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TEACHERS’ USE OF MEDIA-RICH LEARNING ENVIRONMENTS TO
PROMOTE CRITICAL AND REFLECTIVE THINKING IN FOREIGN
LANGUAGE CLASSROOMS

Abstract. Digital media are now common in foreign language education, yet their pedagogical
value depends on how teachers use them to support higher-order thinking. This cross-sectional sur-
vey examined the reported use of media-rich tasks, perceived implementation challenges, and the
role of teaching experience among 30 foreign language teachers from secondary schools and uni-
versities in Kazakhstan. We analyzed data from a 32-item online questionnaire using descriptive
statistics and Pearson correlations; brief open-ended responses provided supplementary context.
Teachers reported moderate use of tasks requiring source comparison, credibility and bias evalua-
tion, reflection, and student-created digital content. The most frequently reported challenges con-
cerned access to digital resources and curriculum or institutional constraints. Media-rich strategy
use was positively associated with perceived challenges (r = .77, p < .001), whereas teaching expe-
rience was not significantly associated with either strategy use or perceived challenges. Because the
design was cross-sectional and based on self-report, the positive correlation should not be interpret-
ed causally. The findings suggest that access to digital tools is insufficient without pedagogical
preparation, task and assessment models, and institutional support. The study contributes evidence
from an under-researched Kazakhstani context and identifies priorities for professional development
in media-rich foreign language pedagogy.

Keywords: media-rich learning environments, critical thinking, reflective thinking, foreign
language teaching, digital media, Kazakhstan

Introduction

Digital media have become routine in foreign language classrooms through video, online texts,
collaborative documents, learning platforms, and social media. However, their presence does not
automatically create cognitively demanding learning. The central pedagogical question is how
teachers design media-based tasks and what analysis, evaluation, and reflection those tasks require
of learners.

This study focuses on instructional practices that extend beyond grammar and vocabulary in-
struction. When students compare sources, assess credibility and bias, and justify interpretations,
they use language as a resource for critical inquiry. Media-rich learning environments are therefore
understood here not simply as technology-equipped settings, but as pedagogically designed contexts
in which multiple media formats support language use, analysis, and reflection (Hobbs & McGee,
2014).

Media literacy is most effective when embedded systematically across subject teaching rather
than treated as an occasional add-on. Research on implementation in schools and teacher education
indicates that sustained, purposeful integration is needed for learners to practice critical engagement
with media in disciplinary contexts (Hobbs et al., 2024; Marlatt, 2020). These goals also align with
media and information literacy, which connects access to information with analysis, evaluation,
creation, and responsible participation (Singh et al., 2016). This is particularly relevant to foreign
language education because learners encounter multilingual and multimodal content beyond the
classroom, while classroom tasks can make interpreting and evaluating such content explicit.
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Digital technologies have become increasingly prevalent in classrooms as teachers seek to de-
velop students' critical thinking (Beikutova et al., 2024). Pedagogical integration is demanding:
teachers must select age- and proficiency-appropriate materials, align tasks with curriculum goals,
and assess reasoning expressed through an additional language. Evidence suggests that technology-
supported environments can promote higher-order language and cognitive engagement when tasks
require learners to analyze, evaluate, and create rather than merely access content (Beikutova et al.,
2024; Hobbs & McGee, 2014).

In Kazakhstan, this issue warrants empirical attention because foreign language education op-
erates across secondary and tertiary settings with differing access, curricular demands, and opportu-
nities for professional learning. Evidence from Kazakhstan shows increasing interest in integrating
media and language literacy, but teachers' own reported practices and constraints remain insuffi-
ciently documented (Beikutova et al., 2024).

Although critical thinking is widely endorsed in language education, classroom interaction
does not always provide learners with sufficient opportunities to explain, question, and evaluate
ideas (Li, 2011; Lin et al., 2016). Kazakhstani studies have highlighted the potential of collaborative
and media-based tasks for intercultural awareness, communication, and critical engagement (Beiku-
tova et al., 2024; Yelubayeva & Mustafina, 2020). However, little is known about how foreign lan-
guage teachers across secondary and higher education in Kazakhstan report using specific media-
rich tasks, the constraints they experience, and whether reported practice is associated with teaching
experience.

