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BJIUAHUE UCITIOJIb30OBAHUA METO/JIA IIEPEBEPHYTOI'O
KJIACCA B CPEJHEM IIKOJIE

AHHOTaUMs. B TedeHne MHOTHX JIET CHCTEMa MIKOJIBHOTO 00pa30BaHuUs MpEACTaBIsIa co0oi
JIEKIMOHHO-Pa3bsICHUTENbHYIO (OpMYy NpenojaBaHusi, MNP KOTOPOW OTBETCTBEHHOCTb YUYMTENS
OTpaHUYUBAJIACh 00s13aHHOCTAMH HH(POpMaTopa u oparopa. Ho mo mepe pa3BuTus Haiiero ooiecTa
MEHSJIMCh W LENM U CTaHAApThl cucTeMbl oOpa3oBaHMs. Bpems TpeOyeT BKIIOUEHHUS AKTHUBHBIX
METO0/I0B 00y4€HHUsI U TBOPUYECKUX IME€Jaroruueckux BMEIIATEIbCTB B IIKOJIbHYIO CHCTEMY, YTOOBI
CIOCOOCTBOBATh PA3BUTHIO KOTHUTUBHBIX HAaBBIKOB WM HAaBBIKOB MBIIUIEHHS 00Jiee BBICOKOTO
MOPSIIKA, U TEM CaMbIM 3alIUTUTh YYEHHKOB OT HEMOTHMBHPOBAHHOTO, MHEPTHOTO MoOBeneHUs. B
JTaHHOU paboTe UcCieyeTcs BIUsSHUE IEPEBEPHYTON METOIMKH O0YUYEeHHSI HA MOTHBAILIMIO yJalllUXCst
cTapimied mKoJbl 1Mo MaremMatuke. OCHOBHasg Ielb 3TOW CTaTbU - IPOJAEMOHCTPUPOBATH
3¢ (HEeKTUBHOCTH IEPEBEPHYTOTO KJIacca B YIYUIICHUH MOKa3aTeIeH akaJeMUYeCKON YCIIeBaeMOCTH
yyaluxcs, CBA3aHHbIX, B YACTHOCTH, C MOTHBAIMe. Mbl MPOBENU CTaTUCTUUECKUM aHAIN3 MOCIIe
oTOOpa /I SKCIEPUMEHTA BBIOOPKHM W3 26 CTapIIEeKIaCCHUKOB. B3sB mpe-TecT W MOCTTECT,
cocTosIMKA K3 33 BONPOCOB, OT YYACTHHKOB OSKCIEPUMEHTA, M IMPOAHAIM3UPOBAB JaHHBIE C
MOMOIIBI0 t-KPUTEPHUS,, MBI OOHAPYKWUJIM, YTO YPOBEHb MOTHUBALUK Y JEBATUKIACCHUKOB
3HAYUTENIBHO MOBBICHIICA. JTa CTaThsl YOS IUTEIbHO JEMOHCTPUPYET, YTO CTPATETHH, UCIIOJIb3yEeMbIe
B IIEPEBEPHYTOM KJIACCE, OKA3bIBAIOT IOJIOKUTENBHOE BIIMSHUE HA OTHOLICHHE M MOTHBALIMIO
YYALIKUXCS K PEIMETY.

KurroueBsble ¢j10Ba: mepeBEepHYTHIN KIacc, METOIbl, MOTUBALMS, BUICOJIEKIINSI, aHKETUPOBAHHUE.

BBenenue

AKTyallbHOCTh HCCJIEIOBAaHUS: METOJbl OOY4YEeHHUs, UCIOJIb3yeMble B MPOILIOM, OOJbIlE HE
3¢ GeKTUBHBI U HE COOTBETCTBYIOT MOTPEOHOCTSIM COBPEMEHHBIX CTYJIEHTOB, KOTOPBIEC SBIISIOTCA
MACCUBHBIMHM, HEMOTHMBHMPOBAHHBIMU M He OO0NaJalOT HaBBIKAMH KPUTHYECKOTO MBIIUICHHUS.
YuurensiMm HEOOXOAMMO HU3MEHUTh CBOW TMOJXOJ, YTOOBI MPEIOCTaBUTh CBOUM CTYIACHTaM
azekBaTHble OTBEThl. OHU JTOJDKHBI OBITH B KypC€ CaMbIX MOCIEAHUX METOJWYECKUX HOBILIECTB U
pa3paboTok. DTH MHHOBALIMOHHBIE METOAbl TOTOBAT CTYJCHTOB K YCHEIIHOMY DPELICHUIO 3ajad
pEaIbHOTO MHpa, HUCIOJIb3YS WX 3HAaHHWA W TOMOras MM CaMOCTOSITENIbHO pearupoBaTh Ha
MEHSIOIUICS pUTM OOIIeCTBa, B OTIUYME OT TPATUIIMOHHBIX METOM0B. OJUH U3 TaKUX aKTUBHBIX
METO/IOB - 3TO METOJI MEePEeBEPHYTOTO KiIacca, KOTOPBIA MOAPOOHO OMUCAH HUXKE.

[lepeBEpHyTHIH KiTacc, 4acTO Ha3bIBAEMbIH "MHBEPTUPOBAHHBIM KJIacCOM'", IPECTABIISET COOOM
00pa3oBaTeNbHYI0 METOJOJIOTHIO CMEIIAHHOTO O0Y4EHHUs, COUETAIONYI0 TPAIUIIMOHHbIE U OHJIAH
MeToabl 00yueHus. OH COCTOUT U3 JABYX YacTeil: mepBasi MepeBOpaYMBACT TPAAUIIMOHHYIO TEXHUKY
MpenoaBaHus 1 o0yueHus, MPeA0CTaBIIsIs yueOHbI MaTepual BHE Kjlacca, yallle BCEro Yepe3 BUICO
Y TPE3EHTAallMU, a BTOpas 3aloJIHAET BpeMs B KJacCe pa3IMUHbIMU BUAAMH JI€ATEIbHOCTH, TAKUMU
Kak aebaTel U TpymnoBas padora. MHdopmanmonusie 1 koMMmyHHKaIoHHble TexHonoruu (UKT)
WUTparOT KIIIOYEBYIO POJIb B IEPBOM IIpolLecce, TaK KAK TEOPETUUYECKHUE MOIXOAbl HU3Yy4YarTCs
CTyAeHTaMH d4epe3 (HUIbMbI, KapTHUHKH, KOMIBIOTEPHYIO aHUMAIlMI0 WIH HUKOHOTrpaduyeckue
MaTepuanbsl. BTopas 4acTh COOTBETCTBYET BPEMEHHM B KJacce, KOTJa PelIaloTcs MpoOIeMbl U
BBITIOJTHSIETCS TIPAKTUYECKasi padoTa.

DTOT MOAXO/ BKIIIOYAET TPU JIMHUU OOyUCHHUS:

(1) UunuBuayansHOe 00ydeHne, KOTOpOe aAanTUPYETCs K pa3IndHbIM PUTMaM OOYYeHHs, TaK
KaK coJiep)KaHue MepBoil a3bl MOXKHO U3y4aTh CTOJIBKO Pa3, CKOJIBKO HEOOXO0IUMO;
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(2) CoBmecTHOE 00yYeHHE, KOTOPOE OCYIIECTBIIICTCS Ha MPOTSHKEHUU BTOPOU (ha3bl, B KOTOPOU
TPYIIBI padOTaIOT HA/T JOCTHKEHHEM COTJIACOBAHHBIX IIEJICH 10 TeX MOp, TOKa He OyIeT TOCTUTHYTA
xKenaemas LeJb;

(3) OGy4eHme, OCHOBAaHHOE Ha PEIICHUU MPOOJIEM, TaKXKE MPOUCXOIUT BO BTOPOU MOJIOBUHE
3TOT0 METO0/1a, KOTJ]a TO, YTO OBbLIO U3YYECHO, IPUMEHSETCS HA IPAKTHKE B PEATBHBIX CUTYaIUIX.

Mpbl coAeiicTBYyeM pa3BUTHIO W YIYUYIICHHIO OOpa30BaTeNbHBIX IOJIXOJO0B. BHempeHwue
MepeBEPHYTOr0 Kjacca B Hamly OOBIYHYIO YUEOHYIO Cpeny NpeICTaBisieT COoO0W OTIMYHYIO
BO3MOKHOCTh JUIsl pocTa. TexHOJOrudeckue OCOOCHHOCTH COBPEMEHHOro oOIecTBa TpeOyroT
OOHOBJICHHS W MOJICPHU3AIIMN yICOHBIX MMPAKTUK B KiIaccax. B cuiry cBoei pHUpOIbl B [UTHTEIHLHOM
HCTOPUHU B 00pa30BaHWU, OCOOCHHO MaTeMaTHKa, TPeOyeT HOBBIX MEIAarOTHYeCKUX JICHCTBUH s
MOBBIIICHUS aKaJCMHYCCKUX TIOKa3aTeNIel, CBA3aHHBIX C CAMOW TEMOW, W YIyUIICHHS OTHOIICHUS
CTYHACHTOB. [l NMOCTWKEHHsSI ITHX IElNed B XOJ¢ OOBIYHBIX JIEKIIUHA M0 MaTeMaTHKE B 3TOM
WCCIICIOBAaHUH OBUT MICTIOIh30BaH METOJMYCCKHUN IT0IX0] IEPEBEPHYTOTO OOYYCHUS. DTOT HOBBIH
oAX0]1 OBLT pa3paboTaH I PEeISHUS] HOBBIX 3a/1a4, PECYPCOB M YUEOHBIX HHCTPYMEHTOB, KOTOPBIC
MOSIBHUJIMCH B PE3YJIbTaTe TEXHOJOTHYECKOTO OyMa.

JIBe BakKHBIC TPEANOCHUIKM B HCIOJIL30BAHUN TIEPEBEPHYTOTO OOYUYEHUS, CBSI3aHHBIC C
3¢ PEKTUBHOCTRIO y4eOHOW TMpoIeaypsl, - 3TO XapaKTEPUCTHKH CTYJIECHTOB WM WX YpPOBEHBb
o0pa3oBaHus, KOTOPbIE OKaXyT HauOOJIbIlIEE BIUSHIE HA OJyYEeHHbIE PE3YIbTATHI.

B cBs131 ¢ TeM, 9TO B HaIlICH CTpaHE UCIIOJIB3YIOTCS TPAAUIIMOHHBIC METO Bl O0yUICHHS, YACHUKH
CPeTHUX IIIKOJI CTPAJIAIOT OT HU3KOW MOTHBAITMH W YKEJIAHUS TIOJyIUTh HOBBIE 3HAHUS. [[03TOMY MBI
CTpEMHUMCSI Pa3BUBATH IIEJICYCTPEMIICHHOCTh M MOTHBAITMIO YYaIlUXCs, Tpeaiaras aKkTHBHOE
oOydeHre BMECTO TPAJAUIMOHHOTO. MBI cUHMTaeM, 4TO JKEIaHHE YYCHHKA YUUTHCS, CTPEMIICHHE
MTOJTYYUTh HOBBIC 3HAHMS SIBIIICTCS OCHOBOW B YICHHUH ITPEIMETa, IIOTOMY YTO YEM BBIIIIC MOTHBAIIHS
- TeM 0oJiee MPOAYKTUBHBIM U 3((HEKTHBHBIM OyAET MOHUMaHUE TIPEIMETA.

UYepes nepeBépHyToe 00ydeHHE MBI CTPEMUMCS BHEIPUTH pa3IN4Hble HHTEPAKTUBHbBIE METO/IbI,
KOTOpBIE MOBBICAT YCIIEBAEMOCTh CTY/ICHTOB U UX KEJIaHUE YIUTHCSI.

MpI uHTErpUpOoBaIu OOJIbIIE MPAKTUKH, B3aUMOJICHCTBUS CTYI€HTOB, UIP U APYTUX SIEMEHTOB
aKTUBHOTO OOYydYeHHUs B MOBCEIHEBHYIO NMPAKTUKY MpeaAMeToB. B To ke Bpemsi, yMeHbIIas Bpems
MACCUBHOTO OOY4YEHHS W JIEKIUH 0 MUHHUMYyMa, Mbl HAaOIIO/aeM, KaK 3TO BIIMSET Ha OTHOIICHHE
CTYACHTOB K NpeAMETY. A UMEHHO, YBEJIMYMIACH JIK UX MOTHUBAIIMS U XKeJIaHUE U3ydaTh MaTeMaTHKY.

JIns MHOTMX YYEHHMKOB MaTE€MaTHKa KaXEeTCAd TPYIHbIM W '"3arajjo4yHbiM" MpPEeIMETOM B
IIKOJIbHOM mporpamme. Ho MBI Hazmeemcs, 4TO ¢ MOMOIIBIO HAIIETO SKCIEPUMEHTAa Mbl CMOYEM
J0Ka3aTh, YTO OTHOIIEHHE IIKOJHbHUKOB K TAaKOMY CIIO)KHOMY MPEIAMETY MOXKET ObITh HHBIM.
W3mensiss moaxoj, cmnocoObl MpeaocTaBieHUs HH(OpMAIMM M METOJbl 3aKpeIUIeHUs 3HaHHM,
OTKa3bIBasICh OT TPATUIIMOHHON METOIUKU MACCUBHBIX JIEKIIUHA, MbI 3HAYUTEJILHO YBEIIMYUM YPOBEHb
MOTHBAIUH YYalIUXCS U3y4aTh MaTEMATHKY.

B nameit cratbe MBI OAPOOHO OOBSACHSEM, UYTO TAaKO€ MEpPeBEPHYTOE OOy4YEeHHE U KaK MBI
MOXXKeM HayaTh €ro HCHOJb30BaTh. MBI TaKKe pPacKpoeM, Kakue HMEHHO OCOOEHHOCTH STOM
METO/I0JIOTUH MO3BOJISIT HAM U3MEHUTh OTHOILIEHUE CTYACHTOB K MPEAMETY K JTy4IlIeMYy.

Harre 0011ecTBO NOCTOSTHHO MEHSIETCS, M CTaHAAPThI 00pa30BaHus U MPO(hecCHOHaTFHOTO MUpPa
TOKE€ TMOBBIMIAIOTCA. TpaguIMOHHBIE METOAMKH OOy4deHUs TpeOyloT cpouHOil pedopMbl H
WHHOBAI[MOHHBIX IPOPHIBOB B Haille BpeMs. [lepeBépHyTOoe 00yueHre MO3BOISIET HAIIMM CTyIEHTaM
pa3BUBaTh KPUTHUECKOE MBIIUICHUE H KPEaTUBHOCTD, YTO, 0€3yCIOBHO, CKAXKETCS HAa X TOTOBHOCTH
K BbIciieMy oOpa3oBanuto. bosee Toro, B mocnenyromieil kapbepe U B pealbHOM MHUpPE 3T HaBBIKU
HaBepHsIKa OYAyT IIECHHBIMU U CTAaHYT OCHOBOM ISl YCTICUTHOTO Pa3BUTHUSL.

B namy udgpoByto 31oxy Mbl JOHKHBI HATH B HOTY CO BpeMeHeM. AKTHUBHOE HCTIOIh30BaHHE
MH(OPMAIIMOHHO-KOMMYHUKAIIMOHHBIX TEXHOJOTHH B 00pa3oBaHUU €HIE TPEICTOUT BIECPEIH.
[ToaToMy MBI HE MOJKHBI OOSITBCS BHEAPATH HCIOJIB30BaHHE HU(POBBIX TEXHOJOTHUW B HAILy
cucremy oOpaszoBanus. [locie mpoBepKu MpeaBapuUTENbHON TOTOBHOCTH M CTIOCOOHOCTH YUYaIIUXCS
WCIOJIb30BaTh Ta)KEThl, KOMIIBIOTEpPHI, HOYTOYKH W HMHTEPHET B YydeOe, Mbl yOEeIUIUCH, UTO
BHenpeHne MK T-TeXHOTOorii MoI0KUTETHHO CKa3bIBACTCS Ha MOTUBALIUU YIEHUKOB.
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OOyueHmue B 11eJI0M CTAaHOBUTCS 0oJiee TOCTYITHBIM BO BCEM MHpe 0J1aroapsi TEXHOJIOTHYECKOH
HHTCTpaluu. HOBTOMy Ooejabp HCCICAOBaHHUA - HU3MCHUTH croco0 MOJIy4YCHUSA 3HAHUU OT
OPHUEHTHPOBAHHOIO Ha YYUTENA K OpPUECHTHPOBAHHOMY Ha CTYIEHTA.

Lenpb uccnenoBanus: Vzyuenne >3(eKTUBHOCTH NEPEBEPHYTOTO 00YUIEHUS, KaK MPEIIOKEHO B
HeHaBHeﬁ JIUTCpaType O BJIUIHHU B 06pa30BaT€JIBHBIX HUCCIICOOBAaHUAX. B CpaBHCHHUU C
KIIACCUYCCKMMHU M OSKCIIO3MIWOHHBIMU IIOAXOAaMH K II€pcaadc 3HaHI/II71, B KOTOPBIX YYHUTCIIb
OJTHOCTOPOHHE BOCTIPOU3BOAUT WH(MOPMAIHIO O€3 IooUIpeHust 00MEeHa 3HAaHUSIMH 1 B3aUMOICHCTBUS
CO CTy/IGHTaMH, OBUIO OOHAPYKEHO, YTO OHU MeHee d(H(HEKTUBHBI.

I'unote3a ucciienoBanus: B 1aHHOM HCCIIEI0OBaHUU CTAPIIEKIACCHUKUA UMEIOT 00JIee BBICOKYIO
MOTHBALMIO K U3YYEHUIO MaTEMATUKU B CUCTEME MEPEBEPHYTOIO KJIacca, YeM B TPAJUIIMOHHOM.

