Tocim OKymIbUIap[blH OKYy O€JICeHIUTIriH
apTTHIPBII, OJIAPIBIH ©3/ITHEH O1TiM amy JaFIbUIapbIH KaJIbIITACTHIPYFa BIKIAT €TE/I.

Opra CBIHBIII ~OKYWIBUIAPBI KAC  EpeKIIeNiKTepiHe OalIaHbICTBl  HUDPIIBIK
TEeXHOJIOTHsUIapra OeiM 6obin keneai. Omap MOOWIIBbII KYPBUIFBUIAP/IbI €PKIH TaiigaiaHna bl
JKOHE OWBIH d3JeMEHTTEepi 0ap KOChIMINATIApPFa KBI3BIFYIIBUIBIK TAHBITANBL. 3epTTEyiep
kepceTkeHnerd, Duolingo, Quizlet, Kahoot cuskTbl MOOWJIBII KOCBIMIIAJIAPIBI KOJIAHY
OKYIIBUIAPIBIH aFBUIIIBIH TUTIH YHPEHYTe JIereH MOTHBAIMSICHIH apTTBHIPBIN, CO3MIK KOPHIH
JaMbITyFa oH acep ereni [3], [4].

MoOunbpai OKpITy — OUIIM amymbUIapAblH MOOWIIBAI KYPBUIFBUIAPILI TaiiIanaHy
apKbUIBl OLTIM aJyblH KamMTaMachl3 €TeTIH OKbITY (opmacel. FamsiMumapaplH mikipiHIie,
MOOWJIBJI OKBITY JASCTYpJi OuTiM Oepy KYHEeCiH TOJBIKTHIPBIN, OKY YAEpICiH HKeMIi opi
nepOectenaipiires ¢popMaTtka Keuripyre MyMKiHIiK Oepeni [1]. By Tocin 6imiM amynibIHBIH
OKy OEJICeHILTITiH apTTHIPBIN, eMip OOWbl OLTIM ady KaFWAaThIH XKY3€re achlpyFra jKaraai
yKacaubl.

Jx. Tpakcinep MOOWIIBAI OKBITYIBI «YaKbIT TMEH KEHICTIK HIEKTEYiHEH TBIC OKBITY
MYMKIHJIT1H KaMTamMachl3 €TeTiH MHHOBAIUSUIBIK O11iM Oepy dopMackDy peTiHe CUTIaTTaiabl
[5]. An ArHemka KykyJjbcka-XbloabM MOOWIBII OKBITYABIH HETI3T1 €peKIIeNiri peTiHie
OHBIH KOHTEKCTKE OeiiMAenyiH koHe OLTIM allyIIbIHBIH JKEeKe KOKETTIIIKTEPiH eCKepyiH aTamn
Kepcereni [6]. Byl TyKbIpbIMAap MOOWIIB/I OKBITYABIH MEAAroTUKAIBIK JICYETIHIH )KOFaphI
E€KEHIH JaJIeNI eI,

Kazakcranaplk OutiM Oepy >Kyieci yIIiH MOOHIBII OKBITY ocipece opTa CHIHBINTA
o3ekTi. Cebebl OyJ1 Ke3eHIe OKYIIbUIAPABIH TaHBIMJBIK KBI3BIFYIIBUIBIFEl JKOFAphl OOJBIM,
UPIIBIK TEXHOIOTHsUIapFa OeHiMautiri Kaisimrackad. Ochl TYpFBIIAH alFaHaa, MOOWIIBII
KYpBUIFBIAPABIl OKY MakcaTbhlHIa KOJJAaHYy OKYIIbLIApAbIH OLTIM ady MOTHUBAIMICHIH
apTTHIPYIBIH THIMJI KOJIBI OOJIBITT TAOBITIAIBI.

Mo6uibai KypbUTFbIIap apKbuibl Ti yilpeHy (MALL) — MoOUibI OKBITY/IBIH IIETEN
TIAepiH MeHrepyre OarpiTTanFaH OarbIThl. TaleOuHuk meH Ilyrix MALL-1pl aFbuilibiH
TITIH yHpeTye OKYIIbUIApABIH TIAIK JaFIbUIapblH KeIIeH Il JaMbITyFa MYMKIHIK OepeTiH
KypaJl peTiHe KapacTeipaabl [7]. Byl Tocia THIHAAIBIM, aUTBUTBIM, OKBUTBIM YKOHE YKA3bUTBIM
JaFIbLIapbIH OipTYTac XKyieae TaMbITyFa OarbITTajIFaH.

Apyc-Ura, Kanbe-Maptunec xoHe Poapurec-ApaHkoH MOOMIIBI1 KOChIMILIATap/Ibl
Oaranayla TMeJaroruKalblK AacleKTiHi OacThl OpBIHFA KOK KAaKETTIriH aTtanm eTenmi [8].
ABTOpNap MOOWIBII KOCHIMIIANAP TEK TEXHOJOTHSUIBIK TYPFBIIAH €MeC, JMJIAKTUKAIIBIK
Ma3MYHBl MEH TUT YUPETy oJICTEMECIHE COMKECTIT1 TYPFhIChIHAH J1a OarajaHybl THIC €KEHIH
KepceTe.

MALL Teopusicbl KOHCTPYKTUBU3M KOHE KOMMYHHUKATHBTIK OKBITY TCOPHsUIAPBIMEH
THIFbI3  OalimaHpICThl. KOHCTPYKTHBHUCTIK TYpPFBIIAH alFfaH[a, OKYIIbUIAp MOOWIIBII
KOCBHIMITIAJIap apKbUIbI OUTIMII ©3 TOXIpUOeci Heri3iHae MeHrepel [6]. Al KOMMYyHUKaTHBTIK
TOCLT MOOWIBJI KOCHIMINIATApJaFbl WHTEPAKTHBTI TarChlpMaliap apKbUIbl OKYIIBLIAPIBIH
TITIK KapbIM-KaThIHAC jKacay JIaFIbUTAPBIH JaMBITyFa OarbITTaJIFaH.

FouteiMu onebuertepai Tannay MOOWMIBII KOCHIMIIANAP/IbIH aFbUTIIBIH TITIH OKBITY/1a
OipkaTap MaHBI3Ibl TUIAKTHKAIBIK MYMKIHIIKTEPre Me eKeHiH KepceTTi. OmapasiH ImrHae
WHTEPAKTUBTLIIK, 1epOECTEHAIPINTEH OKBITY, aBTOHOM/IBI OKY YKOHE MOTHBAIIUSHBI apTTHIPY
€pEeKIIIe OPBIH aJIaJIbl.

Oiibingay snementrTepin 3eprrereH LoprTr XkoHe T.6. MOOMIBAI KOChIMIIanapaa
KOJIJIaHBUIATBIH OMBIH TEXHOJOTHUSIAphl OKYIIbUIAP/ABIH OKY O€JICeHAUIIrH apTThIPHII,
OlmiMAl y3aK Mep3iMre ecre cakTayFa bIKHal eTeTiHIH aHbIKTaraH [3]. bysn TyXbIpbIM
Duolingo KockIMITIackIHA apHAIFaH 3ePTTEYJIePAC Je TOJICIICHTCH.
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Quizlet cHAKTBI KOCBIMIIANAPABIH JIEKCHMKaHBI MEHrepryre ocepin Fan xone
opinTecTepi 3epTTEH OTBIPHIN, CO3MIK KOPABl BHU3YaJbl JKOHE KOHTEKCTIK TOCUIMEH
MEHrepTyIiH TUIMAUITIH Kepceteni [4]. Byn omic opTa CBIHBIN OKyIIBUIApHI YIIiH aca
MaHBI3IbI, ce0edi omap ce3aep/li MEXaHWKAJBIK JKaTTayldaH TIepi, MaFbIHAJIBIK OalaHBIC
APKBUIBI dKAKCHI MEHTePE/Ii.

BBC Learning English xockimmmaceinbiH THiMaunirin 3eprrereH KoHorom :koHe
CapudHTo-Uy4o eHOekTepiHIe OV KOCBIMIIAHBIH TBHIHIAIBIM MEH CTPATETHSUIBIK TIIIIK
KY3BIPETTUTIKTI JaMBITYFa OH dcep eTeTiHl kepceTinreH [9], [10]. AyTeHTTIK MaTepuaaapsl
naiiianany OKyIblIapAbIH MIBIHANBI TUAIK opTara 6eidiMenyine MyMKIHIIK Oepei.

MoOwibai KOCBIMIIAJAPABIH, THIMAUIITT OJap[bl TEAarorvKajblK TYPFbIIA IYPBIC
Oaranayra OaitmaneicThl. Apyc-UTa xoHe opinTecTepi MOOMIBII KOCKIMINIATAPIBI Oaranayaa
OJIapJIbIH OKY MaKcaTblHa COMKECTIriH, TarchlpManapblH ACHIEiH jKoHEe Kepi OailiaHbICThIH
camachlH €CKepy KaKeTTiriH atan erefi [8]. bysl kepceTKimTep KOCHIMIIAHBIH TAJAKTUKAIIBIK
KYHIBUIBIFBIH aHBIKTAY/1a MAHBI3/bI.

@panJie ke Jlyke MOOMIBII OKBITYIBI €HTI3yAe «best practices» KarumaaapblH
YCBIHA OTBIPBIN, MOOWJIBAI KOCKIMIIANAPABI JACTYpil cabaKTapMeH YilllecTipe KOJJaHyablH
THIMII ekeHiH kepcereni [11]. By Tocinm MOOHMIIBII OKBITYIBIH OKBITY YIEpIiCiHAET! OpPHBIH
HAKThI aKbIHIayFa MYMKIHJIIK Oepe/.

ConbIMeH KaTap, Keibip 3epTTeyiep MOOWIbII OKBITYIBIH INEKTCYJICpPIH ¢ aramn
ereni. L[3oy men Jlu MoOMIBAI KypbUIFBLIApABl IIAMAJaH ThIC KOJAAHY OKYIIbUIAPIBIH
Ha3zapelH Oeiyi MyMKiH ekeHiH eckepreni [2]. CoHAbIKTaH MOOWIBII KOCBIMIIAIAP/IBI
KOJIJIaHy MYFaJliIMHIH oflicTeMeNiK OacIIbUIBIFBIMEH XKY3€Te acybl THIC.

Kazakcran xarmaiiblHIa MOOWIIBII OKBITY OpTa CBHIHBIN OKYIIBUIAPBIHBIH aFBUIIIBIH
TUTIH MEHrepyiH >KeTULNIPYIIH 3aMaHayd Kypaibl peTiHAe KapacThipbliaabl. OTaHIBIK
3epTTeysiep HUQPIBIK MaTGopMatapAblH TN YHPETyAeri peiiH aTam KepCeTil, OJIapIIbIH
OiiM Gepy camachlH apTThIpYFa bIKIAJ eTeTiHiH Janenaenai [12], [13].

OpTta chIHBINITa MOOWJIBAl KOCHIMIIANAPIALI KOJJAHY OKYUIBUIAPABIH ©31HAIK OKY
JAFIbUTAPBIH  KANBIITACTHIPHIN, aFbUIIIBIH TUTIHE JETeH OH KO3KapachlH JambITaabl. byn
dakTopiap onapAbIH OoJjaliaKkTa TUIMIK KY3BIPETTI TYiIFa OOJBIN KalbIITaCyblHA HETI3
OoJaasl.

3epTTeyiH OMICHAMAJIBIK HETI31 PETIHJAE KOHCTPYKTUBUCTIK OKBITY TEOPHSICHI,
KOMMYHHKATHBTIK OKBITY TOCUII JKOHE MOOWIBII OKBITY TYKBIPHIMIAMAChl aJIbIH/IbI.
KoHCTpyKTHBH3M TEOpUsIChIHA COMKeC, OUTIM allyllibl OKY YJepiciHae OeJceH 1l pen aTKaphll,
aHa OUTiMIl e3 Takipubeci apKbuibl MeHrepei [6]. MoOuibai KochIMINIagap OKYIIbLIAPAbI
MHTEPaKTHBTI TallChIpMajiap apKblbl OJICEH Il 9pEeKEeTKE TapThIl, OLTIM/I ©3/1irHEeH Urepyine
JKarjgal xacaiibl. Al KOMMYHUKATHUBTIK TOCUT TYPFbICBIHAH MOOMJIBJI KOCBIMIIANAP TIIAIK
KapbIM-KaTbIHACKa OAaFbITTaJFaH TallChpManap apKbUIbl OKYIIBIIAPJIbIH KOMMYHUKATHUBTIK
KY3bIPETTUIITIH JaMbITy¥a bIKIa etenl [7].

3eprTey OapbichbiHAa OipHEIIe JKabl FRUTBIMH KOHE apHANbI TIeIarOTUKAIIBIK SAICTEep
KOJAaHbUIARL. Heri3ri ofic peTiHae FRUTBIMHU 9eOueTTEP Il TaNIay diCl maiiaananbuiabl. by
9J1ic apKbUIbl MOOHMIIBII OKBITY, MOOHMIIBA1 KYPBUIFbUIAP apKbUIbI TUT YHPEHY, aFbUIIIBIH TiTiH
OKBITYIa MOOMJIBI KOCBIMINIATAp 6l KOJIIaHy Maceselepine apHaiFad 15 FRUIBIMA JIEPEKKO3
KapacTeipbuiibl  [1-15]. Opebuertepai Tammay OapbIChIHAA  aBTOpJIApPABIH — HETi3ri
TYKBIPBIMIAPBI aHBIKTAITBIT, OJIAP/BIH OPTAK JKOHE alBIPMAIIIBUTBIKTAPEI CATBICTHIPBLIIIBL.

