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TUBPUJITIK OKBITY: BLJIIM BEPYJIETT JIOCTYPJI )KOHE OHJIAWH SICTEP/I
BIPIKTIPY

Anaarna. Ka3ipri nearormuka FeUIBIMBIHIA MHHOBAIUSIIBIK O11iM OEpy/IiH JKaHa YFBIMIaPbIHBIH
o6ipi - «I'ubpuarik okeiTy» (hybrid learning). Makanana 3amanayu OiniM Oepy JKarJaibIHIa J9CTYPIIi
MeJJarOTUKAJIBIK  OJICTEP/l WHHOBAIMSUIBIK OHJIAMH TEXHOJIOTHSIAPMEH OIpIKTIPETIH THIMII
cTpaTerusi peTiHjae TMOPUATIK OKBITYABIH epeKuIeNikTepine Tangay skacanraH. COHFBI JKbUIAAPHI
I'uGpuari okpITy MeH apanac okbITy (blended learning) 3amanayu Oinim 6epy/ie KeH TapaiFaH TCIre
aifHamyna. ['MOpUATI OKBITYIBIH HEri3ri MPUHLOUOTEPi, MaHBI3AbI Kypamaac OeJikTepi »oHe Oy
OKBITYABIH MKEMJILTIrT MEH apTHIKIIBUIBIKTAPhI co3 O0omansl. byraH Koca, TEXHOJIOTHUSIBIK KOJIIaYy,
caraibl HHTEPHET-PEeCypCTapAbl KYpy JKoHEe MyFaliMAepIiH OUTIKTIIITiH apTThIPY CUSKTHI THOPHITI
OKBITYJIBIH COTTI JKY3€Tre achIPbUIYbIH aHBIKTAWTHIH (DaKTOpiiap TAJKbUIaHAIbl. Makana TuOpHUITIK
OKBITY IBIH TTPAKTHKAJIBIK KOHE TEOPHUSIIBIK ACTICKTUIePIHE YKAH-)KAKTHI IIOTY YKACAMIbI, OHBIH UKeM/Ti
KOHE KEeKeJeHAIpUIreH O11iM Oepy KoIIapblH KYpy YIIiH 3aMaHayu Oi1iM Oepy/eri e3eKTiliri MeH
oNleyeTiH KepceTeli. ATaiaraH oiCTEMEHI OKy YAepiciHe TaOBICTBI €HTi3y OOMBIHINIA YCHIHBICTAP
JKacaaJpl.

Tyiiin ce3aep: rubpuaTik O611iM Oepy, apanac OKbITY, CAaHIBIK TPEHATEP, UHHOBAIMSIIBIK OKBITY
9JTici, aKIMapaTThIK TEXHOJIOTHSI.

Heri3sri 66J1im

binim Gepyneri »aHa 9aicTep/IiH AaMyblHa op TYP:Al Ke3eHaepae Outim Oepy kyieciHe eneyri
ocep eTkeH OipHemre dakTopiap TYpTKi Ooyel. JKaHa TEXHOJIOTHSUIAPABI €HT13y OKBITY/BIH JKaHa
ONIICTEpiH Mrepyre KOJ allKaH Heri3ri ¢axTopiaapAslH OipiHe adHanael. OHnaiiH miuaTdopmanap,
WHTEPAKTHBTI KOCBIMIIIAJIap, BUPTYAJ I IIBIH/IBIK JKOHE 0acKa TeXHOJIOTHSUIAP/IBIH KYIII OKBITY/IBIH
MKEM/I1 )KOHE MHTEPAKTUBTI TYPJIEPIH KYpYyFa MyMKiHIK 6epai. EHOek HapbIFbl TalanTapblHbIH YHEMI
e3repyl TaOBICTBI MaHcCall YILIIH KaXeTTl JaFJblIap MEH KY3bIpeTTepre KaHalIbUIIABIK eHri3al. by
TEK TEOPHsUIBIK OUTIMII FaHa eMec, COHbIMEH KaTap Kasipri »XYMBIC OpPTACHIHBIH TajlarTapblHA
OeiiMJiereH NpPaKTUKAIbIK JaFiblaapJbl JaMbITyFa OaFbpITTalfaH OuUlM OepyaiH JamMybIH
bIHTaNaHABIPABL. [lefaroruka MeH OKbITY OOMBIHINA XKYPri3UIi XKaTKaH 3epTTeyiep OKYIIbUIApIbIH
OKYBIH aKCApTaThIH JKaHA 9ICTEP Il aHBIKTayFa KOMEKTeCTi. ByFaH OKBITYIbIH O€JICeH Il 9/ICTEPIH,
xKeke Tocinaep, hopMaTuBTI Oaranay koHe T.0. )kaTkpi3yra Oonazapl. JKahaHablk OocekenecTik meH
KOFaMJIaFbl ©3TepICTePAIH KbUIIaM KapKbIHBI KaFJalbIHAa O11iM Oepy Kyienepi OeiiMIeNTii KoHe
ukeMai Oomyra ymMTbUIabl. OKBITYIBIH XKaHa dAICTepl CTYAEHTTEp/l Ka3ipri 3aMaHHBIH ©3repMeri
Tajantapbl MEH ChIH-KaTepJepiHe >KaKChIpaK AalblHAayFa MYMKIHAIK Oepeni. OKBITYIbIH >KaHa
ozicTepl MyFalliMiepre opTYpJli CTYACHTTEPAIH KAKETTUIIKTepIH KaHAaFaTTaHABIPY YIIIH OKY
ToxipuOecin Oellimaeyre kemekreceai. Ocbl atanFaH (paxkTopyiap Ou1IM Oepy KyieciHie OKbITYbIH
’KaHa QJICTEpiH d3ipiieyre KOHE €HIi3yre auTapibIKTail ocep eTTi, OKBITYAbIH UKEeM/Il, THIM/I XKoHe
YKaHAIBUT TOCIIEPIH JaMBITYAbI BIHTAJTAHIBIPABL. ONEeMIi KeH KaMTBIFaH TaHIEMHUs IEKTeYIIepiH
Jie €CKepCeK, OKBITYIbl YHBIMAACTBIPYABIH MPAaKTUKAIBIK TKiprOeci TMOPUATIK OKBITY TYpiHE
aybICYJIbl JKEENJIETIN, YHUBEPCUTET JICHIeHiH/Ae OKY MPOLECIH YHBIMIACTBIPY YATIEPiHIH KEHIHEH
JaMyblHa BIKIAJ eTTi.