Theoretical Framework

The study draws on three complementary perspectives. Sociocultural constructivism treats
learning as the active construction of meaning through interaction and engagement with culturally
situated texts (Vygotsky, 1978). The revised taxonomy of educational objectives distinguishes anal-
ysis, evaluation, and creation as higher-order cognitive processes and provides a lens for interpret-
ing the task types examined in the survey (Anderson & Krathwohl, 2001). The TPACK framework
explains why effective digital integration requires coordinated technological, pedagogical, and con-
tent knowledge, not technical access alone (Mishra & Koehler, 2006). Together, these perspectives
support the study’s focus on task design, teacher knowledge, and contextual constraints.

Existing research has explored media literacy and critical thinking in general educational con-
texts, but fewer empirical studies have examined the reported practices and constraints of foreign
language teachers in Kazakhstan. The present study contributes a context-specific account by exam-
ining three elements together: the implementation of media-rich higher-order thinking tasks, per-
ceived barriers, and teaching experience. Its contribution is descriptive and correlational rather than
causal; it identifies patterns that can guide larger-scale and classroom-based research.

The research questions guiding this study are as follows:

RQ1. How frequently do foreign language teachers report implementing media-rich tasks in-
tended to promote critical and reflective thinking?

RQ2. To what extent is reported use of media-rich pedagogical strategies associated with per-
ceived implementation challenges?

RQ3. How are teaching experience and prior training in digital or media literacy related to re-
ported use of media-rich pedagogical strategies and perceived challenges?

These questions distinguish technological access from pedagogical use and examine whether
reported practice varies with perceived constraints and professional experience.

Methods and materials

This study employed a cross-sectional survey design with closed-ended quantitative items and
supplementary open-ended responses. The design described how foreign language teachers reported
implementing media-rich tasks and explored associations among strategy use, perceived challenges,
and teaching experience.

Participants
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The final analytic sample included 30 foreign language teachers from secondary schools and
universities across Kazakhstan. A total of 35 questionnaires were submitted; five were excluded
during eligibility screening (detailed below).

Participants' teaching experience ranged from 3 to 31 years and represented secondary, higher
education, and combined teaching contexts. Purposive recruitment targeted teachers who used digi-
tal media or online resources at least occasionally, allowing investigation of variation in how they
used those resources. The sample should therefore not be interpreted as representative of all foreign
language teachers in Kazakhstan.

Instrument

Data were collected through a structured online questionnaire developed and distributed via
Google Forms. The instrument captured teachers' reported use of digital media, implementation of
media-rich higher-order thinking tasks, perceived challenges, and professional characteristics.

The questionnaire covered five areas:

v general information (gender, teaching context, and years of experience);

v use of digital media resources, interactive platforms, and authentic digital texts;
v" media-based tasks intended to promote critical and reflective thinking;

v difficulties and constraints affecting media-rich pedagogy; and

v open-ended questions about participants' experiences.

Participants rated frequency items on a five-point Likert scale from 1 (never) to 5 (always).
Challenge items used the same scale to indicate how often participants experienced each difficulty.

Content validity was examined through expert review by three specialists in educational tech-
nology and foreign language methodology, who assessed item relevance and clarity. Internal con-
sistency across the closed-ended scale items was acceptable (Cronbach’s a. = .84).

Before the main data collection, five foreign language teachers who were not included in the
final sample reviewed a pilot version of the questionnaire. Their feedback informed minor wording
revisions. The final instrument contained 32 items across the five areas and required approximately
12 minutes to complete.

Data Collection Procedure

The questionnaire was distributed through professional networks, university mailing lists, and
social media groups for language education professionals in Kazakhstan. Participation was volun-
tary and anonymous. Before beginning the questionnaire, respondents read an information state-
ment describing the study and indicated informed consent.

The survey remained open for three weeks, during which we circulated two reminders through
the same channels. Thirty-five questionnaires were submitted in total. Five were excluded prior to
analysis: four respondents' reported field of specialization was unrelated to foreign language teach-
ing, and one respondent’s answer to the open-ended item consisted of the instructional prompt text
rather than a substantive response. Because this response suggested that the participant had not en-
gaged attentively with the survey, we judged that the reliability of their responses to the closed-
ended items could not be assumed, and therefore excluded the participant's entire questionnaire ra-
ther than treating only the open-ended item as missing. This left a final analytic sample of 30. Be-
cause invitations were also posted in professional groups, we could not calculate a precise response
rate.