Henb uccnenoBanus: JlemoHcTpanus 3pPEeKTUBHOCTU NEPEBEPHYTOTO 00YUEHUS B TIOBBILICHUH
YPOBHHA 3HAHWH 1T0 MaTEMaTHUKE U MOTHBAIIUM CPCAN YJAIIUXCA CTAPUIUX KIIACCOB.

OO6vbekt: Ponp mnepeBépHyroro oOydeHUS B YIYYIIEHUHM MOTHUBALMM IIKOJBHUKOB IIO
MaTeMaTHKe.

IIpeamer: Ilpomecc W MeETOABI BHEAPEHHs NEPEBEPHYTOTO Kiacca B IIporpammy
MaTEMaTU4ECKOTr0 00y4eHUs B CPEIHEH LIKOJIE.

00630p auTepaTypsl

O0y4yeHune Kak npouecc

B Hacrosimiee BpeMsi, Ha CTaauu pa3BUTHS OOIIECTBA, OJHON W3 HanOoJee aKTyalbHBIX 3a/1a4
SABJIACTCA BOCIIMTAHUEC CaMOCTOSATCIIBHBIX, CBO60,Z[HI)IX U KPUTUYCCKU MBICIIAININX MOJIOJBIX HIO)I@IZ.
CrnenmoBatenbHO, MIPH OPraHU3AIMU YIEOHOTO TPOIecca B BBICIIUX yYeOHBIX 3aBEIICHHSX Ba)KHO
I/IHTeHCI/I(bI/IHI/IpOBaTI) IMMO3HAaBaTCJIbHYIO ACATCIIBHOCTD CTYACHTOB, pa3BHUBaTH HAaBbIKN
CaMOCTOSITEJIBHOTO U KPUTUYECKOTO MBILIUICHHUS, a TAK)KE CTUMYJIUPOBATh KOTHUTUBHYIO aKTUBHOCTh
CTyAeHTOB. Bo BpeMs opranuzanuu yueOHOTro Mpoliecca 0COOEHHO Ba)KHO Pa3BHUBATh OCO3HAHUE
TOTO, YTO PE3YJIbTAThl UX KPUTUUYECKOTO aHAJIM3a IEHHBI, HEOOXOAMMOCTh 3(PPEKTUBHOTO BBHIOOPA
nH(pOpMaIUK U UCH, a TaKKe MpeBpallieHrne X B PopMy MPaKTHIECKUX JICHCTBU.

Onpenesienue 00yueHust

[Ipouecc, yepes KOTOPBIHN JHOAM MPOXOAAT JJIsl IPUOOpETEeHUsT HOBOM MH(POPMAIMHU U HABBIKOB
U B KOHEYHOM HTOT€ BIUSIOT HAa CBOU OTHOIICHUS, PELICHUS U JIEHCTBUS, Ha3bIBAETCS MPOLECCOM
oOyuenusi. B xoze yueOHON IeATENBHOCTH OCYIIECTBIISIIOTCS JEUCTBHUS Ui JTOCTHXKEHUS
oOpa3zoBaTenbHbIX 1esiell. OHM MOTYT OBITh BBIIIOJIHEHBI MHJIUBUIAYAIbHO, XOTS 3TO MPOUCXOJIUT B
KYIbTYPHOM U COLMAJIbHOM KOHTEKCTE, TI/Ie JIIOJAW HWHTETPUPYIOT CBOM HOBBIE 3HAHUS C
MPEIIECTBYIOIUMU KOTHUTUBHBIMHU CTPYKTYPaMH.

OOyueHnue BKIIOYAET B ceOs HE TOJIBKO MOCEUICHHE 3aHATUI. B 3aBUCHMOCTH OT THIMA 3aHATUS
Y TeMbI, 3alIOMUHAHKUE U IPUMEHEHHE HOBOM MH(OpMAaILIUK ¥ HaBBIKOB OyIyT BapbupoBathes oT 10%
1o 30% Bo Bpemst 3aHsATHS. CTeleHb OCBOGHHUS MaTepuaia CHUIBHO 3aBUCUT OT ABYX (PaKTOPOB:
COXpaHEHHUs M TOANCPKKU YHpaBlieHUs. B To Bpemsi Kak TaKTUKH COXpaHEHUS M BHEKJIaCCHAs
MOJJIEP>KKA YIIPaBJICHHsI pAacCMATPUBAIOTCS B paMKax y4eOHOW MHMIIMATUBBI, MOJIE3HOCTh HOBOM
MH(OpPMALIUY U HABBIKOB MOKET ObITh HAMHOTO BBIIIIE, YACTO JIaXe AEBSIHOCTO MPOIIEHTOB WITH OoJIee.

JlomaniHee 3aJanue CTYJeHTOB B MepPeBEPHYTOM KJjiacce

CtyzneHTbl OOBIYHO CMOTPST y4€OHBIE BHIICOPOJIMKH BHE KIIACCHOW KOMHATHI, HO YYacTBYIOT B
y4eOHBIX 3aHATHAX C JPYTHMMHU CTYJCHTaMH B Kilacce. JTO TMO3BOJISET CTYIEHTaM YYHUTHCS B CBOE
BpEMsl U TEMIle BHE KJIACCHOTO BPEMEHH, YTO MO3BOJISET JICKTOPY YIYUYIIUTh B3aHUMOJICHCTBUE,
COTPYIHHYECTBO M  MBIIUICHHE BBICHIETO TMOpPSJIKa CTYACHTOB 4epe3  OTCIEKHBaHHE
WHIUBUIyIbHOTO OOYYEHHS U BBITIOJIHEHHE 3a/IJAHUH B LIEJIOM.

JInst pa3paOoOTKH 3TOH CTPYKTYPBI MCIOJIB30BAIUCH HCCIEIOBAHUS O MEPEBEPHYTOM Kilacce B
LEJIOM ¥ 0 KOHKPETHBIX KOMIIOHEHTAaX MOJIEITU TIEPEBEPHYTOTO 00yIEHHS.

[lepeBepHyTOE OOMamIHEE 3aJaHUWE - 3TO B OCHOBHOM BHJEO- WM MYJIbTHMEAUHHAS
uHpOpMaIKs, Ha3HAUCHHAs CTyAeHTaM. Ecin BHIeO BKIIFOUAET 3alMCaHHYO JICKIIUIO, TPE3EHTAIIIO
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C TOJIOCOBBIM COTIPOBOKJICHUEM WIIM MPE3CHTAIMIO ¢ M300paKEeHHEM B N300pKEHUH, TO BO3MOXKHO
C03/1aTh OOIIYI0 CTPYKTYPY, OCHOBaHHYIO Ha II€JIOCTHOM MOHMMAaHUU Y4eOHOTO MaTepHaa.

N3yuuB paboty WnmukBuaa U €ro KoJuier, Mbl OOHApYXHWJIN OJIArONPUATHYIO CBSI3b MEXKIY
3alMCaHHBIMM BHJICOJICKIIUSAMHM W JICKIMSIMU BHE JKpaHa B TEUCHUE TpEeX HeEAeNb H3y4eHUs
MaTeMaTHuKu. HecMOoTpst Ha TO 4TO 3TOT (POPMATHBIN MOIX0]] K JOMAITHUM 33/IaHUSM NMPUOBLICH, HAM
HY)KHa ObLTa CTPYKTYpa JUIS BUICO- WM MYJIbTUMEIUIHBIX JTOMAITHUX 33JaHi, KOTOpas BKIFOYaa
Obl B ce0si TOJHBIA 00pa3oBaTEIbHBIN TPEYTONBHUK - MpPENoJaBaTels, CTyJCHTOB W y4EeOHBIN
Matepuai. To, Ha UTO aKLIEHTUPYET 00pa30BaTEIbHBIN TPEYTOJIbHHUK, - 3TO TO, YTO MPEINOIaBAHUE HE
TOJIBKO O TOM, KaK pa0OTalOT y4yuTelsd, a CKOpee O TOM, KaK OHHM YCTAHABJIMBAIOT OTHOILIECHHUS
CTYAEHTA C U3y4aeMbIM IpeameToM. OHAKO TPEYTrOIbHUK O3BOJISIET HAM JyMaTh 00Jiee MIMPOKO U
paciiupuTh 3Ty NPOLEAYPY Ha JOMAIIHIOK Cpeay 4Yepe3 MCIOJIb30BAaHUE MYJIbTUMEAUWHBIX
TEXHOJIOTUH, KOTOPbI€ TPAAUIIMOHHO SIBJISIOTCS CPEIOM JUIsl TAKOTO IMPOLEecca B IIKOJIE U KJIACCHOM
kKoMmHaTe. HekoTopslii MaTepuan B BHUIEO MOMOTAET CTYACHTaM TOTOBUTHCS K 3aHATHSIM 3apaHee.
VYuurteneil BOBIEKalOT C yYEHUKaMU Ha TPEX YPOBHSX: JINYHO, Yepe3 MCMOJIb30BAaHUE BHUJIEO WU
KOCBEHHO dYepe3 BbIOOp moaxonsamero wMarepuana. CTyaeHTbl, B CBOIO OdYepenb, JHOO
MIPOCMATPUBAIOT MaTepuabl, MO0 KaKUM-TO 00pa3oM ydacTBYIOT B UX H3ydeHuu. JlomaiiHee
3aJlaHUE CTYJEHTOB B IIEPEBEPHYTOM KJIacCe OOBIYHO XapaKTEPHU3yeTCs UCIIOJIb30BAHUEM MTOAKACTOB,
MOAKaCTOB U MIPEIBAPUTEIHHOTO MOAKACTUHTA.

OOBsACHUTENBHOE BUJEO, MYJIbTUMEANNMHAS TPE3EHTAIUS WX JIEKIUS YaCTO pacCMaTpUBAIOTCS
KaK JIoOMaIlIHee 3aJaHie B IEPEBEPHYTOM OO0YUEHHUU.

bblo mpoBeneHO MHOXKECTBO HCCIEAOBAHUNM 10 pa3jMYHBIM AacleKTaM IepPeBEPHYTOro
JIOMAIITHEr0 3a/1aHusl, HO HET YHUBEPCAIbHO IIPU3HAHHOMN CTPYKTYpbI, 00bEIUHSIONIEH ATH KayecTBa.
OpueHTanMOHHBIE/MOTUBAITHOHHBIC BHUICOPOJIMKH TETEPh MOTYT OBITH BIIEPBBIE OTIMYECHBI OT
nexkuui. Martemaruyeckue KOHUENIMM U HIEUd OOBACHAIOTCA, MaTeMaTHYecKue pealuu
000CHOBBIBAIOTCS, a paboure MPUMEPHl MATEMATHYECKUX MPOOJIEM BKIIFOYAIOTCS B 3TH 00y4aroIne
Busieoposivku. I[lpenogaBarenu MOryT ObITh M3 pa3IUYHBIX MCTOYHUKOB, Takux kKak Kanuemspus
Xana wim obpasoBaresbHbIe TporpaMMbl Ha YouTube, nuinu oHU MOTYT OBITH KOMOMHAIIHEH 000UX.
CyliecTByeT MHOXECTBO HPHUMEPOB TOT0, KaK BHJEOJIEKIMS M COMPOBOXKIAIOIIEE IMPHIIOKEHHE
MOKa3bIBAIOT, KaK peuaTh airedpanyeckyro 3aaady. Bropuunas apudmeTnka noaep:keHa BIUSHUIO
3TOi (OpMBI BUACO-MYIBTUMEIUHHOTO KOHTEHTAa. BO3MOXKHO, 3TO cCleICcTBUE H300pakeHUN
oOyueHus: MaTeMaTuke U yueOHOro mpolecca C IeJbl0 MOHUMaHUs, a He MPOCTOro 3allOMUHAHUS
naHHbIX U (akToB" (Puuxapt, Yepu u Moppucon, 2011). J{isg Toro utoObl pa3BUBaTh CIOCOOHOCTH
CTYJICHTOB K IIOHUMAHHMIO, BAKHO ISl YIUTEJICH OTONUTH OT MIPAKTUKH "TIOBEPXHOCTHOTO O0ydeHHs ",
KOTOpas MpearojaraeT MexaHM4ecKoe 3aloMHHaHuEe JaHHbIX U (akToB. C 3TOr0 MOMEHTa UM
npuaercss oOpaTuTh BHHMaHuWE Ha 'TiyOookoe oOydeHue", KOTOpoe IMPEAIoyiaracT Co3JaHHe
MMOHUMaHHMs 4epe3 "BooOpakeHre U TBopueckue neictBus" (Puuxapr, Uepu u Moppucon, 2011).
TpaguionHas mapaaurma, OpUeHTUPOBAHHAS HA MPEINoAaBaTes, JOHKHA ObITh OTBEPrHYTa, YTOOBI
MeJarord MOTJIM JOCTUYb ATOM LIeNU, U JI0JDKHA OBbITh YCTAHOBIIEHA MApaJurMa, OPUECHTUPOBAHHAS
Ha yyamerocs. Cpenu npeanoxkeHHbix Yukkepunrom u I'amconom (Chickering & Gamson, 1987)
UJeaNbHBIX JYUYIIUX MPAKTUK B aKTUBHOM OOy4eHHUH cienyromue: B o0r1acTu neparoruku TepMuH
"akTUBHOE OO0ydeHue" 0003HayaeT MeJarornyecKue MOJXOJbl, KOTOPHIE YIACISIOT 3HAUYUTEIbHOE
BHMMAaHHE YYacCTHIO YJalluXcs B y4eOHOM MpOIlECCe M UX HCIOJIb30BAHUIO CBOETO Tella U yma B
npouecce odyuenus. (Ilpunc, 2004). CornacHo HarmonansHOMY COBETY IO aKTUBHOMY OOYUYEHHUIO,
MeJaroruyecKue MPaKTUKU aKTUBHOTO OOyueHHUs BKIIOYAOT "0Opa3oBaTeNbHBIE MEPOTPUSTHSA,
BOBJICKAIOUIUE YYalIUXCA B JEHCTBUS, a TAKXKE 3aCTaBIIAIOIINE MX PAa3MBIIUIATH O TOM, YTO OHHU
JeTIatoT, YTO0bI MOMOYb yyamuMcs yuutbes." (bonyain u Diicon, 1991).

MepornpusTiss JOKHBI OBITH OPraHM30BAaHBI TaKUM OOpa3oM, 4YTOOBI ~ OCHOBHBIE €M
oOyueHusi, TpeOYIOIINE IMOJTHOTO M BHHUMATENHHOTO YYacTHs CTYIEHTOB, MOJYYWIH MPUOPHUTET.
(ITpunc, 2004).

IIpeumyiecTBa cuCTEMBI MEPEBEPHYTOrO KJacca
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B nepeBepHyThIX Kilaccax MeAaroru MOJATOTaBIMBAIOT OHJIAWH-KOHTEHT pa3IM4HbIMU
cnocobamu. Crpeitep (Crpetiep, 2007) mpemIokuI psl MNPOHUIATSIBHBIX HAOMIOACHUA WU
pEKOMEHAALUUN JUIsl y4UTeNlel, pacCMaTpUBAIOIIMX HCIOJb30BAaHUE MApaJUrMbl [1EPEBEPHYTOIO
kiacca. CymecTByeT JoKa3aTeabCTBO TOTO, YTO MEPEBOPOT Kitacca 3pdeKkTuBHee, KOTaa y CTYICHTOB
ecTb 0oJibIIe CBOOOIBI B TOM, KaK OHH B3aUMOACUCTBYIOT ¢ 3HAHUAMU. CTYIEHTHI B IEPEBEPHYTHIX
KJaccax 0oJiee 0OCO3HAHHBI B CBOEM OOYYEHHH, YEM T€, KTO YUUTCS B TPAIUIIMOHHBIX KJIACCax M3-32
CTPYKTYpHBIX u3MeHeHui. CtyneHtaMm notpedyercss OOjblle BpPEMEHHU JJIsl OCMBICIEHUS CBOMX
y4eOHBIX JeHCTBUH, YTOOBI YCTAaHOBUTH OCHOBHBIE CBSI3U C y4eOHBIM MaTepuanioM. [IpernomaBarens
JOJKEH BKITFOUUTH pa3zes peduiekCuu B yUeOHYIO CTPYKTYPY Kypca. BaxkHo, 4TOOBI mpernogaBaTelnb
oOpamiaq BHUMaHHE M KOHCYJIBTHPOBAJ MO KOHKPETHBIM acleKTaM pe(IeKCHH CTyAEHTa. DTOT
oOpaTHBIN CBSI3aHHBIN IMKJI HEOOXOIUM ISl OLEHKH Pe3yJbTaToOB OOYYEHHUS M aHalW3a Iporiecca
0o0yueHusl CTYACHTOB pa3IMYHBIX YPOBHEN. YUeT MHIMBUYaIbHOCTH KaXJ0r0 CTYAECHTA MOBBICUT
s¢dekTuBHOCTh 00yueHus. B yacTu paspemieHus cTyeHTaM B3auMOJIEHCTBOBATh C 3HAHUSMHU Ha
OCHOBE MX YHUKAQJIbHBIX CTUJIEH 00yU€eHNs, IEPEBEPHYTHIN Kiacc KaxeTcs 0osee 3PPEeKTUBHBIM, YEM
00bIuHbIe Kiacchl. OJHUM U3 MPEUMYIIECTB METOJUKU MEPEBEPHYTOr0 OOyUeHUs SBISETCS TO, YTO
P UCIOJIb30BAHUU 3TOTO METOJA YUUTENsl HCHOJIB3YIOT pa3IU4HbIe METOJIbl IpPEJCTaBICHUS
nH(pOpMalLMU: 3allMCaHHbIe JEKIUU B ayAUTOPHUH, 3allMCAaHHBIE JEKIIUU C 03BYUKOMW, MpEe3eHTAIIH,
BHjie0 ¢ YouTube u npyrux o6pazoBarenbHbIX iarGopm u caiitoB (Posns, Penmm u lllennon, 2013).
WckmiounB JeKIUM U3 ayAUTOPHM, CTyJIEHTaM MpeocTaBiseTcss OoJblie BO3MOMKHOCTEH JUif
AaKTUBHOTO Y4acTHUsl B YUeOHBIX 3aHATHSAX M B3aumojieiicTBuu. CTaHaapTHas OLEHKa KJlacca MOXKET
HE MO0Ka3aTh, KaK CTYACHTHI MIPOJIBUTAIOTCSI, TOKA HEe 3aBepmuTces Kypc (Uukepunr u 'amcon, 1987).
brnaronaps yBenmmueHHOMY KOHTAakTy CTyJAEHTa/IperofaBarelisi B MEPEeBEPHYTOM Kjlacce, YUUTeNs
Jy4llle TMOHHMAIOT YPOBEHb TOHMMaHUSl CTyJEHTaMH COJiep>KaHus U YydeOHOro Marepuana.
Hckmouenne AeKuil U3 ayIuTOPUH TaKKe TIO3BOJISIET CTyIEeHTaM OOJIbIIIe B3aUMOIEHCTBOBATh PYT
C JApyroM M ¢ mnpenojasaresieM. [lepeBepHYThIN KIacC TakKKe IO3BOJIAET CTYAEHTaM, KOTOpPBIE
CTECHSIFOTCSI 3a/1aBaTh BOMPOCHI BO BpeMsl JIEKIIMHU, 0OpaliaThCcs 3a MOMOLIBIO0 K MPENoIaBaTeNo BO
BpeMsl MHIUBUIYAJIbHBIX CeCCUi oOpaTHOM cBs3u. [lepen moAroToBKON CBOMX BOMPOCOB CTYJACHTHI
MOTyT "mepecMaTpuBaTh'" JIEKIIMA MHOKECTBO Pas.