DJEKTPOH/IBI OKBITY TEXHOJIOTHSUIAPBIH 3€PTTEY dp €J1J1€ KbI3BIFYIIBUIBIK TYIABIPFaHBI OCTii.
ATan aifTKaH/1a, JKeNiHI KaJIbIITacTIpy Mpolecinae 0iaim 6epy Kbi3meTin monensaey (I1. Bepxaren,
C. Haync, U. Hnnux, JI. CumeHnc); oHJIaliH KypcTapabl KypacTbIpy >KOHE JKy3ere acblpyla
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puzomatukanbik oKbITY (. Kopmbe); cerabinTan Thic OKbITY (C.DpeHeT); O6eTne-0eT HHTerpalusChl
KOHE MOJAIBIUTIK Jopekeci opTypiai onnaiiH dopmarsl (H. Staker, M. Horn); moctypmi xoHe
AJIEKTPOHABI OKBITY/IBIH TEXHOJIOTUSIAPBIH, SAICTEPiH, Kypajaaapsl MeH pecypctapsiH OipikTipy (T.
CroyH); Oerrie-0€T >KOHE SJIEKTPOHIBI OKBITYIBIH OPTYPJII PEeCypCTapbIHBIH YHJIECiMI HETi3iHJIe
okpbITy 97ici ([. MakKnemnan, I'. Kpynpiin); KOHCaITUHTTIK MOJEIb, KOPPECTIOH ICHIMSITBIK MOJIENb,
perTenetid (0ackapbuIaThiH) ©31H-031 OKBITY Mojeni (P. Talinunra, W. Celinen) xoHe 6ackanapsi [ 1,
129]. Arasran opTypIti MOACTBASPAIH THIMIUTITIH TAJKbUIAY OLTiM Oepy TOKIpHOECIH TaMBITY KOHE
OutiM Oepy omiCTEepiH KETUIAIPY YIIIH MaHbI3ABL. OpOip MOACNBIIH O©31HAIK epeKIIeTiKTepl MEH
apTHIKIIBUIBIKTAPEI 0ap, opi ojap OUTIM alymIbUIapIbIH KaXKETTITIKTEpiHe, OKY KOHTEKCTIHE JKOHE
OKBITY MaKcaTTapbIHa ColiKec KoJAaHbUIabl. ATamn aiiTkanaa, «KeniHi KalblITacThIpy MPOLIECIH e
OimiM Oepy KbI3METIH MOJenbAey» OiiM Oepy MporeciH apTypili KaTbICyIIbIap MEH PecypCTapibl
Oipryrac kemijie YHBIMIACTHIPYIAbl Ke3aeiai. JKenmiHl KajablTacThIpy MOJENIHIH THIMAUIT
OKYIIBLIAPBIH OLTiM alybIHIA OPTYpJi akmapaT Ke3JepiHe OHail KOJI KETKi3yre, e3apa KapbIiM-
KaThIHACKA JKOHE OIpJIECKEH JKYMBICKA HETi3/ienreH. byl Moaenb Oi1iM amymbuiapasiH 1epOecTiria
apTTHIPaabl, OipaKk OHBIH KEMIIUITT — OKBITYIIBIHBIH OaFrbITTAyLIbl Peili KeWae MEeKTeyli OOJbIn
KaJIybl MYMKIH, aJl CTYACHTTED 63 OCTIHIIE KYMBIC 1CTEY YIIIIH )KOFaphI JICHT eH/IeT1 KayarmKepIIIiKKe
ue Oomybl THic. «PU30MaTHUKAIBIK OKBITY MOJICNIH OHJIAH KypcTapbl KYpacThIPY JKOHE Ky3ere
acelpy» Teopuschl OoiibiHIIA OuliM Oepy >Kyileci AMHAMMKAIBIK, WKEMJI >KOHE TYPAKThl eMec
KYpPBUIBIM PETiHAE KapacThIpbuIagbl. by MomenbiiH 0acThl apTHIKIIBUIBIFEI — OJI OKYIIBUIAP/IBIH
3epTTey >KOHE HIBIFApPMaIIbLIBIK KaOlIeTTepiH JaMbITyFa OarbITTallFaH, OUTKEHI OKBITY MPOIIeCi TeK
Oipizai OarpITIeH MIeKTeAMen . THIMALIITT OKYIIBUTAPABIH SPTYPIl TaHBIMIBIK KOJIJApMEH OiTiM
aly MyMKIHJITiHAE, 61paKk KUBIHABIKTApPbl — OKY YIEPICiHIH ThIM OefpecMu KYPBLIYHI XKoHE KelOip
OKYIIBUIAP/IBIH OCBIHAANW HKEMIUTIKTEH IaTacybl MyMKiH.«CBhIHBINTAH THIC OKBITY MOJIENI» JOCTYPai
OKBITYIbI TOJBIKTBHIPBIIN, O11iM Oepy MPOIECIH CHIHBINTAH ThIC OpTara KeHenWTeal. OHbIH THIMILIITT —
OUTiM anymbUIappIH OLTIMIH TOXKIpUOETIK KOHTEKCTE KOJIIaHy MYMKIH/Ir, Ou1iM OepyIiH eMipitik
MaHBI3BIH TYCIHYAIH apTybl. AJaiijia, CHIHBINTAH THIC OKBITY KeWae OakpLIayJbpl a3alTajabl >KOHE
OKYIIBUIAP/IBIH TOPTIN JCHrei MEH MOTHBALMACHI TOMEH 00JIca, OKY HOTHXKEIepi KYPT TOMEHACY1
MYMKiH. «berme-0eT MHTerpanuschl >KOHE MOIAIBAUINK JOPEkKeci opTYypii OHIAiH (opMaTh»
MOJIENIbl AOCTYpIi Oerre-0eT OKBITY MEH OHJIAH OKBITYIBIH OpTYpJi (hopMaTTapblH YHIECTIpiI,
OJIapJIbIH apTHIKIIBUIBIKTAPBIH MalanaHyabl Ke3aenai. TuiMIiniri — CTyJeHTTepre UKeMIi OKY
MYMKIHJITT MEH KOJDKETIMAUIIK, OKy MaTepuaigapblHa 24/7 KODKETIMIUNKTI KaMTamachl3 eTy.
Amnaiina, kei0ip CTyIeHTTep YILUiH OyJI MOJEIb KETKUIIKTI KoJIJay KopceTHeHTiHe KepiHyl MYMKIH,
cebeb1 Oetne-0eT xoHEe OHJIAWH (OpMATTAPIBIH apachlHIa TEMe-TeHIIK CaKTay KUbIH. «JlocTypii
KOHE DJJIEKTPOH[Bl OKBITYIBIH TEXHOJOTUSAJApPBIH, OMICTEPIH, Kypajjapbl MEH pecypcTapblH
OIpIKTIpY» MOJIENbl JOCTYPJl OKBITY 9JIICTEPIH 3aMaHayH 3JEKTPOHIbl KypajJapMeH YHIecTipim,
ca0aK OTKi3y MpoleciH THIMIIpek ereai. OHBIH THIMALIIT OiIiM Oepyle KOoFapbl HKEMIUIIK HeH
WHHOBAIIMSIFA KOJ JKETKi3yiHAe, Oipak Oyl MoAenbAl TUIMAI KOJAAaHy YIIIH MYFaliMJIEp MEH
CTY/AEHTTEPAIH aKIapaTThIK TEXHOIOTHUsJIApMEH JKaKChl AKYMBIC icTelt Oinyi KaxeT. «berne-0eT xkoHe
AJIEKTPOHIBI OKBITYJIBIH OPTYPJIl PECypCTaphIHBIH YMJIeCIMI HETI31HJIE OKBITY 9Iicl» Oerme-0er
Ke3Jlecyliep MEH 3JIEKTPOHJbI pecypcTapibl YHIECTIpiN, OKBITYIbl YHBIMAACTBIPYFa MYMKIHIIK
oepeni. TuiMaLIITT — SPTYPIIl pecypcTapsl Mai1anany apKbUIbl O1TIM alylIbUIapAbIH O€ICeH IUIITH
apTTBIPY JKOHE JKEKEe OKY TpaeKTOpHsuIapblH Kypy. Kemiiniri — ocblHaal KemeH i oficTi 6ackapy
MEH YHUBIMIACTRIPYABIH KYPAELIIri, acipece Marepuaiaapasl AYPhIC YiIeCTipy KaKeT OoJiFaHjaa.
«KOHCaNTHHTTIK MOJIENIbY» CTYACHTTEPAIH OiTiM any yaepiCiH KOHCANTUHT apKbUIbI KOJIAy apKbLIbI
JKY3€re achlpbliajbl, MyH/1a OKBITYIIBI KeHeclIl pesiHae 0onaapl. OHbIH THIMAUIIT — CTYJEHTTepre
nepOecTiK MeH IIbIFapMallbUIBIKKA HET13/1ereH OKbITYABI Kosijay. bipak, KOHCANTUHITIK MOJEbIe
CTYJIEHTTIH O3JIITIHEH >KYMBIC ICTel OuTy KaOijgeTi MaHbI3Ibl, ce0eO1 OKBITYIIBIHBIH OCTYPIIl
OakpuIaylIbl peiii KOK. «KoppecnoHAEHIMIBIK MOJENbJe» OKBITYIIbIap MEH CTYIEHTTEp
KalIBIKTBIKTaH, KOPPECIIOHACHINS apKbUIBl OaiimaHpic  opHaraisl. bym wmozenms  ocipece
KOJDKETIMIUTIK MOCEJIeCiH LIeny/ie THIM/I, O1pak OHbIH KeMIIUIIT1 - MyH/1ai popMaTTa OKBITY Keiiie
OKBITYIITBI MEH CTYJIEHTTIH apachbIHAAFbl OAiIAHBICTHIH OJICi3 OOJIybIHA OKEIyl MYMKIH, OYJI OKY
YAEpiCiHIH UHTEPAKTUBTUIIrH TOMeHIeTeal. «PeTTeneTin (6ackapblIaThiH) ©31H-031 OKBITY MOJIETI»
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CTYACHTTEpAIH ©31H-631 OKBITYbIH YHBIMIACTBIpYFa OarbITTalFaH, OipaKk OKBITY YIAepici OKYy
KYpaJllapblHblH, MaTepUaJapblH JKOHE apHaibl MiuardopManapiblH KeMEriMeH peTTelenl.
Tuimainiri — CTyIEeHTTIH ©3 OKYbIH OacKapy ’KoHE jKeKe TeMIIEH 0Ky MYMKIiHiri. JlereaMeH, Oy
MOJICJIbJIC CTYJICHTTEpPre MOTHUBAIIMSIHBI CaKTay KUBIH O00Jybl MYMKiH, ce0e0i OKy yaepici keOiHece
e3/irineH OuriM aimyra OaiaHbpICTBl. OpOIp MOJENBIIH O3IHAIK aPTHIKUIBUIBIKTAPhl MEH
KeMIIUTIKTEP1 0ap, JKOHE OJIAPABIH THIMIUIITT OKYIIBUIAPABIH KOKETTUIIKTEPI MEH OKY OpTachIHA
OaiiIaHbICTHI ©3Tepyl MYMKIH. [ MOPHITIK jkKoHE MHTETpaluusIaHFaH MOJIENbIep Ka3ipri OiimM Oepy
KYHECIHAe MKEMIUTIK TIeH HWHHOBAIMSHBI KaMTaMachl3 €TCE, JOCTYpJl OIICTEp OKYIIbLIapFa
OEKITiIreH KYPhUTBIMIIBI YChIHAABI. COHIBIKTAH, €H THIMII MOJCIbIACP/Il TaHIay Ke31H/1e KOHTCKCTKE
Ha3ap ayJapy *KoHe OKbITYy MaKcaTTapblHa COMKEC MOAEIbAEp KOMOMHALUACHIH KOJIIaHy MaHbI3/bl.
Kanmel merenmepaeri KajbllTacCKaH TKipuOene OypbhIHHAH Kele KXaTKaH JOCTYpial Typhe
okpITy teacher-centered (myramimre OarmapiaHFaH OKBITY) J€I aTalaibl, MYHIA MyFaliMm
OackapyIibl, OaKbLIAYIIBI )KOHE OKY YAEpICIHIH OeICEeH I KaThICYIIBICH PETIHAE KaObUIIaHadbl. ATl
KEHIHI Ke3lerli aknapaTThIK-KOMMYHMKALMAJIBIK TEXHOJIOTHSIAPAbI MaijagaHa OTBIPHII OKBITY
student-centered aramazpl. SIFHu OiniM anymibira OarbITTaldFaH OKBITY Typi. Active Student oky
YaKbITBIH JKOCIIApJIaiibl, COHABIKTAH OKY IPOIECiHe ©31HIH Oi1iM Oepy TPaeKTOPHUSCHIH KYpaJbl.
MyraniMHiH OacUIbUTBIFBIMEH HEMece ©3 OETIHIIEe OKMTHIH CTYIEHT OKY MaTepualJapblH OHJIAWH
Hemece oduIaiiH peKuMIe OKUIbI, TOTIIIEH HEMece OKY IPOLIECiHIH 0acka KaThICyIIbUIAPbIMEH YaTTap
MeH (hopymaap/a, SIEKTPOH/IBIK MOIITa apKbLIBI ©3apa OPEKETTECEe I, SIEKTPOH/IbI TECTIJICY apKbLIbI
03 KY3bIpeTTiIiriH Tekcepei sxone 1.0. [1, 130]. KOHECKO 351eKTpOHIBIK OKBITY/IbI HHTEPHET TICH
MyJIbTHMEIMAHbl TalJaNaHy apKpUIbl OKBITY Jnen Tycinmipeai. I[lemarormkanbik ToxipuOene
ANEKTPOHBI OKBITYIBIH OlpHelle Typi KojJaHbIcTa: aTan aiWTkanna, Blended Learning — apanac
OKpITY, e-learning; Learning Communities — myaznesnec kicijiep TOObI yIimiH Oenriii Oip moHAIK cana
Typaibl >Kanmbl OuTiM OKyHeciH Kypyra OarbiTtanraH tTpeHuHr; Content Sharing — oky
MaTepHUaIIappbIMCH alMacyFa MYMKIHIIK OepeTiH BeO-OeTTepre HeETi3AeNTeH OKbITy; Virtual
Classroom — wmyframimiep MEH CTYJCHTTEpre KapbIM-KAThIHAC jKacayra, e3apa OpeKeTTecyre,
BIHTBIMAKTACTBIKKA, HJISSUIAp bl TYCIHAIpYTe MYMKIHJIIK O€peTiH OHIaliH OKBITY opTackl; Web Based
Collaboration (koMaHJaNbIK XyMbIc) — HTEpHETTEr1 Kypaugap opTypiii OpbIHIApIaFsl aJaMaapra
Oenrini 6ip MakcaTKa XKeTy YIIiH Oipre THIMIi KYMBIC icTeyre MYMKIHIIIK Oepe/i, YKBIMIBIK O11iM
0epy KbI3METIH KaMTUTBHIH TpeHUHT; Business TV (OusHec-teneBuaeHue) — Oenriii 6ip MakcaTThl
TOMKa apHaibl OeliMaenreH TteneOargapiamMaiapMer OKbITy oHe T.0. [1, 129]. Iudpibik
TEXHOJIOTUSIAP/IbIH KEHIHEH JaMybl apajac OKbITY TypiHe eTyre cenTirid turizai. K.boHk mnen
K.I'pamain aHbIKTamMachkl OOMBIHINA, «apajlac OKBITY KyHeci KOMIIBIOTEPIIIK OKbITY MEH Oerne-0er
OKbITY I OipikTipemi» [2]. U.A. Haraesa, .A. Ky3HeoBTbIH aHbIKTaMachl Oo#ibIHIIA, «[ MOPUATIK
OKBITY — JIOCTYpPJl JKOHE DIJIEKTPOHIbI OKBITYABIH OJIEYETTI MYMKIHIIKTEpPIH OIpIKTIpeTiH
HePCIeKTUBAIBIK OKBITY JKyieci» [1, 136]. [lerenMen apanac :xoHe THOPHITI OKBITY TYCiHIKTEpi Oip
yreiMaIbl Outnipe Me? KebOiHe oKbITy 3neMeHTTepl Oipael OonraHIbIKTaH, OyJl eKeyiH IIaTacTbIpy
Oaiikamanel.  M.A.YomaHoB ekeyiHe opTak Oip aHbIKTama Oepil: «dp Typiai ¢opmaaarbl
KAIIBIKTBIKTAH OKBITY JOCTYPJIi OKBITY TYPJIEPIMEH, MBICANBI, ayAUTOPUSUIBIK OKBITYMEH
OipikTipinreHn okpiTy» [3] nece, C. A. I'ps3HoB 'mOpuATIH OKBITY MEH apayac OKBITYJIbIH €Keyl eKi
0esieK eKeHiH >kaKTaiibl. OHBIH TYCIHIIPYIHIIE, «Apanac OKbITY OeTne-0eT OKbITYIbl ACHHXPOH/bI
OKBITY 9IiCTepiMeH OipiKTipeli, MyH/Ia CTYJIEHTTEp OHJIAIH KATTHIFYIapMEH >KYMBIC 1CTEHII JKoHE
00C yakbITBIH/IA OKY OeifHenepin kepeai. [ mOpuaTi OKpITY O0Jica — MyFalliMIEp CTYJEHTTEP 1 OeTme-
0eT ’KOHE KalIbIKTaH OKbITAThIH OKBITY dfici. [ MOpUATIK OKBITY YATUIEPiHE CHHXPOHBI OeTie-0er
OKBITY/IbI TOJIBIKTBIPY YIIIH aCHHXPOH/IbI OKBITY 9[iCTEepiH mainananyra 6onaasl [4]. [lereamen C.
A. I'ps3HOBTBIH TYCiHAipYiHIIe, [ MOPUATI OKBITYIBIH MaKcaThbl - €Ki ()OpMATTBIH dJICi3 JKaKTapbIH
azaiiTa OTBIPBIN, OIpTyTac OKBITY TXKipuOeciH acay YHIIH eki (GopMaTThl OIpiKTipy OOJIBIIT
TaObmaabl. SIFHU TUOPUATI >KOHE apayiac TOCUIAepai Kochim, OipikTipyre Oomaael. Lllerennepae
kosinanbicta 6ap HyFlex moneni consiH aitrarsl. On oHNaliH MeH oduiaiiH cabakTap/bl, aCHHXPOH/IbI
’KOHE CUHXPOH/IbI 9peKeTTep/Ii OipiKTIpeTiH «TUHOPUATIHY UKEM/I1 HYCKACH Jieyre Keneni. ' uopuarik
OKBITY TYKBIPBIMJIAMAChIHA JIET€H OPTYPJIi 3epTTEyNIUIepliH KO3KapacTapblH ecCKepe Kele
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JL.Maprynbe, M.MakkpekeH xoHe P.KatpamOOH OHBIH TOPT ONIIEMIH aHBIKTaIbl: [ HOPHUITI OKBITY
OHBIH TMOIOCTEPIHIH (IKCTPEMAIIbI MOH/IEPiHIH) Oipiryl (OIpiKTIpy) HETI31HAE TYBIHIAN b

® CTYIEHTTIH OKYy OpHBI: ayJUTOPUS >KOHE KAMITYCTaH THIC OpHAJAacKaH ep (HAKThl JKOHE
BUPTYaJIZIbI OUTIM Oepy opTaiaphl);

® OKy MaTepuaibiH Oepy opTachl (Kypabl, ke3i) (’KETKi3y OpTachl): MYFalIiM >KOHE TEXHOJIOTHUS;

® cabak Typi (HycKay TYypi): JCKIHSIIBIK XKOHE IPAKTUKAIIBIK cadak;

® OKBITYIIBIH CHHXPOHIBUIBIK JTOPEkKeci: OYKUI TOIM YIIiH OKY KapKbIHBI (CHHXPOHIIBI) KOHE
OKBITYIBIH jK€Ke KapKbIHBI (acuHxpoH/sl) [5,105].