The study followed ethical principles throughout data collection. Participants were informed
that responses would remain confidential and would be used solely for research purposes. No iden-
tifying information was collected, and participants could withdraw before submitting the question-
naire without consequence. Because the study involved anonymous, voluntary participation in an
online questionnaire, collected no identifying information, and posed no more than minimal risk to
participants, it did not require formal review or approval by an institutional research ethics commit-
tee under the authors' institutional policy.

Data Analysis
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The data were analyzed using SPSS. Descriptive statistics, including means, standard devia-
tions, counts, and percentages, were calculated for participant characteristics, media-rich task use,
and perceived challenges.

For the correlation analysis, we averaged the Likert items representing higher-order media-rich
task use to form a strategy-use score, and we averaged the barrier items to form a perceived-
challenges score. Internal consistency was acceptable to good for both composites when calculated
separately (strategy-use o = .89; perceived-challenges a. = .77). We analyzed teaching experience as
a continuous variable.

We used two-tailed Pearson correlations to examine associations among strategy use, perceived
challenges, and teaching experience. We set statistical significance at p < .05. Given the small pur-
posive sample, we treated the correlations as exploratory estimates. We additionally examined the
Pearson correlation assumptions using the Shapiro-Wilk test: the strategy-use composite did not
depart significantly from normality (p = .38), whereas the perceived-challenges composite showed a
significant departure (p = .03). Because this departure could affect the strategies-challenges correla-
tion, we also computed Spearman’s rank-order correlation as a robustness check; it confirmed a
significant positive association in the same direction (p = .56, p =.001).

We reviewed brief optional open-ended responses inductively for recurring contextual issues.
We used them only to support interpretation of the quantitative patterns and did not treat them as a
separate qualitative dataset.

Results

After eligibility screening, we retained 30 responses. Participants taught in secondary schools,
universities, or both, and their teaching experience ranged from 3 to 31 years. Table 1 reports re-
spondents' demographic characteristics by number (N) and percentage.

Table 1
Demographic Characteristics of Respondents
Variable Category N %

Gender Female 27 90.0
Male 3 10.0
Teaching level Secondary 19 63.3
Higher education institutions 4 13.3
Both 7 23.3
Digital/media Yes 25 83.3
literacy training No 5 16.7

Note. N = 30. Percentages may not total 100 because of rounding.

Descriptive statistics also examined how often teachers used four broad categories of digital
media resources, rated on the same five-point scale. Table 2 presents the percentage distribution of
responses. Teachers used authentic digital texts and multimedia content most frequently, while stu-
dent-produced digital content was less frequent but still common.

Table 2
Frequency of Teachers’ Use of Digital Media Resources (%)
Digital Media Never Rarely Sometimes  Often (%)  Always (%)
Category (%) (%) (%)
Authentic digital texts 0.0 3.3 43.3 23.3 30.0
Multimedia 0.0 10.0 23.3 36.7 30.0
(video/audio) content
Interactive digital 0.0 13.3 23.3 33.3 30.0

tools/platforms
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Student-produced 0.0 13.3 20.0 40.0 26.7
digital content
Note. Items were rated from 1 (never) to 5 (always). N = 30.

To answer RQ1, Table 3 summarizes the reported frequency of four media-rich tasks intended
to activate higher-order thinking; SD stands for ‘standard deviation” and shows how much partici-
pants’ responses vary around the mean (M) — scores clustered around the scale midpoint indicate
moderate implementation.

Tasks requiring students to compare media sources (M = 3.15, SD = 1.13), evaluate the credi-
bility or bias of media content (M = 3.33, SD = 1.11), and complete reflective activities linked to
media use (M = 3.30, SD = 1.14) were reported at moderate frequency. Students rated student-
created digital content highest (M = 3.59, SD = 1.05).

Student-created digital content received the highest rating, whereas comparing different media
sources received the lowest. Because 3 represents the scale midpoint, the results indicate intermit-
tent rather than consistently frequent use. The narrow range of means across the four items also
suggests that no task type was implemented at a uniformly high level.

Overall, teachers reported using media-rich higher-order thinking tasks sometimes to often,
with source comparison less frequent than student digital production.