OrpanuyeHus1 UCNOJIHL30BAHNMSI MOJIeJIM ''TlepeBepHYTOro Kiaacca'

Mopenb mepeBepHYTOro Kiacca MOXeT ObITh HedhdekTuBHOHM s Bcex KypcoB. Crpeiiep
(Crpeiiep, 2007) mpoBen ucciae0BaHUE, CPABHUBAS MTEPEBEPHYTHIN KJIacC ¢ TPAIUITMOHHBIM KJIaCCOM
JUIs BBOJHOTO Kypca mo ctaructuke. [lo pesynbraraMm mcciaenoBaHus, CTYACHTHI B MEPEBEPHYTOM
Kjlacce ObLIM MEHEE YAOBJIETBOPEHBI CTHJIEM OOyuYeHHUs, YeM CTYICHThl B OOBIYHOM KJlacce.
"CryaeHTtaM OBLJIO JOBOJBHO CJIOXHO aJalTUPOBAThCS K HOBBIM OOPa30BaTENbHBIM YCIOBUSIM.
Korpa neno moxoausno 10 TPyNMOBBIX MPOEKTOB, HECKOJIBKO CTYIAEHTOB HEOXOTHO BKJIIOYAIUCH B
HUX, MOCKOJIbKY MM ObLIO ymoOHee paboTaTh camMoOCTOSTENbHO. [lpyrue MpUBBIKIU BBIOJHATH
paboTy caMOCTOATEIHHO B BHIOpAaHHOUM MMM cpene. TeM BpeMeHeM JIeTH B MEepPEeBEPHYTONH MOJAETH
MPOSIBIISTU OOJIBIIIE KPEATMBHOCTU M KOMAaHAHOW paboThl B CBOEM OOYUEHHHU IO CPAaBHEHUIO C
CTYACHTaMH TPaTUIIMOHHOTO Kiacca." AjanTanus TPaJulMOHHBIX JEKUWH K albTepHATUBHBIM
Meaua uid myOonukanuud MHGOpMaluu OHJIAWH - OJHA W3 MPOOJIeM KOHIEMIUU MEePEBEPHYTOrO
kiacca. Eme oHOl npoOneMoil Ui JeKTOpOB SBISETCS BHECEHHE U3MEHEHUN B OHJIAWH-JIEKLIUH.
TexHosorusi, ucnosipdyemasi Uil CO3JAaHUSA JIEKLIUU, MOXKET IOBJIMATH HAa CTENEHb aJalTallly,
HEOOXOAMMOM /11 U3MEHEHUs1 yd4eOHOTo MarepHuaia. DTO MOXKET ObIThb CTOJb K€ CII0KHO, Kak
Nepe3auch BCEro BUJIEO WIIM TaK Xe MPOCTO, Kak JoOaByieHue ciaiioB Kk nmpe3eHranuu PowerPoint
Il BHeceHMsT u3MeHeHuil. Ilemarorm OynyT BBIHYXKAEHBI M3y4aTh M MCIOJb30BaTh OOJIbIlE
TEXHOJIOTUH Mpe3eHTauuu HH(OpPMAIMK, MOCKOJIbKY OHHM CTaHyT O0ojee HHTEJUIEKTyalbHbIMH,
obicTpbiMu, JydminMu U jpoctynHbiMH (IIpencku, 2010). CTyneHTBl JOJKHBI HECTH OOJIBLIYIO
OTBETCTBEHHOCTb 3a CBOM YHMKaJbHBIH 00pa3 OOydeHHUs B NEpPEBEpHYTHIX KilaccaX U aKTHBHOM
oOyyenuu. B cBoell yueOHOW mporpamMMe y4yuTens JOJDKHBI YETKO ONpEeAeTHTbh TpeOOBaHUS K
MOTHBALlMM M CAMOPYKOBOJCTBY CBOMX CTYIEHTOB. Tarkke Ba)KHO YUYUTHIBATh OODKETHBIE
OTpaHUYEHUs TOCYAAPCTBEHHBIX ILIKOJ, IPENoaBaTesei U CTyJeHTOB IpU 00CYXIEHUN BHEIPEHUS
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KOHIICTIIIUU MEePEBEPHYTOr0 Kiacca. I(HHEKTUBHOCTh STOW KOHIEMIUU 3aBUCUT OT JOCTYIMHOCTH
KOMIIBIOTEPOB M HHTEpPHETa 3a MpeleiaMu KIacCHOW KOMHaThl. B pe3ynbrare mnpenojaBaTenu
JIOJKHBI OBITH OCTOPOKHBI TIPH UCIOJB30BAHUU 3TOU CTpPATETHH, €CIM OHU OECHOKOSATCS O TOM,
CMOTYT JIU BCE CTYACHTHI OBICTPO U MOCIEI0BATEIBHO MOIYYaTh JOCTYN K HHTEPHET-KOHTEHTY.

3HAYUMOCTH MOTHBALINH

VYKe CylecTBYeT pacTyllee KOJIMYECTBO HCCIEIOBAaHUM, JIEMOHCTPUPYIOIIUX, Kak
SMOIIMOHAJIbHBIE CBA3M IPENOoJaBaTeiel ¢ y4YeHHMKaMU BIIMAIOT HAa MOTUBALMIO JIeTe U HX
akajgemMuueckue noctuxenus B mkoie (JbxyBonen, 2006; Yentsen, 2009). Yuutens, KoTopbie
SMOILIMOHAIBHO MOJEPKUBAIOT CBOUX YUYEHUKOB, HMEIOT 0o0Jiee CHIIBHOE NPEJICTABIECHUE O
CTIOCOOHOCTSIX, CBSI3aHHBIX CO LIKOJIOW, YETKUE TIO3UTHUBHBIE COI[MATIBHBIC M aKaIEMHUYECKUE LIEIH, a
TaK)K€ TOTOBHOCTh y4acTBOBATh B LIKOJIbHBIX MEPOTIPUSATHUSIX.

Ha ceromusmHuii neHb HccaenoBaHUS MO0 JaHHOM MpoOsieMe MOKa3blBalOT, YTO YYMTEI,
BHEJIPUBILINE MEPEBEPHYTOE OOyu€HHE B CBOIO MPAKTUKY IpPENoJaBaHUsl MaTEMAaTUKH, JTOCTUIIIH
OTJIMYHBIX [TOKa3aTesIel ycrnexa cpeid y4eHUKOB, 0COOEHHO C TOUKU 3PEHUSI MOTHUBALINH.

Kakmue cnoco0bl BJUSIIOT HA MOTHBAIMIO CTYJE€HTOB B KJiacce?

CornacHo uccnenoBanusiM lleppu, MOTUBaLIMS CTYIEHTOB MOKET OBITh 3aTPOHYTA TMHAMUKON
KJIACCHOM OOCTaHOBKM W B3aMMOJCWCTBHUEM MEXIY CTYACHTaMH, TPENOaBaTeIsIMH M APYTHMHA
corpyaHukamu mkoJisl (PerrySmith, 2006). OHu yTBepkIatoT, 4TO BOBJIEYEHHOCTh CTYJIEHTOB B
pasnuyHble 00pa3oBaTeNbHBIE CpEAbl W B3aUMOJCHCTBHE C JPYTMMHU CO3/IAI0T MOTHBAIHIO.
Paznuunbeie BHIBI y4eOHBIX 3aJaHWN, METOJIVKH TIPENOJAaBaHUS W B3aUMOJCHCTBHE MEXIY
VUUTENSIMH M CTYACHTaMH, a TaKXKe MEXIy CTYICHTaMH, OKa3blBalOT BIIMSHUE Ha MOTHBAIIUIO
crynentoB (Stipek, B pasButum motuBammu k mpoctwkeHusM, 2002). OHM Takke H3y4aroT
UCCIIEIOBAaHUS 110 HEKOTOPHIM TEMaM, CXOXHM C TeMH, O KOTOphIx numeT Craiinek. B3russl
Crailineka Ha METOJbI MpEnoJaBaHusi 0OBIYHO MPUHUMAIOTCS, HO aBTOPbI YKa3bIBaIOT HA TO, YTO
MTOCKOJIbKY KJIACCHI SIBJISIFOTCS IMHAMUYHBIMU I MHOTOMEPHBIMU, OJIUH U TOT K€ METO/1 MOXKET UMETh
pa3Hble 3HaU€HUs B APYrUX yCIOBHUSAX. YUeHbIe B 00JaCTH COIMOKYJIBTYPHON MOTHBAIIMH MPUILLIIH K
M0I00HBIM BBIBOJAM O KHMJIKOM, KOHTEKCTHO-3aBHCHMOM xapakTtepe motuBaiuu (Hickey, 1997;
Hickey & Granade, 2004; NolenHoeksema, Stice, Wade & Bohon, 2007). Corimacuo sTuM
UCCIIEIOBAaHUSM, MOTHUBALIUSA HE SBJISIETCS MOCTOSIHHON MHANBUAYaJIbHON XapaKTEPUCTUKON, KOTOpast
NeCTBYeT OJHOPOJHO B pa3jMYHBIX KOHTEKCTax. boyiee TOro, Kiacchl — 3TO MOCTOSIHHO
MEHSIOIIUECS CTPYKTYphl, 3aBUCSIIME OT TOrO, KTO HAXOJUTCS B HHUX, M B3aUMHOTO BIIUSHUSA
podeccopoB, CTYyIEHTOB M AEATEIbHOCTH B momerieHuH. CyliecTByeT psl MPEANOJIOKEHU B
TEOPUSIX COIMOKYJIBTYPHON MOTHBAIMH, C KOTOPHIMU HE COTJIACHBI TEOPETUKHU COLMOKYIBTYPHOU
MOTHBAIUH, TMOCKOJbKY OHU COCPENOTAYMBAIOTCS Ha JTUYHOCTH, a TaKKe HAa TOM, YTO METOJBI,
MIPEINOJIaraeMo CIIOCOOCTBYIOIIUE YBEIIMYCHUIO MOTUBAIIUH, OyAyT paboTaTh OJJMHAKOBO B Pa3HbIX
KJlaccax.

Metononorus

HNucrpymenTapuii

B xauecTBe MHCTpYMEHTapus A1l IPOEKTHOM paboThl ObUT BBIOPAH ONPOCHUK U3 UCCIIEIOBAHUS
moa HazBanuem "IIIKAJIA MOTHUBAILIMM K YUYEBE MATEMATHUKHU B HAYAJIbHOM
HIKOJIE" (Opcoit u Okey3, 2015), KOTOpBIH COAEPKUT TPUALATH TPH BOIPOCA U TPeXOaIbHYIO
LKAy JUIs X OLleHKH. KpoMe Toro, OpoCHMK COCTOSII U3 IBAILATH JEBATH NO3UTUBHBIX U YETBIPEX
HEraTUBHBIX BOIPOCOB. DTU HETaTHBHBIE JIEMEHTHI, KOTOPbIMU ABJIAIOTCS 3, 5, 9 m 11 Bompockl,
IIPEJICTABIISIOT TPOTUBOIIOJIOKHOE 3HAYEHHUE 110 OTHOLICHMIO K NMO3UTUBHBIM. Hampumep, nepselii
BOIIPOC:

-"Matemaruka Ji1sl MEHs JIETKUH IpeaMeT" SBISETCSI aHTOHUMOM K JIEBSITOMY BOIIPOCY;

-"Maremaruka AJi1 MEHs TPyAHbIU MpeaMeT".

3areM, BO BpeMs II€peBOJa C AHIVIMMCKOIO Ha KAa3aXCKUM SI3bIK CHadajla HCIOJIb30BaJICs
nepeBoaunk Google, HO CMBICT U3MEHWIICS U CTAJl HEMOHATHBIM. 3aTe€M ONPOCHUK OBbLI MEepeBeeH
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BPYYHYIO C COXPAaHEHHEM CMBbICIAa M IPOBEPEH YETBIPbMs 3KCIEPTaMH, HMEIOIIMMH OIBIT
MpenoaBaHus MaTEeMAaTUKU HA Ka3aXCKOM M aHTJIMICKOM si3bikax. Hakonelr, aBTopsl (DeitH AieH
u Kpucrogpep Cuman, 2007) OTMETHIIH, YTO CaMO€ BaXKHOE — COICPIKATh KaK MUHUMYM IISITh LKA,
MO3TOMY KOJHMYECTBO HIKAJI OBLJIO M3MEHEHO C TpeX MO0 IATH IS TONXydeHHs Oojiee TOYHBIX
pe3yabTaTOB.

[TockonbKy HCCIEeNOBaTeNM HEJOCTATOYHO 3HAIM O YYaCTHUKAX, OBUTM  COCTaBIICHBI
neMorpaduuecKue AaHHBIC, COCTOSIIME M3 CEeMH ITyHKTOB. Llenb 3akirodanack B TOM, 4TOOBI
IIPOBEPUTH, HACKOJILKO CTYJEHTBI TOTOBBI K IEPEBEPHYTOMY Kilaccy. Y HHMX €CTh JIM yCTpPOMCTBa,
TaKHe KaKk HOyTOYKH, KOMIIBIOTEPHI, JOCTYI B UHTEPHET, a TAK)KE COOCTBEHHAsI KOMHATa JJIsl 3aHATHH.

Korma pacnucanue ObUIO TOTOBO, €ro IpPOBEPWIM ISATh 3KCIEPTOB, HUMEIOIIUX OIBIT
IIPENnojaBaHusl MATEMAaTUKU Ha Ka3aXCKOM M aHTJIMICKOM f3bIKaX, U UM Pa3pelIMId HCIIOJIb30BaTh
ero. JTo pacmucaHue COJIEpKajo BOMPOCH Bpojae "Y Bac €cTh CBOE COOCTBEHHOE YCTpOWCTBO?",
"Kakoii Tun yctpoiicTBa Bbl HCIIOJIb3YETE JUIsI BHIIIOJIHEHUS TOMAaIlHero 3aganus?", "Y 106Ho 1u Bam
BBITNIOJIHATH IOMAIlIHEe 3a/jaHue qoMa?" u T. 1. YUUThIBas pe3ysbTaThl paclUCcaHMsl, ObUIO PEIIeHO,
YTO CTYJIEHTBI MOTYT BBIIIOJHATD 33/1aHUs, KOTOpble OyayT JaHbl. Y BCEX CTYAECHTOB ObULI IOCTYH B
MHTEpPHET J0Ma, HO HE y Bcex ObUIM ycTpoicTBa ¢ OosiblIMM 3KpaHoM. 20 CTYIE€HTOB UMENU
cMapTdOHbI U HOYTOYKH WIJIM KOMITBIOTEPHI, B TO BPEMS KaK y IpYruX ObUIH TOJIBKO cMapT(OHBI.

YyacTHukH

B skcnepumenTte ydactBoBanu 26 ydeHHKOB 9-To Kiacca cryaeHTOB IlIKoJyibl mHTEIeKTa
HazapOaeBa, rie ydeHuku ObITM pa3ielieHbl Ha JABa pasHeIx kiacca: 9A um 9E. bonee Toro,
OKCTIEPUMEHT MPOJIOJDKAICS TPU HENENH B UYETBEPTOM cemecTpe ydeOHoro roma 2021-2022.
BoceMHaamare n3 HUX ObUTH MAJIBUUKH, a OCTAIBHBIC YUCHUKH ObUH qeBoukaMu. Kpome Toro, 73%
YYaCTHUKOB OBUTH B BO3pACTe MATHA/IIIATH JIET, B TO BPEMs KaK JPYTrHe MATh U JBa yYeHUKA ObLIN B
BO3pACTe YETHIPHAIIATH U IIECTHAIIATH JIET COOTBETCTBEHHO.