['uOpuATI OKBITYIBIH AP THIKIIBUTBIKTAPBIHA KEJICEK, OHBIH CTYIEHTTEP MEH OKY OPBIHAPHI YIIIiH
THIMJIUTIINT MEH TaiJachlH aHBIKTAUTBIH OIpKaTtap apTHIKIIBUIBIKTAp Oap. Oyenrici, OKbITYIaFbl
UKeMIUTIK. [MOpPHATIK OKBITYIABIH HETI3r1 apTHIKIIBUIBIKTAPBIHBIH Oipi CTYIEHTTEPAIH KYpPCTBIK
Marepuaiiap MEH TarchlpMajgapFa MKeMJll KOJ JKETKI3y MYMKIHJiri OoJbin TadObutambl. Omap
©3/ICpiHIH KEeKe KecTelepi MEH XarJaijapblHa COMKeC MaTepualibl OKY YaKbIThl MEH OpPHBIH
TaHJIayFa uKkemauTikke ue. OKbITYAbl Japajiay TYPFBICBIHAH 1a OVJI OKBITYBIH ©31HAIK €pPeKIIeiri
O6ap. I'mOpuATi OKBITY CTyASHTTEpre MaTepHallbl MEHIepy KapKbIHbl MEH TOCUIiH Oackapyra
MYMKIHAIK Oepeni. Byt opTypiti oKy CTHIbACPIHE COUKEC KETeAl )KOHE CTYACHTTEPre OJIapAbIH KEKE
KKETTUTIKTepiHE COKeC Ma3MyHJIbI YHpEHYre MYMKIHIIK Oepeni. OKBITY oIiCTepiHIH 9pPTYPIILTIri
OKBITYJIBIH JOCTYpJIl >KOHE OHJIAWH OMICTEpiH KONJaHy OiaiM Oepy MYMKIHIIKTEpiHIH ayKbIMbIH
KeHeHTyre MyMKiHJiKk Oepeni. by opTypui okpITy popMaTTapsl apKbUIBI OKBITBUIATHIH TAKBIPBIITAP
MeH MOHAEPAl TepeHipeK koHe aMmOeban Tycinyre piknan ereAl. OKpITYyAbIH THIMAUIIT TYPFBICBIHAH
'uOpuATIK OKBITY OKYIIBUIAPABIH MaTepHAIIbl THIMII MEHIEepPYiH KaMTaMachl3 eTeli. OpTypii
OKBITY QJIICTEpiH OIpPIKTIpYy *KoHE OHJIAH pecypcTapra KOJI KEeTKi3y *kaJbl MEH OKY[Ibl XKaKcapTyFa
KeMeKTece . ©3 OCTiHIIe KYMBIC ICTeY MaFIbUIapblH JaMBITYFa KOJ allaThIHABIKTaH, | nOpuaTiK
OKbITY (opMaTbIMEH aiHaNmbICaThIH CTYASHTTEPIIH ©31HIIK >KYMBICHI MEH ©3iH-031 peTrTey
JaFapUIapbl Kanmeimracanasl. Onap OKy yaKbITBIH ©3 OETiHINe jKocmapJiar, OKy YIepiciH Oackapa
anajpl. OKBITY )KYKTEMECIHIH TOMEH/IeyiHe CeNTIriH TUTI3eTiHIH ¢ allTKaH xoeH. [ HOpUATIK OKBITY
MYyFaJliMZIepre HEeTi3rl YFhIMIap/bl KalTaaayablH OpHBIHA OKYIIBLIAPABIH JKEKe KaKeTTUTIKTEepiHe
KeOipek Hazap ayJapy >KOHE HEFYpJIbIM KETUIAIPUITeH TaKbIPbINTapIbl TalKbUIAy apKbUIBI OKY
TOKIpUOECIH OHTalIaHABIpyFa MYMKIHIIK Oepeni. ['MOpWATI OKBITYIBIH apTHIKIIBUIBIKTAPHI
MKEeMJIUTIK TIeH TEHIIeYyAEeH OacTal THIMAUIIK MEeH OKBITY OMICTEPiHIH OPTYPILIIriHe NeliH KeH
ayKbIMIbl KaMTHUJIbI. ByJ1 TOCUI CTyZIEHTTEp MEH OKY OpBIHJApblHA OKY IMPOILECIH JKETUINIPY KOHE
OUTIMI1 MEHTepy TUIMAUIITIH apTThIPY YIIIH jkKaHa MyMKiHAiIKTep Oepeni. Kenteren myranimaep Oy
OKBITY TYPIH ©3repMeulirine 6ailaHbICThl TAHJANABL: IFHU aybICHIANIbI cabak KecTecl, yiije Hemece
CBIHBINTA OKY, CTYIAEHTTEp MEH MYFaliMJep apachblHAaFbl BIHTBIMAKTACTHIK TEH OailllaHbICTHIH
oprypmi dopmarrapel T.c.c. Pymunckuit U. ., JlaBeimoB A.B. ruOpuATI OKBITYABIH ©31HIIK
MOJIeTIbIEpiH atarn kepcereai: — Rotation: — PoTarus: apTypiii ontaitH cabakTaphl )KOHE CHIHBINTAFbI
Oaiinanbic xymbicTapbl; — Flex (uxemai): myraniMmJepMmeH Oipiece >KyMbIC ICTE€yre KaparaHnja
ANEKTPOH/IBI OKBITY TypliepiHiH OacbiM Oomysl; — Self-Blend (self-mixing): crynenTriy aybicnanbt
OHJIaMH cabakTapblH JAepOec YHbIMIACTBIPYHI JKOHE OKBITYIIBIMEH Oaianbichl; — Enriched Virtual
(KeHEeUTUIreH BUPTYaJ/ibl): OKY IOHJEpiH OKBITYLIbIIapMeH Oipre oHJaiH ¢opmarrta >koHe Ou1iM
Oepy YIBIMBIHBIH KeCTeciHe coiikec KyHi3ri popmarta oKy [6]. ['mOpuaTik OKbITY MOnenaepi OiniM
carnachlH apTThIpyFa MYMKIHAIK Oepexi, OyJl OHBI OpTYpJl JEHIeHeri >koHe KaKeTTUIIKTepaeri
OKYIIIbUTAp YIIIH KOJDKETIMI1 KoHE BIHFAWUIBI eTenl. JlerenMeH, MyHAall MOAENbAEpAiH THIMIUTIT
MYKHUST JKOCTIApJIayFa, JKENUIIK pecypcTapiblH carachlHa KOHE MYFaliMIep MEH CTyISHTTepIiH
KoJ1/1ayblHa KeOipek OainaHbicThl. ['MOPUATIK OKBITYABIH MPUHIMITEPiHE Kenep 6oincak, [ ubpuari
OKBITY 9p OKYILIBIHBIH JKE€Ke KaKETTUIIKTepl MeH OuliM JeHreiepine OeHiMIenreH OKy OpTachlH
KypyFa YMTbUIaIbl. «OKBITYIBI JapajlaHAbIPY» TPHHIIAIN OKBITYIBIH OHTAMIBI PEKUMIH TaHIAY
MYMKIHJITIH KaMTaMachl3 €Tyl Ke3/ei1i: MaTepuaiasl o3 OeTiHIle MEHIepyre apHalfaH OHJIAH
cabaKTap HEMece TaKbIPBINTHI TAJKbUIAY dKoHE TEPEH TYCIHY YIIiH OeTrne-0er cabakrap. «OKbITYAbIH
WHTEPAKTUBTLUIIr XoHe OeHiMIiuTiri» TyprbichbiHaH [HMOPUATI OKBITYIABIH MaHBI3JbI ACIMEKTiCI —
OKYIIIBUTAp MEH MYFIIMIEPIiH OCJICeHIII 63apa OpEKEeTIH BIHTAJIAHIBIPAThIH WHTEPAKTUBTI OLITIM
Oepy Kypangapbl MEH KYpalJapblH KYpy. OpTYpJi OKY CTHIBIAEPI MEH CTYACHTTIK opTajapra
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OeliMaeny op ajaM YIIIH THIMAI OKY >KOJIBIH KaMTaMmachl3 €Ty/Ae MaHbI3bl peil aTKapaabl. «O3
OCTiHIIIE OKY J)KOHE Ma3MYHHBIH KOJDKETIMIUTITY IPUHITUII CTYASCHTTEPre Ke3 KEITeH YaKbITTa )KOHE
Ke3 KEJIT'eH JKePJIeH OKY MaTepuaiiapblHa KOJ JKeTKi3yAl KaMTaMachl3 erefi. belinenekuusnap, oKy
MOJyJIbJICpl JKOHE WMHTEPAaKTUBTI IuIaTopMaliap CHSKTHI OHJIAHH pecypcrap CTyIEHTTepre
MaTepuaiabl ©3 OeTiHIIe OKyFa, cabakTap[bl KalTanayra >KOHE TarchblpMaiapAbl OpBIHAAYFa
MyMKiHAIK Oepeni. «TypakTbl kepi OaiylaHbIC XKOHE OHIMAUTIIKTI Oaranay» npuHIUIiHAS [nOpuari
OKBITY CTYISHTTEPMEH YV3IIIKCi3 Kepi OailiaHbIC OpHATyFa MYMKIHAIK Oepeni. MyFramimaep
CTYJICHTTEPIe OHJIAMH OpTaJia OKy OpEeKeTTepi Typasibl Kepi OalyaHbIc Oepemi, OYJI CTyIEHTTEpre
oNapAbIH YJrepiMi MeH XakcapTy OarbITTapblH TYCiHyre KemekTeceli. bbumaiima aiTkanza,
['uOpuaTI OKBITY MPUHIUIITEP] AICTYPJII OKBITYIBIH Y3IIK aCTIEKTIIEPIH 3aMaHayd TEXHOJOTHSIIBIK
MYMKIHJIKTepMEH OipiKTipeTiH TUiMAl Oi1iM Oepy *Kyheci KypblIaThIH ipreii Heri3aepAl ounaipeni.
Onap 3amaHayu OuTIM OepyAiH e3repMeri KaKeTTUIIKTepiHe OeHiMIesne OTBIPHIN, CTYACHTTEpII
OKBITYZIa UKEM/LITIK, Aapajiay )KoHE THIMIUTIKTI KAMTaMachl3 eTe/i.

KoananbLiran aaicrep

Makanana »kuHaKTay 9/liciMeH Ka3ipri OiiM Oepyzaeri MoeTbAep capalaHbll, CalbICTHIPMaIIbl
oiCIIEH OJIapJbIH THIMIUIIN MEH KEeMIIUIIKTepl capajaHaibl. AHanu3 omiciMeH ['mapuarik OuTiM
OepyniH Ka3ipri OimiM Oepyne ajaTblH OpHBI HaKThUIaHAABL. [ MOPUATIK OKBITYABI OiLTiM Oepy
ToXipuOeciHe THIM/II €HT13y/1e €CKEePTUIETIH YChIHACTAP A JKacaiaibl.