CoHbIMEH KaTap, CalbICTBIpMAbl TalAay oJiCi KOJAaHbUIAbL. byn omic MoOOWMIBIL
KOCBIMINIAJIAP  APKBUTBI  OKBITYABIH JOCTYPJII OKBITY OICTepIMEH  CaBICTBIPFAHIAFbl
epeKIIeNiKTepiH allKpIHIayFa MYMKIHIIK Oepai. ATam aiTKaH[Ia, WHTEPaKTUBTUIIK JEHIei,
NepOEeCTeHIIPIITEH OKBITY MYMKIHIITI, Kepl OailIaHBICTHIH JKEACINIITT KOHE OKYIIBIHBIH
aBTOHOM/IBl OKYBIHA BIKIAIbI CaJbICTRIpMaNibl Typae Ttaipanasl [3], [8]. Horwmxecinae
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MOOWIIBA1I KOCBIMINIAIAPABIH AFBUIIIBIH TiIH OKBITYAAFbl AUIAKTUKAIIBIK APTHIKIIBUIBIKTAPHI
AHBIKTAJI/IBL.

3epTTeyne Kydeney KOHE OKMHAKTay ONiCTepi J€ KOJAAHBUIABL — OPTYPIi
3epTTEyIIUICPAIH MOOWIB/I OKBITYFa KATBICTBI KO3KapacTapbl capaJlaHblll, MOOWIbI
KOCBIMIIIATAP/bIH JUIAKTUKAIBIK MYMKIHIIKTepi Oenrimi Oip kareropusiapra OestiHin
xKyhenenai. byn omic 3epTTey HOTHIXKENEpIH JIOTHUKAJBIK TYPFbIa KYpbUIBIMAAyFa >KOHE
TEOPHSUIBIK KOPBITBIHABLIAP XKacayFa MYMKIHJIIK Oepi.

ConbimeH Oipre, 3epTTey OapbhIChIHIA KOHTSHT-TAIAAy 9/ici maiaanaHbuiasl. by omic
apKbUIBl aFBUINIBIH  TUTIH YHpeTyre apHajfaH TaHbIMal MOOWIBAI KOCHIMIIAIAP.IBIH
(Duolingo, Quizlet, BBC Learning English »xone T1.0.) Ma3MyHBI MEH TamnchlpMajiapbl
NeIarOrUKaJbIK TYPFhIIA TangaHael. KoHTeHT-Tangay HOTHOKeciHAe OyJl KOCHIMIIAIapIbIH
OKy MaTepHaJIbIHBIH Oepiny (opmackl, TalchIpMaJIapAblH KYPACIUNK JCHIEHl JKOHE
TUIAKTUKAIBIK MaKcaTTapFa COMKECTIT aHbIKTau el [4], [9], [10].

3epTTey OMICTEpiHIH KEMIeH]II KOJJIAHBUIYbl aFbUIIIBIH TUIIH OKBITYyJa MOOWIIBII
KOCBIMINIAJIAP/IBIH JTUIAKTHKAIBIK MYMKIHIIKTEPIH >KaH-)KAKThl TalJayFa MYMKIHIIK Oep/i.
TeopusblK 3epTTEy HOTHIKENEpl OpTa CBHIHBINTA MOOWIIBII KOCHIMIIATAPAbl KOJAAHYABIH
MEAaroTUKAIBIK HETi31H KaJBIITAaCTRIPyFa JKOHE OJIapJbl OKY YJAepiCiHe THIMJI eHTI3y
JKOJIApbIH alKbIHayFa OaFbITTaNIFaH.

XKypriziireH TEOpWSUIBIK Tayigay HOTIDKENEpl aFbUIIIBIH TUIIH OKBITYyJa MOOHMIIBII
KOCBIMITIAJIAPABIH JTUJAKTHKAIBIK MYMKIHIIKTEP1 KEH opi KOIKBIPJIbl €KeHIH KepceTTi. by
TYKBIPBIM OTaHJABIK JKOHE MIETENIIK 3epTTeYHIJICpAiH FhUIBIMU eHOeKTepiHae OepiireH
nikipjaepMeH yHzaecedi. MoOWIbIlI OKBITYbl 3epTTETeH FalbIMIap OHBI OUTiM Oepy yaepiciH
YKAHFBIPTYABIH THIMII KYPaIbl PETIHJE KapacThIPHI, OKYIIBLIAPJIBIH OKY MOTHBAIHSICHIH
apTThIpyFa koHE JepOec OKy JarJblIapblH KAJIbINTACTBIPYFa BIKMAN €TeTiHiH aTam eTeni [1],
[6].

Ojebuertepre Moy OapbIChIHIA aHBIKTaNFaHaai, mobile-assisted language learning
(MALL) tyxXbspbIMAaMachl  aFbUIIMIBIH ~ TUIIH  OKBITYZa KOMMYHHMKATHBTIK  JKOHE
KOHCTPYKTUBUCTIK TOCUIAEPAl THUIMAL XKY3€ere acblpyra MYMKIHIIK Oepeni. Msicanbl, Apyc-
Wta xoHe opinrecTepl MOOMIIBII KOCHIMINATIAPbIH MEAaroruKaiblK TYPFbIIAH KYHbUIBIFBI
ONIapJbIH TEK TEXHOJIOTHUSIBIK MYMKIHIIKTEpIHAE eMec, NUIAKTUKAIBIK Ma3MYHbI MEH Til
yiipety oxicTeMeciHe CoMKecTiriHae exkeHiH kepcerenl [8]. byn mikip MoOuibal
KOCBIMIIIANIAP/ABI OKYy YVJAEpiCiHEe eHTri3yJe MYyFaliMHIH o/iCTeMeNiK pOJiHIH MaHbI3bIH
alKBIHIANIEL.

OiibiHaay »JIeMEHTTEpIHE Heri3fieNreH MOOWIBII  KOCHIMINAJIapFa apHalIFaH
3epTTeyJep OKYUIbUIAPAbIH AaFBUIIIBIH TIMIH YHpeHyre [ereH BIHTAChIHBIH apTaThIHBIH
nanenaenal [3]. OWbIH JIeMEHTTEpPl OpTa ChIHBIN OKYIIBIAPBIHBIH JKac €peKIIeNiKTepiHe cai
KEJIM, ONapJIbIH OKYy OpeKeTiHEe SMOIMOHANJBIK TYPFBIIAH TapThUTYBIH KaMTaMachl3 €Teli.
byn ¢akTtop ocTypii OKBITY OIICTEpIHIE KMI Ke3/JeCeTiH OipcapbIHABI TalchblpManapra
KaparaHJa, MOOHIIb/II KOCBIMIIIANIAP IbIH aPTHIKIIBUIBIFBIH KOPCETE/I.

ConbivMen karap, Quizlet sxone Duolingo CHSKTBI KOCBIMIIATAPBIH JIEKCUKAIIBIK
JaFapUIapbl  TaMBITYAaFbl THIMAUTTT Oipkarap 3eprreynepnae artan etinemi [3], [4].
JlekcHKaIBIK MaTepualIbl BU3yalAbl OcifHenep, ayauomarepHaiiap »XoHEe KOHTEKCTIK
TarcelpMaliap apKbpUIbIl MEHTepY OKYIIBUIAPIBIH CO3IK KOPBIH XKYWHenl TypAe KeHeHTyre
MYMKIHZIK Oepeni. by, acipece, opTa ChIHBIN KE€3€HIH/E aFbUIIIBIH TIJIIH MEHTepyIiH Herisl
0O0JIBIN TaOBUTATHIH JIEKCUKAIIBIK 0a3aHbl KaJBIITACTBIPY YIIIH MAaHBI3IbI.

Anaiina MOOMIIBIII OKBITYZABIH IIEKTEyJepl Ae Oap ekeHiH Oipkarap aBTopiap aran
oereni. L[3oy xone Jlu MoOWIBAI KYpBUIFBLIAPABI OaKbUIAyChI3 KOJAAHY OKYIIBLIAPIBIH
HazapblH Oenyl MyMKiH ekeHiH eckepTemi [2]. ConbiMeH Karap, OapiblK MOOWIIBII
KOCBIMILIANIAP/bIH JAUJIAKTUKAIBIK TYPFbIIaH Oipael camaisl Oona OepMeiTiHI e Oenrii.
Ocpiran OaiinanbicThl Fraile men Luque MOOMIBII OKBITY/IBI €HTI3Y/I€ MEIaroTUKaNBIK «best
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practices» KaFuMJaJlapblH CaKTayAblH MaHBI3ABUIBIFBIH Kepcereni [11]. SArHm moOwmibai
KOCBIMITIAJIAp OKY MakKcaTTapblHA cail ipikTelnin, cabak KYpbUIBIMBIMEH YHJIECIMII Typhe
KOJIJIaHBLTYBI THIC.

KazakcTtaHHbIH OpTa CBHIHBIN OKYIIBUIAPHl KOHTEKCIHJAE MOOWIIBAI KOCBIMIIAIAP/bI
KOJIJIaHy OKYIIBUIAP/ABIH AaFbUIINIBIH TITIHE JEreH KbI3bIFYIIBUIBIFEIH apPTTHIPYABIH JKOHE
©3/IIriHeH OLTIM aly JaFabUIapbhiH JaMBITYABIH THIMAI Kypanbl Ooyia anmajel. JlerenMeH, Oy
yZepic MyFamiMHIH o/icTeMeNiK OacCHIbUIBIFBIHCHI3 ©3/IMHEH JKY3ere achbIpblIMaybl KEpek.
MyFaniM MOOWIBAI KOCBIMIIAJAPABI OKY YIEPICIH TOJNBIKTBIPATBIH Kypall PETiHAC
naiiIanaHeII, oJlapIbIH Ma3MYHBIH OKY OaFmxapiaMachkiMeH colikecTeHaipyi Kaxer [12], [13].

Kanme! anranga, TalKplIay HOTHKENIEPl MOOMIIBI KOCHIMITIAIAPBIH aFbUIIIBIH TUTIH
OKBITY/Ia KOFaphbl TUAAKTHKAIBIK QJICYETKE e €KeHIH KOPCeTTi. AJaiiia oIapIplH THIMILUIIT
NEAaroruKaNblK TYPFBIAAH HETI3/IENreH, MAaKCaTThl J>KOHE JKYHedl KoJJaHyra Tikenel
OaiinaHbICThl. Byl TY)KBIpBIM Makamala KapacThIPbUIFAH OapIibIK JCPEKKO3ACpAiH OpTaK
FBUTBIMU KOPBITBIHBLIAPBIMEH COMKEC Kele/l.

Kasipri 6inim Gepy xyleciHiH nudpraHablpy *KarAalblHIA aFbUIIBIH TUTIH OKBITYIA
MOOWJIBAI  KOCBIMIIANApJbl KOJNJAHY ©3€KTI MeJaroruKaliblKk Mocesie OOJBIN  OTHIP.
XKypriziiren TEOpHSIIBIK Talay HOTHXKeJIepi MOOHMIIBAI OKBITYIBIH (mobile learning) xone
mobile-assisted language learning (MALL) TyXbIppiMaamManapsl aFbUIMIBIH TUTIH MEHTEPTY
YAEpICiH JKaHFBIPTyFa MYMKIHIIK OepeTiH THIMII OaFbIT eKeHIH KepceTTi. MoOwmibai
KOCBIMIIIAJIAD OKBITY YIEPICiH MKEeM[i, KOJDKETIM/II JKOHE OKYIIbIFa OarbITTanFaH (opMarTa
YUBIMIACTBIPYFa KaFai xKacanasl.

3epTTey OaphIChIHAA MOOMIIBI KOCHIMIIANAP/IbIH aFbUIIIBIH TUTIH OKBITYIaFbl HET13T1
TUAAKTUKAIBIK ~ MYMKIHTIKTEpi — alKbIHIanabl. ATanm  alWTKaHga, WHTEPAKTUBTLIIK,
nepOecTeHIIpIIreH OKBITY, aBTOHOMJbI OiTiM amy, XKeael Kepi OailaHbIic KOHE OKY
MOTHBAIMSICHIH apTTHIPY MOOWIIBI KOCBIMINAIAPABIH 0acThl APTHIKIIBUIBIKTAPB PETIHIE
aHBIKTANBL. Byl MYMKIHAIKTEp OpTa CHIHBIN OKYIIBLIAPBIHBIH KAC YKOHE MCHXOJIOTHUSIIBIK
EpeKIIeTIKTepiHe call KeJIiIl, 0JIapbIH TAHBIMBIK OC€JICEHIUTITIH apTThIPyFa bIKIAJ €Te/Il.

Foutbimu oneOuertepre xacanrad Tanaay Duolingo, Quizlet, BBC Learning English
CUSKTBI MOOWJIBJII KOCHIMINATAPABIH JICKCUKAIBIK KOPJBI JTaMBITY/a, TBIHIAIBIM MEH
alTBIIBIM JaFABUIAPBIH JKETIAIPYAe JKOFaphl AUAKTUKAIBIK OJIEyeTKEe M€ €KeHIH KOpPCEeTTi.
[eliMuduxanus >IeMEHTTEpPIHIH KOJJAHBUTYbl OKYLIBLIAPJBIH aFbUIMIBIH TUIIH YHpeHyre
JIETeH KBI3BIFYUIBUIBIFBIH apTTHIPBHIN, OKY YAEpICiHE SMOIMOHANIBIK TYPFBIIAH TapTHLUTYBIH
KaMTaMachl3 etefil. bys pakTop macTyp:i OKbITY 9ICTEPIH THUIMII TOJBIKTBIPYFa MYMKIHJIIK
Oepeni.

CoHbIMEH KaTap, 3epTTey HOTHXKeJepl MOOWIbJI KOChIMIIaIapibl KOJJaHY YIepici
MearoTUKAIBIK TYPFBIA HETI3/ICTIN, MaKcaTThl TYypJe YUBIMIACTHIPBUIFAH JKaFjaiia raHa
TUIMII OONATHIHBIH KOPCETTi. MOOHIIBII OKBITY MYFaTIMHIH OicTeMeNiK OacIHIbUIBIFBIH
aIIMaCThIPMaiIbI, KEPICIHIIE, OHBI TOJILIKTBIPATHIH 3aMaHAYU JTUIAKTHKAIBIK Kypal peTiHIe
KapacTeIpbulybl  THic. OcCbl  TYpFbIa MYFalliM  MOOWIBIAI  KOCBIMIIAIAPABI  OKY
OarmapyiamMachlHa COMKECTEHAIPIN, OJapJblH Ma3MYHBIH Ca0aKThIH MaKcaT-MiHACTTEPIMEH
yiiecTipyi Kaxer.