Tabauna 1. Jlemorpaduueckre naHHbIS

Bospact | Manpuuku | JleBo4ku Oo01uee
14 4 1 5
15 12 7 19
16 2 0 2
Oo0r1iiee 18 8 26

JKCNepUMEHTAIbHAS YaCTh

Ilepuon oOydeHuss MpoJOJDKAICS TPU HENENM, U YUEHUKH HU3ydaad MaTeMaTHKy TpH pa3a B
Hezmemo. Kaxnoe 3aHATHE COCTOSUIO W3 NAapHOW YPOK, MHPOAOJDKUTENbHOCTbIO 40 MHHYT.
HccnenoBanue NpoBOJMWIIOCH C YH4AaCTHEM YYEHMKOB 9-ro Kiacca, M3ydaroluX OAHY M3 BEIMKHX
oOnacreit Matematuku - "Tpuronomerpudeckue ¢pynkuuu'". Tema Oblia pa3zaeneHa Ha 18 moarem, u
KaXk/1as U3 HUX BKJIIOYajga B cedsd pasziauuHble (GopMysbl ¢ pa3iUyHBIMU THIaMU 33/1a4. YUYEHUKU
U3yYalld JBE MMOATEMBI 3a OJJHO 3aHATHE, YTOOBI U3YUUTh BCIO TeMy 3a Tpu Henenu. Kaxaoe 3ansaTue
BKJIIOUAJIO TPU pa3jeia: MPOCMOTP BUIAECOYPOKOB BHE Kilacca, IPOBEPKY 3HAHUN U MHTEPAKTHBHbBIE
y4eOHbIe MEPONPHUATHS B KJ1acce.

Bupneoypox

OcHOBHas 1LeNb ePBOM YaCTH 3aKII0YACTCS B IPEIOCTABICHUH CTyI€HTaM 0a30BbIX JaHHBIX MO
TeMe JUIsl CAMOCTOSITEIbHOTO U3YUEHHs, M UX 33/1a4a - XOPOILIO MOATOTOBUTHCS K pa3/ieiny yueOHOro
MaTepuana. B GONbUIIMHCTBE CydaeB YUHUTENs MCMOJBb3YIOT METOAUKH, KOTOpBIE MPENOCTABISIOT
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[EHHYI0 HMH(pOpMAIMIO s YYCHHKOB, 4TO oOierdaer mporecc oOydeHHs. MHOTOYHCICHHBIC
HCCIIe0BaHUs MMOKA3aIM, YTO TEXHUYECKHE 3HAHUS MOTYT YIYYIIUTH Ipoiecc oOydenus (Means,
Toyama, Murphy, Bakia & Jones, 2010; Schmid, Bernard, Borokhovski, Tamim, Abrami, Surkes,
Wade & Woods, 2014), ocoberno 3¢ppekTHBHOCTD BH/ICO OUEHb BhICOKA. KpoMe Toro, BUACOYpPOKH
MMEIOT OTIIMYHBIE BO3MOXXHOCTH 00y4aTh CTYACHTOB HAWIYUYIINM 00pa3oM, HallpUMeEp, CTYIEHTHI,
KOTOPBIM TPYIHO TMOHSATH COJEpKaHUE YpOoKa, MOTYT MpOCMaTpUBaTh BUACO HECKOJBKO pa3, OHU
MOTYT TIOBTOPATH MaTepuall B Jito0oe BpeMs u B odom mecte (Hwang, Lai & Wang, 2015; Lew,
2016). Kpome TOro0, OOJIBIIMHCTBO CTYJACHTOB HE XOTAT YHTATh KHUT'H WM JPYyrde UCTOYHUKU U3
WuTepHera noma, MOTOMY YTO YTEHHE YETr0-TO JUTUTENbHOE BpeMs ckydHo s Hux (White, 2015).
[TosTOMYy HMCMOJIB30BaHUE WHTEPECHBIX BUIACOOOBSICHEHUN J1a€T BO3MOXKHOCTh H3ydaTh YUCOHBIM
Marepuai, CMOTpsl U ObICTpee, YeM YuTasi KHUTH, BUJIEO BKIIIOUAET B CeOSl U COJACpkKAHUE YPOKa, U
MPUMEPHI C TIOIIATOBBIM PEIIeHUEM, 4ToOBI U3y4aTh MaTepuai npakrudecku (Xiu, Moore, Thompson
& French, 2018; Hwang, Lai & Wang, 2015).

YacTe MaTepuana cocrosijia U3 TEPMHHOJIOTHH, OTpeneiaeHud u (Hopmys, KOTOphIE JTOJKHBI
OBLITM HMCIOJIB30BAaThCS B TPAKTUYECKOW YacTH, B TO BpEMsl KaK BTOpas CEKIUs TIOKa3bIBajia
pasnuyHbie PoOJIEMbI U METOIbI UX perieHus. CienoBaTenbHO, IPUMEPHI B BUAEO OBLIN B3ATHI U3
WX COOCTBEHHOW KHHUTH, KOTOPYIO OHH H3Y4alOT, YTOOBI TMOKa3aTh UM IMOXO0XHE 3a/ladydl U HUX
pemenus. Bumeomarepuaibl ObUIH MOATOTOBJICHBI C HMCIOJIB30BAHUEM MPUJIOKEHUM, TaKUX Kak
Webex Meeting 11 cheMKH BUCOIKpaHa, Paint B kadecTBe O€JION MTOCKUA M SCISSOrS /ISt B3SITHS
dbopmyn, 3amad U3 KHUT. Kpome Toro, yauTens JOMKHBI UMETh rpadudecKre TUIAaHIIETHI, KOTOPhIC
OHU MOTYT UCIIOJIH30BATh TSI IEMOHCTPAIIMH KaXI0TO I1ara peneHus. JuTeIpHOCTh MePBhIX ABYX
BH/JIEO COCTaBJIsUIAa MPUOIU3NUTENBHO 12-15 MUHYT, HO 3TO OBLIO CIMIIIKOM MHOTO JJISl CTYJ€HTOB, U
KOJIMYECTBO CTYJEHTOB, MPOCMOTPEBIINX BUICOYPOK, OBLIO HEOOJIBIITUM. DTO MPUBEIO K TOMY, YTO
CTYICHTBI HE TOTOBUJIMCH K 3aHSITHUSIM M HE MOTJIM OTBETUTH Ha 6Aa30BbI€ BOMPOCHI HA MPOBEPOUHOMN
yacTl. HeckoJbKkO aHanu30B MOKa3bIBalOT, 4TO MeHee 50% CTYAEHTOB CKIIOHHBI CMOTPETH BHJIEO
umHOW Oonee 9 muHyT. Kpome Toro, ObIJIO MOKa3aHO, YTO CTYACHTBHl OYEHb CTPEMSATCS K
BHJICOYPOKY, KOT/Ia IIUTEIBHOCTh BUACO MeHbiie 6 MuHyT (Guo, Kim & Rubin, 2014). IToatomy
mociae 2 BHUACO JUIMHA BUIEO COKpaTwiach ¢ 12-15 MuHYT 710 5-6 MUHYT, 4TOOBI YBEIHYHUTH
MOCENIaeMOCTh CTY/ICHTOB W ydacTHe B ydeOHOW pabote. bonpimas 9acTh JOMOJHUTEIHLHOM
nHpopmanuu Oblia yJjaneHa u3 coJiep>kaHus BUJIC0, U KOJTUYECTBO MOI00HBIX IPUMEPOB C pELICHHEM
COKpatuioch. I (HEeKTUBHOCTh KOPOTKUX BHUIEO Cpa3y MpHUHECTA Pe3yabTaThl, 3TO OBbLJIO OYEBUIHO
BO BpeMs YpOKa, KOTJla CTYACHTbI Hauaju 3a7aBaTh BOIPOCHI.

IIpoBepka 3HaHMI

B mepBom paszene CTyAeHTHI HM3y4aroT HOBBIE TEMbI, HO MOTYT BO3HHUKHYTH HpOOJIEMBI C
NOHUMAaHUEM HEKOTOPBIX CIIOKHBIX MOMEHTOB. [loaToMy 3ajgada yduTenss - TPOBEPUTH
NPUMEHEHHbIC 3HAHMS CTYJCHTOB M OIPEICIMTh BO3MOJKHBIC HEIOTOHMMAHUS IEPel HayajioM
BbIIau¥ 331aHuiA. CaMblii OBICTPBIN CIIOCOO MPOBEPUTH IOHUMAHKE CTYICHTaMH, YTO0BI 3(h(HEKTHBHO
UCIIOJIB30BAaTh BPEMSl ypoKa, - 3TO NPOBECTH OHJIAMH-TECTHl. bojee TOro, MHOTOYHCIICHHBIE
UCCJICOBAaHUS TI0Ka3aJld, YTO NPOXOXKJICHHE TECTOB YIy4IIAeT BOBJICYEHHOCTH CTY/ACHTOB B
y4eOHBIN Tpolecc, MOTHMBAIMIO K BBINOJHEHUIO 33/IaHMK W COIMAJbHBIC OTHOIICHHS, YTO
crocoOCTBYeT co3aHuI0 Xopoiiel atMocheps! B kiacce (Wang, Ofsdal & Merch-Storstein, 2018;
Wu, Wang, Berresen & Tidemann, 2011). Takum o6pa3oM, oHOM 13 MepBbIX OHJIAMH-TIAThOPM,
BKJIIOUMBILIUX cUCTeMYy oOpazoBaHus, ctasn Kahoot!, KOTOpBIH CONEPHKUT MHOKECTBO MHTEPECHBIX
(GyHKIMH, TaKMX KaK YCTAaHOBKA OTPAHWYEHHUs] BPEMEHHU Ha KaXKJbli BONPOC, HEMEUIEHHOE MOKa3
pe3yIbTaTOB, HAUMCIIEHUE 0aJlIIOB HE TOJIBKO 3a MPaBUIIbHBINA OTBET U BpeMsi, 3aTpaueHHOE Ha OTBET,
HO TaKKe€ MOXKET BKIIOYaTh PA3JIMYHBIE THUIIBI BOIPOCOB M COPEBHOBAHUS, BOBIJIEKAIOIIHE BCEX
crynertoB (Malone, 1981).

B nauane kax70ro ypoka CTyA€HTBI IpoBepsitoTcs ¢ noMolnsio Kahoot!, koTopsiit cocrout u3
MSTU-CEMU OCHOBHBIX BOIPOCOB, KACAIOMIMXCS TE€Mbl, BKJIIOYAIOIIEH BCE YacCTH OOBSCHEHHUS U
¢dopmynbl. DTO 3aHMMaeT Bcero 3-5 MHUHYT YpOKa, B 3aBUCHMOCTH OT CJIOKHOCTH BOIPOCOB U
BPEMEHHU Ha OTBET Ha KaXK/Iblil BOIpoc. Borpock! ObLTN pa3HBIX THUIIOB U BApbUPOBAIHMCH OT MPOCTHIX
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J0 CJIOKHBIX. Kax MpaBuJIO, TPEM CTYACHTaM, HaGPaBHH/IM BBICOKHUC PE3YJIbTAThbl, JaBaJIHNCh
IIOKOJIAAKHU B Ka4CCTBC Harpa/isbl. KOI‘I[a CTYACHTEHI MOJYy4YarOoT Harpaiabl 3@ CBOU OJOCTHXKCHUA, OHU
pemaioT 3aJaHus pasHbIMU CIIOCO0AMHM M HE YYBCTBYIOT KOHTPOJISI CO CTOPOHBI YYUTENS, YTO
OKa3bIBAaET OTPOMHOE BJIMSIHUE Ha mporecc obyuenus (Amabile & Gitomer, 1984; Condry, 1977;
Ryan & Grolnick, 1986). bonee Toro, 310 BiIMseT Ha MOBEJCHHUE CTYIEHTOB, KOTOPOE BBI3HIBACT
HHTCPCC K YPOKY, 3aJaHUAM C MMOBBIIIAOIIUMCA YPOBHEM CJIIOKHOCTHU U pUCKaM IIPU PCIICHUU 0oJiee
cnoxkHbIX 3ana4 (Adelman & Taylor, 1990; Amabile & Gitomer, 1984; Spaulding, 1992). Kpome
TOro, MUCCICAOBATCIIM MOIJIM IIOHATHL, I'IC CTYACHTHI HC IIOHHMMAKOT MAaTCpual WX A€ MOryT
BO3HUKHYTh IPOOJIEMBI B XOJ€ YpOKa, MpoBeas TecTupoBaHue. [losTomMy yuuTens aHaAIM3UPYIOT
PE3YIbTAThI TECTA U IPUHUMAIOT PCHICHUSA OTHOCUTCIILHO YPOBHA O6y‘-I€HI/I$I CTYACHTOB.

Ecmm 6OJII)HH/IHCTBO Y4aCTHUKOB HEC CIIPABUJIINCH C MUHHU-3K3aMCHOM, 3TO IMOKAa3bIBACT, YTO €CTh
OomMOKH B 00BSICHEHUU MaTepualia WM BOMPOCH, OTIWYAIONTUECS OT IPUMEPOB U3 yueOHuKa. boee
TOr0, HCKOTOPBIC CTYACHTBI MOT'YT HC ITIOHMUMATh HEKOTOPBIC YaCTHU TEMbI U3-3a CTHIIA 06y‘I€HI/I${, n
YUUTENb J0JDKEH paboTaTh C STUMHU CTYICHTaMH ITOCIIE BBIIAYH 3a/IJaHHI BCEMY KIIAcCy.

IIpakTnyeckas 4acThb

3ajaua yuuTenen B Kiacce - JOCTUYb yCIeXa CTY/IEHTOB MO omnpeseieHHon Teme. CyiecTByer
MHO€ECTBO (DaKTOpOB, KOTOpPBIE MOTYT HAa 3TO TOBJIMATH, TaKWe KaK OTHOIICHUS YYUTEICH C
YYEeHUKAMH, METOJIbI, HCIT0JIb3YeMbIe B KJIACCE, THUI pa0OThI M Pa3IMUHbIC BUJIBI 3aJIAHUH M CITOCOOBI
ux pemrenus. [loaTromMy mepes Ha4aaoM ypoKa y4UTENb JIOJKSH CIDIAHHPOBATh YPOK, YTOOBI OBITH
YBEPEHHBIM, YTO BCE €r0 YaCTH XOPOIIO paciiaHupoBaHbl. Kak TOJIBKO MOHMMaHUE YICHHKOB HOBOM
TEMBI OIICHEHO, YYHTEIh JIOJDKCH 3HaTh, Kak MOMOYL MM YAy4IIHTH 3TO 3HaHHWE. CyliecTByer
HECKOJIBKO METOJIOB, KOTOpPBIE MOTYT IIOBIIMATH Ha YYacTHE CTYJACHTOB B YpPOKE, YIIYYIIUTH
KPUTHYECKHE HaBBIKU Yy4eHHKOB. llepBblil MeToa, KOTOPBIA pa3BUBAET KOTHUTHBHBIE HAaBBIKH
oOyyarouuxcs U y4YUT UX HPEJOCTaBIsATh HEKOTOpbIEe (aKThl O CBOEM pPELIEHHH, - 3TO 3a/1aBaTh
OTKpBITBIE BOTIPOCHI, TaKHe KaK «UTO BbI AymMaeTe O MPUMEHEHUH 3TOTO 3HAHUS B PEaTbHON KU3HU?
MoskeTe M BBl TIOKa3aTh TPU Pa3HBIX crocoba pemeHus: dtoro ympaxkHeHusn?» (Lee, Kinzie &
Whittaker, 2012). OTu BuaBI BOIIPOCOB MO3BOJISIOT BHIPA3UTh MHEHHUE JIETEH, MPOAEMOHCTPHUPOBATH
HOBBIE UJIEU U Pa3BUBATh KOMMYHHKATHBHBIE HaBbIKU. Kpome Toro, Hcmonb30BaHe HMHTEPAKTHBHBIX
METO/I0OB, KOTOpPbIE MOKA3bIBAIOT B3aUMOOTHOIICHUS MEXy YYUTEIEM U YYEHHUKOM, YUYCHUKOM H
YUYEHUKOM, IOMOTaeT 0OMEHUBATHCS MHEHUSIMH U UACIMHU 10 00CYK/1aeMOMY BOIIPOCY, BOBJIEKATHCS
B YPOK M yJydIllaTh KOMMYHUKATUBHBIC U aHanuTH4eckue HaBblku (Khanin, 2013). B GonpmmHCTBE
CIIydaeB 3TO BKIIIOYACT OpPEHHCTOPMHUHI, OOCYKJIEHHE KOHKPETHBIX TeM W HHTEPECHbIC (PaKTHI,
KOTOpbIE MOBBIMIAIOT HHTEpec ydammuxcsa. Kpome Toro, HEKOTOpbIE CIIOXKHBIE MaTeMaTHUECKUe
3a/laud PEIalTCs, MOJHSAB YYCHHUKOB CO CTYJIbEB M TOKAa3blBas PEIICHMs IHar 3a IIaroM.
JlomoTHUTENBHO, B OOJIBIIMHCTBE CIY4aeB YUYUTEIh 33a€T HEKOTOPHIE BOMPOCHI, YTOOBI BMECTE C
YUYEHUKOM HAWTH OTBETHI U IMOKA3aTh IyTh, KOTOPBIA MOMOXET AOCTUYb pe3ylbTaTa. JTOT THII
MOJIEPKKH MOJIOKUTETILHO BIMSIET Ha Mpoliecc 00yYeHHs CTYACHTOB, MIOHUMAaHNE KOHIEIIIMHI TEMBI
YEeTKO U JIaeT MoApoOHOE MPEICTaBICHHE O TOM, KaK peliaTh noo0HkIie mpobdaemsbl (Bean & Stevens,
2002; Saye & Brush, 2002; Simons & Klein, 2007).