Table 3
Descriptive Statistics for Higher-Order Thinking Tasks
Item M SD
Tasks comparing different media sources 3.15 1.13
Evaluating the credibility or bias of the media 3.33 1.11
Reflective activities linked to media use 3.30 1.14
Student-created digital content 3.59 1.05

Note. Items were rated from 1 (never) to 5 (always). N = 30.

To describe the challenges relevant to RQ2, Table 4 summarizes how frequently teachers re-
ported six barriers to media-rich instruction.

The most frequently reported barriers were limited access to digital resources (M = 3.78, SD =
1.05) and curriculum or institutional constraints (M = 3.59, SD = 0.97). Other challenges included
students' varying digital skills (M = 3.37, SD = 0.88), limited instructional time (M = 3.33, SD =
1.14), insufficient training in media literacy (M = 3.33, SD = 1.04), and difficulty assessing critical
thinking (M = 3.30, SD = 0.99).

The pattern shows that constraints were not confined to infrastructure. Teachers also reported
pedagogical concerns, particularly insufficient media literacy training and difficulty assessing criti-
cal and reflective thinking. Brief open-ended comments echoed limited institutional support, time
pressure, and assessment design; these comments were used only as contextual evidence.

Table 4

Challenges in Using Media-Rich Learning Environments
Challenge Mean SD
Limited instructional time 3.33 1.14
Lack of access to digital resources 3.78 1.05
Insufficient training in media literacy 3.33 1.04
Students’ varying digital skills 3.37 0.88
Curriculum/institutional constraints 3.59 0.97
Difficulty assessing critical thinking 3.30 0.99

Note. Items were rated from 1 (never) to 5 (always). N = 30.
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To address RQ2 and RQ3, Table 5 reports correlations among media-rich strategy use, per-
ceived challenges, and teaching experience. Strategy use was strongly and positively associated
with perceived challenges (r = .77, p < .001): participants who reported more frequent strategy use
also reported more frequent challenges. This association does not establish direction or causality.
No significant association was detected between strategy use and teaching experience (r = -.03, p =
.883) or between perceived challenges and teaching experience (r = .04, p = .862). In this small
purposive sample, years of teaching experience did not explain variation in either reported strategy
use or perceived challenges. Addressing the second professional characteristic in RQ3, an inde-
pendent-samples t-test compared strategy-use scores between teachers who reported prior training
in digital or media literacy (n = 25) and those who did not (n = 5). No significant difference
emerged, t(28) = 0.43, p = .68, indicating that self-reported training was not associated with greater
strategy use in this sample; this null result should be interpreted cautiously given the small and une-
qual group sizes.

Table 5
Correlations Among Teacher Experience, Perceived Challenges, and Media-Rich Pedagogical
Strategies

Variable pair r p
Media-rich strategies «> Perceived challenges 7 <.001
Media-rich strategies «> Teaching experience —-.03 .883
Perceived challenges «» Teaching experience .04 .862

Note. N = 30. Two-tailed tests

Discussion

The findings distinguish access to digital media from cognitively purposeful use. Although par-
ticipants were recruited from teachers who used digital resources, their reported implementation of
tasks involving source comparison, credibility evaluation, reflection, and student production re-
mained moderate. This supports the view that technology integration depends on pedagogical task
design rather than on tool availability alone (Hobbs & McGee, 2014; Mishra & Koehler, 2006).

From a TPACK perspective, the pattern is consistent with a possible imbalance among techno-
logical, pedagogical, and content knowledge. A digital resource can present information without
changing the reasoning demands placed on learners. Media-rich pedagogy becomes more cognitive-
ly demanding when students analyze sources, make evidence-based comparisons, justify interpreta-
tions, and create media for a defined audience.

The moderate use of higher-order tasks points to a need for methodological support focused on
comparison, credibility evaluation, reflective interpretation, digital production, and assessment. Re-
search on critical media literacy similarly emphasizes that teachers require more than technical fa-
miliarity to turn media into a resource for inquiry and reflection (Hobbs et al., 2024; Marlatt, 2020).

The strong positive association between strategy use and perceived challenges requires cau-
tious interpretation. One possibility is that teachers who attempt more complex media-rich practices
become more aware of time, access, assessment, and institutional constraints. Other explanations
are also plausible: teachers facing demanding contexts may adopt more strategies in response, and
common self-report measurement may inflate the association. The cross-sectional design cannot
distinguish among these explanations.