KopbITeiHIbIIAN Kene, MOOWJIBAI KOCBIMIIAAp aFbUINIBIH TUTIH OKBITYZa, acipece
KazakcTaHHBIH OpTa CBIHBII OKYIIBUIAPHI VINiH, THIMAI JUJAKTUKAJIBIK Kypamn OoJbII
TabbLIabl. byl 3epTTeyaiH HOTHKEIepl MOOMIIB/II OKBITY/Ibl TEOPHSUIBIK TYPFBIJIAa HET13[eyTe
JKOHE OHBI OKY YJepiCiHe THIMJI €Hrizyre OarbITTaJFaH OICTEMENIK YCBHIHBICTap d3ipieyre
Heri3 Oona amazael. bomamak 3eprreynepie MOOWIBAI KOCHIMITATAPABIH aFbUIIIBIH TUTIHIH
HAKTHI JIaFIbUIapbIHA 9CEPIH IKCIIEPUMEHTTIK KOJIMEH 3€PTTEy MAHBI3bI OOJBIN TaOBLIA IBI.
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JTAJAKTUYECKHE BO3MOXKHOCTH MOBWJIBHBIX ITPUJIOXKEHUN
P OBYYEHUHU AHT' JIMACKOMY SI3BIKY

Maxkamesa A. I1., kaHAUaT NE€AArorH4eCKUX HaAyK
TaxuobaeBa A. O., maructpant 1-kypca OIl «IHOCTpaHHBIN SA3BIK: 1Ba HHOCTPAHHBIX SI3bIKAY,

'Koisvinopouncxuii ynusepcumem umenu Kopxoim Ama, 2. Koizviiopoa, Kasaxcman

AHHOTauus. B n1anHoi cTaThbe paccMaTpUBAIOTCS TUAAKTUIECKUE BO3MOKHOCTH MOOHMIIBHBIX
NPUIOKEHUH B Tpoliecce 00y4YeHHs aHTIMICKOMY SI3bIKY. B yCIOBHSIX COBpEMEHHOTO HU(POBOTO
o0miecTBa MOOMIIbEHOE 00y4YeHHE paccMaTpuBaeTcs Kak dPPEeKTUBHOE CPEICTBO O0yUEHUS S3BIKY, €TO
BJIMSIHUE Ha MOTHBALIMIO, CAMOCTOSTEIbHOE O0YUYCHUE W Pa3BUTHE JIGKCHYECKUX HABBIKOB YYaIHXCSI
aHATM3UPYETCsl Ha OCHOBE HAay4YHBIX TPYIOB. B cTaThe gaercss 0030p OTEUECTBEHHBIX U 3apyO0eKHBIX
WCCIICJIOBAaHNH, KacaloIUXCsS KOHIEMIUH MOoOWIpbHOrO o0yudeHHs (m-learning) w MOOMIIBHOTO
n3y4deHns sizbika (MALL), u onpeensercs megarorndeckuil moTeHnnan MOOMIBHBIX TTPHIIOKEHHUH.

AHanu3 Hay4YHOH IJMTepaTypsl MOKa3al, YTO MOOWIIbHBIC NPHUIIOKEHHS OO0JaNaroT PsIoM
BA)KHBIX JUIAKTHYECKHX BO3MOXKHOCTEH B 00yUEHHM aHTIHICKOMY s13bIKy. Cpean HuX oco0oe MecTo
3aHUMAIOT WHTEPAKTUBHOCTb, IIE€PCOHAIM3UPOBAHHOE OOyueHHE, AaBTOHOMHOE OOydeHHe U
MOBBIIIICHHE MOTHBAIINH.

D¢ hexTHBHOCTh MOOMJIBHBIX TMPHUJIOKEHUH 3aBUCHUT OT WX TEJarorduecKod MpaBHIIbHOM
oueHKU. Apyc-MTa 1 ero Kojiern oTMeyaroT, YTO IPH OLIEHKE MOOMIIBHBIX PUIIOKEHUH HEOOXOIMMO
YUUTBIBATh MX COOTBETCTBHE IENIsIM OOYYEHHS, YPOBEHb 3aJlad M KayecTBO OOpaTHOW CBS3H. JTH
MOKAa3aTeNy BaKHBI JIJISl OTIPEICIICHUS] TUIAKTHUECKON IIEHHOCTH TPUIIOKEHHSL.

MoOunpHOe o0yueHune-opma oOydeHUs, oOecrieunBarolias OOy4eHHE OOYYarolIMXCs C
WCIIOJIb30BaHUEM MOOWJIBHBIX YCTPOHCTB. Ilo MHEHHIO y4eHBIX, MOOMIbHOE OOydeHHE JOIOIHUT
TPaJUIMOHHYIO CHUCTeMy O0Opa30BaHHMS W TO3BOJIUT TEPEBECTH Y4YEOHBIM Mpolecc B THOKHHA U
NEePCOHANM3UPOBaHHbIN (popmaT. Takol Moxxoa MOBHILAET YIEOHYI0 aKTUBHOCTH OOy4Yarolerocsi u
CO3J1aeT yCJIOBUS JUISl pealn3aluy IPUHLHIA 00YUIEeHHUs Ha IPOTSHKEHUH BCEH KU3HH.

KiroueBbie cioBa: MOOWIBbHOE OOYYEHHUE, TUIIAKTHUECKHE BO3MOXHOCTH, CPEIHHUM Kiacc,
JIeKcuyeckue HaBbiku, MALL

DIDACTIC FEATURES OF MOBILE APPLICATIONS IN ENGLISH LANGUAGE
TEACHING

Makasheva A. P., Candidate of Pedagogical Sciences
Tazhibayeva A. O., 1st year Master's student of the educational group "foreign language: two foreign
languages"

'Korkyt Ata Kyzylorda University, Kyzylorda, Kazakhstan
Abstract. This article discusses the didactic capabilities of mobile applications in the process
of learning English. In the modern digital society, mobile learning is considered as an effective means

of teaching a language, its impact on motivation, independent learning and the development of lexical
skills of students is analyzed on the basis of scientific works. The article provides an overview of
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domestic and foreign research on the concepts of mobile learning (m-learning) and mobile language
learning (MALL), and defines the pedagogical potential of mobile applications.

An analysis of the scientific literature has shown that mobile applications have a number of
important didactic capabilities in teaching English. Interactivity, personalized learning, autonomous
learning, and motivation enhancement occupy a special place among them.

The effectiveness of mobile applications depends on their pedagogical correct assessment.
Arus-Ita and his colleagues note that when evaluating mobile applications, it is necessary to take into
account their compliance with learning goals, the level of tasks and the quality of feedback. These
indicators are important for determining the didactic value of the application.

Mobile learning is a form of education that provides students with learning using mobile
devices. According to scientists, mobile learning will complement the traditional education system and
will allow the educational process to be transformed into a flexible and personalized format. This
approach increases the student's learning activity and creates conditions for the implementation of the
principle of lifelong learning.

Keywords: mobile learning, didactic opportunities, middle class, lexical skills, MALL
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THE CONCEPT OF A MIND MAP AND METHODS FOR DEVELOPING LEXICAL
SKILLS

Makasheva A.P., Candidate of Pedagogical Sciences, Senior Lecturer of the Department of "Foreign
Languages and Translation"
Yessenzhol Zh., 1st year Master's student of the educational group "foreign language: two foreign
languages"

'Korkyt Ata Kyzylorda University, Kyzylorda, Kazakhstan

Abstract. This theoretical study examines the methodological and conceptual foundations of
using mind maps in foreign language teaching, with a particular focus on the development of lexical
skills. In contemporary language education, vocabulary acquisition requires structured, cognitively
meaningful approaches that move beyond rote memorization. A mind map, as a visual and associative
learning tool, reflects the natural organization of human thinking and enables learners to structure
lexical material in a systematic and interconnected way. Despite its widespread practical use, a
comprehensive pedagogical framework for integrating mind maps into vocabulary instruction remains
insufficiently systematized.

The study employs conceptual analysis, comparative methods, synthesis, and modeling to
examine the theoretical foundations of mind mapping in relation to associative learning theory,
constructivist pedagogy, and cognitive psychology. Particular attention is given to the role of visual
structuring in enhancing memory retention and semantic processing. The findings indicate that mind
maps facilitate vocabulary acquisition by organizing words into semantic fields, lexical networks,
collocations, and word-formation patterns. Structured pre-learning mind maps activate prior
knowledge; interactive lexical mapping during learning promotes deeper semantic connections; and
post-learning reconstruction tasks support consolidation and productive use of vocabulary.

Keywords: Mind maps, vocabulary acquisition, lexical skills, cognitive psychology,
vocabulary

Introduction. The modernization of foreign language education has significantly
transformed approaches to vocabulary teaching. In contemporary linguistic pedagogy, lexical
competence is recognized as a central component of communicative competence. Without a
well-developed lexical base, learners are unable to effectively express thoughts, comprehend
texts, or participate in meaningful interaction. Despite this, vocabulary instruction has
traditionally relied on memorization techniques, word lists, translation exercises, and
repetitive drilling. Such approaches often lead to fragmented lexical knowledge, limited
retention, and insufficient ability to use vocabulary in context.

In recent decades, cognitive psychology and constructivist pedagogy have emphasized
the importance of meaningful learning and associative thinking in knowledge acquisition.
Vocabulary is not stored in the human brain as isolated units; rather, it exists in complex
semantic networks. Words are interconnected through meaning, context, collocation,
morphology, and thematic association. Therefore, teaching vocabulary through linear and
disconnected methods contradicts the natural organization of the mental lexicon.

In this context, the concept of the mind map has gained increasing attention in
educational methodology. A mind map is a visual representation of information structured
around a central concept, from which related ideas branch outward in hierarchical and
associative patterns. The idea was popularized by Tony Buzan, who argued that mind
mapping reflects the brain’s natural radiative thinking process. Unlike traditional note-taking,
which follows a linear sequence, mind maps allow learners to visualize relationships between
concepts, promoting deeper cognitive processing [1, 14-6.].
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The use of mind maps in vocabulary instruction corresponds to modern educational
demands for learner-centered, interactive, and cognitively optimized teaching strategies. By
organizing lexical units into semantic fields, collocations, word families, and thematic
clusters, mind maps facilitate meaningful vocabulary acquisition and long-term retention.
Furthermore, digital mind mapping tools have expanded opportunities for collaborative
learning and multimodal engagement.

Despite the practical popularity of mind mapping in classrooms, there remains a lack
of a unified methodological framework that systematically integrates mind maps into the
development of lexical skills in foreign language instruction. In many cases, mind maps are
used intuitively rather than strategically, without clear pedagogical principles or cognitive
justification.

The present study aims to systematize the theoretical foundations of mind mapping
and propose a comprehensive methodological model for developing lexical skills through
mind maps. The research integrates cognitive, linguistic, and pedagogical perspectives to
establish mind mapping as a scientifically grounded and methodologically coherent approach
to vocabulary development.

Research gap. Although mind maps are widely used in general education and
language teaching practice, most studies focus either on their motivational value or their
general cognitive benefits. There is limited research that examines mind maps specifically as
a structured methodological tool for developing lexical competence in foreign language
learning.

Existing literature often highlights:

. Visual learning benefits

. Creativity enhancement

. Memory improvement

However, these studies rarely provide:

. A systematic classification of lexical mind map exercises

. A stage-based model for vocabulary development

. A cognitive explanation of how mind maps reduce lexical overload

. A pedagogical integration of mind mapping with modern language teaching
theories

Moreover, vocabulary instruction in many foreign language classrooms remains
fragmented. Words are introduced topic by topic, but without sufficient semantic integration
or associative reinforcement. As a result, learners may recognize individual lexical units but
struggle to use them productively or connect them meaningfully within discourse.

Another problem concerns the absence of a structured theoretical model linking mind
mapping with cognitive load management, associative learning, and lexical network
formation. Without such a model, mind maps risk being used as decorative or motivational
tools rather than as cognitively optimized instruments for vocabulary development [2, 10-6.].

Thus, the current lack of a comprehensive methodological theory for the use of mind
maps in lexical skill formation constitutes a clear educational and scientific gap. This gap
limits the full didactic potential of mind mapping in foreign language instruction.

Research Aim and Objectives. The main aim of this study is to systematize the
theoretical and methodological foundations of using mind maps for the development of
lexical skills in foreign language education and to propose a comprehensive conceptual model
for their effective pedagogical implementation.

To achieve this aim, the study sets the following objectives:

1. To analyze the cognitive and psychological foundations of lexical acquisition
and associative thinking.
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2. To examine the concept of the mind map as a visual-cognitive tool for
organizing lexical knowledge.

3. To compare traditional vocabulary teaching methods with mind map-based
approaches.

4. To systematize theoretical principles underlying lexical development through
mind maps.

5. To develop a stage-based methodological model for integrating mind maps into
vocabulary instruction.

6. To propose a taxonomy of lexical exercises based on mind mapping.

7. To determine the pedagogical principles guiding effective implementation.

The study seeks to transform mind mapping from a supplementary activity into a
structured methodological system for developing lexical competence [3, 185-6.].

Problem Statement: Lexical Learning Challenges. Vocabulary acquisition presents
significant cognitive and methodological challenges in foreign language learning. Unlike
grammar rules, which follow systematic patterns, lexical units are numerous, context-
dependent, and semantically complex. Learners must not only understand word meanings but
also master pronunciation, spelling, collocations, connotations, and stylistic usage.