OpHoM U3 caMbIX BaKHBIX YacTeil 00paTHOIO Kilacca sSBIsSeTCs pa3Hoo0pas3ue 3alaHuil U crnocod
ux Bb1auu. CIOKHOCTh 3a/1a4 UTPAET OTPOMHYIO POJIb B OOy4eHHH CTyAeHTOB. OHa BIUsET HA UX
y4acTHE B YpOKax, ypOBEHb MOTHBAIIMHU U XKeJlaHue 100uThes ycrexa (Xom u Makcsen, 1983). Eciu
3aJla4a 3acTaBIseT YICHUKOB IyMaTh U PEIlaTh €€, OHU JIOJDKHBI UCIOJIE30BaTh HECKOJIBKO METOIOB,
YTO yBENUYHMBAECT MHTEPEC YUYCHUKOB K HAXOXKJEHUIO PEIICHUs U JIaeT BO3MOXHOCTh MOHATH TEMY
mpoiie. YpoBeHb HHTEpeca MaIaeT, €ClU 3a7aua CIUIIKOM CII0KHA WM CIHIIKOM IIPOCTa U TpeOyeT
TOJIBKO OAHOM opMynbl. bosee Toro, eciu 1eTH CUUTAIOT, YTO IAHHOE 33/IaHue JIETKO PEeIINTh, OHU
MPOSIBIIIIOT OONBIINKA MHTEpPEC K €ro PElIeHHI0, YeM CTYICHTHI, KOTOphIe IyMAaloT, YTO 3aaada
CIMIIKOM clokHass ans Hux (Xom m Makcesemn, 1983). Ilosromy nyumie naBath 3aJaHusi C
MOBBIIIAIOIIUMCS] YPOBHEM CJIOKHOCTHU OT JIETKOTO K CIIOKHOMY, U YYHTEIh JIOJDKEH MOKa3aTh, YTO
JIETH MOTYT JIETKO pemaTh mpobiaembl. Kpome Toro, mpeaocTaBiaeHHbIE 3aa9d JOHKHBI OTINYAThCS
JIpyr OT Jpyra, MOTOMY YTO €CIU MpoOJIeMbl TIOXOXKH M Ui WX PEHICHUs CTYACHTHI JTOJKHBI
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WCI0JIb30BaTh OJMHAKOBBIA METOJI, IPOTPecC 00yUYarONIMXCsl OCTAaeTCS Ha OJTHOM YPOBHE, M BMECTO
TOTO YTOOBI YUUThCS AUQPPEPEHIIMAIIN WU CO37aBaTh CBOM COOCTBEHHBIN CIOCOO pEUICHHMS, UX
MBICJIUTENbHBIE CLIOCOOHOCTH 0CIIa0€eBaloT.

C0op naHHBIX

B nannom wmccnepoBaHuM COOMPAIUCh M OICHUBAIMCH KOJWYECTBEHHBIC JAHHBIC, BKIIOYAs
paboTel 0 W Tmocie Tecta. Kpome TOro, aJMHHHUCTpAIMs WIKOJBI COTJIACKIACH TIPOBECTH
HCcCceI0BaHUE U TIPEIOCTaBUIIa HAM pa3pelleHe Ha €ro MPOBEICHHUE.

[Tepen mpoBeaeHUEM OTIPOCA PECTIOHACHTaM ObLIO 0OBSICHEHO, UYTO OH OY/IeT aHOHUMHBIM U YTO
HUKTO, KPOME YJaCTHHKOB HMCCIIEOBATEIIHCKOW TPYIMIBI, HE OyIeT UMETh JOCTYIa K JaHHBIM, 3TO
Take ObUIO yKazaHo B Oymarax ompoca. McciemoBanus mokasajiu, 4TO B 3aBUCUMOCTH OT TOTO,
OCO3HAIOT JIU PECTIOH/ICHTHI, YTO UX OTBETHI AHOHUMHBI, Ha OJTHU U T€ € BOMPOCHI OHU OOBIYHO TAI0T
passbie oTBeThl (Oncon, Ctanaep u Meppwii, 2004). Kpome Toro, pecrioHAeHTHI ObLIA BHIOPAHBI
CIIyJailHIM 00pa3oM, Tak Kak TpOXuM yTBEpXKIAET, YTO MPOCTasi CydailHas BBIOOpKa SIBISETCA
3/IpaBOM CTpATETUEH YISl SKCTPATIOJISIIIUU Pe3yIbTaTOB UCCIIEIOBAHUS Ha BCIO nomyssiuio (Tpoxum,
Kabpepa, Munemreiin, [Nannaxep u Jleimoy, 2006).

Kak yxe ynomuHanoch, B HCCIEIOBaHUE OBLJIO BOBJIEYEHO 26 CTYIEHTOB, HO B
MpeABAPUTEIIFHOM TECTE€ YU4aCTBOBAIM JIBA/AIATH JBOE U3 HUX, a B MOCIEAYIONIEM TECTE - BAJIATh
nath. B mTore oOImee KOJWYECTBO YYaCTHHKOB, KOTOPBIE MPHUHSUIM ydacThe B OOOMX OMpocax,
COCTaBWJIO JBAJIIaTh OJTHOTO 4YeloBeka. Tpoe mMampuukoB u 1Be neBouku, 008, 023, 024, 025, 026,
KOTOPBIC HE YYaCTBOBAJIA B OJTHOM M3 OTPOCOB, HE ObUTH BKITIOYEHBI B CTATUCTUYECKUN aHAIU3.

Bce derhipe ompoca ObulM TpOBEAECHBI B Hadajge ypoka M 3aHUMaliM MNPUOTU3ZUTEIHHO
naTHaauath MuHYT. Kpome Toro, ydacTHMKam OBLUIO HEOOXOAMMO TIOJIMUCATh CBOM JIUCTHI
MPEIBAPUTEIILHOTO W TMOCIEAYIOIIEr0 TecTa OJHUM U TEM K€ KOJIOM, IOCKOJIbKY JaHHOE
HCCIIEIOBAaHUE TMPOBOJUIOCH B TEYEHUE NPOJOJLKUTENBRHOTO BpeMeHu. HMcmosb3oBanne SGIC
MO3BOJIMJIO UM HAIMKCAaTh COOCTBEHHBIN YHUKaIbHBIA cuMBOJ. OObryHO SGIC ocHOBaH Ha OTBETax
YYaCTHUKOB Ha Pl INIHBIX BorpocoB (Oxett, XamMmoua 1 Pouectep, 2019). Hampumep, HekoTopbIe
uccnepoatenm (FOpek, Beiicu u XosBenc, 2008) ucnosp3oBamu detbipe Bompoca SGIC. IlepBast
OykBa MMEHHM MaTepH PECIOHJEHTAa, KOJUYECTBO CTApUIMX OpaTheB, MECAI] POXKACHUS U IepBas
OykBa COOCTBEHHOT'O BTOPOTO UMEHU ObLIH 3aripouieHbl. Eciu, HanpuMep, OHU CKa3alld, 4TO UM X
Mmarepu - bemna (B), y Hux aBa crapmux 6para (02), onu poaunuck B ceHtsiope (09), u ux BTopoe
nms - Kesu (K), To ux uaentudunupyromuii ko 6su1 061 B0209K. Tlostomy mis pecioHASHTOB
ObLTH TIoAr0TOBIIeHBI TpH Borpoca SGIC. IlepBrlit Bompoc mpocuiI 3ammcath NOCIeTHUE ABE ITUGPHI
X HoMmepa TenedoHa, BTOPOH - 3amMcarh NEPBYIO OYKBY BTOPOrO UMEHH, a TPETHIl - Hamucarb
KOJIMYECTBO OpaTheB U cectep. CreaoBaTebHO, KOJIbI PECTIOHICHTOB ObLIIM TaKUMU, Kak 84R3, S6N4,
22D1 u 1. n. CornacHo uaeHTHQUIHpPYOMEH HHDOPMAINK, KaXKIOMY YYACTHUKY ObUT MPHCBOCH
UICHTU(PUKAIIMOHHBII HOMEP OT OJHOTO 10 ABA/ALATH IIECTH. Bce nannble, TpuAunaTte TpHU
JJIEMEHTa TMPEBAPUTEIHLHOTO W TOCJIEIYIOIIero TecTa JBAALATH IIECTH PECHOHICHTOB, ObUIH
BHeceHbl Bpy4uHyto B Excel. Kpome Toro, Ob1110 BoceMHaIIIaTh MY>KUHMH U BOCEMb JEBYIIIEK, KOTOPbIE
ObuTH IoMeueHb! 1 1 0, COOTBETCTBEHHO. DTO MOMOTAeT MpU aHaiu3e JaHHBIX B Jypiter notebook u
Pycharm.

Kak yxxe ynomuHanoch, B ompoce ObUTH OTPHUIIATEIbHBIE BOMIPOCHI, C UCIOJIB30BAHUEM METO1a
IecTh MUHYC 3HAuU€HHUE, ITH JJIEMEHTHl ObUIM MpPeoOpa3oBaHbl B TOJOXKHUTENbHBIN (opmar u
WCIIOJIb30BAIMCH JUIsSl ONPEJEIICHUs] UTOTOBOTO pe3yibTata. B Xxoze 3Toi mpouenypbl BO3ZHUKAIU
Mpo0JIeMbl, TaKMe KaKk HEOTBEUCHHBIE BOMIPOCHI U MYCThIE siueiiku. B mpenBapuTenbHOM TecTe ObLIOo
JIB€ IYCThI€ SYEHKH, a B MOCIEAYIOIEM TecTe — oJHa. OHM OCTAaBAIMCh LIECTHIO JAXKE MOCIE
peoOpa3oBaHMsl B MOJIOKHUTENbHBIN (popmar.

UTto kacaeTcs MOJIOKHUTEIHHBIX dJIEMEHTOB, OBLTH TaKKe HEOTBEUEHHBIE BOIPOCHI, U BCE OHU
OBLTH 3aIIOJIHEHBI CPETHIM 3HaYE€HHUEM COOTBETCTBYIOIIEro cTonbma. Hanpumep, ecnu ygactauk 017
HE OTBETHJI Ha TIEPBBIN BOMPOC, Ta sA4eiika Oblila 3aMOJHEHA CPEHUM 3HAUYEHHUEM OTBETOB JIPYTHX
YYaCTHUKOB Ha 3TOT Bomnpoc. OAHAKO TaKUX siueeK ObLIIO HEe TaK MHOTO, BCETO CEMBb.
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AHAJIN3 TaHHBIX

[Ipu ananu3e JaHHBIX MBI MCHOJIB30BATIH 0a30BYIO CTATHCTUKY, TAKYI0 KaK CpelHee 3HaueHHE
(M), crannaptHoe oTkioHeHue (SD) u maphblif t-Tect. i uX omnpeneneHuss HCIOIb30BAINCH
nporpammbl, Takue kak Pycharm wu Jupyter Notebook. Cpennee 3HaueHne M CTaHIApTHOE
OTKJIOHEHHE BO3pacTa cOCTaBWIM cooTBeTcTBeHHO 14,88 m 0,515. DTo 0O3Hawaer, 4yTo BO3pacT
Y4aCTHUKOB Bapbupyetcst oT 14 1o 16 ner, oqHako ydacTHUKOB B Bo3pacte 16 et menbuie. [Ipu
pacdere CcTaTUCTHKH ¢ momomieio Jupyter Notebook Obu1  oOHapykeH 1 BbvIOpoc, ¢
uaeHTH(PHUKAITMOHHBIM HOMepoM 021.

Taoauna 2. Tabauua KONM4eCTBEHHOIO aHAIM3a

PesynbraThl 10 PesynbraTh! nocie
TeCTI/IpOBaHI/Iﬂ TeCTI/IpOBaHI/IfI
KonnyectBo 20 20
Cpennee 113.15 118.00
3HAYCHUE
CrannapTHOE 14.32 13.70
OTKJIOHEHHE

[Tocnie oneHkM cpegHee 3HAYEHHE PE3YNbTATOB TECTOB 3HAUUTENIBHO BbIpocio ¢ 113,15 mo
118,00, a craHgapTHbIE OTKJIOHEHHWS MPEABAPUTEIBLHOIO M TOCJIEAYIOIIETO0 TECTOB COCTaBHIIU
cootBeTcTBeHHO 14,32 11 13,70.

N3-3a crocoba mocTpoeHus: onpocHUKa 0amuibl Mexay 33 u 59 ykaspiBai Ha "OUeHb HU3KUU
ypoBeHb MOoTUBauu'", mexay 60 u 86 — Ha "HU3KHMI ypoBeHb MOTUBanuu', Mexay 87 u 111 - Ha
"cpenHuil ypoBeHb MOTHBaIMK", a M1y 112 u 138 - Ha "BBICOKHMI YpOBEHb MOTHBALIMK", HAKOHEII,
Mexay 139 u 165 - Ha "oueHb BBICOKHI ypoBeHb MOTHBaNHK". Kpome Toro, OBUIO BBISBICHO, YTO Y
14 cTtyneHTOB MOTHBAILMsI BO3POCHIA, B TO BpeMs KaK y OPYTHUX - YMEHbIIMIACh. DPPEeKTUBHOCTD
MHBEPTUPOBAHHOTO Kilacca OblIa MpoaHAIM3MPOBAHA C MOMOIIBIO t-TECTa, YPOBEHb 3HAYMMOCTHU
koToporo Obu1 npuHAT paBHEIM 0,05. Takum 06pa3zoM, Mocse OLEHKH t-TecTa 3HAaU€HUE P COCTABUIIO
0,047, uTo 03HayaeT HaJAEKHOCTh Ha ypoBHE 95,3%. B pe3ynbTaTe, Ha OCHOBAaHUU 3HAYEHUS P MBI
3HQUMMO MOXKEM OTKJIOHHUTHh HYJEBYIO THUIIOTE€3Y W MPUHATH aJbTEPHATHBHBIE THIIOTE3bI, YTO
noATBepkaAaeT 3P PEeKTUBHOCTh HHBEPTUPOBAHHOTO KJIacCa B CPEIHEH IIKOJIE.
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Pucynoxk 1 - PeaynbpTaTsl 10 TECTUpOBaHUS
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Pucynoxk 2. Pe3ynbTarsl ocie TeCTUpOBAHUS

Oo6cyxneHue

UccnenoBanust mokasaim, YTO HECMOTPS HAa MHOXECTBO MPEUMYIIECTB WHBEPTHPOBAHHOTO
Kiacca Juisi OOydeHHs MaTeMaTHKe, YYUTENIsI MOTYT CTOJIKHYThCS C TpensaTcTBUSMH. llepBas
CIIOHOCTh 3aKJIOYaeTcs B MW3MEHEHUU CTWiIs o0O0ydyeHus u oOydeHHs MareMatuke. B
WHBEPTUPOBAHHOM KJIACCE MOTYT BO3HUKHYTH MPOOJIEMBI, TIOCKOJBKY CTYIEHTHI MOTYT MPHUXOJUTH
Ha 3aHATHS, HE TPOCMOTPEB BHJIEOMATEpUaIbl U He MMesi 0a30BBIX 3HaHWU 1o Teme. Eme oxaum
BBI30BOM SIBJIIETCS CO3/ITaHHE MAaTEPHUAJIOB, CIEUPUUHBIX s npeameTa. [1o aToit npuynHe yuuTens
JIOJDKHBI MMETh XOpOIIO TMOJrOTOBJICHHBIC MaTepHasbl, Takue Kak mpe3eHtammu PowerPoint,
BH/JICOJIEKIIMU U XOPOIIINE 3aMETKH, KOTOpbIe OyIyT UCIOJIb30BAThCA B MpaKkTUUeckoi yactu. Kpome
TOTO, YIUTEIISI MOTYT MPEAOCTABIIATh BUACOMATEPHAIbI U3 OHJIAWH-TIOPTANIOB, TAaKMX Kak YouTube,
Khan Academy, TeacherTube m T. A., HO He Bce Marepuajabl Ha ATHUX IUIATHOpPMax MOTYT
MCIO0JIb30BAThCA B KaYeCTBE JIOMAIIHETO 33JaHUs, TOTOMY YTO MHOTHE M3 HUX HE COJAepKaT TOro,
YTO YYUTEIb XOUYET OOBACHUTH UM OOYYUTh CTYACHTOB. B 3TOM cilyuae KakIplii y4uTellb AODKEH
MOATOTOBUTH CBOM COOCTBEHHBIE BHJICO, MPE3CHTAIIMH U 33aJJaHHs, UTO MOXKET 3aHSTh BpeMs U ObITh
HeyIoOHBIM TporieccoM. YTo Kacaercs UIMTEIbHOCTU BUICOJCKIUH, Mbl OOHAPYXKIINA, YTO OHH
MoryT ObITh B auamnazoHe ot 10 mo 20 muHyT. B 3aBHCMMOCTH OT ayJUTOPHH IOAXOISIIast
JUINTEIbHOCTh BUJCOJEKIIMU MOXET OBITh KOpode uiu anuHHee. HekoTopele wuccienoBarenu
PEKOMEHIYIOT JIUTEIBLHOCTh BUACO MeHee 15 MuHyT uinu 10 muHyT. UTOOBI MOMOYH CTYACHTAM
yIAYUYIIUTh CBOE€ MOHMMAaHUE MAaTeMAaTUKH, BUJIEO JOJDKHBI BKIIOYATh MPSMBIE BOIIPOCHI, 3a/IaHUS C
O0OBSCHEHUSIMH U IPUMEPHI U3 PEATbHOM JKU3HH.

Pe3ynbTathl uccieoBaHus BhI3BIBAIOT COMHEHUS, TOCKOJIBKY B HEM OBLIU MPOAHAIU3UPOBAHBI
OTIPOCHI BCETO JIUIIH ABA/ALATH IECTH YYACTHUKOB, UCCIIEIOBAHHE MPO/I0JIKATIOCH BCETO TPU HEJIEIH.
Kpome toro, wuccnemoBarenu He OBbUTM XOPOIIO OOYyYEHHBIMH YUHTEISIMH MaTeMaTUKH 0e3
poQecCHOHAIBHOTO OTBITA.