We found no statistically significant relationship between teaching experience and strategy use.
This result suggests that years in the profession alone may not reliably indicate media-rich pedagog-
ical practice. However, the small sample limits statistical power, so the result should not be inter-
preted as evidence that experience is irrelevant in the wider teacher population.

Professional development should therefore be available across career stages and should focus
on practice rather than seniority. Useful formats may include collaborative task design, analysis of
student responses, peer observation, and iterative refinement of media-based lessons.
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These implications align with critical media literacy research, which emphasizes guided analy-
sis, evaluation, and production rather than passive consumption (Hobbs & McGee, 2014). Institu-
tional support is also relevant because access, curriculum constraints, and time were among the
most frequently reported barriers.

The study’s principal contribution is a context-specific distinction between using digital re-
sources and designing media-rich tasks for higher-order thinking. By examining task use, perceived
barriers, and teaching experience together, the study provides exploratory evidence from Kazakh-
stan and raises questions for larger, more direct investigations of classroom practice.

Conclusion

This study examined how foreign language teachers in Kazakhstan reported using media-rich
tasks to promote critical and reflective thinking, the challenges they experienced, and whether
teaching experience was associated with those reports. A cross-sectional survey of 30 teachers
combined descriptive statistics with exploratory correlation analysis.

Participants reported moderate use of tasks requiring source comparison, credibility and bias
evaluation, reflection, and student digital production. They also reported structural and pedagogical
constraints, especially access to digital resources and curriculum or institutional limitations. More
frequent strategy use was associated with more frequent perceived challenges, but the design does
not permit a causal explanation.

Teaching experience was not significantly associated with strategy use or perceived challenges
in this sample. This finding should be interpreted cautiously because the sample was small and pur-
posively selected. It nevertheless suggests that professional learning in media-rich pedagogy should
not be restricted to novice teachers.

The findings support viewing media-rich learning environments as pedagogically designed sys-
tems rather than settings defined by technology alone. Teacher education and professional devel-
opment should provide concrete models for designing tasks that activate analysis, evaluation, reflec-
tion, and media production. Institutions can support this work by improving access, allocating plan-
ning time, and developing assessment guidance for higher-order outcomes.

Sustained, curriculum-embedded professional learning is preferable to one-off technical work-
shops. Collaborative lesson design, peer observation, and reflective practice communities may help
teachers test and refine media-rich tasks in their own contexts.

Several limitations qualify the findings. The sample was small, purposive, and limited to one
national context; the study analyzed secondary and higher education teachers together. The study
relied on self-report, and the cross-sectional design cannot establish temporal order or causality.
Common-method variance may also have contributed to the strong correlation between strategy use
and perceived challenges. The brief open-ended responses did not constitute a full qualitative com-
ponent. Future research should use larger stratified samples, report subgroup comparisons, validate
the composite measures, and combine surveys with interviews, classroom observations, and analy-
sis of learner work.

Digital media can support critical and reflective thinking in foreign language education when
access is combined with deliberate task design, appropriate assessment, and sustained professional
and institutional support.
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HIETEJ TIJIT CABAKTAPBIHJIA CbIHU )KOHE PE®JIEKCUBTI
OUJIAYIbI JAMBITY YIUIH MYTAIIMAEPAIH MEIUAPECYPCTAPT'A
BAU OKY OPTACBIH MAUJAJIAHYbI