TaakbL1ay

JKorapsinarsl MonmiMeTTepl Tangai kese, [ nOpuaTik OKbITYABI O11iM Oepy TaxipubeciHne THiMI1
SHT13Y JOCTYPIi KOHE OHJIAHH OKBITY 9/1iCTEpiH OipiKTipeTiH OipHeIIe HeTi3ri acCeKTiIep i ecKkepyai
Tajam eTeTiHi aiiTyra Oonajsl. [ MOpUATIK OKBITYIBI O11IM Oepy ToKipuOeciHe TUIMII eHTi3y/le MbIHA
HETI3T1 acmekTiiepre MoH Oepy KepekTiriH ychiHambl3: 1. TeXHONOTHsUIBIK MH(PPaKyphUIBIM:
I'uOpuaTi OKBITYIBl COTTI €HII3Yy YIIIH CEHIMII TEXHOJOTHSUIBIK HH(PaKypbUIBIMABI KYpPY ©Te
MaHbBI3bl. ByFaH KOFaphl KbUIAAMIBIKTEI MHTEPHETKE KOJI )KETKi3y, HHTEPAKTHBTI OKBITY/IbI )KOHE
MYFalliMIep MEH CTYACHTTep apachlHAa akmapar ajaMacyAbl KOJJAWThIH KOJAiIbl OKY
iatgopmaniapsl MeH KoimanOanap sl YCeIHY Kipei. 2. Canainsl oHNaiH pecyperap: Camnansl OHIaliH
pecypcTapibl 93ipiey KoHe MaiianaHy TaObICThl TMOPHATI OKBITYIBIH HETi3ri Kypamjac Oeiri
00161 TaOBUTAABL. ByFaH cTyIeHTTEp/IIH KeKe KaXKEeTTUIIKTEPl MEH OKY MaKcaTTapblHa OeiiMiereH
AJIEKTPOHABIK OKY MaTepHaliapblH, OeHHEeNeKINsIapAbl, HHTEPAKTUBTI TallChIpMaIap/bl XKOHE OKY
KOCBIMIIANAPBIH AaiibiHAay Kipeni. 3. MyramiMaepaiH OUTIKTUINIH apTThIpy: MyFaliMIEpIiH
JTaWbIHIBIFBl 6T€ MaHbI3bl. Onap OHJAMH OKBITY cajachblHIa KY3BIPETTUIIKKE He OOy, XKEITiK
NeJaroruKaHblH SPTYPJl SMICTEPIH MEHrepyl, TEXHOJOTHSHBI THIMAl NaijaiaHblll, BUPTYasIbl
opTaja CTyJEeHTTePMEH THiIM/JII KapbIM-KaThIHAacC OopHaTa Oiryl kepek. 4. OKbITY OaFnapiaMachIHbIH
UKeMIUIr: MeH Oedimauniri: ['mOpuaTi OKBITY OKYy >KOCHapblHAA MKEMIUINK IeH OediMpaenyre
MYMKIHIIK Oepyl Kepek. by cTyneHTTepre »keke Kanaylapbl MEH KaKeTTUIIKTEpiHE HETi3AeireH
KEKe JKOHEe OHJIalH cabakTap apachlHJa TaHIayFa MYMKIHAIK Oepyai Ounaipeni. 5. TypakTel kepi
Oaiinanblc xoHe Oaranay: ['MOpUATI OKBITY1A JKYHeni kepi OalinaHbIc NeH Oaranay Kyleci MaHbI3bl
pen arkapanbl. OKBITYIIBUIAD CTYASHTTEPre OJapAblH OHJIAWH OpeKeTTepl Typajbl Kepi OailmaHbic
Oepim, oap/bIH YArepiMi MeH akcapTy OaFbITTapblH TYCIHYTe KoMeKTecyl kepek. 6. IHTepakTHBTI
KOHE e3apa OpeKeTTeCy/l bIHTANaHAbIpy: THIMII TMOPUATI OKBITY MYFaIiMAEp MEH CTYIEHTTEp
apachbIHAaFbl, COHAN-aK OKYIIBUIAP/IbIH ©3/1€p1 apachIHIaFbl HHTEPAKTHUBTI XKOHE ©3apa dpeKeTTECY/l
BIHTANAHABIPAApl. Tamkpulay, TONTHIK JKOOAJap JKOHE BIHTHIMAKTACTHIK YIIIH  OHJIAWH
riatgopMmanap/sl naiagany op KaThICYIIBIHBIH O€JICEH/l KaTbICyblHA >KOHE KaTBICYbIHA BIKIAJI
ereni. 7. Kommay >xoHe Konm >keTiMauliK: OmnaplblH KaKETTUIKTEPIHIH OPTYPIUIriH >KOHE
TEXHOJIOTUSIFa KOJDKETIMIUTIK JIeHIeiH ecKepe OTBIPBIN, OapiiblK CTYIEHTTEepre Kojijay MeH
KOJDKETIMIUTIKTI KaMTaMachl3 €Ty MaHbI3Jbl. byl O6apiblK CTyA€HTTEp YUIIH KYpbUIFbLIApFa *KoHE
MHTEPHETKE KOCBUTY/IbI KaMTaMachl3 €Tyl KaMTybl MYMKiH. [ MOpUATI OKBITYABI THIMII €HTI3YIIH
Oys1 Heri3ri acmekTiiepi rubpunri Oumim Oepy OarmapiiaMmanapblH d31pJey JKOHE €HII3y Ke3iH[e
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eckepiryl Tuic ipremi mnpuHuMnTepai Oinmipeni. Omap OyriHri OKyIIbUIAp YIHIIH HMKEMII,
KEKEJICH I PUITeH XKoHEe THIMII OKY OPTaChIH KYPYABIH HET131H KypauIbl.

Horuaxenepi

Bomxamael HoTIKE periHae ['mOpuaTik okbITy omictepi Oimim Oepy yAepiciH MKeMJl JKoHe
THIMJII €TiN YHBIMIACTBIpYFa MYMKIHIIK Oepelli, HOTHXKECIHIE CTYACHTTEp TEPEHIPEK TYCIHIKKE,
TaJKbUIayJapFa >KOHE MPAKTHUKAIBIK TallChpMalapFa yakbpIT apHaWbel. byl OKBITY MojeniHiae
OKBITYIIIBI KOMEKIII POJIIH aTKaphIl, CTYACHTTEp OEJICEHIl OKYIIbIFa aiHamaabl, OV OJIapIbIH
TOKIpUOETIK JaFplIapblH JaMbITyFa bIKHAT eredi. JKeKeneHAIpUIreH OKBITY apKbUIbl opOip
CTYJICHTTIH JKEK€ KapKbIHbIHA JKOHE KaOuleTiHe colikec OUTIM aly MyMKIHAIT1 apTajibl, ajl TONTHIK
KYMBIC TIEH OipJecKeH xo0ajlap BIHTHIMAKTACTHIK IMEH YXKBIMIBIK IICHIiM KaObUIAay JaFIbLIapbiH
KajbinTacTeipaabl. L{udpisik Oaranay MeH TecTiiiey HOTHKENEPIiH Keel TalJaHyblH KaMTaMachl3
€TiN, OKY camachlH apTThIpaabl. MyIbTUMEIHATBIK KYpAIIapabl MaiJanany aKknaparThl TYCIHYIL
YKAKCapTHII, OKY MPOIIECIH KBI3BIKTHI 9pi dcepiti eTei. Y3/A1KCi3 Kepi OaiylaHbIC apKbUIbI CTYJACHTTED
OKy OapbIChIH/Ia KaTENIKTEPiH TY3€TIiN, OKBITY HOTHXKeNepiH skerinaipeni. Ocbutaiiina, THOPUATIK
OKBITY 9J1icTepi O11iM Oepy carmachlH KaHa IEHIeHTe KOTEPYre ®KoHe CTYACHTTEP/IIH ChIH TYPFhICBIHAH
oiiyiay KaOiJeTiH 1aMbITyFa bIKIaN erei. bomamakra ['uOpuarik Oinim Oepy xKoraprel OitiM Oepyne
©3 CErMEHTIH TayblIl, OJaH dpi JAAMBbII, JKaJlMblFa THIMIIPEK opi KoJkeTiMAl Oona Tyceni. OKbITY
MPOIECIHIH KaXeTTUIiKTepiHe Oeiimaene OTBIpbI, OuriM  Oepy ToXipHOECiH >KaKCapThIl,
XKeTicTikTepre OacTaiiibl aen 6omkayra 60Iaabl.
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HYBRID LEARNING: COMBINING TRADITIONAL AND ONLINE METHODS OF
EDUCATION

Annotation. One of the new concepts in the field of innovative education in modern pedagogy
is “Hybrid learning”. The article analyzes the features of hybrid learning as an effective strategy that
combines traditional pedagogical methods with innovative online technologies in the context of
modern education. In recent years, hybrid learning and blended learning have become a widespread
approach in modern education. The basic principles of hybrid learning, important components, and
the flexibility and benefits of hybrid learning will be discussed. Additionally, factors that determine
the successful implementation of hybrid learning, such as technology support, creation of quality
online resources, and teacher professional development, are discussed. The article provides a
comprehensive overview of the practical and theoretical aspects of hybrid learning, highlighting its
relevance and potential in modern education for creating flexible and personalized educational
trajectories. Recommendations are given for the successful implementation of this methodology in
the educational process.

Keywords: hybrid education, blended learning, digital trends, innovative teaching method,
information technology.
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T'MBPUJTHOE OBYUYEHHME: COBMEIEHUE TPAJIUIIMOHHBIX U OHJIAHH
METOAOB OBPA30BAHUA

AHHoTauusi. OfHOW W3 HOBBIX MOHATHH B O0JACTM HHHOBAIMOHHOTO O0pa3oBaHMs B
coBpeMeHHOW mnenaroruke spnsercs «[ ubpunnoe oOyuenue» (hybrid learning). B craTthe
aHATM3UPYIOTCS OCOOEHHOCTU TMOpHUIHOTO 00yueHHs Kak 3(QGEKTUBHON CTpaTerHH, COYETAIOLICH
TpaIULMOHHBIE NIEIarOrMYECKHe METO/Ibl C MHHOBAIMOHHBIMU OHJIAH-TEXHOJIOTUSMHU B KOHTEKCTE
COBpeMeHHOro oOpa3oBaHus. B mocnennue roasl ruOpuiHoe o0ydeHHE M CMELIaHHOe OOyueHHe
(blended learning) craHOBATCS MIMPOKO PACIPOCTPAHCHHBIM IMOIXOJOM B COBPEMEHHOM
obpazoBanuu. bynyr o0OCyXA€Hbl OCHOBHBIE NPUHIUMBI THOPUAHOTO OOYyUEHUs, BaXKHbBIE
KOMITIOHEHTHI, a TakKe THOKOCTh M MPEeHMYyIIecTBa 3TOro odydeHus. Kpome toro, o0cyxmarorcs
(bakTopBl, OMpeAeTAIOMNe YCIENIHYI0 pealn3alui0 THOPUAHOTO OOYy4YeHHs, TaKhe Kak
TEXHOJIOTWYeCcKas TMOAJEPIKKA, CO3AaHNE KaYeCTBEHHBIX OHJIAMH-PECYpCOB M MPOQeCcCHOHATBHOE
pa3Butue yuurtesneil. B ctarbe npeacTaBieH BCECTOPOHHUN 0030p MPAaKTUYECKUX U TEOPETUUECKUX
aCIeKTOB THOPHIHOTO OOYYEHHs, MOTYEPKHYTA €r0 aKTyaJbHOCTh W MOTCHIHAT B COBPEMEHHOM
00pa3oBaHMH IS CO3/IaHUS THOKHUX U IMTEPCOHATTM3NPOBAHHBIX 00pa30BaTEIbHBIX TPACKTOPHA. JlaHbI
PEKOMEH/IAIINH TI0 YCTIEITHOMY BHEAPEHHIO TAHHON METOUKHU B YI€OHBIH Mporiecc.

KuroueBrble cioBa: rubpugHoe oOpazoBaHue, CMeIIaHHOE 00y4yeHue, Hu(poBble TEHACHIINH,
MHHOBAIIMOHHBIA MeTO/1 00y4eHHs, THPOPMALIMOHHBIE TEXHOJIOTHH.