3akiIIoueHmne

OCHOBHaSI LOeJIb HCCICAOBAHUA 3aKI04YajlaCb B HU3YUYCHUU U TMOHHUMaHHUU B(b(beKTI/IBHOCTI/I
HHBCPTHPOBAHHOTO KJIacCa B CpCI[HCﬁ mkoJye. [locne TPEXHECACIBHOI'O OIlbITa, IMPOBCACHHOTO B
[IIkoye uHTEIEKTa UMEHU Ha3ap6aeBa, Mbl MOKEM YBCPCHHO CKa3aTb, 4YTO I/IHBepTI/IpOBaHHHﬁ
KJIaCC SABJIACTCA MPUEMIICEMBIM MCETOAOM O6y‘IeHI/IH MaTEMaTUuKeE. Kaxk IIOKAa3aHO Ha Fpa(bI/IKaX,
MOTHUBAIUA CTYACHTOB YBCIIMYMWIIACH BCCTO 3a TPHU HECACIU 06yIICHI/IH. CTYIICHTBI CMOT'JIN ITOBBICUTH
CBOU HABBIKU CaAMOCTOSATCIBbHOTO O6y‘-ICHI/ISI, IIoATrOTaBJIINBAsChH K YPOKY B MOACIn
HHBCPTHPOBAHHOTO KJIaccCa. B PE3YJIbTATC 3TOTO OIbITA CTYACHTBI OCO3HAJIN, YTO U3YUCHUC HOBBIX
Bemeﬁ BO3MOXXHO HJaxKXE 663 NIOMOIIH YUUTCIIA. 3TO MMPUBCJIO K TOMY, UTO CTyACHTaM OCTaBaJIOCh
6OJ'ILI_HC BpPpCMCHU Ha IMPAKTHUYCCKUC 3aHATHSA, MPOCKTHOC 06yquI/Ie U HHTCPCCHBLIC 3adaHUA.
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CryneHThl, HE MPUBBIKIINE K CAaMOCTOATEIbHOMY OOYYEHHIO, MOTYT HUCHBITBIBATh TPYAHOCTH U
HYKJIAaIOTCsl B HEKOTOPOM BPEMEHH U1 aJaNTallui K HOBOMY METOLY.

HecmoTps Ha TO, 4TO 3TOT MEAArOTHYSCKUI METO/I HOB U €Il He ObLT BHEIPCH B HAIIICH CTpaHe,
WHBEPTUPOBAHHOE OOyueHHE OKas3blBaeT Takol dS(PQEeKT, Kak yBEIMYCHHE HABBIKOB
CaMOCTOSITEIILHOTO OOY4YEHHS CTYICHTOB U MPOJJICHHE CTHJIS IIPETIOIaBaHusl, OpPUEHTHPOBAHHOTO Ha
CTYyJI€HTa, Ha YPOKE IO CpPAaBHEHUIO C TPAAULMOHHBIM METOJOM, €CIH MHCHOJb3YEeTCS
MHBEPTUPOBAHHBIN Kjlacc. B kayecTBe NOATBEPKACHHUs ACWCTBEHHOCTH HAIIMX YTBEPKICHUU
pe3ynbTaThl NOKA3aJIM, YTO MHBEPTUPOBAHHBIN KJIACC OKA3aJ]l 3HAYUTEIIBHOE BIMSHUE HA CTYICHTOB
CPEIHEH IIKOJIbI 10 MAaTEMATHKE.
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OPTA MEKTEIITE ¥IIIKbI CABAK 9ICIH KOJITAHY AbIH
I9CEPI

Anparna. Kenreren xbuinap 0oiibl MekTenTeri OuTiM Oepy skyieci MyFaliMHIH OKBITYIIIBI
peTinze nopic 6epy oJiciMeH FaHa HIEKTeNleTiH ei. bipak O01311H KOFaMBIMBI3IbIH IaMybIMEH OLTIM
Oepy ’KyHeciHiH MakcaTTapbl MEH TaJlalTaapbl Ja e3repe O0acTaasl. YakbITTHIH Tajlal eTyiMeH OuTiM
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Oepi xKylieciHe )KOoFapbl ICHreiIeri TaHBIMABIK JafIblJIap MEH OiIay JaFIbIapbIH JaMBITYFa bIKIAJ
€TEeTIH JKOHE COJI apKbUIBl OKYIIBUIAPIBI TOCCHBTI KO3FAJIMANTBIH, MIHE3KYJIBIKTAaH KOPFAWTBIH
OKBITYZBIH O€JICEeH/Ii 9/1iCTepi MEH MHHABALMSIUIBIK MEAarOrHKaNIbIK apajacyliapbl eHri3iiMek. by
KYMBICTa MEKTenTeri OimiM Oepy >KyHeciHJe OKBITYAbIH TOHKEPUIreH ONICiH EHTi3yIiH opTa
MEKTENTe MaTeMaTUKaHbl OKUTBHIH OKYIIBLUIAPIBIH MOTHBALMSACHIHA ocepi TainaHansl. bi3 26 opra
MEKTEN OKYyIIbUIAPBIHAH IPIKTEY SKCIIEPHUMEHTI YIIIH IpiKTeyleH KeWiH CTaTUCTHKAIBIK Tajnay
KYPrizaik. DKCIEpUMEHTKE KaThICyIIbUIapAaH 33 CYpakTaH TYPaThIH allJbIH-ajla TECT HEeH MOCT-
TECTTI aibl, t-KpuTepuil apKpUIBl JCPEKTEpHdi TalJaFaHHAH KeWiH O13 TOFBI3BIHIIBI CBHIHBII
OKYIIBUIAPBIHBIH MOTHBAIMS JCHTEWl eAdyip JKOFapbUIaFaHbIH aHBIKTAaJObIK. byl Makamana
TOHKEPUITHEH CHIHBINITA KOJIAHBIJIATHIH CTPATErHsyIap OKYIIBUIAPIBIH ITIOHTE IETeH KO3Kapachl MEH
YO)KIHE OH 9Cep CTCTIH/ITH aliKbIH KOPCETE/I1.
Tyiiin ce3aep: TOHKEPUITeH OKBITY, JJIICTEP, MOTHBAIMs, OCiTHE Aopic, CayaTHaMma.

Zhanel Shaikhi®, Meiirzhan Nurlanuly 2, Samat Maxutov®
123SDU University, Kaskelen, Kazakhstan
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IMPACT OF USING THE FLIED CLASSROOM METHOD IN A
SECONDARY SCHOOL

Abstract. For many years, the school education system represented a lecture-explanatory
method of teaching and learning, where the teacher had the role of only an informer and lecturer. But
with the development of our society, the goals and requirements of the education system began to
change. Time requires the inclusion in the education system of active learning methods, and
innovative pedagogical interventions to contribute to the development of cognitive and higher-order
thinking skills, and thereby protect students from passive, unmotivated behavior. This paper analyses
the impact of the implementation of a flipped teaching methodology in the school education system
on the motivation of students studying mathematics in high school. The main purpose of the article
is to confirm the effectiveness of the flipped classroom in improving the academic indicators of
students related to their attitude - motivation in particular. Having chosen for the experiment a group
of 26 high school students, we conducted the statistical analysis. Taking the pretest and post-test
consistent with 33 questions from the participants of the experiment, using the analysis of the t-test,
we revealed a significant increase in the level of motivation among 9th-grade students. This article
clearly shows that the techniques used in the flipped classroom have a beneficial effect on students'
attitudes and motivation towards the subject.

Keywords: flipped classroom, methods, motivation, video lecture, questionnaire.
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GENDER ENROLLMENT PATTERNS IN A UNIVERSITY IN KAZAKHSTAN: A 2020-
2024 ANALYSIS OF STEM AND NON-STEM DISCIPLINES

Abstract. This study explores gender enrollment patterns in STEM and non-STEM
disciplines at a university in Kazakhstan from 2020 to 2024, examining evolving gender dynamics
in higher education. Using longitudinal data on enrollment, gender ratios, and Unified National Test
(UNT) scores, the analysis reveals persistent gender disparities. Female enrollment in STEM fields
remained stable at approximately 34% throughout the study period, contrasting with higher but
gradually declining female participation in non-STEM fields, which decreased from 74.8% in 2020
to 68.9% in 2024. Despite statistical significance in changes across both STEM and non-STEM
fields, the practical significance of these shifts is minimal, highlighting the challenges of addressing
gender imbalances in STEM. Factors such as cultural norms, limited female role models, and
curriculum biases are discussed as contributors to the disparity. This research emphasizes the need
for targeted interventions and inclusive policies to foster greater female participation and retention
in STEM disciplines. The findings also underscore the economic and societal relevance of equitable
education, offering actionable insights for policymakers and educators to promote gender equity in
Kazakhstan's higher education system. Ultimately, this study contributes to the broader discourse on
gender dynamics in education, particularly in the context of Central Asia.

Keywords: gender disparities, gender equity, enrollment trends, STEM education, higher
education.

Introduction

This study considers the evolving gender dynamics in higher education within a specific
Kazakhstani university. By examining enrollment trends in STEM (Science, Technology,
Engineering, and Mathematics) and non-STEM disciplines over the period from 2020 to 2024, the
research sheds light on critical issues of representation. The findings go beyond academic interest,
offering valuable insights that could shape educational policies, institutional strategies, and societal
attitudes towards gender equity in one of Central Asia’s key educational institutions.

Kazakhstan’s focus on educational reform and technological innovation provides a
compelling backdrop for exploring gender disparities in university enrollments. While women
comprise 53% of researchers overall, they represent less than 45% in STEM fields (Tsakalerou,
2022). As the country seeks to diversify its economy and improve its standing in global innovation
indices, addressing gender imbalances in higher education—particularly in STEM disciplines—
becomes essential. This study is timely and relevant, not only identifying current trends but also
contributing to the development of inclusive educational and career opportunities. By doing so, it
aims to help ensure that Kazakhstan’s future workforce reflects the diverse talents of its population.

Gender disparities in education are a well-documented global phenomenon, yet the case of
Kazakhstan introduces unigue regional and cultural dimensions. While women dominate in public
education and higher education institutions (Kredina et al., 2023), there is gender inequality in
postgraduate education, with more women than men pursuing advanced degrees (Satpayeva &
Nygymetov, 2023). Factors such as cultural norms, curriculum biases, and limited female role models
in STEM careers contribute to this imbalance. Conversely, many non-STEM disciplines have either
achieved gender parity or, in some cases, seen higher female participation. By examining these trends
at the university level, this study provides a focused view that mirrors broader national and regional
dynamics.
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The primary objective of this study is to conduct a detailed longitudinal analysis of gender
enrollment trends from 2020 to 2024 in STEM and non-STEM disciplines at a Kazakhstani university.
Its contributions are wide-ranging, offering empirical insights by documenting enrollment patterns
and providing a robust foundation for future research on gender dynamics in higher education. The
findings also present actionable strategies for policymakers to address gender disparities within the
Kazakhstani context and guide universities in designing inclusive educational approaches that align
with local cultural and academic settings. Additionally, the study emphasizes the economic relevance
of equitable education by highlighting how gender imbalances may impact Kazakhstan’s
competitiveness in key industries, reinforcing the broader significance of fostering gender equity in
higher education.

Literature Review

Overview of Existing Studies on Gender Disparities in Education

Numerous studies have highlighted the persistent gender disparities within educational settings.
For instance, Jacobs (1996) examined the historical trends in gender differences in college enrollment,
noting that women have increasingly outnumbered men in higher education overall. However, this trend
does not uniformly apply across all disciplines. Despite women's increased participation in higher
education, they remain underrepresented in prestigious STEM fields, particularly engineering and
computer science (Bystydzienski, 2020; Mullen & Baker, 2015). This gender gap persists due to various
factors, including hostile academic climates, exclusionary practices, and subtle discrimination in hiring
and promotion (Bystydzienski, 2020). Gender segregation in fields of study persists across different types
of universities, with women underrepresented in prestigious fields like engineering and computer science
(Jacobs, 1996; Liu, 2024). Cultural stereotypes about these fields, such as social isolation and male-
orientation, act as gatekeepers, deterring girls from pursuing these careers (Cheryan et al., 2015). The
underrepresentation of women in engineering and computing is significant, as diversity in the workforce
contributes to creativity, productivity, and innovation (Corbett, 2015). Conversely, fields traditionally
dominated by women, such as education and nursing, continue to see higher female enrollments (Sax,
2001). These studies underscore the complex nature of gender dynamics in education, influenced by
cultural, social, and institutional factors.

Focus on Trends in STEM and Non-STEM Enrollments

Recent research has highlighted trends in STEM and non-STEM enrollments and persistence.
Predictive analytics using middle school math software interactions can distinguish future STEM majors
with 66% accuracy (Pedro et al., 2014). Factors influencing STEM retention include financial aid,
demographics, and academic performance, with concerns about the underrepresentation of women and
minorities (Whalen & Shelley, 2010). Cross-country analysis reveals that R&D expenditures positively
impact STEM enrollments, while population density and expected years of schooling have negative
effects (Bruno & Faggini, 2021). For on-campus students, noncognitive factors like academic self-
efficacy and degree aspiration positively affect STEM persistence, while academic performance is crucial
for both STEM and non-STEM retention (Gansemer-Topf et al., 2017).

Beede et al. (2011) reported that while women's participation in STEM has grown, the rate of
increase has not kept pace with that in non-STEM fields, leading to a widening gender gap in STEM
disciplines. Hill, Corbett, and St. Rose (2010) further explored why this gap exists, pointing to factors like
lack of early encouragement, societal stereotypes, and the chilly climate in some STEM departments. On
the other hand, research by Ceci, Williams, and Barnett (2009) suggests that in some non-STEM areas
like humanities, women's enrollment has reached or exceeded parity with men. This discrepancy
illustrates not just a field-specific gender divide but also the variability in growth rates between different
educational sectors.

Gaps in the Current Literature That the Study Aims to Address

While much research has been dedicated to understanding gender enrollment trends, there are
notable gaps that the current study aims to address. Firstly, there is a lack of longitudinal data that
specifically compares the growth rates of male and female enrollments across both STEM and non-STEM
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fields over recent decades. Secondly, many studies focus on either STEM or non-STEM exclusively
without a comparative analysis that could shed light on why disparities might occur differently in these
areas. Lastly, the interaction between gender and other demographic variables like ethnicity or
socioeconomic status in enrollment trends is often underexplored. The research question, “Are there
significant differences in the growth rates of male and female enrollments in STEM and Non-STEM fields
from 2020 to 2024?”, seeks to bridge these gaps by providing a comprehensive analysis of these trends,
potentially offering insights into policy and educational strategies to mitigate gender disparities in higher
education.

Methodology
Data Sources and Preparation

Table 1. Annual Enrollment and UNT Metrics (2020-2024)

Year Total Female Male STEM non-STEM Average
enrollment enrollment enrollment enrollment enrollment UNT scores

2020 2081 1171 910 959 1122 94

2021 2239 1259 980 960 1279 104

2022 2388 1403 985 947 1441 102

2023 2504 1336 1168 955 1549 104

2024 2351 1417 934 579 1772 107

The datasets used in this study were sourced from enrollment records of a university in
Kazakhstan, covering the academic years from 2020 to 2024. These records include data on total
enrollments, gender, Unified National Test (UNT) scores, and the departments students enrolled in.
The STEM specializations include fields such as Computer Science, Information Systems,
Mathematics, and Statistics, while Non-STEM specializations encompass disciplines such as
language and math education, law, economics, and international relations.

The data was organized to examine the trends in gender-specific enrollments and academic
preparedness, as reflected by the UNT scores, across both STEM and Non-STEM fields. The data
preparation process involved categorizing students into their respective fields (STEM or Non-STEM)
and computing average UNT scores for each year. This data is summarized in Table 1: Annual
Enrollment and UNT Metrics (2020-2024), which presents the total, female, male, STEM, and Non-
STEM enrollment counts, as well as the average UNT scores for each year.

For visual representation, Figure 1 illustrates the total enrollment statistics and dynamics by
gender, while Figure 2 highlights the trends in STEM and Non-STEM enrollments alongside the
average UNT scores over the study period. These visual aids help in understanding the underlying
patterns of gender disparity and academic achievement within the university’s enrollment landscape.
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Figure 1- Total enrollment statistics and enrollment dynamics according to gender
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Figure 2- STEM and non-STEM enrollment dynamics and average UNT scores

Statistical Analysis

To test whether there was a statistically significant change in the female and male enrollment
ratios in STEM and non-STEM fields over the years, we first conducted normality tests using the
Shapiro-Wilk test for both female and male ratios in each field. This test checks whether the
distributions of the ratios follow a normal distribution. The results showed that both the female and
male ratios in STEM and non-STEM fields followed normal distributions (p-values for both female
and male ratios in both fields were above 0.05, indicating normality). After confirming normality, we
proceeded with paired t-tests to compare the means of the female and male enrollment ratios across
the five years. The paired t-test was chosen because it is suitable for comparing two related samples,
in this case, the female and male ratios over the same years. A p-value threshold of 0.05 was used to
determine statistical significance.

Additionally, we analyzed trends in female enrollment rates in STEM and non-STEM fields.
In STEM fields, the female ratio remained relatively stable over the years, while in non-STEM fields,
the female ratio showed a steady decline. The observed changes, while statistically significant,
appeared to have minimal practical significance, particularly in STEM, where the female enrollment
ratio showed only small fluctuations despite statistical significance. In non-STEM fields, although
the female enrollment ratio decreased over time, the magnitude of change was modest, underscoring
the distinction between statistical significance and practical significance.

The analysis also focused on the comparison of gender distributions between STEM and non-
STEM fields, specifically in 2024. This was done through descriptive statistics and comparisons of
the female and male enrollment ratios across the two disciplines. These comparisons highlighted the
significant gender disparities in STEM versus non-STEM fields, with female enrollment in STEM
remaining at approximately 34%, while female enrollment in non-STEM fields was much higher,
although it decreased over time.