Anparna. Kazipri yakeiTTa mudpiblK Meaua IIeTeN TUTIH OKBITyda KEHIHEH KOJJaHBLIAJIbI,
aaia oJapbIH MeJaroTUKaIbIK KYHIBUIBIFEI MYFaTIMACPAiH OYJI Kypanaapsl KOFaphl JAeHr el
oiiyay JarIplUIapbIH TaMBITY YIIIH Kalail maiijanaHaTeiHbIHA OalTaHbICTL. by KenaeHeH KUMaibIK
cayaJiHaMaJIbIK 3epTTeyae Kasakcranaarsl opTa MEKTENTep MEH JKOFaphbl OKY OPBIHAAPbIH/IA )KYMBIC
icreiiTin 30 meren TUTl MyFaliMiHIH MeIuaMeH OalbITBUIFaH TalChIpMaapAbl KOJAAHYBI, OJIap.Ibl
XKY3€ere achlpy/a Ke3aeceTiH KUbIHABIKTAp KOHE MeJar OTMKaJIbIK TOXKIPHOSHIH peili KapacThIPbUIIBL.
32 TapmakTaH TYpaThlH OHJAMH cayajHamMa apKbUIbl J>KUHAJFaH JIEPEKTEp CUIMATTaMaJIbIK
cratTucTuka MeH [IupcoH KOoppemsiuMschl HETi3IHIE TalJaH[bl; AallbIK CypakTapra OepiireH
KbICKAIIa >KayanTap KOCBIMIIA KOHTEKCT YCBIHIBI. MyFaiiMaep IepeKKe3Jepi CalbICTHIPYIbI,
aKnapaTThIH CEHIMAUIIrT MeH Oip)KaKTbUIBIFBIH Oaranaysbl, pediaexcust sxacaydbl >KOHE OUIiM
ANyIIBIIApABIH UQPIBIK KOHTEHT d3IpJieyiH Tajlall eTeTiH TalcChlpMaliap/bl OpTamia JeHreiae
KOJIJITAaHATBIHBIH KepceTTi. EH kui artanfaH KUBIHABIKTap HHUQPIBIK pecypcTapra KOJDKETIMILTIKKE
KOHE OKy OarjapiaMachl MEH HHCTHUTYLHMOHAIBIK IMIEKTEYyJepre KaThICThl Ooyiabl. MenuameH
OalfBITBUIFaH CTpAaTErusyIapbl KOJIJaHy MEH MyFaliMJiep KaObUIIalThIH KUBIHABIKTAp apachlHa OH
Oaitmanpic aHbIKTAIABl (r = .77, p < .001), an memarorukanblK TaKipHOe cTpaTerusiapibl
KOJIJTaHYMEH Jie, KaObUIJAaHATHIH KUBIHIBIKTAPMEH /1€ CTATUCTHKAIBIK TYPFBIIAH MAaHbBI3/IbI
OaiimaHbIC KepceTiei. 3epTTey KoIAeHeH KUMAaIbIK IU3aifHFa KoHe O31HAIK ecen Oepy AepeKTepine
HErBACNTCHIIKTCH, aHBIKTAFAaH OH KOPPENALHUSHB ceOemn-canaapiblK OaillaHbic  peTiHe
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Tycinaipyre Oonmaiiabl. HoTwmwkenep mmpiblK Kypainapra KOJDKETIMAUTIKTIH €31 JKEeTKUTIKCI3
eKEeHIH KOHE OHBI MEIaroruKaJbIK JaspibIKICH, TallChipMaap MeH Oarayiay yiruviepiMeH, CoHIan-
aK MHCTUTYIMOHAIJBIK KOJAAYMEH TOJBIKTBIPY KaKET €KEeHIH KepceTedi. 3epTTey a3 3epTTelreH
Ka3aKCTaH/bIK KOHTEKCT OOWBIHINA SMIMPHUKAIBIK JEPEKTEp YCBIHBIN, MeAUaMEeH OalbITbUIFaH
[IeTeN TUTIH OKBITY CalachlHIAFbl KOCIOU qamMmyIbIH 0aChIM OaFbITTAPBIH alKBIH AN TBI.

Tyiiin ce3aep: MeauameH OalbITBUFAH OKYy OpTalapbl, CHIHM OWjay, pediaekcuBTi oilnay,
IIeTeN TUTIH OKBITY, IUQPIbIK Meana, Kasakcran
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’Bocrouno-Kaszaxcranckuii yausepcuteT umenn C.Amamxkoosa, Ycrb-Kamenoropek, Kaszaxcran
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UCIHOJIb30BAHUE YUUTEJISIMU OBPA3OBATEJILHOM CPEJIBI,
HACBIINEHHASA MEJUAPECYPCAMM JJISA PASBUTUSA
KPUTUYECKOI'O U PE®JEKCHUBHOI'O MBIIIIVIEHUSA HA 3AHATUAX
11O UHOCTPAHHOMY A3bIKY