Kenin mycmi 27 Haypoiz 2024
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BENEFITS AND CHALLENGES OF PEER ASSESSMENT IN HIGHER EDUCATION: A
COMPREHENSIVE LITERATURE REVIEW

Abstract. Peer assessment has been described as a collaborative method of assessment that
promotes active and reflective learning. It is particularly useful in the higher educational context since
university students are required to be involved in more autonomous and student-centered activities.
Therefore, university instructors should consider alternative forms of assessment. However, peer
assessment is often neglected by instructors, and students are not prepared to employ peer practices.
The aim of the current literature review is to analyze the previous studies on peer assessment in higher
education. Particularly, it will describe the reasons for using peer assessment, its forms, and the
benefits and challenges of employing peer assessment in higher education. Therefore, the findings
will raise the awareness of teachers and students regarding the advantages and limitations of peer
assessment techniques. To achieve this goal, the review of 30 articles, which were related to the
implementation of peer assessment in higher education is presented. The articles were selected from
various databases, namely Google Scholar, ERIC, and JSTOR, between the years 2015 and 2024.

Keywords: peer assessment, higher education, collaborative learning, benefits, challenges.

Introduction

Peer assessment (PA) has gained the significant interest of scholars in the last few decades. It
can be defined as a process where learners evaluate or are evaluated by their fellow students. A
substantial number of researchers emphasize the significance of employing peer assessment in the
higher education context (Dahal et al., 2022; Double et al., 2020; Topping, 2023). Moreover, Meijer
et al. (2020) define the need to integrate more collaborative assessment into the higher education
curriculum. Therefore, the need to systematically describe the advantages and obstacles of
implementing peer assessment in higher education is considered to be crucial.

Formative assessment is no longer viewed as an instrument to measure student performance but
as a tool to motivate learners (Yin et al., 2022). One way to foster students’ active participation in
assessment is to deploy a peer assessment strategy. Peer assessment has gained considerable scientific
attention for many decades. Some researchers mention the positive influence of peer assessment on
learners’ performance, while others report on its potential drawbacks (Chorrojprasert, 2021). An
extensive investigation of advantages and possible shortcomings can lead to better comprehension of
the methodology, practical value, and risks associated with this type of assessment. Furthermore, the
literature review on the advantages and shortcomings of peer assessment can be useful for educators
who intend to utilize more collaborative methods of assessment in their classroom. In addition, it
might be beneficial for learners to be aware of the advantages and obstacles of peer assessment to be
more prepared for its implementation. The aim of the current paper is to describe the benefits of
employing peer assessment in higher education presented by previous scholars and to describe
challenges that can be observed when using peer assessment in higher education found in the
literature.

Regarding the Kazakhstani context, some scholars revealed the wide use of peer assessment
practices in schools, many of which reported the positive impact of peer grading on learners’
performance (Ybyrayeva & Koshkarova, 2023; Zhussipova, 2024). However, the research regarding
the use of peer assessment techniques in higher education is underestimated by local scholars.
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Literature Review

Reasons for employing peer assessment

Assessment significantly impacts the learning process. Huda et al. (2020) claim that in the higher
education setting, assessment needs to promote students’ active participation and autonomy.
Conventional ways of evaluation might not satisfy students’ learning needs. Peer assessment is
supposed to be an innovative and student-centered learning approach (Van Zundert et al., 2010).

The underlying reason for the wide use of peer assessment activities is related to the attempts of
instructors to engage learners in the learning process (Gurbanov, 2016). Moreover, it is worth
mentioning that assessment is considered to be a fundamental part of the learning process. During the
last few decades, a shift has emerged from the assessment that is focused on teaching to the
assessment that promotes learning (Gonzalez & Llorente, 2014). In such a way, assessment can be
deployed as a learning tool. Among collaborative methods of assessment in higher education, peer
assessment is one of the most prominent, with a substantial number of studies evaluating its aim,
value, benefits, and drawbacks (Adachi et al.,2018; Ashenafi, 2017; Alt & Raichel, 2022).

Forms of peer assessment

Peer assessment can be represented in various forms. Vickerman (2007) explains that formative
peer assessment is used in situations when students need to provide feedback to their peers to enhance
learning. It can be useful to foster metacognition since learners monitor their progress as they learn
and adapt learning strategies for better learning outcomes. Wang et al. (2023) state that peer
assessment is rarely used in its formative form, focusing only on grading rather than using peer
assessment for improving the learning process. Consequently, learners may lack the motivation to
think deeply about the evaluation of peers.

In contrast, summative peer assessment involves assigning grades and forming judgements on
peers’ work. This approach can cause multiple challenges, as reaching objective and reliable
assessment conducted by students is problematic (Zhou et al., 2020). This is where the development
of accurate rubrics and assessment descriptors can be used to increase the reliability of assessment.
Hamer et al. (2015) continue to question the accuracy of peer grading, stating that students have a
tendency to underestimate or overmark the works of their counterparts. This can be overcome by
open discussions, double grading, and anonymous marking (Panadero & Algassab, 2019).

With the advancement of technology, online peer assessment is becoming a widely used learning
tool. Havard et al. (2023) report that online peer assessment enhances students' critical thinking,
collaboration, and problem-solving skills. Moreover, their findings revealed a decreased level of
social loafing among undergraduate students when engaging in digital peer assessment. Thus, it can
foster the effectiveness of group projects. Zhan et al. (2022) also highlighted that using online peer
assessment tools is advantageous for fostering students’ higher-order thinking. Researchers mention
such online platforms for peer assessment as EduTech, iLAP, Eduflow, Peergrade, and many others
(Latifi et al., 2021; Lu & Zhang, 2012; Ocampo & Panadero, 2023). Although online platforms for
peer assessment have great potential, teachers and students might require training to maximize proper
learning (Ocampo & Panadero, 2023).

Advantages of peer assessment in higher education

The following advantages of peer assessment were described by researchers:

Development of soft/professional skills

Chorrojprasert (2021) described such advantages of using peer assessment as communicative,
problem-solving, negotiation, and other soft skills that can be fostered through exchanging opinions,
asking questions, receiving feedback, and providing explanations. Boud and Soler (2016) also claim
that peer assessment contributes to professional development, as learners can obtain life-long skills
that are highly appreciated in the workplace.

Fostering active learning

Assessment is usually expected to be conducted by teachers; therefore, students are perceived as
passive receivers of feedback and grades. Peer assessment can change this tendency, creating an

14



SDU Bulletin: Pedagogy and Teaching Methods 2025/1 (70)

environment of active learning (Adachi et al., 2018). Kumar et al. (2023) described such learning
benefits of peer assessment as increased motivation, better understanding of learning material, and
development of critical thinking skills, which all contribute to active participation in the learning
process.

Better comprehension of assessment criteria

Students need to understand the assessment standards before evaluating their peers. This creates
a need to better understand the assessment criteria in order to provide meaningful feedback (Yucel et
al., 2014). Moreover, when learners take the role of assessors, their cognitive skills are enhanced.
Their own knowledge is broadened when they have an opportunity to review, evaluate, and provide
constructive feedback to learners of similar status (Chorrojprasert, 2021).

Timely and appropriate feedback for students

Learners can benefit from feedback since it uncovers their strengths and weaknesses, therefore
creating an environment of self-directed learning. Peer feedback can be more reliable than teacher
feedback in group projects since instructors are not well-informed about the actual performance of
each team member (Tucker & Abbasi, 2015). Furthermore, peer assessment contributes to better
learning outcomes (L. et al., 2020). A similar view is shared by Wanner and Palmer (2018), who state
that both providing and receiving peer feedback have a positive impact on promoting reflective
learning.

Enhanced responsibility

Peer assessment can develop self-reflection and enhance understanding of others, thus enabling
learners to recognize mistakes and propose practical solutions. Topping (2019) claims that peer
assessment fosters not only active participation and learning autonomy but also responsibility for
one’s own learning process.

A qualitative study conducted by Adachi et al. (2018) aimed at investigating the perceptions and
experiences of university instructors about the use of peer assessment. A semi-structured interview
was administered among thirteen teachers working in one private university in Australia. The findings
revealed seven themes regarding the advantages of peer assessment. These advantages include
enhanced learning, development of communicative skills, opportunity to experience authentic
assessment, ability to provide feedback, better comprehension of rubrics, enhanced teamwork, and
development of autonomous learning. Therefore, the study supported the effectiveness of using peer
assessment in higher education, which comes in line with the views of previous researchers (Alzaid,
2017; Pérez et al., 2022; Falchikov & Goldfinch, 2000).

Challenges of peer assessment in higher education

The following challenges of peer assessment were identified by researchers:

Reliability and accuracy

Students are novices not only in the subject matter but also in grading and assessing. A
substantial number of researchers claimed that peer assessment is highly vulnerable to being
unreliable and biased, as learners tend to overmark each other or not provide profound feedback
(Hamer et al., 2015; Kulkarni et al., 2015).

Perceived competency

It is generally accepted that assessment should be conducted by a teacher who is competent in
the field. Learners might not seriously perceive an assessment that their peers carried out, therefore
neglecting the constructive feedback provided by other students (Tai et al., 2017).

Power relationships

Implementing peer assessment can destroy existing power relationships between students and
teachers. Instructors might be reluctant to give the power of assessment to their students, and
similarly, students might not wish to change the existing hierarchy (Tai et al., 2017; McGarr &
Clifford, 2013).

Time and resource constraints

Peer assessment can be time-consuming. Instructors need a clear plan for its implementation.
Additionally, teaching support is required at all stages of the peer assessment process (Berg & Seeber,
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2016). Moreover, Adachi et al. (2018) report that it requires much effort from the instructors to
successfully organize, present, and evaluate peer assessment activities.

Psychological obstacles

Some students experience anxiety while assessing their peers. This can be caused by
unwillingness to judge or offend another person (Sridharan et al., 2018). Similarly, Tornwall (2018)
claimed that some learners exhibit anxious behavior when being evaluated by learners of similar
status.

Stanci¢ (2021) conducted experiential research that explored undergraduate students’
experiences with peer and self-assessment activities. The results indicate that peer assessment was
considered more psychologically uncomfortable for learners than self-assessment, which aligns with
the study of Wanner & Palmer (2018), who advocated for the stressful nature of peer feedback.
Additionally, the participants experienced discomfort when assigning a grade to each other, as they
felt not competent to be involved in summative assessment, which is a well-described challenge of
peer assessment by Panadero (2019).

Another experiential study conducted by Sridharan et al. (2018) was aimed at examining
students’ ability and behavior during peer assessment practices. The findings demonstrate that
students accurately and objectively evaluated each other in a formative assessment. However,
participants exposed significant bias when peer assessment was employed as a summative tool for
assigning grades. The results questioned the reliability of using peer grading similarly to the ideas of
previous researchers (Topping, 2009; Yao-Ting et al., 2010; Nicol et al., 2014).

Conclusion

The current literature review is aimed at examining studies on the topic of peer assessment in
higher education. Findings from various studies were described regarding the reasons for using peer
assessment, its forms, possible benefits and barriers of implementing peer assessment activities.
Having reviewed various studies on the topic, it can be claimed that the underlying reason for
employing peer assessment is to promote active learning and using non-standardized assessment. Peer
assessment can be utilized in formative, summative, and online forms. Advantages of employing peer
assessment include: development of soft as well as professional skills, promotion of active learning,
better comprehension of assessment criteria, timely and appropriate feedback, and enhanced
responsibility. On the contrary, such challenges of peer assessment as the lack of reliability, accuracy,
and competency, complicated power relationships, time and resource constraints, and psychological
challenges were found to be widely discussed by researchers.
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KOT'APBI BIJIITM BEPY/JIEI'T BIPIH-BIPI BAT'AJIAY/IbIH APTBIKIIBIJIBIKTAPBI
MEH KEMIIIJIKTEPI: SJAEBUETTEPI'E HIOJIY

Anparna. bipin-6ipi Oaranay OenceHi jkoHe pedIIeKCUBTI OKBITYFa BIKIAJ €TETiH OipiecKeH
Oaranay ofici petinae cunarraiabl. O ocipece xorapbl 011iM Oepy TYPFBICHIHAH Tai1ajbl, OHTKEH1
YHHUBEPCHTET CTYJCHTTEPI aHAFYPIILIM aBTOHOMJIBI JKOHE CTYACHTTepre OarnapiaHraH ic- SpeKeTKe
KaTblcybl KakeT. Ocbl ce0OenTi »KOFapbl OKY OpBIHJApbIHBIH OKBITYLIBUIApHl Oarajay/blH Oacka
IbTEPHATHBTI HBICAHIAPBIH KapacThIpybl THIC. Aaia OKbITymIbUIap OipiH-Oipi Oaramayssl skui
eneMeini, anm cryneHTTep OipiH-Oipi Oaranay NpaKTHKachlH MNaiganaHyra AaibiH emec. Ocbl
onebmeTKe IIONyIBIH MaKCcaThl )KOFapbl OuriM Oepyzeri Oipin-Oipi Oaranmayra apHalFaH aJIbIHFBI
3epTTeyiepal Tanaay Ooinbim TaObuTanbl. ATanm alWTKaHna, OipiH-Oipi Oaranmaynsl maiaanaHyIbIH
ce0ernTepi, OHbIH HbICAHJIAPbl, COHMAN-aK >KOFaphl OUIIM Oepyle KOJAAHYAbIH apTHIKIIBUIBIKTAPhI
MEH KeMIIUTIKTepl cumarraiatelH Oonaabl. Ocbuiaiiilia, aJblHFAH HOTHXKEJEp OKBITYLIbIIAp MEH
CTYICHTTEPAIH aTaJMbIl Oarajay SICIHIH apThIKIIBUIBIKTapbl MEH KEMILLIIKTEP1 TypaJibl Xxabapaap
00JIyBIH apTThIpYFa MYMKIHJIIK Oepeni. Ocbl MakcaTKa KOJI XKeTKi3y YILIiH Typii Aepekkopnapaas 30
Makajara I110JIy YChIHbUIFaH, atan aitkanaa: Google Scholar, Eric xone JSTOR 2015-2024 xpuinap
apabIFbIH/A.