Findings

Figure 3(A) presents the trends in STEM enrollment by gender from 2020 to 2024. Over this
period, male enrollment consistently outhumbered female enrollment. The data shows a relatively
steady trend for male students, with the highest number of male enrollments in 2023 (642), while
female enrollments saw a gradual decline from 2020 to 2024, with a significant drop in 2024 (197).
The decreasing trend for female students in STEM disciplines raises concerns about potential attrition
and the need for interventions to retain female students in these fields. In contrast, Figure 3(B)
highlights the trends in non-STEM enrollment by gender over the same period. Female enrollments
in non-STEM specialties have steadily increased, reaching 1220 in 2024, showing a positive growth
trajectory. Meanwhile, male enrollments also grew, but at a slower pace compared to female
enrollments, peaking at 552 in 2024. The rising number of female enrollments in non-STEM fields
suggests an increasing shift toward these disciplines, highlighting the evolving landscape of gender
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dynamics in higher education. Together, these figures underscore the contrasting enrollment patterns
in STEM and non-STEM fields, with a notable gender imbalance in STEM that warrants further
investigation.
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Figure 3- Female vs male enrollment in STEM and non-STEM specialties (2020-2024),
respectively.

Table 2 presents the ratios of female and male student enrollments in STEM and non-STEM
specialties. The Shapiro-Wilk test results showed that both the female and male enrollment ratios in
STEM fields followed normal distributions, as evidenced by the high p-values (0.9818 for both
ratios). Subsequently, a paired t-test was conducted to evaluate whether there was a statistically
significant difference between the female and male enrollment ratios over the years. The t-test results
revealed a highly significant difference, with a t-statistic of -20.49 and a p-value of 3.35e-05, which
is well below the 0.05 threshold. This indicates that the female and male enrollment ratios in STEM
fields have changed significantly over the years. Specifically, the data suggests a trend where the
male enrollment ratio has been consistently higher than the female ratio, and this difference has
remained statistically significant throughout the study period.

Table 2. Female vs male enrollment ratios for STEM and non-STEM specialties (2020-2024).

Year STEM non-STEM

Female ratio Male ratio Female ratio Male ratio
2020 34.6% 65.4% 74.8% 25.2%
2021 35.8% 54.2% 71.5% 28.5%
2022 37.1% 62.9% 73.0% 27.0%
2023 32.8% 67.3% 66.0% 34.0%
2024 34.0% 66.0% 68.9% 31.1%

The table presenting the female and male enrollment ratios for Non-STEM fields from 2020
to 2024 shows that the female ratio has fluctuated over the years, starting at 0.747 in 2020, dipping
to 0.660 in 2023, and then recovering slightly to 0.688 in 2024. The male ratio, conversely, has shown
a corresponding inverse trend, with a decrease in the female ratio resulting in an increase in the male
ratio. The Shapiro-Wilk test results indicate that both the female and male ratios follow normal
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distributions, with p-values of 0.896, suggesting no deviation from normality. A paired t-test was then
conducted to assess whether the changes in the ratios over the years were statistically significant. The
test yielded a t-statistic of 13.50 and a p-value of 0.00017, indicating a highly significant difference
between the female and male ratios in non-STEM fields over the years.

Table 2 compares female enrollment ratios in STEM and non-STEM fields from 2020 to 2024.
In STEM fields, the female enroliment ratio consistently hovers around 34%, with minor fluctuations
between 32.8% in 2023 and 37.1% in 2022. In contrast, the female enrollment ratio in non-STEM
fields is significantly higher, starting at 74.8% in 2020 and gradually declining to 68.9% by 2024.
Over time, the female ratio in non-STEM fields shows a noticeable decrease, while the ratio in STEM
remains relatively unchanged. The male enrollment ratio in STEM fields has remained higher than
the female ratio, whereas in Non-STEM fields, the male enrollment ratio has increased from 25.2%
in 2020 to 31.1% in 2024.

Discussion

The comparison of female enrollment rates in STEM versus non-STEM fields reveals a stark
contrast in gender representation. While female enrollment in STEM remains stable at around 34%
across the five years, the female enrollment ratio in non-STEM fields is significantly higher, starting
at 74.8% in 2020 and gradually declining over time to 68.9% in 2024. This decline in non-STEM
female enrollment suggests a shifting trend in women’s participation in non-technical fields, although
it remains markedly higher than in STEM disciplines. On the other hand, the stability in the female
ratio in STEM reflects a persistent gender gap in technical disciplines, with minimal improvement in
female representation despite fluctuations in the data. These trends highlight the ongoing challenges
in achieving gender equity in STEM education, where women continue to be underrepresented
compared to non-STEM fields. Further efforts may be necessary to address the gender imbalance in
STEM and support greater female participation in these areas.

Although the paired t-test indicates a statistically significant difference in the female and male
enrollment ratios in STEM fields over the years (with a p-value well below the 0.05 threshold), the
practical significance of this result appears minimal. The observed changes in the female ratio from
0.345 in 2020 to 0.340 in 2024 are relatively small, suggesting that the gender gap in STEM
enrollments has remained fairly consistent over the study period. Despite the statistical significance,
the magnitude of the difference is minor, and the trends do not indicate a substantial shift in the gender
balance. This highlights the distinction between statistical significance and practical significance,
where even small differences can be statistically significant in a paired t-test, but the actual change in
the enrollment ratios may not be meaningful in real-world terms. Therefore, while the result is
significant from a statistical perspective, the practical implications for addressing gender disparities
in STEM may require more pronounced shifts.

Similarly, although the paired t-test suggests a statistically significant difference in the female
and male enrollment ratios in non-STEM fields (p-value = 0.00017), the observed changes in the
ratios appear relatively modest in practical terms. The female ratio decreased from 0.747 in 2020 to
0.688 in 2024, while the male ratio increased correspondingly from 0.252 to 0.312. These changes,
while statistically significant, do not represent large shifts in the gender distribution of non-STEM
enrollments. The result underscores the importance of distinguishing between statistical significance
and practical significance. While small differences over time can lead to significant test outcomes,
the overall trends in enrollment ratios remain relatively stable, with no substantial reversal or dramatic
change in gender representation. This suggests that, despite the statistical evidence, the actual gender
dynamics in non-STEM fields have not changed drastically in recent years.

Conclusion

In conclusion, this study provides valuable insights into the gender dynamics of university
enrollments in Kazakhstan, particularly in STEM and non-STEM disciplines, over the period from
2020 to 2025. The findings underscore persistent gender disparities, with female representation in
STEM remaining relatively stable around 34%, while non-STEM fields show a gradual decline in
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female enrollment ratios. Despite statistically significant changes in both STEM and non-STEM
enrollments, the practical significance of these shifts appears minimal. This highlights the importance
of distinguishing between statistical significance and real-world impact. The results suggest that while
gender imbalances in STEM persist, attention to targeted interventions and continued efforts are
necessary to address the underrepresentation of women in these critical fields. Moreover, the findings
encourage a broader discussion on the changing trends in non-STEM fields and the evolving
landscape of gender roles in higher education. Ultimately, the study calls for greater focus on creating
inclusive educational environments that foster greater participation and retention of women in STEM
disciplines, alongside addressing the complex dynamics in non-STEM fields.

Funding. This research was funded by the Ministry of Science and Higher Education of the
Republic of Kazakhstan within the framework of project AP25796179
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KA3AKCTAH YHUBEPCUTETIHE TYCYAIH 'TEHAEPJIIK 3AHABIJIBIKTAPBI: 2020-
2024 KBIJIJAPJATFBI STEM KOHE STEM EMEC II9OHAEPII TAJIAAY

Angarna. byn 3eprrey XKorapel OUTiIM AMHAMUKACBIHAAFbl ©3repICTep/ll aHBIKTall OTBHIPHIII,
2020-2024 xwinmap apansirbiaaarel Kazakcran yHuBepcutertepidin Oipinne STEM-6imiMre sxoHe
STEM emec-moHmepre KaObuigay VATUICPIHAECTT TEHACPTIK JUCTIPOTIOPUMSUIAPIBI  3EPTTEYTe
apHanraH. KaObuigay, reHiepiik KaTblHacTap *oHe ¥JTTHIK OipbiHFail Tectiiey (¥bT) ymaiinapsr
TypaJibl MOIIMETTEepre HET3ACNTeH Tajaay TeHAEPIIK TEeHrepIMCI3IIKTIH CaKTadyblH KOPCETEl.
STEM mnonpaepinzeri oiienaepaiy yieci 3epTrey KeseHiHne mamameHn 34% neHreiinae TypakTel
6osein Kamapl, an STEM emec moHaepre oiennepAiH KaThICybl OacTamkpiaa korapbl 60161, 2020
x®butbl  74,8%-man 2024 xeutel 68,9%-ra  geitin temenneni. KaOvuimay  ypaictepinaeri
CTaTUCTUKAJIBIK MaHBI3/Ibl ©3repiCTepre KapaMmacTaH, OJap IbIH MPAaKTUKAJIBIK MaHbI3bI IIEKTEYI1, Oy
STEM-ne reHaepiiK TEHIIKKE KOJI JKETKI3y MOCENeCIH MICHIyIiH KUBIHIBIFBIH KOPCETEI.
TenrepiMci3fikke bIKHAT €TETIH (GaKTOPJAPABIH IIHAEC MOJECHH HOpMaJap, OUENICpIIiH POk
MOJIENBACPIHIH O00IMaybl J)KOHE OKYy OaraapiiaMaiapbIHBIH €PEKIICNIKTEepPl epeKIIeeHe . 3epTTey
TeHCPIIK TEHMIKTI Urepiiety skoHe ouenaepain STEM moHaepiHe KaTbICybIH apTThIPY YIIiH
MaKcaTThl apajacyjap MEH HWHKIIO3UBTI cascaTTapJblH KaXETTUIriH kepcerenl. Hormxenep
casicaTkepiep MeH OuriM Oepy MekeMesepiHe NPaKTUKAIBIK HyCcKayjgap YChbIHA OTBIPHIII,
SKOHOMMKAJIBIK JJAMY MEH 9JIEyMETTIK IPOrpecke KeHIpeK acep eTell.

Tyiiin ce3aep: reHmepIiK TeHCI3IIK, TeHACPIIK TeHIIK, Kadbuiaay ypaicrepi, STEM-0urim,
YKOFaphl OLTIM.
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I'EHAEPHBIE 3AKOHOMEPHOCTHU 3AYUCJIEHUA B YHUBEPCUTETE
KA3AXCTAHA: AHAJIU3 STEM U HE-STEM JUCIUIIJIAH 3A 2020-2024 I'OJAbI

AbcTpakT. /laHHOE HcclieoBaHUE MOCBSIIEHO M3YYEHUIO T'eHJEPHBIX AUCHPONOPLUN B
narrepHax 3aurciaeHus Ha STEM-oOpaszoBanne u He-STEM-auciumnuusl B OJHOM U3
yauBepcuteToB Kazaxcrana 3a mepuon ¢ 2020 mo 2024 ron, BBISIBISIS W3MEHEHUs B JUHAMUKE
BbICIIEr0 00pa3oBaHusl. AHaIN3, OCHOBAHHBIN Ha TAHHBIX O 3aYMCICHNUH, TE€HEPHBIX COOTHOILIEHUSX
u Oannax Equnoro HanmonansHoro TectupoBanus (EHT), moka3piBaeT coxpaHsromuiicst FeHIepHbIi
mucbananc. Jlomns sxenmud B STEM-nmuciumHaax octaBanach cTabUIbHOM HA ypoBHE O0KoJio 34% B
TeueHHe BCEro Mepro/ia UCCIeI0BaHts, B TO BpeMs KaK ydacTue *eHIUH B He-STEM-nuciunnmnax,
M3HavaJIbHO OoJiee BhICOKOe, CHU3MIIOCH ¢ 74,8% B 2020 roxy no 68,9% B 2024 rony. HecmoTps Ha
CTaTUCTMYECKH 3HAUYUMble M3MEHEHHUS B TEHJCHLHUAX 3aUUCICHHs, WX IMPAKTUYECKOE 3HAUYECHUE
OTPaHUYEHO, YTO TOJYEPKHBAET CJOXKHOCTh PEIICHUs MPOOJIeMbl JOCTHKEHUS TEHIECPHOTO
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paBerctBa B STEM. Cpenu ¢axTopoB, crocoOCTBYIONNX AUCOAAHCY, BBLACTSIOTCS KYJIbTYPHBIC
HOPMBI, HEJOCTATOK JKEHCKUX pOJIEBBIX MoOJeNed M OCOOCHHOCTH YYEOHBIX MPOTPAMM.
HccnenoBanue NouepKUBaeT HEOOXOJUMOCTh IENIEBBIX WHTEPBEHIMHA M MHKIIFO3MBHBIX IOJHUTHK
JUTSL IPOABMDKEHHS TeHJICPHOTO PAaBEHCTBA M YBEJIIMUCHUS ydacTus >keHIuH B STEM-muciumimnnax.
PesynpraThl nMeroT 6osiee MUPOKUE MOCIESACTBUS I SKOHOMHUYECKOTO PA3BUTHS U COLMAIBHOTO
mporpecca, mpeayaras NPaKTUYeCKHe PEKOMEHJAIMN ISl TIOJIMTHKOB M 00pa3oBaTeIbHBIX
YUPEKIACHUM.

KiwueBble cioBa: TeHIEpHBIE AWCHPOTIOPIHH, TEHICPHOE pPABEHCTBO, TEHACHIIUU
3auucienus, STEM-o0pa3oBanue, Beiciiee 00pa3oBaHue.
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Abstract. Prolific advancements in the sphere of Artificial Intelligence in Education and
Artificial Intelligence, in general, beg the questions of how these technologies could be implemented
in the English as a Foreign Language sphere and what English as a Foreign Language teachers’
attitudes towards Artificial Intelligence-generated lesson plans are. In this research paper, the
attitudes of Kazakhstani secondary school English as a Foreign Language teachers towards the use
of Artificial Intelligence-generated lesson plans have been explored. Through analyzing responses
from an online survey, the study identifies several prominent themes that reflect the overall attitudes
of teachers towards Artificial Intelligence-generated lesson planning. The study employed qualitative
research design and involved 27 participants. Their attitudes were collected via an open-ended
questionnaire and analyzed with thematic analysis. The results indicate that Al-generated lesson plans
can have a positive impact on student learning outcomes, with the guidance and adjustments made
by teachers. However, concerns about automation bias and the lack of personalization in the plans
are also identified. The benefits of lesson planning generated by Artificial Intelligence include
efficiency, customization, and innovative ideas, while drawbacks include inflexibility in
unanticipated situations and a lack of specificity in students' needs. The study concludes that teachers
express overall positive attitudes towards the use of Artificial Intelligence-generated lesson plans.
According to the results, English as a Foreign Language teachers believe that they offer a range of
benefits for teachers and can potentially enhance student learning outcomes when used in conjunction
with teacher modifications and adjustments.

Key words: English as a Foreign Language, Artificial Intelligence, Lesson plans, Attitudes,
Kazakhstan, Teachers.

Introduction

Digitalization and technological innovations in education in Kazakhstan

After the COVID-19 pandemic, many educational institutions have increased the
implementation of technologies and innovations in their teaching and learning policies. Following
the stages of the governmental program “Digital Kazakhstan” that was first launched in 2006, the
process of digitalization is gradually gaining momentum, providing more money from the budget for
education and technological equipment in schools, colleges, and universities (Dinis Sousa et al.,
2020). Apart from using and enhancing distance learning tools and utilities, more contemporary and
advanced technologies such as Artificial Intelligence (Al) and Machine Learning (ML) have been
used to facilitate the process of education. Our Republic’s education was set to expand and develop
multilingually (Kazakh, Russian, English), technologically, and culturally (Poslanie Prezidenta
Respubliki Kazakhstan N. Nazarbaeva, 2012).

Although many developed countries are attempting to discover new ways of Al utilization in
different educational contexts, its ways of utilization appear to be obscure for many Kazakhstani
educational institutions. Some educational institutions and teachers are not even aware of the
existence of such tools, which can be a non-obvious barrier to the process of digitalization. The
capabilities and primary purpose of any Al are to analyze large amounts of data, categorize, label
them, recognize patterns, and learn. After digesting the information, it is accordingly able to make
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predictions and create human-like text (Generative Pre-Trained Transformer) based on the same data
that it previously consumed. The relevance of digitalization has increased with the emergence of a
more advanced and ubiquitously accessible Al - OpenAl ChatGPT (Generative Pre-Trained
Transformer). The number of tasks this Al is able to perform ranges from creative text writing: essays,
lesson plans, and poems, to recognizing mistakes in the programming codes. However, it is important
to notice that the data on which this model was trained is up to 2021, which limits its knowledge of
the events after the year 2021 (OpenAl, 2023).

ChatGPT and its relevance in education

According to Halaweh (2023), ChatGPT developed by OpenAl has the potential to revolutionize
the education sector in several ways.

Firstly, if the lesson objectives are clearly defined, ChatGPT can provide personalized writing
guidance to students based on their individual needs and progress. This can significantly enhance the
teaching process. Additionally, ChatGPT's ability to automatically grade essays by identifying key
features can save considerable time that would have been required for manual grading. Since
ChatGPT is a generative model, it can also be used to develop bilingual systems, making it a valuable
tool for language translation.

Furthermore, the conversational agent based on ChatGPT can serve as a virtual tutor, which
provides written responses, for those seeking to learn English as a second language. This platform
can enable students to ask questions and receive correct and reliable responses from ChatGPT. Lastly,
ChatGPT's ability to analyze, evaluate large amounts of text, and provide students with the new
undiscovered information on a desired topic, can enhance students’ researching skills and provide
new ideas.

Overall, ChatGPT has immense potential to transform the education sector and facilitate the
learning process for students in numerous ways. Although the capabilities of ChatGPT are astounding
and can be creatively used in a variety of contexts, questions about its practical and ethical
implementation caused mixed feelings among pedagogical and academic communities as a question
of originality and plagiarism arose. As students who can resort to the usage of ChatGPT may not
critically and thoughtfully analyze the feedback given by the Al, and simply copy the generated
information without referencing the source.

We aim to investigate the attitudes of Kazakhstani secondary school EFL teachers about the
utilization of Al in lesson planning, and most importantly, their willingness to implement this
technology in their teaching practices.

The following research question of this investigation is hereby stated:

- What is the overall attitude of secondary school EFL teachers towards the use of Al-generated
lesson plans in their teaching practices?