Several difficulties characterize lexical learning:

1. Fragmentation of vocabulary knowledge. Words are often learned individually
without meaningful connections.

2. Rapid forgetting Isolated memorization leads to short-term retention.

3. Limited productive use Learners recognize words passively but struggle to use
them actively.

4. Lack of semantic integration Students fail to connect new vocabulary with
previously acquired lexical items [4, 14-6.].

Traditional teaching methods such as translation, word lists, and mechanical repetition
do not fully address these challenges. They may support initial memorization but do not
promote deep semantic processing or associative network formation.

From a cognitive perspective, effective vocabulary learning requires:

. Categorization

. Association

. Repetition in varied contexts

. Active manipulation of lexical items

Mind maps address these requirements by visualizing lexical relationships and
encouraging learners to construct semantic networks actively.

1. Cognitive Foundations of Lexical Acquisition. The development of lexical skills
is closely connected with cognitive processes such as perception, memory, association,
categorization, and retrieval. Vocabulary learning is not a mechanical accumulation of words;
it is a complex mental activity that involves encoding, storing, organizing, and recalling
lexical information.

Cognitive psychology suggests that information is more effectively retained when it is
meaningfully structured rather than randomly memorized. According to theories of semantic
memory, words are stored in the mental lexicon as part of interconnected networks. Each
lexical item is linked to other words through semantic relations (synonyms, antonymes,
hyponyms), thematic associations, collocations, and morphological patterns.

When learners memorize isolated word lists, they fail to create strong associative
links. As a result, retrieval becomes difficult, and vocabulary remains passive [5, 28-6.]. In
contrast, when words are organized into semantic clusters or visual networks, learners form
multiple cognitive connections, which strengthen memory traces and facilitate long-term
retention.
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Mind maps correspond to this cognitive principle. They visually represent associative
networks, allowing learners to see relationships between lexical units. Instead of learning
vocabulary linearly, students construct a multidimensional lexical system, which mirrors the
natural organization of the mental lexicon.Thus, from a cognitive perspective, mind mapping
supports deeper encoding and more efficient retrieval of lexical information.

2. The Mental Lexicon and Associative Networks. The concept of the mental
lexicon refers to the way vocabulary is stored and organized in the human brain. Researchers
describe it as a dynamic and interconnected system rather than a simple dictionary-like
structure.

Words in the mental lexicon are connected through:

. Semantic relations (e.g., “big” — “large”)

. Oppositions (e.g., “hot” — “cold”)

. Thematic fields (e.g., “school” — “teacher” — “student”)

. Collocations (e.g., “make a decision™)

. Word families (e.g., “act” — “action” — “active” — “activity”)

When one word is activated, related words are automatically stimulated through
associative links. This phenomenon is known as spreading activation. Effective vocabulary
instruction should therefore aim to strengthen these associative pathways [6, 39-6.].

Mind maps function as external representations of the mental lexicon. By placing a
key concept in the center and building related branches, learners visually reconstruct lexical
networks. This process encourages:

. Semantic grouping

. Hierarchical classification
. Contextual expansion

. Morphological awareness

Consequently, mind mapping aligns with the psychological organization of vocabulary
in the brain and supports the natural mechanisms of lexical retrieval.

3. Constructivist Pedagogy and Active Learning. Constructivist learning theory
states that knowledge is actively constructed by learners rather than passively received.
According to this perspective, effective learning occurs when students engage in analysis,
comparison, categorization, and synthesis.

Mind mapping reflects constructivist principles because learners:

. Select relevant lexical items

. Determine relationships between words

. Organize vocabulary hierarchically

. Integrate new words with prior knowledge

Instead of copying teacher-provided lists, students become active participants in
vocabulary construction. This active engagement increases motivation, autonomy, and
cognitive involvement [7, 47-6.].

In foreign language instruction, learner-centered approaches emphasize meaningful
interaction with lexical material. Mind maps provide opportunities for collaborative tasks,
discussion, and creative expression. When students build mind maps together, they negotiate
meaning and refine semantic connections, which enhances lexical competence.

Thus, the use of mind maps supports both cognitive and social dimensions of
vocabulary development.

4. Visual Learning and Dual Coding. Another theoretical foundation of mind
mapping lies in visual learning theory and the principle of dual coding. According to the dual
coding theory proposed by Allan Paivio, information is processed through two channels:
verbal and visual.
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When learners receive information through both channels simultaneously, memory
retention improves.
Mind maps combine:

. Words (verbal information)

. Colors and shapes (visual elements)

. Spatial organization (structural representation)
. Images and symbols (non-verbal cues)

This multimodal representation enhances cognitive engagement and supports long-
term memory formation. For vocabulary development, this is especially important because
lexical learning requires strong memory consolidation [8, 75-6.].

Moreover, visual structuring reduces cognitive overload by presenting information in a
clear and organized manner. Instead of long textual explanations, learners see concise lexical
units arranged logically. This organization facilitates comprehension and decreases
extraneous cognitive effort.

5. Cognitive Load and Lexical Processing. Vocabulary learning can create
significant cognitive load because learners must process multiple aspects of each word
simultaneously: meaning, pronunciation, spelling, grammatical function, and usage context.

If too much information is presented in an unstructured format, learners experience
overload, which negatively affects comprehension and retention [9, 89-6.].

Mind maps help manage cognitive load in several ways:

1. Chunking information. Words are grouped into meaningful clusters.

2. Hierarchical organization. Main categories and subcategories clarify relationships.

3. Visual signaling. Colors and branches guide attention.

4. Incremental expansion. Learners can gradually add new lexical items to existing
structures.

By structuring vocabulary visually, mind maps reduce unnecessary cognitive burden
and allow learners to focus on meaningful processing.

6. Lexical Skills: Receptive and Productive Dimensions. Lexical competence
includes both receptive and productive skills.

Receptive lexical skills involve:

. Recognizing words in reading and listening
. Understanding meaning in context

. Productive lexical skills involve:

. Using words accurately in speaking

Applying vocabulary correctly in writing
Mind maps support both dimensions.
For receptive development:

. Learners analyze semantic fields

. They identify relationships between words

. They predict vocabulary based on categories

For productive development:

. Students practice word association

. They create sentences using grouped vocabulary
. They generate thematic texts based on mind maps

Thus, mind maps function as a bridge between vocabulary recognition and vocabulary
production.

7. Methodological Implications. The theoretical foundations discussed above
demonstrate that mind maps are not merely creative diagrams but cognitively justified tools
for lexical development. Their effectiveness is grounded in:

- Associative network theory
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- Constructivist pedagogy

- Visual learning principles

- Cognitive load management

- Mental lexicon organization

However, theoretical justification alone is insufficient. For mind maps to function as a
systematic teaching strategy, they must be integrated into a structured methodological
framework [10, 104-0.].

The next section will focus on:

- Classification of mind maps in vocabulary teaching

- Comparison with traditional lexical instruction

- Development of a stage-based didactic model

- Methods and techniques for classroom implementation

Conceptualization of Mind Maps in Lexical Teaching and Comparative Analysis.
The conceptualization of mind maps in lexical teaching requires understanding them not
simply as visual diagrams but as structured cognitive tools designed to organize, systematize,
and activate vocabulary knowledge. In foreign language methodology, a mind map can be
defined as a hierarchically organized visual network of lexical units built around a central
concept and connected through semantic, thematic, grammatical, or associative relations. This
definition emphasizes both structural and functional dimensions of mind mapping in
vocabulary development [12, 36-6.].

The idea of mind mapping was introduced and popularized by Tony Buzan, who
described it as a technique reflecting the brain’s natural radiative thinking process. Radiative
thinking refers to the generation of associations that spread outward from a core idea. In the
context of vocabulary acquisition, this principle corresponds to the organization of the mental
lexicon, where words are interconnected through multiple semantic pathways rather than
stored as isolated units. Therefore, mind maps serve as external representations of internal
lexical networks.

From a methodological perspective, mind maps transform vocabulary instruction from
linear presentation to multidimensional structuring. Traditional lexical teaching often
introduces words sequentially, typically in the form of lists accompanied by translations or
definitions. Although such methods may support short-term memorization, they do not
sufficiently stimulate associative processing or semantic integration. Learners frequently
remember individual words but struggle to retrieve them spontaneously in communicative
situations because the lexical units remain weakly connected in memory [13, 83-6.].

In contrast, mind map—based instruction emphasizes semantic grouping and relational
thinking. When learners organize vocabulary into thematic branches, subcategories, and
associative clusters, they engage in deeper cognitive processing. They analyze similarities and
differences, identify hierarchical relations, and establish connections between new and
previously learned words. This process strengthens memory encoding and facilitates retrieval
during speech production.

A comparative analysis between traditional vocabulary instruction and mind map—
based approaches reveals significant methodological differences. Traditional instruction is
predominantly teacher-centered, with vocabulary often selected, explained, and controlled by
the instructor. Learners typically complete exercises focused on recognition, translation, or
controlled usage. The structure of lexical material remains fixed and externally imposed. As a
result, students may become passive recipients of information rather than active constructors
of lexical knowledge.

Mind mapping, by contrast, supports learner-centered pedagogy. Students actively
participate in selecting lexical items, determining relationships between them, and visually
organizing vocabulary networks. This autonomy promotes deeper engagement and increases
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intrinsic motivation. Moreover, mind maps allow flexibility and adaptability; different
learners may construct slightly different associative networks based on their prior knowledge
and cognitive preferences. Such variability reflects the individualized nature of lexical
acquisition.

Another important difference concerns cognitive organization. Traditional methods
often rely on repetition and memorization, which primarily activate surface-level processing.
Mind maps encourage elaborative rehearsal, meaning that learners process vocabulary
through analysis, categorization, and association. Elaborative processing leads to stronger
memory traces and longer retention periods. In addition, visual-spatial structuring reduces
fragmentation of lexical knowledge and helps learners perceive vocabulary as an integrated
system.

Mind maps also facilitate the integration of various dimensions of lexical competence
[14, 65-6.]. Vocabulary learning involves not only meaning recognition but also collocation
patterns, word formation processes, grammatical behavior, and stylistic nuances. Through
branching structures, mind maps can incorporate these dimensions simultaneously. For
example, a central concept may generate branches for synonyms, antonyms, collocations, and
derivative forms, creating a comprehensive lexical profile. Traditional lists rarely achieve this
level of multidimensional organization.

Furthermore, mind mapping supports the transition from receptive to productive
lexical skills. In traditional practice, vocabulary exercises often remain at the recognition
level, such as matching or gap-filling tasks. Mind maps, however, naturally lead to
communicative applications. Once a lexical network is constructed, it can serve as a scaffold
for oral presentations, discussions, narrative construction, or argumentative writing. The
visual map becomes a planning tool that guides speech production and enhances coherence.

It is also necessary to consider the role of digital technologies in modern lexical
teaching. Digital mind mapping platforms expand the conceptual framework by enabling
collaborative editing, integration of multimedia elements, and interactive modification.
Learners can include images, hyperlinks, audio recordings, and color coding, which enriches
semantic representation and increases engagement. Compared to static printed word lists,
digital mind maps offer dynamic and expandable lexical environments [15, 14-6.].

However, the comparative analysis must also acknowledge certain limitations.
Traditional vocabulary instruction provides clear structure and control, which can be
beneficial for beginners who require explicit guidance. Mind mapping requires careful
scaffolding, especially at early proficiency levels, to prevent cognitive overload or
disorganized word placement. Therefore, mind maps should not completely replace traditional
methods but rather complement and enhance them within a balanced instructional framework
[11,78-6.].

In summary, the conceptualization of mind maps in lexical teaching positions them as
cognitively grounded, learner-centered, and structurally flexible tools for vocabulary
development. Compared to traditional linear methods, mind mapping promotes associative
thinking, semantic integration, deeper processing, and productive application. When
implemented systematically and strategically, mind maps transform vocabulary instruction
from memorization-based practice into an active process of lexical network construction,
thereby significantly enhancing the formation of lexical skills in foreign language learning.
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MEHTAJIBIK KAPTAHBIH TYKbIPBIMJIAMACHI ;KOHE JTEKCUKAJIBIK
JAFJBLIAPABI JAMBITY DIICTEPI

Maxkamesa A.Il., negaroruka FeUTBIMAAPBIHBIH KaHIUIAThI
Ecenxxon K., « e Tini: exi mwet Tini» BBb 1 kypc MaructpanTsr

'Kopxeim Ama amvinoazer Kvizvinopoa ynusepcumemi, Kuizvinopoa ., Kasaxcman

Anaarna. Byn TeopHsUIBIK 3epTTey JIEKCHKAIBIK IaFAbUlapAbl NaMBITYFa epeKiie Hazap
ayaapa OTBIPBIN, MIET TUIIH OKBITyJa WHTEIUIEKT KapTalapblH KOJIAHYIBIH OJIiCHAMAIIBIK JKOHE
TYKBIPBIMIaMAIBIK HETi37epiH KapacTeipansl. Kasipri Tinmik 6imimM Oepye JeKCHKaHbl MEHIepy YIIiH
MEXaHUKAIBIK €CTe CaKTayJaH TbIC KYPBUIBIMIBIK, KOTHUTHBTI MAaHBI3IBl TOCLIIEp KaxKeT.
[NcuxuWKaNblK KapTa BU3YaJJbl JKOHE acCOIMATHBTI OKBITY Kypallbl PETiHIE aJaMHBIH OWIaybIHBIH
TaOUFU YHBIMIACTBHIPBUTYBIH KOpPCETEe/l JKOHE CTYISHTTEepre JIEKCHKAIBIK MaTephaljibl JKyierneyre
JKOHE OHBI OalIaHBICTBIpYFa MYMKIiHAIK Oepeni. KeH mpakTHKanbIK KOJNJAaHBUTYbIHA KapamacTaH,
aKbUI-OM KapTalapblH JIEKCHKAaHbI OKBITyFa HWHTETPAlMsUIayJIbIH KEHIeHAl IeJarorruKalblK Herisi
JKETKUTIKTI TypJie )KyieneHOereH KyHiHe KaJlbIl OTHIp.