Tyiiin ce3aep: OipiH-Oipi Oaranay, OipJIECKEH OKY, )KOFaphl OLTIM.
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INPEUMYIECTBA 1 HEJOCTATKHA B3AUMHOI'O OHEHUBAHMUS B BBICIIEM
OBPA3OBAHUU: OB30P JIUTEPATYPbI

AHHoOTanus. B3anMHOE OlleHMBaHUE OMHUCHIBAETCS KaK COBMECTHBI METOJ OILICHUBAaHMSI,
KOTOPBII CIIOCOOCTBYET aKTUBHOMY U pediekCMBHOMY oOyueHHI0. OH OCOOEHHO TMOJIe3eH B
KOHTEKCTE BBICIIET0 00pa30BaHusl, TaK KaK CTY/I€HThl YHUBEPCUTETOB JOJKHBI y4acTBOBATh B OoJiee
aBTOHOMHOW M OPMEHTHUPOBAHHOH Ha CTYIEHTOB JeATeNbHOCTH. I10 3TON npuunHe npenoaaBaTenn
BY30B JIOJDKHBI paccMaTpuBaTh ajibTepHAaTHUBHBIE (OpMbI oleHuMBaHusA. OIHAaKO MpernojaBaTenu
4acTo MpeHeOperatoT B3aMMHBIM OLIEHUBAHUEM, a CTYJICHTHI HE TOTOBBI K UCIIOJIb30BAHHIO TPAKTUKU
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B3aUMHOTO olleHWBaHUs. Llenplo maHHOrO 0030pa JIMTEpaTyphl SBISETCS aHAIM3 TMPEIBLAYIIIX
MCCIIEJOBAaHHM, TTOCBSIICHHBIX B3aMMHOMY OIIGHHMBAHHIO B BBICIIEM 00pa3oBaHMH. B wacTtHOCTH,
OyIyT OINHWCAaHbl TMPUYMHBI HCIOJNB30BAaHUS B3aMMHOTO OIICHUBAHUS, €ro (OpPMBI, a TaKKe
NPEUMYILECTBA U TPOOIEMbl IPUMEHEHHS B3aMMHOT'O OLICHMBAHUS B BBICIIIEM 0Opa3oBaHuH. Takum
00pa3oM, TOJIyYCHHBbIC PE3YJIbTaThl MO3BOJST IOBBICHTH OCBEJIOMIICHHOCTH IIpErojaBaTeiei u
CTYJICHTOB O NPEHMYMIIECTBAX W HEIOCTaTKax METOJa B3aUMHOTO OLECHMBAaHMA. [y JOCTHKEHUS
3TOM 1enu npeacrasieH 0030p 30 crareil u3 pa3nuuHbIx 0a3 AaHHBIX, a ©MeHHO: Google Scholar,
Eric m JSTOR 3a nepuox 2015-2024 rospr.

KiroueBble c10Ba: B3auMHOE OlLICHHBAaHKE, KOJTabopaTHBOE 00y4eHue, BrIciiee 00pa3oBaHHe.
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TEACHER FEEDBACK ON WRITTEN WORKS: KAZAKHSTANI EFL TEACHERS’
PERSPECTIVES

Abstract. This qualitative study aims to explore Kazakhstani English as a foreign language
(EFL) teachers’ perspectives on teacher feedback on written works, as well as exploring their
feedback provision practices, and challenges. The data was collected using semi-structured interviews
with teachers from public, specialized, and international schools in Almaty, Kazakhstan. Transcribed
collected data was analyzed through thematic analysis. The findings of the study demonstrate that
feedback on written works is crucial in improving students’ writing skills. Participants favored
selective feedback or feedback that is provided following the goal of the writing assignment. It was
also revealed that some teachers favored direct feedback while others prioritized indirect feedback,
believing it would encourage students in deep and independent learning. Additionally, insufficient
time and a large number of written works to check, confusing handwriting, and cheating acts as
plagiarism and overuse of Al tools are reported to be challenges faced by participants.

Keywords: Teacher feedback, teachers’ perspectives, written works, writing skill, feedback
practices, error correction in writing, independent learning.

Introduction

Effective writing proficiency is a fundamental skill in Teaching English as a Foreign Language
(EFL). Many studies have demonstrated that effective feedback is a crucial component of foreign
language acquisition, as well as improving learners' ability in any type of writing.

Over the years, there has been continuous research on the effective methods of feedback and
how students can derive benefits from feedback on their written works (Ellis, 2009). Piece of students’
written work can inform teachers about their students’ understanding of their course (Adrefiza &
Fortunasari, 2020). Qin and Karabacak (2013) stated that feedback in different forms plays an
important role in helping students improve their EFL writing skills. Similarly, Salih and Rahman
(2013) emphasized that feedback on student writing is a key teaching strategy that strengthens
communication between teachers and students in EFL writing.

However, this can be difficult because it requires considering many factors, such as the course
content, assignments, writing style, classroom performance, individual student progress, past work,
and even the work of other students. As a result, teaching writing becomes challenging and stressful
(Chen & Zhang, 2019). According to Ferris (2004), although providing feedback represents a lot of
time consumption for teachers, positive feedback for students may be a critical component that
contributes to their success as writers. Writing proficiency improvement takes place when teachers
build confidence and demonstrate efficient ways of developing writing abilities through feedback
(Khan, 2003).

Although a significant number of research were conducted on written feedback in L2 writing,
not many of them considered EFL settings and teachers' perspectives on feedback provision practices
on written works. Most studies studied the long and short-term effects of teacher feedback on students’
writing skill improvement, as well as exploring students' attitudes and reactions towards it. However,
teachers' opinions, preferences, and experiences are often left without consideration. Since there is
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limited research on this topic, it is difficult to fully understand instructors’ perspectives on feedback
on student writing. Because each teaching context is different, and various factors influence writing
development. Focusing more on teacher-centered studies, particularly in EFL settings, could enhance
our understanding and help instructors improve their feedback practices (Ghanbari & Abdolrezapour,
2021; Ghalib, 2018). There was experimental research at Nazarbayev University by Naghdipour
(2023). The study compared two groups of first-year students from different degree programs. Total
number of participants were 63. These students were taking a compulsory essay writing course at a
university in Oman.

One group received traditional teacher-written corrective feedback, while the other group of
students tried to get feedback using different sources on their own. The study lasted for 16 weeks.
The results show that both groups improved their writing, and there was not a big difference between
the two groups in terms of scores. Nevertheless, the study demonstrated that although students in the
second group did not receive feedback from their teacher, they managed to improve and reduce their
mistakes in writing. However, this study was not conducted in the context of Kazakhstani educational
institutions and did not consider teachers’ perspectives on feedback given on written works. Instead,
it compared the effects of student-initiated and teacher-initiated feedback in EFL writing.
Additionally, the review of previous studies demonstrates that there is a lack of research conducted
in Kazakhstan on teachers’ perspectives on feedback. Therefore, this research gap requires
investigation within the context of Kazakhstan.

The aim of the study is to explore teachers’ perspectives on feedback on students’ written work,
as well as their feedback provision practices and challenges.

This study will focus on the following research questions:

1. How do teachers view feedback on students’ written work?

2. What are teachers’ practices for providing feedback on students’ written work?

3. What are the challenges of providing feedback on students’ written works?

Literature review

This part of the research paper discusses previous studies related to the topic of teacher
feedback on written works. It includes the definition of feedback types, previous research conducted
on teacher perspectives, and some challenges that are reported by teachers in the process of
providing feedback on students’ written work.

Types of teacher feedback

Teacher feedback on students' writing has been studied in different educational contexts
emphasizing its importance in students' writing skill and overall academic development. Sukha and
Listyani (2022) define good teacher feedback as feedback that contains thorough information about
not only students’ work and academic performance but also behavior and achievements.

Furthermore, Park (2006) categorizes teacher written feedback in second language writing
classrooms into three types: form-focused, content-based, and integrated feedback. Integrated
feedback combines grammatical correction with content-specific feedback. Form-focused feedback
focuses on the linguistic aspects of written work, such as grammar, punctuation, spelling, language
use, sentence structure, and other formatting errors. This feedback helps students to improve their
accuracy in writing skills. Content-based feedback deals with clarity of the writing, which includes
ideas, arguments, and organization of the writing. The purpose of the content-based feedback is to
enhance student’s critical thinking and clarity of their ideas.

According to Hosseiny (2014), teacher feedback on writings can be categorized into two types:
direct feedback and indirect feedback. Direct feedback clearly indicates errors and provides the
correct linguistic forms. In contrast, indirect feedback is given when teachers indicate errors in
student writing by underlining, circling, or using codes without providing corrections. This type of
feedback allows students to figure out how to correct the mistakes in their writing themselves (Sukha
& Listyani, 2022).

Teachers’ Perspectives
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Although teachers perceive feedback as the means of improvement for writing, teachers possess
quite different perspectives. Zhan’s (2016) study explored teachers’ perspectives on feedback
regarding its focus and effectiveness in improving students’ abilities in EFL writing. The study results
showed that the teacher did not provide feedback focused on one area but instead changed the
feedback she provided depending on the genre of the writing assignments. For example, if it was a
descriptive essay, she focused on grammatical accuracy, while in narrative essays, she focused more
on content and organization. The teacher believed feedback would benefit students if they engaged
with and felt students most valued honest feedback on the content, as it gave them a sense of personal
attention. However, some teachers provided more feedback on grammar and structural errors as they
perceived these specific types of feedback would lead to successful writing. The direct translation
from the first language that resulted in unclear text and incorrect logical flow and sentence structure
were among the main reasons for grammar mistakes (Abayahoun, 2016; Chang & Wei, 2022).
Furthermore, teachers disagreed with students’ opinions regarding comprehensive feedback, where
teachers should focus on every error equally and instead favored selective feedback. Teachers think
that detailed correction hinders students’ abilities to think critically, identify their errors on their own,
and be aware of their mistakes. Therefore, teachers find metalinguistic feedback with error codes are
most useful and appropriate for students to manage their learning independently (Cai, 2024; Muliyah
et al., 2020).

Challenges of providing feedback on students’ written work

It was found that often teachers’ feedback practices were influenced by several challenging
factors. The commonly mentioned contextual challenge was the large class size and numerous papers
to grade. Teachers in Chang and Wei Wei’s (2022) study reported that they spend 25-30 minutes
checking and grading each essay. So, the class of 13 students would take teachers approximately 5
hours to grade all written works or essays. Bigger class sizes consisting of 21 students would require
a teacher to spend 7 hours checking and grading essays. An earlier study conducted by Abayahoun
(2016) aligned with the previously mentioned study results. Both secondary school teachers in the
study reported large class sizes, numbers of papers to grade, and limited teaching time for EFL classes
as the challenges impeding effective feedback on writing.

Moreover, teachers also claimed these constraints prevent them from responding to a student’s
writing the way they should and want, thus leading them to focus on form rather than comprehensive
written comments which they find very important. They believe written comments are useful for
students in improving their writing skills by reading these comments again and again. Therefore,
teachers think that there should be a limited number of students so that they could have sufficient
time to provide effective feedback on all written works.