AnHoTauus. [{udpoBeie Meaua NONYYHIM [IUPOKOE pPACIPOCTPAHCHHE B OOYYCHHH
WHOCTPaHHBIM $3bIKaM, OJIHAKO HMX IeJarornyeckas IEHHOCTh 3aBUCUT OT TOTO, KaK YUUTENs
WCIIOJIB3YIOT UX JIJISl pa3BUTHUS MBIIIUICHHS BBICOKOTO YPOBHs. B paMkax JaHHOTO OJITHOMOMEHTHOTO
OTIPOCHOTO UCCIIEJIOBaHMsI OBbLTM HM3y4eHBI HCIOJIB30BAHHE MEAMA000TAIEHHBIX —3aJaHHH,
BOCIIPMHUMAEMbIE TPYJAHOCTU UX peallu3alliy U PoJib meaarornueckoro onsita cpeau 30 yuurenei
WHOCTPaHHBIX S3BIKOB, paOOTAIOMINX B CPEIHUX IIKOJaxX M yHUBepcuterax Kaszaxcrana. JlaHHEBIE,
MOJTy4Y€HHBIE C TIOMOIIBIO OHJIAWH-aHKETBI, COCTOSIICH U3 32 MyHKTOB, OBLIN MPOAHATM3UPOBAHBI C
HCIOJIb30BAHMEM OIMCATENbHOM CTaTUCTUKU M Koppensuuu [lupcoHa; KpaTkue OTBEThl Ha
OTKPBITBIE BOMPOCH TPEAOCTABUIN JOTIOJTHHUTEIBHBI KOHTEKCT. YYHTeNns cooOmmmm 00
YMEPEHHOM HCIOJIb30BAaHUM 3aJaHUM, TMPEANOJaraloluX COMOCTaBICHUE HCTOYHUKOB, OLEHKY
JOCTOBEPHOCTH U TPEAB3ATOCTH MH(pOpMaImu, pediaekcuo U co3[aHue YJalluMUCA TU(PPOBOTO
KOHTeHTa. Hambosiee 4acTo ynoMHuHaeMmble TPYAHOCTH OBUIM CBSI3aHBI C JIOCTYNOM K LU(MPOBBIM
pecypcam, a TakkKe C OrpPaHUYCHUSAMH Y4eOHOM TpOrpaMMbl WM WHCTUTYIIHOHATbHBIMH
orpaHu4eHusIMH. Mcnonp3oBaHne MeInao00TalEHHbIX CTPATETUi MOJI0KUTEIBHO KOPPEIUPOBAJIO
C BOCHpUHHMaeMbIMU TpyaHOCTsME (I = .77, p < .001), B TO BpeMs KaK MeJaroru4ecKuii OTbIT HE
MMeJ CTaTUCTHYECKU 3HAYMMOM CBSI3M HU C UCIIOJIB30BAHUEM CTpPATETHid, HU C BOCIIPUHUMAEMBIMU
TpyaHocTssMu. IlockonbKy HccienoBaHue MMENO OAHOMOMEHTHBIM JM3aliH M OCHOBBIBAJIOCH Ha
CaMOOTUY€TaX  YYaCTHHUKOB, BBISBICHHYIO  TOJIOKUTEIbHYIO  KOPPENSLHUIO HE  CIEIyeT
UHTEPIIPETUPOBATh  KaK  NPUYMHHO-CIEJICTBEHHYIO  CBs3b.  [lomyueHHBIE — pe3yibTaThl
CBUJECTEIHCTBYIOT O TOM, YTO OJHOTO JIMIIb JOCTyNa K HU(POBBIM MHCTPYMEHTAM HEAOCTATOYHO
0e3 mearoruyecKoil MoArOTOBKH, MOJICNICH 3aJaHUi M OLIEHUBAHMSA, a TAK)KE€ HHCTUTYIIMOHATLHOU
noasepKku. MccnenoBanue NpeacTaBisieT SMIUPUYECKHE JaHHBIE U3 HEJIOCTATOYHO HM3YyYEHHOIO
Ka3aXxCTaHCKOTO KOHTEKCTa U OIpeleNisseT NPUOPUTETHBIE HampaBJIeHUs] MPO(ecCHOHANIBHOTO
pa3BUTHS B 00J1aCTH MeTMA000TallIEHHOTO 00YUEHUsI HHOCTPAHHBIM SI3bIKAM.

KaroueBble cioBa: MenuaoboraméHHas oOpasoBarenbHasl Cpeld, KPUTUYECKOE MBIILIEHHE,
pedieKkCUBHOE MBILIUIEHHE, TIPEToIaBaHHe HHOCTPAHHBIX S3bIKOB, U pOBBIe Meaua, Ka3zaxcran
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