3epTTey acCOIMATHBTI OKBITY TEOPHUSCHIHA, KOHCTPYKTHUBHCTIK TII€JarorMKara JKoHE
KOTHUTHBTI TICHXOJIOTHsIFa OalJaHbICTBl TICHXHKAIBIK KapTara TYCIPYAiH TEOPHSUIBIK HeTi3aepiH
3epTTey YLIIH TYKBIPBIMAAMAJIbBIK TaJIAybl, CAIBICTRIPMAIIbI JIICTEP/l, CHHTE3Il )KOHEe MOJIEIbICY i
KonylaHajpl. Ecre cakTay MEH CEeMaHTHKAIBIK OHJACYAl KaKCcapTyAarbl BU3YalIbl KYPBUIBIMIIAYIbIH
poejiHe epeklle Ha3ap ayAapbulaibl. 3epTTey HOTHXKeNepi HHTEIUIEKT KapTauapbl ce3aepli
CEMaHTHKAJIBIK OpiCTepre, JIEKCUKAJIBIK JKeJIlIepre, €3 TIpKeCTepiHe )KOHE Co3KacaM/IbIK CXeMaapra
OipikTipy apKpUIBI CO3IIK KOpPBIH Mrepyli >KeHUIAeTeTiHiH kepceredi. OKpITymaH OypbIH
KOJIJIAHBLJIATBIH KYPBUIBIMIIBIK MHTSIUICKT KapTajapbl alJiblH ajia OumiMJi OeliceHaipei; OKBITY
Ke31H/Ier MHTEPAKTUBTI JIEKCUKAJIBIK COMKECTIK CEMaHTHKAJIBIK OalIaHbICTapAbl TEPEHACTYTES BIKITA
eTe/Il, al OKBITYaH KeHiHT1 KaJIblHA KeNTIpy TalchpMaitapbl CO3/1iK KOPBIH MIOFBIPIAH/BIPYFa JKOHE
OHIM/II TalilaanyFa bIKIaJ eTeI.

Tipek ce3aep: akbUI-Ol KapTajapbl, CO3IIK KOPBIH ally, JIEKCUKAJIBIK JaFabliap, KOTHUTHBTI
IICUXOJIOTHSI, CO3IK

KOHIEIIUS MEHTAJIBHOM KAPTBI U METO/IbI PA3BBUTHUSA JIEKCUUYECKHX
HABBIKOB

MaxameBa A.Il., kaHAUIAT IEJArOTMYECKUX HAYK
Ecen:xou K., maructpant 1 kypca OIl "MHOCTpaHHBI SI3BIK: 1Ba HHOCTPAHHBIX SI3bIKA"

'Kvizvinopounckuii ynusepcumem umenu Kopxoim Ama, 2. Kvizvinopoa, Kazaxcman
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AHHOTanus. B 3ToM TeopeTHYecKOM UCCIeIOBAHUN PACCMATPUBAIOTCS METOIOIOTUUECKHUE U
KOHIIEITYaJIbHbIE OCHOBBI HCIIOJIb30BaHUSl HMHTEIIIEKT-KApT B OOYYEHWHM WHOCTPAHHOMY SI3BIKY C
0COOBIM aKIICHTOM Ha Pa3BUTHE JICKCHUECKHUX HABBIKOB. B COBPEMEHHOM SI3LIKOBOM OOpa30BaHUM IS
OBJIAJICHUSI CJIOBAPHBIM 3aMlacoM TPEeOYIOTCS CTPYKTYPUPOBAHHBIC, KOTHUTUBHO 3HAYUMBIE TIOJIXOJIBI,
BBIXOMAIIME 332 pPaMKA MEXaHMYECKOTO 3allOMHHAHWSA. MeHTalbHas KapTa, KaK BHU3yallbHBIA H
ACCONMATUBHBIA WHCTPYMEHT OOYYCHHS, OTpPaXaeT ECTECTBEHHYIO OpPraHH3aIlli0 YeJI0BEUYECKOTO
MBIIUICHUS U TO3BOJISICT YYaIIMMCA CHCTEMATU3UPOBATh JIEKCMUECKHIM MaTepuand U CBS3BIBaTh €0
Mexay coboii. HecMOTpst Ha MIMPOKOE MPAKTUYECKOE MPUMEHEHHE, KOMIUICKCHAsS TeAaroruveckas
OCHOBa [UJIsl WHTETpAallid MEHTAIbHBIX KapT B OOy4YeHHE JIEKCHKE OCTaeTcs HEeIOCTaTOYHO
CHUCTEMaTHU3UPOBAHHOM.

B uccnenoBanuu UCHONB3YIOTCS KOHIIENTYa IbHBIA aHATN3, CPABHUTEIBHBIE METO/IbI, CHHTE3 U
MOJICJIMPOBAHHE [T U3YUSHHUS TEOPETUIECKUX OCHOB MEHTAJIHFHOTO KAPTUPOBAHUS B CBSI3U C TEOPHEH
aCCOIMAaTUBHOTO OOYy4YeHHs, KOHCTPYKTHBHUCTCKOW TE€JAarOTMKOW W KOTHUTHBHOHM TICHXOJIOTHEH.
Oco0o0¢ BHUMaHHUE yIEISICTCA POIM BHU3YalIbHOTO CTPYKTYPUPOBAHUS B YIIYYIICHHH 3alIOMUHAHUS H
CEMaHTHYECKOW 00paboTKU. Pe3ynbTaThl HCCIENOBAaHUS IOKA3bIBAIOT, YTO HMHTEJUICKT-KapThI
00JIeryaroT YCBOGHHE CIIOBapHOTO 3amaca, OObEeIUHSS CIIOBAa B CEMaHTHYECKHE MO, JIEKCUIECKHUE
CETH, CJIOBOCOYETAHUS M CJIOBOOOpa3oBareibHbIE CXeMbl. CTPYKTypUPOBAaHHBIE HHTEIUICKT-KAPTHI,
UCIOJIb3yeMble Tiepe] OO0y4deHHeM, aKTUBU3HUPYIOT IIpelBApUTENbHbIE 3HAHUS; WHTEPAaKTUBHOE
JIEKCHYECKOE COMOCTABIICHHE BO BpeMs 00yJeHHs CTIOCOOCTBYET YIITyOJICHUIO CEMaHTUIECKHX CBS3EH,
a 3a/laHus MO0 BOCCTAHOBJIICHHWIO MOCTEe OOydYeHHS CHOCOOCTBYIOT 3aKpEIUICHHIO W MPOJYKTHBHOMY
HCIIOJIb30BAHUIO CIIOBAPHOTO 3ariaca.

KaioueBbie cioBa: HHTemIeKT-KapThl, MPUOOpETEHHE CIOBAPHOIO 3araca, JEKCHYEeCKHe
HABBIKU, KOTHATHUBHAS TICHXOJIOTHS, CJIOBAPHBIN 3amac
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Abstract. This article provides an overview of modern artificial intelligence (Al) tools and
their main features and applications in today’s digital environment. The study focuses on several
widely used Al platforms, including ChatGpt, Ideogram, Suno Al, Character.ai. The article describes
the primary functions of these tools and explains how artificial intelligence is being integrated into
different areas such as text generation, music creation, image generation, writing assistance, and
interactive communication. The research applies a descriptive and analytical approach to examine the
capabilities and practical uses of contemporary Al technologies. Particular attention is given to the
diversity of Al applications and the growing accessibility of such tools for everyday users. The article
also highlights how modern Al systems simplify creative, professional, and communication-related
tasks by automating processes and generating digital content.

These innovations have enabled the creation of intelligent systems that can comprehend and
respond to complex inputs, resulting in transformative applications across multiple industries and
fields. Looking to the future, the potential of Al continues to grow as ongoing research and innovation
push the limits of what machines can accomplish. As Al becomes more deeply integrated into
everyday life, it is increasingly important to understand its core principles and capabilities in order to
effectively navigate both the opportunities and challenges it brings.

Keywords: Artificial Intelligence (Al), Al tools, generators, creation, platform

Introduction. Artificial Intelligence (Al) refers to a broad range of technologies and
methods designed to enable machines to perform tasks that typically require human
intelligence. Fundamentally, Al aims to replicate cognitive processes such as learning,
reasoning, problem-solving, and perception. This wide field includes everything from rule-
based systems to advanced machine learning algorithms. Over time, Al has evolved
considerably—modern systems can now analyze large datasets, detect patterns, and make
autonomous decisions. The reach of Al extends beyond standard computing, covering areas
like robotics, natural language processing, and computer vision, among others.

In recent years, Artificial Intelligence (Al) has experienced rapid progress, largely due
to major advances in machine learning, deep learning, and neural network architectures.
These innovations have enabled the creation of intelligent systems that can comprehend and
respond to complex inputs, resulting in transformative applications across multiple industries
and fields. Looking to the future, the potential of Al continues to grow as ongoing research
and innovation push the limits of what machines can accomplish. As Al becomes more deeply
integrated into everyday life, it is increasingly important to understand its core principles and
capabilities in order to effectively navigate both the opportunities and challenges it brings
[Miguel Angel Macias Loor, 2024].

Artificial intelligence is commonly divided into three main categories: Artificial
Narrow Intelligence (ANI), Artificial General Intelligence (AGI), and Artificial Super
Intelligence (ASI). ANI, often referred to as Narrow Al, is designed to perform specific tasks
with high efficiency, such as weather forecasting or playing chess. Examples of this type of
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Al include virtual assistants like Google Assisstant and Siri, as well as translation and natural
language processing tools such as Google Translate.

AGI represents a more advanced stage of Al development. Unlike ANI, AGI is
expected to possess human-like cognitive abilities, allowing it to understand, learn, and apply
knowledge across a wide variety of tasks. ASI refers to a hypothetical form of intelligence
that would surpass human capabilities in all areas, including creativity, scientific thinking,
decision-making, and social interaction. The possible emergence of ASI has generated
significant discussion and concern regarding its impact on society and the challenges humans
may face in adapting to such technological advancement [2]

Materials and Methods. The development of Al techniques has led to the emergence
of various Al technologies, many of which are now available “as a service” and are widely
used across different fields. These technologies include:

Natural Language Processing (NLP): This involves the use of Al to automatically
understand and interpret written language. It includes semantic analysis, which helps systems
comprehend meaning (used in areas like translation and legal document analysis), and text
generation, such as automated journalism or report writing.

Speech Recognition: This technology extends NLP to spoken language, allowing Al to
recognize and process human speech. It is commonly used in smartphones, virtual assistants
(like Siri or Alexa), and conversational chatbots in sectors such as banking and customer
service.

Image Recognition and Processing: Al is used to identify and interpret visual
information in various forms. Applications include facial recognition (such as for electronic
passports), handwriting recognition (for automated postal sorting), image manipulation (for
creating deepfakes), and autonomous vehicles, which rely on image analysis to navigate
safely. Autonomous Agents: These are Al systems capable of acting independently in different
environments. Examples include game avatars, malicious software bots, virtual assistants or
companions, intelligent robots, and even autonomous military systems used in warfare.

Affect Detection: This refers to AI’s ability to analyze human emotions or moods by
examining text, facial expressions, and behavior, often used in sentiment analysis, customer
service, and educational technologies.Data Mining for Prediction: Al is applied to analyze
large datasets and identify patterns that help predict future events or outcomes. Common uses
include medical diagnosis, weather forecasting, business trend analysis, smart city
management, financial forecasting, and fraud detection.

Artificial Creativity: Al systems can now generate original content, such as
photographs, music, artworks, and written stories, demonstrating creative capabilities that
mimic or complement human imagination [UNESCO, 2021]. According to Muakhmal Salam
(2024), the following types of Al-based tools are among the most widely used. One prominent
category is language learning applications, which employ Al to adapt content to learners’
proficiency levels, with particular emphasis on vocabulary items that present the greatest
difficulty. These applications use spaced repetition algorithms to strengthen long-term
memory by reviewing words at optimal intervals. Well-known examples of such tools
include.

Duolingo and Memrise. Al-powered chatbots represent another widely used category
of Al tools. These systems enable learners to practice real-time conversations and actively
apply vocabulary in meaningful contexts. By responding to text or voice input, chatbots can
generate immediate feedback and offer suggestions for improvement, making vocabulary
learning more interactive and dialogue-based. Common examples of Al-powered chatbots
include ChatGpt, Claude, and Gemini. Speech recognition tools form another category of Al
applications in language learning. These systems analyze learners’ pronunciation and accent,
providing corrective feedback and targeted exercises to support improvement. By
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emphasizing accurate pronunciation, such tools help learners not only acquire vocabulary but
also produce it correctly in spoken communication. Well-known examples include Rosetta
Stone and ELSA Speak.

Writing assistant tools are another type of Al application in language learning. These
tools analyze learners’ written work and provide real-time suggestions for vocabulary
improvements, synonyms, and grammatical corrections. By showing how words function
within sentence structures, they support the development of advanced vocabulary and writing
skills. Notable examples of such tools include Grammarly and ProWritingAid [Muakhmal
Salam, 2024].

ChatGPT is an Al-based program designed to produce conversational responses.
Developed by OpenAl, this advanced chatbot uses machine learning to examine and interpret
vast amounts of data in order to reply to user questions. It can comprehend both spoken and
written human language, enabling it to process input effectively and generate appropriate
responses [University of Central Arkansas, n.d.].

GPT-3 (Generative Pretrained Transformer 3), GPT-3.5, and GPT-4 can produce text
that closely resembles human writing and are used for tasks like language translation,
language modelling, and generating text for applications such as chatbots. GPT-3.5, with its
175 billion parameters, stands out as one of the most powerful language models available. It
allows users to input a variety of text-based prompts—ranging from questions and writing
tasks to many other language-related requests—enabling the Al to respond accordingly.