In conclusion, literature indicates that providing feedback is an important part of teaching foreign
language writing skill. Although teachers agree that feedback is important, they own different
opinions and preferences when it comes to feedback provision practices. Some teachers focus more
on mechanics-based feedback, which includes grammar, correct use of words, structure, spelling, etc.,
while others focus on the content of the writing or change their feedback according to the goal of the
writing task. Moreover, some teachers prefer giving direct feedback where the students” writing errors
are corrected explicitly. On the other hand, some teachers prefer indirect feedback that only indicates
mistakes without direct correction, allowing students to do self-study and fix their mistakes
themselves. Teachers argue that time constraints and a large number of works to grade and check
impede effective, high-quality feedback provision practices.

Methodology

Research Design

A qualitative research design was employed to address research questions and gain deeper
understanding of teacher’s perspectives regarding feedback on written works. In addition, teachers’
feedback practices, preferences and challenges were also explored.

Sampling and Instrumentation
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A total number of 5 (4 females and 1 male) EFL teachers participated in the study, from three
public, specialized, and international schools in Almaty. Teachers were recruited through
convenience sampling for the interview; thus, teachers who were willing to share their experiences
participated in the interviews. Among them, two teachers hold bachelor's degrees, and the other 3
teachers hold master’s degrees. Their ages range from 23 to 44 years old, with their work experience
varying from 3 years to 18 years. Two teachers teach primary and young secondary school students
(4-5 graders), and the other three teachers teach students in 8-11th grade. For more detailed
information, see the following table:

Table 1. Summary of Participants' Demographic Characteristics

Participants ~ Gender Age  Level of Education Work Experience  School
Teacher 1 Female 32 Master degree 6 years Specialized school
Teacher 2 Female 44 Bachelor degree 18 years Specialized school
Teacher 3 Male 23 Master degree 3 years Public school
Teacher 4 Female 23 Bachelor degree 3 years Public school
Teacher 5 Female 28 Master degree 8 years International school

Data Collection Tools

The data on teachers’ perspectives on feedback on written works was collected using semi-
structured interviews. This approach provides flexibility in exploring emerging themes and allows
participants to share their experiences and thoughts in detail. Interview questions are designed to
answer research questions regarding teachers’ views of teachers’ feedback on written works, teacher
practices, preferences, and challenges when providing feedback on students’ writings. The semi-
structured interviews with teachers lasted between 40-55 minutes.

Data analysis

The collected data on teachers’ perspectives, practices and challenges on feedback on written
works was analyzed using thematic analysis (Braun & Clarke, 2006). Audio recordings of the
interviews were transcribed manually and analyzed thematically to identify common themes and
patterns in teachers’ responses. After the thematic analysis, three main themes were identified:
“teachers’ perspectives on feedback on written works”, “teachers’ feedback practices” and
“challenges in providing feedback. The subthemes under each main theme varied based on teachers'
responses, which included different examples and personal experiences.

Ethical Considerations

Before the commencement of data collection, each participant received a consent letter.
Participants were provided with detailed information about the aim and implementation process of
the research, as well as personal information about the researchers, possible advantages and dangers
of the research, confidentiality, and refusal to participate in the research. After acquiring permission
from the participants to take part in semi-structured interviews, the data collection process was
allowed to start. While having an interview, all participants had the right to ask questions, clarify
unclear questions, review their answer or stop the interview. The participation was fully voluntary
and anonymous; any information without permission of the participants including their names were
not mentioned and kept confidential in data analysis.

Findings

Theme 1: Teachers’ perspectives on feedback on written works
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Teachers agreed that feedback plays a crucial role in improving students' writing. Although all
(N=5) teachers perceived feedback as a pedagogical tool that is useful for students’ writing skill
enhancement, they had different views on the purpose of feedback provision when sharing their
experience.

Subtheme 1.1: Feedback as a tool for error correction

According to several teachers (n=3) feedback given on written works helps teachers and students
identify students’ strengths and weaknesses, as well as correct their mistakes, ultimately improving
their writing skills. Teacher 2 stated, “Feedback is important to correct mistakes and ensure that
students do not repeat the same mistakes next time.

“I think the main goal of feedback is to identify weaknesses and strengths of the students.”
(Teacher 3)

“In my opinion, the main goal of feedback in writing is to improve students’ writing skills.”
(Teacher 4)

Subtheme 1.2: Encouraging self-correction and independent learning

Two teachers preferred indirect feedback instead of explicit correction and perceived feedback
as something that could guide and support students to learn independently. For example, Teacher 3
noted “.... it (feedback) is also used to guide them (students) to correct their mistakes on their own
and improve self-learning.”

Subtheme 1.3: Feedback as a source of motivation

On the other hand, Teacher 1 regarded written feedback as a source of motivation to keep
students engaged in the writing process. She explained, "I always try to point out what students did
well in their writing and praise to motivate them to keep writing more. If you point out their mistakes
and scold them all the time instead of praising them enough, they may lose their wish to write more."

In conclusion, all five teachers recognize and acknowledge the important role of feedback in
improving writing skills. Nevertheless, their perspectives regarding its primary purpose were quite
distinct. Three teachers used feedback to fix students' errors in writing as well as informing about
their strengths and weaknesses. Two other teachers viewed feedback more as a tool to direct students
towards self-correction and independent learning. They also reported that they try to motivate their
students by not only pointing out errors and showing them where to practice more but also mainly
using praise and positive comments in their writing to maintain their will to write.

Theme 2: Teachers’ feedback practices

Interviews with teachers revealed insights into their feedback practices. Particularly, the
frequency of the feedback provision process, and teachers’ preferences on certain feedback types.

Subtheme 2.1: Frequency of feedback provision

Teachers demonstrated varied approaches to the feedback provision frequency. It mostly
depended on factors such as their students’ proficiency levels, curriculum requirements, and personal
teaching styles.

Almost all teachers (n=4) said that they try to provide regular constructive feedback as much as
possible. Teacher 4 reported that feedback was an essential part of her teaching process: “Since I
teach high school students, feedback is an inseparable part of my teaching. Many of my students take
state exams and plan to take the IELTS, so improving their English writing is very important.”

Three teachers also noted that it is quite challenging to provide all students with written feedback,
so, they often give verbal feedback too instead of written.

“After every writing assignment I try to provide feedback, but it mostly happens verbally in a
form of short discussion.” (Teacher 1)

On the contrary, Teacher 5 admitted not providing regular feedback: “To be honest, I do not
provide written feedback on writing tasks. | ask them questions like, "Why did you use this sentence
instead of another?" and give verbal feedback on how they can improve their writing. Another method
I use is peer checking. I pair students up and have them review each other’s writing to identify
mistakes. It is more interactive and time-saving. ”
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Overall, all five teachers try to provide constructive regular feedback even though they may not
manage to do so all the time. Interestingly, teachers also tend to replace written feedback with oral
and peer feedback.

Subtheme 2.2: Teacher’s preference for feedback types

Task and student dependent feedback. It was found that teachers (n=4) mainly considered the
nature and goal of the writing task when deciding what type of feedback to provide on students’
written works. Alongside the task purpose, students’ needs were also considered: “[....] when
students analyze novel, I focus on content and ideas. Feedback also varies based on students’ needs.
Some struggle more with grammar, while others need help with content or vocabulary.”

Additionally, Teacher 2 pointed out the importance of having task criteria while assessing and
providing feedback on students’ written works: “Personally, if the writing task has specific criteria, |
try to provide feedback based on those criteria.” (Teacher 2)

Focus on content and form. The interview with teachers suggests three teachers pay more
attention to the content of the writing but do not neglect form-focused feedback too. Teacher 2 prefers
to focus more on content as she thinks the main goal of writing is to convey meaning but also
considers other aspects of writing like grammar: “I also pay attention to the uniqueness of students’
ideas. Even if their grammar has mistakes, if their writing content and ideas are unique, | tend to focus
more on that. But this does not mean I ignore grammar or other aspects of writing.”

Selective and detailed feedback. Four of the five teachers prefer to provide selective feedback
that focuses on specific areas of writing. Different factors influenced teachers to choose to provide
selective feedback, including their preference to check the words based on writing task goals and
criteria, students’ needs, and due to other convenient factors selective feedback offers. For instance,
Teacher 1 stated, “I prefer selective feedback as it takes less time and detailed feedback on all aspects
seems unnecessary when you point out their every error.”

Teacher4:[...... ] so, I choose the main focus of my feedback taking into account the requirement
of the written task. However, | try to include other types of feedback if there are common or
blundering mistakes.

Both teachers who teach younger learners noted that students do not like it when their written
works are full of corrections as it may be overwhelming to them:

Teacher 3: “Students do not like when you overwhelm and fill up their copybooks with your
corrections, making their writing messy with different colored teacher pencils. Sometimes, my
students ask me not to correct their sentences completely but just show it so that they can fix it
themselves.”

Teacher 5: “Feedback should be appropriate to the age of the students. For example, detailed
feedback can be overwhelming to primary school kids if there’s too much.”

Conversely, Teacher 2 thinks providing detailed feedback on all aspects of writing helps students
to improve their writing skills better: “Feedback should not be limited to just one aspect. To improve
writing skills, feedback should be comprehensive. If we only focus on grammar, students may fail to
develop other necessary skills. Therefore, detailed feedback is the best approach.”

Subtheme 2.3: Direct vs. Indirect Feedback

Teachers had different preferences regarding direct and indirect feedback due to different
reasons. Some teachers (n=3) believe direct feedback is more effective, while others argue that
indirect feedback (n=2) encourages self-correction and deeper learning.

Teachers who provide direct feedback showing mistakes clearly and offering correct versions of
mistakes state that students may struggle to identify their mistakes on their own. Additionally,
according to Teacher 1 students are reluctant to work with indirect feedback if it is not shown
explicitly: “I can not sit here and tell students “try to guess what is your problem?” You know, we
have some types of students who can never guess.” Teacher 4 also supports direct feedback, saying
that students are more likely to revise when mistakes are clearly indicated: “I believe students
remember clear direct feedback rather than indirect feedback.”

However, Teacher 2 and Teacher 3 found indirect feedback to be more effective than direct
feedback. Teacher 2 highlights its time efficiency and effectiveness on student writing improvement:
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“Since teachers do not have enough time to correct every mistake in writing, indirect feedback helps
save time and be more effective. If teachers provide fully corrected work, students will not improve
much because they won’t engage in self-study.”

Teacher 3 agrees, emphasizing that indirect feedback protects students' self-esteem and
motivates them to take responsibility for their learning: “Unlike direct feedback, it motivates students
to research, fix mistakes, and in the next lesson, they try to show to the teacher what they worked on
and how they corrected themselves.” However, Teacher 3 also acknowledges using direct feedback
for summative assessments while reserving indirect feedback for formative assessments.

Overall, teachers' choices between direct and indirect feedback depend on their teaching goals,
students’ needs, and the assessment type.

Theme 3: Challenges in providing feedback

The responses from five teachers illustrate distinct yet interrelated challenges, leading to the
identification of several factors that cause these challenges. These challenges include: time constraints
and a large number of works to check, handwriting issues, and cheating.

Subtheme 3.1: Time constraints and a large number of works to check

A dominant challenge reported by teachers is the issue of time constraints and a large number of
written works to check. Teacher 1 explicitly noted, “Time constraints are always an issue when it
comes to checking, grading, and giving feedback on students’ writing.” This statement was confirmed
by Teacher 4, who highlighted the extensive hours spent checking student compositions: “Sometimes,
I sit until dawn checking students’ written works.”.

Furthermore, due to insufficient time and loads of work to check; it is hard to provide feedback
regularly: “You need to check their work on time and do it regularly. If you don’t make it part of the
routine of your teaching, it is really hard to make progress in students’ writing.” (Teacher 5)

Subtheme 3.2: Handwriting issues

Another significant challenge mentioned by the teachers is difficulty in reading and
comprehending students' handwriting. Teacher 4 specifically mentioned the complexity of student
handwriting and how it affects the clarity of their writing, stating, "It also takes time to figure out
what is written and what they tried to say.” Consequently, confusing handwriting can extend the time
required for carefully reading a student's work and provide effective feedback, further complicating
the already time-intensive process.

Subtheme 3.3: Cheating

Furthermore, the issue of students often copying each other’s work or purely using Al to
complete their writing requires additional effort to compare written pieces and detect plagiarism:
“Also, often students cheat, and I need to compare their works so as not to miss the works that were
copied from someone or completed using AL.” (Teacher 4)

“My students may copy each other's work. But I can notice it easily as they often make the same
mistake in terms of grammar and spelling.” (Teacher 3).

As a result, besides properly checking and grading students’ written works, teachers have to
verify the authenticity of student submissions too, in order to give feedback that is constructive and
fair.

In conclusion, teachers face various challenges in the feedback provision process. The main issue
is time constraints and numerous works to check, which hinder the quality and frequency of feedback
on written assignments. Another common issue is cheating from peers or relying on Al. These
challenges were followed by other issues such as confusing handwriting.

Discussion

The purpose of this study was to explore Kazakhstani EFL teachers’ perspectives on teacher
feedback on written works. Also, to gain insights into their feedback provision practices, preferences,
and challenges when providing feedback to students’ written works. The thematic analysis of the
semi-structured interview identified the following three main themes: (1) teachers’ perspectives on
feedback on students’ written works, (2) feedback practices, and (3) challenges in providing feedback.

Teachers’ perspectives on feedback on written works
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Participants agreed that feedback is essential in improving students’ writing skills. Nevertheless,
they had few distinct perceptions of the feedback goal. The theme on teachers’ perspectives on
feedback on written works included three subthemes: (1) feedback as a tool for error correction, (2)
encouraging self-correction and independent learning, and (3) feedback as a source of motivation. All
teachers recognized that feedback helps students learn from their mistakes, which is consistent with
previous research emphasizing the role of feedback in writing skill improvement (Ferris, 2004; Qin
& Karabacak, 2013). The majority of the teachers favored selective feedback or chose the type of
feedback to deliver depending on the goal of the written task. These findings align with a previous
study by Zhan’s (2016) which concluded that teachers change their feedback according to the type of
writing assignment. Increasing student motivation by commenting on their strengths or the aspects of
their writing which is done well was another point made by several teachers which supports Ferris’
(2004) and Khan’s (2003) claims.

Teachers’ feedback practices

The second theme was about teachers’ feedback practices based on their personal experiences.
It was about what types of feedback they provide, prefer and reasons behind it providing examples.
Three subthemes were identified: (1) frequency of feedback provision, (2) teacher’s preference for
feedback types, and (3) direct vs. indirect feedback.

Although it is not always possible, all participants noted that they try to provide feedback
regularly after each writing session (Muliyah et al., 2020; Seker & Dincer, 2014). Most teachers
showed a preference for selective feedback over detailed feedback, adopting their feedback based on
students’ lacking writing aspects and needs. Additionally, some teachers avoided providing fully
explicit feedback, as it was mentioned by Cai (2024) and Muliyah et al. (2020).

Challenges in providing feedback

Lastly, the thematic analysis of teachers’ interviews identified the following challenges in
providing feedback: (1) time constraints and huge number of works to check, (2) handwriting issues,
and (3) cheating. Many teachers feel overwhelmed by the amount of student writing they must grade
in limited time which makes it hard to provide well thought effective feedback (Chen & Zhang, 2019).
Another difficulty is students’ confusing handwriting which impedes feedback provision practice and
makes teachers spend more time trying to understand the content of the written work. Students tend
to copy from each other or use Al to complete their whole writing task, which hinders their real skill
development. Moreover, this forces teachers to spend extra time verifying the authenticity of students'
work instead of focusing on providing meaningful feedback.

Practical Implications

The findings on teachers' view of feedback in this study may help to create organizations better
training programs for teachers to increase educators' ability to provide effective feedback to support
students' writing skill improvement. Moreover, the challenges mentioned in the study should be
addressed to improve the quality of the writing instruction and feedback provision process. To solve
this, schools may consider hiring more staff, setting clear writing guidelines, or using digital tools as
well as teaching students the value of original work and independent thinking. It is also recommended
to provide regular feedback for better writing skill improvement. Peer feedback was also mentioned
to be time-saving and more interactive.

Limitations of the Study

Despite filling the research gap in the context of Kazakhstan, this study has some limitations. To
begin with, the study only consists of 5 participants (teachers) and focuses on a certain region;
therefore, findings can not represent and applied to all teachers across the country. Also, since the
data collected and analyzed are based on teachers’ self-report, it may lead to biased answers. They
might have given answers that do not match their true opinions and feedback practices. Finally, data
was collected using only semi-structured interviews. Involving more data collections tools would
ensure the accuracy of the data collected.
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Future research can improve this study by including more teachers from different regions to get
a clearer picture of feedback practices in Kazakhstan. Comparing schools (urban vs. rural, public vs.
private) could also show important differences. For collecting accurate, it is also recommended to use
other tools of data collection such as surveys, classroom observation, and analysis of students’ written
work. A comparison of feedback practices in Kazakhstan and other countries would help to obtain
insights to improve teaching strategies.

Conclusion

Feedback on written works of students plays a significant role in improving and supporting
students’ writing abilities. This study tried to gain deeper knowledge about teachers’ perspectives on
teacher feedback by exploring their feedback practices, preferences, and challenges when providing
feedback.

Although teachers had different teaching contexts and feedback preferences, they all viewed
feedback as a crucial part of writing instruction. Selective feedback or feedback that is adapted to the
goal writing task was preferred by teachers. Feedback is seen as a motivational tool as well by several
teachers to keep students writing more and practicing more. Additionally, some teachers think that
indirect feedback is more useful as it allows students to fix their mistakes on their own, promoting
independent deep learning. On the other hand, others think that direct feedback that indicates writing
errors is more effective as students can act on it immediately.

The majority of teachers try to give feedback regularly, but it is hard to do at the same time due
to different factors. The most common challenges mentioned were time constraints and a huge
number of writing assignments to grade. Handwriting issues also make feedback challenging.
Students’ confusing writing slows down grading and can lead to misunderstandings. Cheating, which
includes plagiarism and Al-generated content is another challenge. This issue hinders teachers’ ability
to accurately assess students’ skills.

In summary, feedback is considered to be crucial in students' writing instruction. Selective
feedback and feedback that is changed according to the goal of the writing tasks’ are favored by
Kazakh EFL teachers. However, issues such as time shortages and a huge number of writing, messy
handwriting, and academic honesty are reported to be challenges faced by teachers. To solve these
problems, providing teacher training, encouraging clear writing, and fostering integrity can improve
feedback quality and support student learning.

This study suggests that further research with a bigger sample size needs to be conducted on
teachers’ perspectives on feedback on students’ written works. I hope this paper will help and inspire
teachers and other researchers to conduct similar research that expands the knowledge in effective
feedback provision or any related important area of foreign language teaching.
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Anaarna. byn (qualitative) 3eprrey xymbichl Ka3ak arsummibiH TUTi (EFL) myramimaepinin
OKYIIBUIAPJBIH  Ka30a JKyMbICTapblHa OepiieTiH MyFaimimzaepliH Kepi OaifaHbICTapbiHA
KO3KapacTapblH, OJap/IbIH Kepi OaitmaHbic Oepy TOKIpUOENEpiH jKOHE KE3JECETIH KUBIHIBIKTaphIH
3epTTeyli Makcar eteli. Jlepekrep Anmarhl KalachlHAAFbl MEMJIEKETTIK, MaMaH/1aHAbIPbUIFaH KOHE
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XaJbIKApaIbIK MEKTeN MyFaliMJIepiMeH OTKI3UIreH cyxOaTTap apKbulbl >KMHANAbL. JKuHamFaH
MOJIIMETTEp TaKbIPBINITHIK aHamu3 (thematic analysis) omiciMeH TanmaHIbl.

3epTTey HOTHXKeNepi ka3bamia >KYMBICTapFa OepiieTiH MiKIpAIH OKYIIbUIApABIH Ka3y
JaFbUIapblH  JKaKcapTyJa MaHbBI3Ibl POl aTKAapaThIHBIH KepceTTi. Karbicymibuiap Heri3iHeH
taHaayisl kepi (selective feedback) Gaiimanbic Gepyai Hemece ka3y TalChIPMACBIHBIH MaKcaThbIHA
colikec kepi Oaimanbic Oepymi kynrtanbl. COHBIMEH KaTap, KeWOip MyraimiMmuep Tikened Kepi
Oaitnanbic (direct feedback) mypeic mem ecenrtece, Oackamapel jkaHama kepi Oaimanbic (indirect
feedback) Oepyni >xeH Kepmai, OWTKeHI Oy OKYyImIbUIApABI TEpeH opi ©3 OCTIHIIE OKyFa
BIHTAJIAHIBIPAJIBI JICTT CAHANTBI.

CoHbIMeH 0ipre, yaKbITTBIH JKETKUTIKCI3/T1, TEKCEpUTyl KaXKeT €TETiH jka30a >KYMBICTap IbIH
KONTIri, TYCIHIKCI3 a3y YJTrici, IUIaruaT >KOHe KacaHAbl MHTEJUICKTTI IIaMajaH ThIC Maijaiany
CHUSIKTBI KMBIHJIBIKTAp MYFaTIMICP YIIIH HET13I1 MocelieNep PeTiH/Ie aHbIKTaJIbI.

Tyiiin ce3gep: MyraniMHiH Kepi OailaHbIChl, MyFamiMIEp/iH Ke3KapacTapbl, xka30a
YKYMBICTapHI, )Ka3y JIaFIbIChI, Kepi OaiiylaHbIC Oepy NMpaKTUKAaJIaphl, ka30a )KYMbICTapJarbl KaTeiepi
Ty3ey, 63 OCTIHIIE OKY.
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AnHotauus. [lannoe (qualitative) wuccienoBaHue HampaBiIeHO HA U3YYEHHUE B3TJISI0B
Ka3aXCTaHCKUX TPEIoIaBaTesIe aHTIIHMICKOTO si3biKa Kak mHocTpanHoro (EFL) Ha oOpaTHytO CBS3B
10 MTUCHbMEHHBIM paboTam, a TAaKXKe Ha UCCIIEIOBaHUE UX MPAKTUKH IPE0CTaBICHUS 00paTHOM CBSI3U
¥ BO3HHMKAOIIUX TpyxHocTed. JlaHHBIE ObLIM COOpaHbI ¢ MOMOIIBIO MHTEPBBIO C YUUTEISIMU H3
rOCy/IapCTBEHHBIX, CIELUUATN3UPOBAHHBIX W MEXKIYHapOAHbIX IMmIKoad B Ausmatel, Ka3zaxcrah.
TpaHnckpuOUpoOBaHHBIE NaHHBIE OBUIM TPOAHAIM3UPOBAHBI C HCIOJIB30BAHUEM TEMAaTHYECKOTO
aHanms3a.

PesynbraThl Hecne0BaHus MMOKA3bIBAIOT, YTO 00paTHAsI CBS3b MO IMUCbMEHHBIM padoTaM UrpaeT
KJIIOYEBYIO POJIb B Pa3BUTUM HABBIKOB MHCbMa y yUaIIMXCs. YYACTHUKH OTAABAIM IMPEINOYTCHUE
BbIOOpOYHOI 00paTHOM cBsA3M (selective feedback) mnu oOpaTHOMN CBSI3M, COOTBETCTBYIOUIEH 1ienn
MUCBMEHHOT0 3aJjaHus. Takke ObLJIO BBISBIEHO, YTO HEKOTOPbIE YUUTENs MPEANOUYUTAIOT MPIMYIO
oOpatnyio cBs3b (direct feedback), Torna kak apyrue cuutaror 6osiee 3Pp(HEKTUBHON KOCBEHHYIO
obpatHyto cBs3b (indirect feedback), momaras, 4yro oHa crmocoOCTByeT Oosee TIITyOOKOMY H
CaMOCTOSITETFHOMY OOYYEHHUIO yJaIiXCS.

Kpome Toro, cpei OCHOBHBIX TPYAHOCTEH, C KOTOPBIMU CTAJIKUBAIOTCS MpENoaBaTeiu, Obuin
OTMEYEHBI HEXBAaTKa BPEMEHHU, OOJIbIIOE KOJUYECTBO MMUCHMEHHBIX pabOT IS TPOBEPKH,
Hepaz0opUMBBIM MMOUEPK, a TAKXKE cIydaM IUlaruata i UCHOoJIb30BaHNE HCKYCCTBEHHOTO HHTEIIEKTA.

KawueBble cjoBa: OOparHas CBs3b, B3TJISIABI IpETojiaBaTelieil, MUChbMEHHBIE palOTHI,
MUCaTeNbCKHE HABbIKH, MPAKTHUKA 0OPAaTHOM CBSI3U, UCIIPABICHHE OMIMOOK B MUCHbMEHHBIX paboTax,
CaMOCTOSITENIbHBIE 00yUYEHHUE.
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