ChatGPT-3.5 can be used for a wide range of tasks, including writing essays,
generating Excel formulas, composing poems and movie scripts, researching topics and
summarizing content, creating cover letters or CVs, writing code, and planning holidays.

A more advanced version of ChatGPT, known as ChatGPT-4, is available for paid
subscribers ($20/£16 per month). This latest model offers enhanced capabilities, such as
engaging in conversations in 26 different languages for language learning, generating recipes
based on images of ingredients, and describing visual content to assist blind individuals
[Alex, 2023].

ChatGPT can be used in language learning environments to support learners in
developing various language skills and sub-skills. It can offer constructive feedback and
comments on learners’ language performance, thereby enhancing their overall language
proficiency. Moreover, ChatGPT can generate grammatically correct sentences, helping
students produce coherent and well-structured texts. As an Al-assisted learning tool, it can
also comprehend human queries and deliver accurate and contextually appropriate responses
[Ling, 2023].

Claude, created by Anthropic Al, refers to an advanced AI chatbot. Designed to
engage in natural, text-based dialogue, Claude is particularly effective in tasks such as
summarizing content, editing, answering questions, supporting decision-making, writing
code, and more.

Anthropic currently provides three versions of the Claude model: Claude 1, Claude 2,
and Claude-Instant. Although all of them are text-based language models, each version
exhibits distinct capabilities. Claude is continually trained on updated data and can process
inputs of up to 75,000 words—enabling it to comprehend and analyze short books.
Ultimately, Claude aims to deliver intelligent, human-like interactions while upholding a
strong commitment to ethical standards. Getting started with Claude Al is a straightforward
process. The first step involves creating an account or logging in at claude.ai. A question or
message can then be entered into the input field. Additionally, a PDF or text document may
be uploaded to provide contextual information alongside the message. Once the conversation
begins, responses from Claude can be copied, the prompt can be retried to generate an
alternative reply, and feedback can be submitted on the output. Claude’s different versions
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closely align with OpenAI’s models: Claude-Instant is more affordable and faster, much like
GPT-3.5, while Claude-2 offers more advanced capabilities, comparable to GPT-4, though it
operates more slowly. Claude is limited to the information included in the prompt—it cannot
access external data, nor can it process or generate images. The free version of Claude is
generally stronger than the free version of ChatGPT, but ChatGPT’s paid plan offers broader
knowledge and more advanced features than Claude’s subscription [Meier, 2024].

Grammarly is a widely used tool for checking spelling and sentence structure. It offers
a comprehensive set of features to help maintain clear and accurate English, allowing
adjustments to tone and providing suggestions to streamline lengthy or complicated sentences.
With numerous extensions and integrations, it can be used in nearly any text field. It also
includes basic generative text capabilities [Replogle, 2025].

In its most basic form, Grammarly uses Al to assist with idea generation, correct
grammar and spelling mistakes, and reword text. It introduced a generative Al feature called
Grammarly GO. This tool goes beyond basic corrections by helping users brainstorm,
rephrase, and create text—particularly useful for overcoming writer’s block or refining
difficult sentences [Froment, 2024].

ProWritingAid is a free program that examines our writing for grammatical errors and
offers suggestions to enhance our writing style. It can help us prevent errors and strengthen
our writing. In addition, it includes a written forgery detector. It attempts to access virtually
all sites on the Internet, including email inboxes and other prominent locations. This tool
distinguishes itself from other grammar checkers through the detailed structure of its feedback
reports. It offers more comprehensive analysis by generating 20 different types of reports,
catering to users with varying levels of writing proficiency. These reports cover a wide range
of aspects, including style, grammar, overused words, clichés, thesaurus suggestions,
repetition, sentence length, pronoun usage, alliteration, transitions, diction, and plagiarism.
The program also assigns individual scores for each category along with an overall score,
making it easier for writers to identify areas for improvement and enhance their skills [Tira
Nur Fitria, 2023].

Ideogram 1is a highly effective Al-powered image generator that excels at producing
visuals with smoothly integrated text. Unlike other tools such as Midjourney or Canva Al—
which, while helpful, sometimes lacked the polished look needed for B2B tech—Ideogram
consistently delivers clean, professional-quality graphics. Its ability to blend text seamlessly
into images makes it especially well-suited for business and tech-focused content.

In terms of accessibility, Ideogram offers most of its features for free, making it an
attractive option compared to platforms that require a paid subscription. This allows users to
start experimenting with no upfront costs.

The platform also includes a Prompt Helper tool, which suggests useful keywords and
phrases to refine image prompts—especially valuable for those new to Al image generation.
Combined with a clean, intuitive interface and helpful features like the Remix function,
Ideogram is easy to use regardless of experience level.

Stylistically, Ideogram supports a broad range—from typography and illustrations to
cinematic visuals and 3D rendering—while avoiding overly fantastical aesthetics. Unlike
other generators that lean toward dramatic, fantasy-style imagery, Ideogram maintains a more
professional, polished look that fits seamlessly into B2B presentations and marketing
materials [Cambell, n.d.].

Suno Al is a music creation tool powered by artificial intelligence. It enables users,
regardless of their musical background, to generate original music. Acting like a virtual
composer and producer, the program simplifies the entire creative process. Original songs can
be crafted from scratch, or enhancements can be made to existing projects using its features.
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Four friends—Michael Shulman, Georg Kucsko, Martin Camacho, and Keenan
Freyberg—who shared a deep interest in music and technology, founded Suno AI. They
partnered with Universal Music Group, a major force in the music industry, with the goal of
using advanced Al models to simplify music creation and make it accessible to everyone.

Suno Al supports a wide range of musical genres, including pop, rock, hip-hop,
electronic, and more, allowing users to experiment and find the perfect sound for any project.
Its customizable features make it easy to adjust song structures—change the tempo, key, or
instruments—to create music that truly reflects a personal style. A vast library of royalty-free
samples and loops offers even more creative flexibility, enabling users to mix and match
elements to build unique soundscapes. In its latest version, developed with the vision of
co-founder Martin Camacho, Suno Al also introduces vocal generation, allowing seamless
integration of vocals into tracks for a fuller, more dynamic sound. To top it off, Suno Al
includes built-in copyright protection, ensuring that every musical creation is legally
safeguarded. With all these features, Suno Al makes professional-quality music creation
accessible, customizable, and secure [Joharder, 2026].

Gamma is an Al-powered tool for creating presentations, documents, and webpages. It
allows users to quickly generate slide decks or webpages by entering a brief prompt,
uploading a file, or pasting existing content as the basis for the project.

Gamma generates Al presentations with a default of 8 slides, regardless of the prompt,
and slides can be added or removed manually.

Pros:

- Offers multiple customization options for presentations

- Decks are responsive across desktop, mobile, and tablet devices
- Fast performance of the presentation Al

- Automatically handles formatting and alignment

Cons:

- Limited variety of templates for different presentation types

- Very basic themes

- No support for animating individual slide elements

- Not compatible with Google Slides

- Lacks an offline editing option

- May experience lag with a weak internet connection [Daniel, 2025].

Character.Al is an online platform powered by a neural language model that processes
extensive textual data in order to generate responses to user prompts. The platform allows
users to design custom characters, which may be either fictional or modeled on real
individuals, regardless of whether they are living or deceased. For instance, a brief search of
the website reveals user-created characters representing public figures such as Billie Eilish,
Ariana Grande, and Napoleon Bonaparte. The system enables interaction with a single
character in an individual dialogue format, as well as participation in multi-character group
conversations in which several characters can communicate simultaneously with each other
and with the user.

Results and Discussion. Within Character.Al, users can locate characters by
searching either for a specific name or for the media source (e.g., book, television series, or
film) with which the character is associated. The search results typically present the most
relevant matches according to the entered keywords, with characters that have the highest
interaction frequency generally appearing at the top of the list.

After selecting a character, a dialogue interface opens in which the character initiates
the interaction with an introductory message. Users may then engage in conversation with the
character. Following each response, users are able to evaluate the quality of the reply using a
rating scale from one to four, thereby contributing feedback that supports the ongoing
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improvement of the language model’s ability to generate accurate and contextually
appropriate responses.

The chat interface includes a microphone function that supports speech-to-text input,
allowing users to verbally produce messages that are automatically converted into written
form and transmitted within the dialogue. According to Character.Al, text-to-speech
functionality for character responses, which would enable characters to produce audible
replies, is still under development. Nevertheless, creators currently have the option to assign a
synthetic voice to their characters through the advanced settings available during the character
creation process [ De Luna, 2023].

Conclusion. In conclusion, modern artificial intelligence tools continue to transform
the way people interact with technology and digital information. The rapid development of Al
has contributed to the emergence of innovative systems capable of generating texts, creating
visual and audio content, processing information, and simulating human-like communication.
As Al technologies continue to evolve, they are becoming more sophisticated, accessible, and
integrated into everyday digital environments.

The study demonstrates that contemporary Al tools are characterized by a wide variety
of features and capabilities, reflecting the ongoing progress in artificial intelligence
development. Furthermore, the increasing popularity of Al technologies indicates their
growing influence on modern society and digital culture.

Overall, understanding the functions and applications of Al tools is important for
recognizing the role of artificial intelligence in the modern world and its potential for future
technological advancement.
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3AMAHAYMU KACAH/IbI MTHTEJUIEKT KYPAJIIAPBI: MYMKIHAIKTEPI MEH
KOJAHBLTYbI

Hypaano6exoa E.K., nenaroruka rbUIbIMIapbIHBIH KaHIUAATHI
Maxaesa F.B., «Iller tixni: exi met tini» BBb 1-kypc MaructpaHTs

Kopxvim ama amuvinoasvl Keizviiopoa ynusepcumemi, Kvizviiopoa k., Kazaxcmarn

Anparna. Jlepekciz. bynm Makamama 3amaHayd »kacaHAbsl HHTEUIEKT (Al) KypammapbeiHa,
oNapbIH HETi3ri QyHKOUsIIapel MEH 3aMaHayd HUQPIBIK OpTaja KOJJaHbUTYybIHA LIONY OepisireH.
3eprrey chatgpt, Ideogram, Suno Al cusKTBI KeHiHEH KOJIMaHbUTATHIH OipHeme Al mnardopmanapbiHa
OarbiTTanrad, Character.ai. Makajgana OCbl acHanTapiAblH HETi3ri (QYHKIUAIAPhl CUIATTAJFaH JKOHE
JKacaHAbl MHTEIJIEKTTIH MOTIH KYpYy, My3bIKa jkacay, KeCKiH jkacay, MOTiH Ka3yra KOMEKTEeCy KoHe
MHTEPAKTHUBTI KapbIM-KAaThIHAC CHSAKTHI OpPTYpPJl cajlaiapra Kajnail OipikTipineTiHi TyciHmipineni.
3epTTey 3aMaHayd >KacaHAbl WHTEIUIEKT TEXHOJOTHSUIAPBIHBIH MYMKIHIIKTEpI MEH MNPaKTHKAIBIK
KOJIJAHBUTYBIH 3€pPTTeY YIIIH CHUMATTAMAaJbIK JKOHE AHAIMTHKAIBIK TOCULNI KOJaHambl. JKacaHubl
uHTEeKT  KochIMIIanmapbiHBIH —~ OpPTYPJIUIIriHE  KOHE  MyHAald  KypalgapiAblH  KapamnaidbiM
naijanaHynibuIap YIHIH KOJ JKETIMAUINIHIH apTyblHAa epekile Haszap ayjaapbuiagsl. Makaiaia
COHBIMEH KaTap 3aMaHayHW J>XacaHJIbl HMHTEIUIEKT JKyielepi MpolecTeplli aBTOMATTaHJBIPY >KOHE
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OUQPABIK  MasMYHABl KYpY apKbUIbl IIBIFAPMAIIbUIBIK, KOCIOM KOHE KOMMYHHMKALMSUIBIK
TarnceIpMaapabl Kajai )KeHUIETeTiHI Typabl alThUTAIbI.

Byn wHHOBammsimap Kypaeni kipictepai KaObliayFa jKoHE OJlapra jkayan Oepyre KaOinerTi
MHTEJUICKTYaNIbl JKYHeIepai KypyFa MyMKIHIIK Oepi, HOTHKECiHe KOITeTreH caianap MEeH KbI3MET
caJjajapblHIa TpaHC(OPMANUUIBIK KOCHIMIIIaNap naiaa 6omnpl. bonamakka Ke3 JKyripTcek, *KacaH bl
WHTEIUICKTTIH oJNleyeTi apThIl Kelemi Jenm anTyra Oomamgsl, OWTKeHI Kasipri 3eprreyiiep MeH
WHHOBalMsUIap MallMHAJIApFa MYMKIHIIK Oepeni. JKacanabl HHTEIUIEKT KYHACTIKTI eMipre TepeHipek
€HreH CaiblH, OHBIH HETi3r1 NPUHIMITEPI MEH MYMKIHIIKTEpiH TYCiHY, OHBIH ©3IMEH Oipre aublm
JKYPT€H MYMKIHAIKTepl MEH MaceesepiH THIMII Taiianany MaHbI3ab! 001a OacTaipl.

Tipexk ce3aep: xacannsl naTeIeKT (Al), Al Kypammapsl, TeHepaTopiap, Kypy, matdopma

COBPEMEHHBIE UHHCTPYMEHTBI HCKYCCTBEHHOI'O UHTEJVIEKTA:
BO3MOXHOCTU U IPUMEHEHHUE

Hypaanoexosa E.K., kanauaar neiaroruueckux HayK
Maxaesa I'.b., maructpanTt 1 kypca OIl « IHOCTpaHHBIH SA3bIK: 1Ba HHOCTPAHHBIX S3bIKAY

Kuisvinopouncxuil ynusepcumem umenu Koprxoim Ama, 2. Keizviiopoa, Kazaxcmarn

AnHoTtamusa. B o1oii craTthe mpexacTaBieH 0030p COBPEMEHHBIX HHCTPYMEHTOB
uckycctBenHoro uHtemekta (MU), ux OCHOBHBIX (YHKIMH M TNPUMEHEHWH B COBPEMEHHOMN
¢ poBoii cpeae. Mccnemopanne MOCBSIMIEHO HECKOIBKUM MIMPOKO UCTIONB3yeMbIM Tutatdopmam U,
Bkiodasi ChatGpt, Ideogram, Suno Al, Character.ai. B cTatbe onmmMchIBalOTCSI OCHOBHBIE ()YHKITHH
9THX HHCTPYMEHTOB M OOBSCHSETCS, KaK MCKYCCTBEHHBI MHTEIUIGKT MHTEIPUPYETCS B Pa3IUYHBIC
o0macTH, TakMe Kak TeHepalus TeKCTa, CO3[JaHHe MY3BIKH, CO3JaHue W300paKeHWH, MOMOIIb B
HaIlMCaHUM TEKCTOB M MHTEpaKkTHBHOE oOIIeHHe. B nccnenoBaHuy HCIONB3YETCsl OMUCATEIbHBIA U
AHAIUTUYECKUNA MOAXOM JUISl U3Y4YEHHS BO3MOYKHOCTEN M NMPAKTHUYECKOTO MPUMEHEHHS COBPEMEHHBIX
TEXHOJIOTHH UCKyCCTBEHHOro MHTesUIekTa. Ocoboe BHUMaHKE YAeIsIeTcs PasHOO0pa3uio MPUII0KEHUH
MCKYCCTBEHHOTO MWHTEJUIEKTAa M PAacTylIeHd MJOCTYIIHOCTH TaKHMX WHCTPYMEHTOB ISl OOBIYHBIX
MOJIb30BaTeNel. B cTaThe Takke paccKa3bIBAETCS O TOM, KAK COBPEMEHHBIE CHCTEMBI HCKYCCTBEHHOTO
WHTEJUIEKTa YIPOLIAI0T TBOpUYECKHE, MpodeccHoHalbHble W KOMMYHHKAIIMOHHBIE 33/Ia4d 33 CUeT
ABTOMaTH3aLMH [IPOLIECCOB U CO3aHus HU(POBOrO KOHTEHTA.

OTH HHHOBALMK TO3BOJIMIIM CO3JaTh HHTEIJIEKTYaJIbHBIE CUCTEMBI, CIIOCOOHBIE BOCIPUHIUMATh
CJIO)KHBIE BXOJIHBIE JIaHHBIE W pearupoBaTh Ha HHUX, YTO IMPHBEIO K CO3AaHUIO MPEoOpasyroUInx
NPUWIOKEHUH BO MHOTHX OTpPacisiX M 00NacTsAX NeSATEIbHOCTH. 3arisiibiBas B Oyayliee, MOXHO
CKa3aTb, YTO MOTEHLIHAJ HCKYCCTBEHHOTO HWHTEIUIEKTa MPOAOJDKAET PACTH, NMOCKOJBKY TEKYIIHE
WCCJIEJOBAHNS U MHHOBALlMU PACIIMPSIOT BO3MOKHOCTH MamvH. [Io Mepe Toro kak MCKyCCTBEHHBIH
WHTEJUIEKT BCE TIy0’Ke WMHTErpUpPYETCS B MOBCEJHEBHYIO JKHM3Hb, CTAHOBHUTCS BCE 0OJiee Ba)KHBIM
NOHUMAaTh €ro OCHOBHbIC€ NPHUHLMUIBI W BO3MOXHOCTH, 4TOOBI 3()(EKTHBHO HCIOJIB30BaTh Kak
BO3MOXXHOCTH, TaK ¥ IPOOJIEMBI, KOTOPhIE OH HECET ¢ COOOiA.

KuaroueBbie cioBa: VckyccrBennbiii unnrtemnekt (MW), uactpymentst WU, renepartopsl,
co3janue, mwiaThopma
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Abstract. This article discusses the effectiveness of using audiovisual materials, including
subtitles, in the process of teaching of foreign language. Nowadays ,with the development of modern
times, the availability of multimedia technologies, especially video materials for foreign language
learners,has increased exponentially. In this context, the role of multimedia technologies is growing
through the use of modern educational complexes such as “Upstream”. However, the pedagogical
community and researchers face a methodological dilemma: Are subtitles a tool for students or a
barrier to listening skills?

The primary objective of this empirical study is to conduct a rigorous, comparative analysis
regarding the structural dynamics of how students acquire and retain new vocabulary when exposed to
foreign language listening tasks under two distinct conditions: with and without the aid of subtitled
text. To provide a robust conceptual framework, the theoretical foundation of this article is strictly
anchored in Allan Paivio’s Dual Coding Theory and Richard Mayer’s cognitive principles of
multimedia learning. Synthesizing these influential frameworks allows for a comprehensive evaluation
of subtitles, examining their dual function as both a visual and verbal scaffolding mechanism that can
accelerate lexical mapping, while simultaneously analyzing the potential pedagogical risks associated
with extraneous cognitive load and split-attention effects.

Key words: listening strategies, subtitling, lexical competence, English language teaching.

Introduction. In the contemporary context of the profound transformation of the
global educational paradigm, the ongoing search for innovative, highly effective methods of
teaching foreign languages has increasingly become a paramount academic priority. Within
this shifting pedagogical landscape, multimedia technologies have rapidly evolved to become
far more than a mere auxiliary instructional tool; rather, they now function as an integral, core
component that fundamentally shapes and defines the overall structure, delivery, and content
of the modern educational process. The systematic integration of authentic video materials
does not merely enhance students’ cognitive activity, critical thinking, and intrinsic
motivation, but it also creates an immersive learning environment. This approach allows
learners to perceive, analyze, and absorb the target language within a real, culturally nuanced
communicative context, thereby bridging the gap between theoretical classroom knowledge
and practical, real-world communication.

However, the precise role and pedagogical value of subtitles and captions in the
presentation of audiovisual content remain a subject of intense methodological debate among
linguists and educators worldwide. While one school of thought considers subtitles to be a
potential "linguistic crutch" that may inadvertently foster over-reliance and hinder
autonomous listening skills, an opposing perspective views them as an exceptionally effective
scaffolding tool essential for incidental vocabulary acquisition and lexical mapping. This
ongoing debate becomes especially critical for students operating outside of an authentic
target-language environment, where direct exposure to native speech is limited and visual
support serves as the primary cognitive mechanism for decoding and recognizing unfamiliar
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acoustic signals. Consequently, the central purpose of this study is to conduct a systematic,
comparative analysis of these two distinct approaches to subtitling, with the ultimate goal of
determining the most optimal pathways to expand learners’ productive vocabulary while
effectively managing and balancing their cognitive load.

The theoretical basis of the article is based on the concept of Allan Paivio’s “Dual
Coding Theory” [1]. According to this theory, the human brain processes information through
two separate channels (visual and verbal). Subtitles activate these two channels
simultaneously, connecting the sound of the word with its graphic image [7]. In addition,
according to Richard Mayer’s Principles of Multimedia Learning, it is important not to
overload the information with text (redundancy effect) [2]. Finding a balance between these
two theories is a key task in the language learning process.

Methods. During the practical phase of this research, a rigorous experimental
observation was systematically conducted with the active participation of university students
in the city of Kyzylorda. The primary objective of this empirical undertaking was to critically
investigate and evaluate the specific effects of both subtitled and unsubtitled video content on
various multi-faceted aspects of second language acquisition, including listening
comprehension, lexical retention, and cognitive engagement. This empirical study was carried
out among undergraduate students at Korkyt Ata Kyzylorda University who were currently
operating at an intermediate level of English language proficiency. Selecting this particular
cohort was highly intentional, as the intermediate stage represents a critical developmental
juncture in language learning, frequently characterized by a complex cognitive transition from
literal, word-for-word translation to a deeper, more conceptual understanding of the English
language.

Thirty students participated in the study, who were divided into two equal groups to
ensure statistical significance: a control group (n=15) and an experimental group (n=15). A
diagnostic pre-test was administered before the experiment to ensure that both groups had
similar initial levels of vocabulary and listening comprehension skills. This ensure that any
differences observed later could be attributed solely to the experimental variable. The main
teaching materials were selected from the “Upstream Intermediate” teaching and learning
system. This choice was made intentionally because the series offers authentic, context-rich
video content that is relevant to the B1 level curriculum [9]. The selected video clips focused
on social issues and environmental topics and covered many target lexical items that the
students had not encountered before.

The experiment was conducted across four intensive sessions according to a structured
three-stage protocol designed to evaluate the cognitive impact of varied input modalities:

1. Preview Phase: In both the experimental and control groups, students were
presented with the general topic of the video to actively stimulate and activate their
background knowledge and conceptual schemas. However, to maintain the absolute integrity
and validity of the subsequent lexical reading test, no specific vocabulary definitions or
semantic pre-teachings were given during this preparatory phase.

2. Viewing Phase: Students in the control group watched the selected video content
without any textual or orthographic support, being strictly instructed to rely exclusively on
acoustic cues and dynamic visual images. This specific task demanded an exceptionally high
level of cognitive activity, as these students were forced to mentally segment a continuous
stream of native speech into recognizable lexical words. Conversely, students in the
experimental group watched the exact same video with the inclusion of English subtitles.
Here, the visual text served as an immediate cognitive anchor, providing a direct, real-time
orthographic reference for each phoneme heard [12].

3. Post-Viewing Phase: Immediately after the viewing session concluded, students in
both tracking groups completed a rigorous series of comprehension and lexical retrieval tasks
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designed to measure both their macro-understanding of the text and their immediate
vocabulary recall [11].
Data Collection and Assessment Criteria: A systemic combination of traditional
psycholinguistic testing tools and digital analytical platforms was utilized to perform a robust
multivariate analysis of the participants' linguistic performance.

The evaluation was conducted using three metrics:

Table 1 — Methodology for assessing cognitive skills

Evaluation metric Measurement tool Justification (Scientific
context)
Spelling accuracy Written word reproduction test | Testing the theory of dual
coding theory (A.Paivio).
Visual detail Questionaire on the | Evaluation of the effect (
reproduction  of non-verbal | R.Mayer).
elements
Acoustic perception Dictation test (Gap-fill) and | Analysis of the development of
intonation recognition phonemic hearing without text
support.

Results. The empirical results of the experimental study demonstrate that the
operational impact of subtitled media on language learners’ cognitive abilities is not one-
dimensional; instead, they play a highly nuanced, differentiated role in the development and
optimization of specific target language skills. A detailed, quantitative comparison of the
performance metrics and outcomes obtained from the study is presented in the chart below:

Figure 1 — Impact of Subtitles on Cognitive Skills (Comparative Analysis)
Impact of Subtitles on Cognitive Skills

B Experimental (Subtitles)
BN Control (No Subtitles)

Performance Score (%)

Vocabulary Spelling Visual Details Auditory Perception

As visualized in Figure 1, the empirical performance metrics demonstrate that the
experimental group achieved significantly higher scores than the control group in retaining
and reproducing the correct spelling of newly acquired vocabulary. This pronounced
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statistical result strongly confirms the core tenets of A. Paivio’s foundational “Dual Coding
Theory,” which posits that when linguistic information is processed simultaneously through
complementary verbal channels (such as subtitles) and non-verbal visual channels (such as
dynamic video content), substantially stronger and more resilient long-term memory traces
are formed within the learner's cognitive architecture [1].

Interestingly, a qualitative analysis revealed a trade-off. The level of observation
regarding background details, subtle facial expressions of characters, and paralinguistic
elements (such as gestures or symbolic objects in the frame) was noticeably lower in the
experimental group. This phenomenon is a direct manifestation of R.Mayer’s (2009)
Redundancy Principle [2]. When students are presented with identical information in both
spoken and written forms, the brain can experience a “split-attention effect”. Our observations
showed that students were so focused on decoding the text at the bottom of the screen that
they lacked the cognitive resources to process the rich visual context of the Upstream
Intermediate video segments. Essentially, they were :reading a movie” rather than “watching”
1t.

Conversely, while the control group (without subtitles) initially struggled with lexical
recall and had lower scores on written tests, they demonstrated superior performance in
phonological perception. These students were forced to rely entirely on the acoustic signal,
which led to a deeper attunement to:

Intonation patterns: Recognizing the speaker’s emotional state through pitch changes.
Connected speech: Identifying word boundaries in rapid, natural speech.

Natural speech rate: Developing a higher tolerance for the “speed” of native speakers without
the anxiety of missing every word.

The data suggests that while subtitles are excellent for accuracy, the absence of
subtitles is crucial for developing fluency and authentic listening stamina.

Discussion. An analysis of the study’s empirical results strongly suggests that the
overall effectiveness of utilizing audiovisual materials in foreign language teaching is
determined not simply by the mere presence or absence of subtitles, but, above all, by the
rigorous methodological consistency and structural precision of their integration into the
instructional learning process.

Detailed empirical analysis confirmed that subtitles function as an indispensable, high-
utility tool for accurately identifying unfamiliar lexical units and mastering target language
orthography.

In a non-native language classroom setting, this continuous visual support serves as an
essential cognitive mechanism for verifying and decoding the rapid phonological flow of
native speech. This structural alignment directly correlates with R. Schmidt’s foundational
“Noticing Hypothesis,” according to which the conscious, deliberate perception of a word’s
linguistic form is a critical, mandatory key to its successful acquisition and long-term
retention [4].

However, our study also revealed a significant pedagogical downside to this process,
underscoring the potential risks of unmonitored instructional scaffolding. The constant,
uncritical use of subtitles without proper didactic filtering and methodological constraints
directly leads to the development of what is recognized as “auditory passivity” [6].

When exposed to continuous textual assistance, students rapidly become accustomed
to the visual “cheat” of the text, an over-reliance that inadvertently suppresses and deactivates
the cognitive mechanisms required for decoding real-time oral speech.

In the long term, this reliance creates a profound communicative barrier between the
controlled, academic comprehension of text-supported media and the authentic ability to
perceive, process, and interpret live, spontaneous speech at a natural tempo in real-time
environments.
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Reviewing the limitations of the classic “Sandwich” method, we noted its insufficient
flexibility for intermediate-level students. The abrupt switch between a complete absence of
text and its abundance often causes cognitive overload or, conversely, a decrease in
concentration on the audio signal. Therefore, based on the data obtained, I propose a unique
strategy: “Dynamic Cognitive Fading” [8,14]. The main innovation of this approach lies in
transforming subtitles from a passive source of visual information into an active cognitive
simulator that adapts to the current capacity of the student’s working memory. This strategy
aims to gradually “wean” the student from visual dependence and develop autonomous
listening skills through two key stages:

o Keyword-Based Priming: At this stage, the student’s attention is focused solely
on recognizing the main semantic core of the auditory input. The absolute absence of the full
text encourages the student to carefully process the acoustic signals, prompting active lexical
mapping and predictive listening strategies without the crutch of complete written sentences.

e Visual Fade-Out Technique: Gradually fading out clear subtitles at the beginning
of the video gradually increases the student’s cognitive load, ensuring a smooth transition
from “visual dependence” to fluent listening. By subtly diminishing the salience of the textual
layout over the course of the media timeline, the learner’s cognitive apparatus is
systematically conditioned to rely on acoustic cues, thereby reinforcing long-term auditory
retention.

Thus, the Dynamic Cognitive Fading strategy solves the main problem of video-based
learning- the conflict between the visual and auditory channels. Instead of competing for
attentional resources (according to Mayer’s “Redundancy Principle”), text and audio begin to
work synergistically. The proposed approach transforms subtitles from a simple translation
into a tool for the controlled development of students’ cognitive abilities, as evidenced by the
significantly higher performance in the experimental group. This strategy not only improves
language proficiency but also develops metacognitive skills- the student’s ability to
independently manage their attention in a complex information environment.

Practical Recommendations and Conclusions. Based on the extensive empirical
data, quantitative metrics, and comprehensive pedagogical analysis obtained during the
experimental course of this study, several critical methodological recommendations can be
formulated to systematically optimize and refine the second language acquisition architecture.
First and foremost, a strictly differentiated and adaptive pedagogical approach must be
rigorously implemented regarding the integration of subtitled audiovisual materials, treating
textual components not as a permanent or static instructional fixture, but rather as a dynamic,
strategic, and temporary scaffolding mechanism.

At the beginner and elementary proficiency thresholds, the presence of continuous
textual support is paramount, as it provides the necessary cognitive anchors to help language
learners construct a robust foundational vocabulary base, effectively bridge the structural gap
between acoustic phonetics and orthographic representation, and significantly mitigate initial
affective barriers, such as cognitive anxiety and processing overload.

Conversely, to cultivate authentic, autonomous listening comprehension and high-
level auditory proficiency, it is strongly recommended that educators design a curriculum that
gradually and systematically phases out subtitles starting at the intermediate level. This
calculated, step-by-step methodological withdrawal serves to actively diminish the student’s
ingrained visual dependence, thereby compelling their cognitive apparatus to transition from
reading-driven, text-reliant comprehension models to purely acoustic information processing.
Ultimately, this strategic shift not only accelerates real-time speech recognition and decoding
capabilities under natural speech tempos, but also enhances the learner's overall cognitive
agility and working memory capacity during complex target language listening tasks [15].
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In tandem with this differentiated scaffolding approach, strategic and highly
intentional technological integration is absolutely essential to fully maximize the operational
efficiency and pedagogical utility of multimedia materials within the modern classroom.
Specifically, the innovative “Dynamic Silence” strategy should be systematically and
seamlessly combined with advanced, interactive educational platforms such as Edpuzzle or
HS5P. Integrating these robust digital tools successfully transforms what is traditionally a
passive, detached viewing session into a highly interactive, cognitively engaging learning
experience by embedding targeted comprehension questions, precise instructional pauses, and
real-time formative tasks directly into the video timeline. This structured interactive
framework allows the student to focus their attention exclusively on the necessary
phonological and contextual information, effectively prevents extraneous cognitive overload,
and carefully balances the learner's limited working memory capacity by partitioning complex
linguistic input into highly digestible, sequential segments, a practice which fully aligns with
modern, research-driven computer-assisted language learning principles (Chapelle, 2001).

Furthermore, the rigorous implementation of reverse subtitling at the final, productive
stage of the lesson serves as a highly effective, advanced pedagogical tool designed to
facilitate and accelerate the critical transition from passive vocabulary acquisition to active,
productive language use. By requiring students to independently construct, time-code, and
write down orthographically precise subtitles for the complex audiovisual content they have
already processed, this method actively synthesizes their deep listening comprehension with
high-level productive writing skills. Consequently, this intensive multi-modal synthesis not
only reinforces newly acquired syntactic structures and lexical collocations, but also solidifies
long-term vocabulary retention and linguistic automaticity, proving that structured output
activities are vital for transforming auditory input into permanent intake (Montero Perez et al.,
2023).

In conclusion, modern multimedia technologies should no longer be viewed merely as
passive sources of information, but rather as highly dynamic, interactive mechanisms for
systematically managing, filtering, and directing students’ cognitive attention during complex
linguistic tasks. The methodological algorithms proposed by the author, alongside the
innovative “Dynamic Silence” strategy, aim to establish a crucial, pedagogically balanced
“golden mean” between visual textual support and purely acoustic independence.

By actively preventing extraneous cognitive overload and facilitating structural lexical
mapping within working memory systems, this structured framework effectively bridges the
gap between phonetic input and productive language output. Ultimately, this comprehensive
approach underscores the profound scientific and practical value of this master’s thesis by
substantiating innovative, data-driven, and experimentally validated solutions within the
rapidly evolving field of computer-assisted language learning (CALL).
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C CYBTUTPAMH WM BE3 CYBTUTPOB: KAKOI METO/ Y®®EKTUBHEE JIJI51
OBOT'AIIEHUSA CJIOBAPHOTI'O 3AITACA ITPU U3YUEHUU NHOCTPAHHOI'O
SA3BIKA?

Hypaanoexosa E.K., kanauaar neiaroruyeckux HayK
OpmanTaid. A.IIlL.*, maructpanT 1 kypca OIl « MHOCTpaHHBIH S3bIK: JBa HHOCTPAHHBIX S3bIKA)

Kwoizviiopourncxuil ynusepcumem umenu Koprxoim ama, 2. Kvizvinopoa, Kazaxcman

AHHOTauus. B janHON crathe paccMmarpuBaercs 3()(EKTUBHOCTH  HCIOJIB30BAHUS
ayJMOBU3yaJIbHBIX MaTEPHAIOB, B TOM YHCIE CYOTHTPOB, B MPOIIECCE MPEMOABAHNsI WHOCTPAHHOTO
a3plka. B HacTosmmee Bpems, C pa3BUTHEM COBPEMEHHOCTH, IOCTYNMHOCTh MYJbTUMEIUUHBIX
TEXHOJIOTHH, OCOOEHHO BHAECOMATEPHUAIIOB MJIS H3y4YalolIMX HHOCTPAHHBIA $I3bIK, BO3poOcia B
reOMEeTPHUYECKON Mporpeccuu. B 3ToM KOHTEKCTe Bo3pacTaeT poJib MyJIbTHMEAUHHBIX TEXHOJIOTHH 3a
CYeT MCIOJb30BaHM COBPEMEHHBIX 00Pa30BaTENbHBIX KOMIUIEKCOB, Takux Kak “Upstream”. OpHako
HeJarorudeckoe CooOIIECTBO M HCCIENOBATENM CTAJIKHBAIOTCA C METONOJOTMYECKON AMIEMMOM:
ABJISIFOTCA JIM CyOTHTPBI HHCTPYMEHTOM JJISl YHYAIIMXCS WM HPEISITCTBUEM JJIsl Pa3BUTHSI HaBBIKOB
aynupoBaHus?

OcHOBHasg 1€k 3TOTO OMIHUPHUYECKOTO HCCIENOBAaHUS - TPOBECTH  TIIATENbHBIN
CPaBHUTEJBHBIM aHAJM3 CTPYKTYPHOH OUHAMHUKH TOrO, KaK y4alluecs HNPUOOPETaOT M COXPaHSIOT
HOBYIO JIEKCHMKY MpH BBIIOJHEHWH 3aJaHUi Ha ayIupOBaHWE Ha WHOCTPAHHOM SI3BIKE B JIBYX
Pa3INYHBIX YCIOBHAX: C TIOMOIIBIO TEKCTa ¢ CyOTHTpaMu u 6e3 HuX. UToObl 00ecTieunTh HAJIeKHYIO
KOHIENTYaJIbHYI0 OCHOBY, TEOPETHYECKas OCHOBAa A3TOM CTaThH CTPOr0 ONHpAETCd HA TEOPHIO
JBOWHOrO KoAupoBaHus AintaHa [laliBHO M KOTHUTHBHBIE NPUHIMIIEI MYJIbTUMEIUHHOTO OO0Y4YEeHUS
Puuapna Maitepa. CuHTE3 3THX BIHATENBHBIX (PPEHMBOPKOB MO3BOJISIET BCECTOPOHHE OILIEHUTH
CYyOTHTpPBI, W3yYUB WX JBOWHYIO (QYHKIMIO KaKk BH3YaJIbHOIO, TaKk M BepOAJBLHOIO OIMOPHOTO
MEXaHN3Ma, KOTOPBIM MOMKET YCKOPUThH JIEKCHYECKOE COINOCTaBIEHHE, OAHOBPEMEHHO aHAIU3HPYS
MOTEHIIHAIbHBIE TEeITaTOTHYECKUE PUCKH, CBSI3aHHBIE C JOMOJHUTENFHOW KOTHUTHBHON HArpy3Kou H
s dekramMu pazieieHUs BHUMaHHMS.

KiroueBble cjioBa: cTpaTeruy ayIupoBaHus, CyOTUTPUPOBaHKE, JEKCUYECKas KOMIIETEHIINS,
00yuyeHHE aHTTIMICKOMY SI3BIKY.
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CYBTUTPMEH HEMECE CYBTUTPCI3: LIET TIJIIH YHAPEHYJIE CO3JIK KOP/IbI
BAUBITY YIIIH KAU 9JIC TUIMIAIPEK?

Hypaanoexosa E.K., megaroruka FeUTBIMIAPBIHBIH KaHAWIATHI
OpmanTaii A.IL*, «ert timi: exi met Tini» bbb 1-kypc MaructpaaTht

Kopxvim ama amuvinoagvl Kvizviiopoa ynusepcumemi, Koizviiopoa k., Kazaxcmarn

Anparna. byn mMakanaga meT TUTIH OKBITY IPOLECIHAE ayIMOBH3YaJAbl MaTepHalTapbl,
OHBIH iIIiHAC CyOTUTpPICPl KOJAAHYABIH THIMIUIIT KapacTeipblianbl. Kasipri 3aMaHHbBIH TaMybIMECH
MYyIbTUMENUSAIBIK ~ TEXHOJOTHSUIAPIBIH,  ocipece  MmeT TUNH  YHpeHyIIuiepre  apHallFaH
OcitHeMaTepHamIapablH ~ KOJDKETIMAUTTT  OKCIIOHEHIMANABI  Typae  ocTi. byin  Typreima
"Upstream"cusikTel 3aMaHayd OiiM Oepy KelleHIepiH maiiianaHy apKbpUIbl MYJIbTHUMEAUSIIBIK
TEXHOJIOTHSUIAPABIH POl apThIl Kenesdi. Amnaiina, meJarorukaiblK KaybIMIACTHIK IE€H 3epTTeYLIiiep
omicTeMerNiKk auieMMara Tam Oonafpl: CYOTHTpIep OKYIIbIIap YIIH Kypal Ma, oliJe THIHIAY
JIaFIbUIAPBIH TAMBITYFa Keepri 0osa Ma?

Byn sMmMnmpuKanblk 3epTTEyIiH HETI3ri MakcaThI-CTYyJCHTTepiH €Ki TYpJi JKaFaaiaa mier
TUTIHZE THIHJAY TarchIpMaliapblH OPBIHIAY Ke3iHJe jKaHa JEKCUKaHbI Kallail Urepill, CaKTai THIHBIHBIH
KYPBUIBIMABIK AWHAMUKAchIHA MYKHST CaBICTRIPMANIbI TaJay xKacay: cyOTuTpIepi 6ap oHE OHCBHI3
MOTIH apkpuibl. CeHIMII TYXBIPBIMAAMAJBIK HETI3I KaMTaMachl3 €Ty YIIH Oyl MaKaJlaHbIH
teopusnblK  Herizi Ajuran llaiiBmonsiH Koc koaray TteopusackiHa xoHEe Puwapan Maiiepaig
MYJIBTHMEIMSUIBIK ~ OKBITYABIH ~ KOTHUTHBTI ~ NPHHIMOTEpIHE  Heri3genreH. bBbyr  bIKOmaims!
KYPBUTBIMAAP/IBIH CHHTE31 CYyOTUTPIIEP/i ONapIblH BU3YaN bl )KOHE aybI3lia TipeK MEXaHU3MiHIH KOC
(GYHKUMSCBIH 3€pTTeY apKbUIBI J>KaH-KAaKThl OarajayFa MYyMKIHIIK Oepemi, Oyl JIEKCHKAIBIK
COMKECTIKTI JKelenmeTe anajabl, COHBIMEH Oipre KOCHIMINA KOTHHUTHUBTI JKYKTEMe MeH 3eiiHmi Oemy
oceprepiMeH OaiaHBICTBI BIKTUMAI TIeJarOTUKAIBIK TOYEKEIASPl Talaai bl

Tipex ce3aep: ThIHIAY CTpaTerusiapbl, CyOTHTpIEY, JEKCHKAIBIK KY3bIPETTIIIK, aFbUIIIBIH
TiJIIH OKBITY.
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