Lesson plans are considered to be important roadmaps that guide the teacher throughout the
lesson and help with: 1) anticipation of the possible lesson problems; 2) defining a set of certain
lesson objectives; 3) consideration of students’ interests, background knowledge; 4) providing a
direction for a substitute teacher. They provide a clear set of actions, so an educator doesn’t get lost
before, during, and after the lesson (Farell, 2002). Despite the proven benefits lesson plans pose, the
perception of the necessity of lesson planning in schools differs from the way it is perceived in higher
education. State schools require teachers to provide lesson plans for every lesson they conduct as part
of the course curriculum and Ministry of Education requirements.

This study sheds light on the attitudes of EFL teachers towards the use of Al-generated lesson
plans, which is an emerging area of research. As the use of Al in education becomes more widespread,
it is important to understand the perceptions and attitudes of teachers towards this technology. The
study is particularly relevant in the context of Kazakhstan, where the government has made significant
investments in technology in education (education funding from the government in 2019 was a record
19% of the national budget and 3.62% of the GDP) (International Trade Administration, 2022).
Understanding teachers' attitudes towards the use of Al-generated lesson plans can help inform policy
decisions and improve the implementation of technology in education in Kazakhstan. Our study can
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help inform educators, stakeholders, policymakers, and authorities who want to professionally
develop EFL teaching and teaching in Kazakhstan and other countries. By understanding the attitudes
and perceptions of teachers towards the use of Al-generated lesson plans, it is possible to design
training programs that meet the needs and preferences of teachers, and that help them effectively
incorporate this technology into their teaching practice.

The Potential of Al in Education

Artificial intelligence (Al) has become increasingly prevalent in various sectors of education
such as engineering, information technology, mathematics, foreign language, business, history, and
more (Zhang & Aslan, 2021). Al has the potential to transform the way education is delivered, from
personalized learning experiences to intelligent tutoring systems. One application of Al in education
is the development of Al-generated lesson plans. Al-generated lesson plans have the potential to
streamline the lesson planning process, improve the quality and consistency of lesson plans, and allow
teachers to focus on other aspects of teaching.

However, the factors such as job dissatisfaction, lack of recognition, poor remuneration, and
loss of autonomy lead to the tremendous issue concerning teacher and even educational field
applicants™ shortage in the educational system which is now highly discussed among educational
stakeholders, economists, and the government itself. As such, Edwards and Cheok (2018) cited the
statistics to illustrate how far the problem goes. In addition, the project developers could come up
with a possible solution to this problem. One of the statistics that is represented in this article shows
that 46% of teachers in the United States are under the category of a teacher who “moves and leaves”
during the period that lasts for 5 years, and 17% out of which are those who totally stopped teaching.
Moreover, over the period between 2008 and 2013 the number of teachers who attend teacher
preparation programs dwindled by over 30%. Curiously, the severity of the state is growing because
of the increasing number of primary and secondary school students by 0.4% from 1999 to 2011, and
an approximate growth by 5,2% from 2011 through 2023. Grave implications, including non-
accessibility for primary school education for most people, emanate beneath this problem. Hence,
Edwards and Cheok (2018) noted that “novel ways of delivering formal instruction are needed,
thereby the growing focus on the use of Artificial Intelligence in Education (AIED)” (p. 14).

When it comes to the AIED as a possible solution for the absenteeism of teachers as instructors
and guides in the educational path, Edwards and Cheok (2018) have already created a robot powered
by Al by the name “Sato” capturing the three dimensions of the learning such as “cognitive,
psychomotor, and affective domains” (p. 15). Sato has already shown its capabilities in lesson
planning, also in synthesizing the recorded voices and appropriately replying to questions, and
implementing different approaches. All of these Sato can do by considering and using all data about
students and considering classroom proxemic (the study of spatial factors in social relationships) and
being a “good” robot-teacher in all parameters. Therefore, the usage of AIED in substituting the real
teachers, and fulfilling vacant places is a de-facto possible thing, according to the authors.

Promises of Al in foreign language teaching

In the following study, Pokrivcakova (2019) illustrated the potential benefits of Al integration
in various spheres of foreign language teaching. The main root and the backbone of all Al-powered
tools is CALL (computer-assisted language learning), which has developed in recent years into
ICALL (Intelligent CALL) with the advances in technologies and the rise in student-technology
interactions. Natural language processing (NLP) is one of the main components of ICALL
development. It focuses on enabling Al to process, interpret, and generate human-like texts. The
applications of Al used in foreign language education consist of:

a) Differentiated learning materials. Materials that were specifically designed with the
consideration of personalized learning adapt their content according to the individual needs
of each student. This way all the materials are not generalized to the common masses, but
rather customized and adapted to each learner.
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b) Machine translation. Machine Translation (MT) is the process of translating text from one
language to another with the use of computer software. It relies on artificial intelligence
algorithms that analyze and interpret the meaning of the message, then generate a
corresponding translation of it. Examples: Google Translator, Context Reverso, Foreign
Word.

c) Al-assisted writing tools. With the help of Al, these tools analyze, detect, and correct any
contextual and grammatical errors they find in the process of writing. These programs can
help students improve their writing skills and elevate the whole process with instant feedback
and suggestions. One of the most prominent examples: Grammarly, ProWritingAid, White
Smoke.

d) Chatbots. Chatbots are computer programs designed to simulate conversations with humans,
usually through messaging. They are based on machine learning (ML) and natural language
processing (NLP). They are usually but not limited to being used in customer service to
provide quick and automated feedback or interactions. They can also be used in EFL learning
as an alternative to live conversations with real humans. Examples: ChatGPT, Mitsuku,
LivePerson.

e) Language learning apps powered by Al. Except for the implementation of Al and ML in
text generation, speech recognition, and writing improvement, many online language learning
applications integrate these features to ease and gamify foreign language learning.

So, with the rapid development of the technological sphere, many Al-powered tools get
integrated into education and foreign language learning specifically, which makes this process more
adaptive and individual for everyone, saving a lot of time not only for teachers but also for the
learners. They have opened up new opportunities for personalized learning.

To exemplify Al tools like IBM's Teacher Advisor mechanism are designed to help teachers
create personalized lesson plans for students with varying skill levels in the same class (Castro &
New, 2016). By analyzing Common Core education standards and student specs, this tool can develop
effective lesson plans that cater to each student's individual needs. As a result, traditional and static
lesson plans can be replaced with personalized ones, making teaching more effective. IBM's Teacher
Advisor has been available to third-grade math teachers since 2016, and it has been expanded to cover
other subject areas and grade levels. This tool can also be used by EFL teachers to produce time-
saving lesson plans, which will allow them to focus more on improving the quality of the lesson itself.
This study also examines another Al tool, Duolingo, a learning software program that uses Al to
examine customers' activity and progression to create personalized lesson plans. Duolingo structures
lesson plans differently for different users, and it uses the most effective strategies to help users learn.
The authors point out that Al tools can be very useful in education for developing personalized lesson
plans, identifying at-risk students, and improving curriculum validity. Teachers can save time by
using these tools and focus more on improving the quality of their teaching.

So, with the rapid development of the technological sphere, many Al-powered tools get
integrated into education and foreign language learning specifically, which makes this process more
adaptive and individual for everyone, saving a lot of time not only for teachers but also for the
learners. They have opened up new opportunities for personalized learning.

Overcoming Educational Disparities During the Pandemic with Al-Powered Tools

In the Japanese study that was conducted by Kang (2021) two Al-assisted educational tools were
created with the purpose of giving automated feedback to students, highlighting their strengths and
weaknesses while reviewing their overall comprehension. It was proven to be very effective as the
group of students who studied with the help of these tools managed to finish the math course almost
twice faster than the traditional group. They had a better understanding of the material and higher
overall performance. However, the author also noticed that the sudden changes and implementation
of IT tools have a number of drawbacks such as 1) high cost, 2) lack of motivation, and 3) educational
disparity caused by the digital divide.

In Kang's study, the author examines the impact of the COVID-19 pandemic on education and
how schools and universities have had to adapt to remote and online learning. One of the key
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challenges highlighted in the study is the need for technological infrastructure and innovation to
support remote learning, particularly in disadvantaged areas where students may not have access to
reliable internet or technology, which creates huge problems for quality education.

Kang's study provides valuable insights into the challenges and opportunities that have arisen as
a result of the pandemic and highlights the need for innovation and investment in technological
infrastructure to support remote learning. By incorporating Al-powered education tools into remote
learning strategies, schools, and universities, and alleviating teachers’ load can help ensure that
students receive the best possible education, regardless of their circumstances.

Overall, this research article is an important resource for educators, policymakers, and anyone
interested in the future of education. It highlights the need for innovation and adaptation in the face
of unprecedented challenges and emphasizes the role that Al can play in providing students with a
quality education.

Main challenges and concerns about Al in education

Another study, conducted by Vincent-Lancrin and Van der Vlies (2020) reviews the overall
usage and integration of Al into the educational sphere. One potential application of Al in education
that the authors touch on is the generation of Al-generated lesson plans. This could potentially offer
several conveniences, such as saving time for teachers, providing consistency in content delivery, and
adapting lesson plans to individual student needs. However, the authors caution that there are several
challenges that need to be addressed before Al-generated lesson plans can be implemented effectively
and ethically.

The authors also include a discussion of the ethical and social implications of Al in education
and provide recommendations for policymakers, educators, and developers on how to ensure the
responsible and ethical use of Al in education.

One of the key challenges discussed in the study is the potential for bias in Al-generated lesson
plans. If the algorithms used to generate lesson plans are not properly designed or trained, they could
perpetuate existing biases in the education system. Another challenge is the need for transparency
and accountability, as teachers and students need to understand how Al-generated lesson plans are
created and how they are being used.

Supporting and extending the topic of ethical issues in AIED (Artificial Intelligence in
Education), Holmes et al. (2022) review the attitudes of 17 leading researchers in this sphere. They
argue that there have been no deep studies and investigations of ethical concerns in AIED. Almost all
participants agreed that the ethical considerations may be neglected and are not paid enough attention
in the field of AIED. According to the study, these researchers consider data ownership and control,
limitation of data, bias, transparency, and intelligibility of decisions the most important ethical issues
in AIED. A lot of these factors could potentially affect both teaching and learning processes for
educators and students by “shaping what the education will look like for the next generation of
students” (p. 511). This also raises the question of switching to education fully provided by machine
tutors and complete teacher replacement.

The more recent concerns were raised by the former board member of OpenAl Elon Musk who
has signed an open letter calling for the suspension of ChatGPT development as it claims ChatGPT
and similar types of Al Chatbots pose high risks not only for its users and developers but to the
humanity in general. They develop at a rapid speed and cannot be fully controlled by the developers
(\allance, March 30, 2023). Even more recent concerns about the integrity of users’ data, and a high
increase in cases of cheating and plagiarism have caused the ban of ChatGPT in Italy and some higher
education institutions (Browne, April 4, 2023; Intelligent, 2023).

In spite of that, some measures opposed to plagiarism are already being taken. The recent report
of the plagiarism checking program Turnitin informed that they are currently working on a feature
that will allow the identification of Al-generated text (Shea, 2023).

All of these concerns beg the question of establishing a set of ethical and moral regulations that
will control the fair use of Al in every sphere of human life, ensure transparency of the Al algorithms,
and provide enough training for the educators and researchers who want to work with Al.
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While Al-generated lesson plans could offer several conveniences, it is important to ensure that
they are designed and implemented in a way that is fair, transparent, and accountable. By addressing
these challenges, Al-generated lesson plans could potentially offer a valuable tool for educators in
delivering high-quality and personalized education to students.

Exploring Teachers' Attitudes Toward Al-generated lesson plans

However, the use of Al-generated lesson plans in secondary schools is a relatively new area of
research, especially in Kazakhstan, and there is a limited understanding of secondary school EFL
teachers' attitudes toward this technology. In a study conducted by Nazaretsky et al. (2021), the
attitudes of science teachers toward Al-based educational technologies were studied. The main
attitudes of teachers appeared to be mixed, and their willingness to use Al-based educational
technologies was affected by their attitudes. They consider AIED as a very innovative and valuable
tool, however, they question their competence in implementing and adjusting this technology to their
teaching. In spite of taking into account the results of this study, the overall attitudes of EFL teachers
towards Al-generated lesson plans may differ.

The possible reasons for that may be the low development of technologies in Kazakhstan, lack
of research on the topic, fear of technologies (fear of replacement), lack of specialists in the field,
unawareness of this kind of technology, and overall concerns of educators about the trustworthiness
of Al. Although all of these reasons are our own speculations about the possible attitudes EFL
teachers in Kazakhstan might hold, the actual attitudes stay ambiguous to us.

Exploring the Gaps in Kazakhstan: EFL Teachers' Attitudes Toward Al-Generated
Lesson Plans

Artificial intelligence has become the most attractive matter to examine for Kazakhstani
researchers only starting from 2018 after being indicated in the 1st President of the Republic of
Kazakhstan Nursultan Nazarbaev's message in terms of strategic goals concerning artificial
intelligence systems (M. N. Kalimoldayev et al., 2018). The rapid development of Al and its
implementation in education is distinctively seen in the developed part of the world. However, when
it comes to Kazakhstan, the practice of using Al in lesson planning is a complete novelty. We have
not found even a single study that focuses on lesson planning involving Al in EFL teaching or lesson
planning with the assistance of Al tools in our region, which reveals a significant gap in this area of
research in Kazakhstan. However, our lack of findings could be limited by the fact that there is limited
access to some academic journals and repositories of academic works, which we do not possess.
Therefore, it could possibly result in failure to find more relevant works.

Based on the literature review, it can be concluded that Al-generated lesson planning has the
potential to revolutionize the way teachers plan and deliver their lessons. The use of Al algorithms
can help teachers save time and effort in creating lesson plans, while also allowing for greater
personalization and differentiation in instruction. Additionally, Al-generated lesson plans can adapt
to students' individual learning needs and provide feedback to teachers on the effectiveness of their
lessons. However, the literature also highlights several limitations and challenges in the
implementation of Al-generated lesson planning. These include concerns about the accuracy and
reliability of Al algorithms, the need for teacher training and support in using Al technology, and the
potential for Al-generated lesson plans to perpetuate biases and inequalities. We are determined to
conduct research on this topic and find out the attitudes of Kazakhstani secondary school EFL
teachers toward the use of Al-generated lesson plans.

Methods and materials

Type of research

This research employs a qualitative research design to answer the research question. The
guestion aims to explore the overall attitudes of secondary school EFL teachers towards the use of
Al-generated lesson plans in their teaching practices. Given the exploratory nature of this question, a
qualitative design is employed (Creswell & Creswell, 2017). This approach enables the researchers
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to gather and analyze qualitative data in a systematic and integrated way, allowing for a more nuanced
understanding of the research question at hand.

Sample

This study’s sampling method is chosen to be non-probability snowball sampling as the most
convenient way to enlist participants for researchers (Acharya et al., 2012). Some of the participants
are suggested by some of the teachers whom researchers are acquainted with. The participants are
enlisted in accordance with the only criterion of being a heterogeneous group of secondary school
EFL teachers. As for the number of teachers, this research asked 27 secondary school EFL teachers
currently working (or having had experience of working) in Kazakhstan secondary schools to
contribute to our study by filling in the questionnaire. All the participants had to fill in the online
questionnaire that did not require their personal presence. The researchers ensured the anonymity and
confidentiality of the participants’ responses by not collecting any identifying information, such as
names or email addresses. Before starting the questionnaire, the participants were informed about the
purpose and scope of the research, as well as their rights as research participants. They were also
informed that their participation was voluntary, and that they could withdraw at any time without
penalty. Due to some limitations and problems (a small sample of the desired population), our data
collection process faced, the criteria for participation in our study were expanded. Senior TFL
students who had previously had their educational practice at secondary schools as EFL teachers were
invited to fill in the questionnaire.

Data Collection

The data collection process is conducted by using a questionnaire consisting of open-ended
questions. The questionnaire includes the informed consent form where they can get familiar with the
explicit description of the study, participant’s rights, potential risks, duration of the questionnaire,
and contact information. Informed consent is compulsory for every participant to read and agree to
proceed with the questions. The questionnaire is originally created by the researchers according to
the research question and consists of 2 main parts:

1) General information about participants - demographic info such as age (options in years: 18-
24, 25-34, 35-44, 45-54, 55 and above); teaching experience (options in years: 0-2, 3-5, 6-10,
11-15, more than 15); and technological proficiency (beginner, intermediate, advanced). The
levels of technological proficiency are defined as: beginner - limited experience with
technology in the classroom and may require some training, intermediate - good
understanding of common technology used in the classroom, advanced - very comfortable
with a wide range of technology.

2) Attitudes towards the use of Al-generated lesson plans - 2 closed-ended and 8 open-ended
questions aimed at exploring participants’ attitudes. The first closed-ended question seeks to
explore their previous experience with the concept of Al-generated lesson plans (yes-no
question). The remaining 8 questions are open-ended, thus the participants had the freedom
in describing their opinions and attitudes. There is one extra question added to receive
respondents’ feedback and suggestions regarding the study and procedures.

The first section of the questionnaire gives us an overall understanding of the sample’s

characteristics, while the second section discovers the overall attitudes of the participants.

Data analysis (Pilot Study)

In order to configure the data, this study uses thematic analysis to analyze qualitative data
collected from open-ended survey questions in the direction of developing research questions. The
use of open-ended questions allowed us to gather more detailed and nuanced information about the
attitudes and experiences of the EFL teachers. This could provide a more comprehensive picture of
the research topic and lead to more informed conclusions and recommendations.

Thematic analysis is employed to sort out all the open-ended responses that represent

participants’ attitudes, by virtue of coding them into codes and main themes that represent the main
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idea of the respondents’ answers. This research follows the thematic framework suggested by Clarke
and Braun (2006) consisting of 6 steps:
Familiarization with the data
Initial coding generation
Deriving themes from the initial codes
Review of the themes
Themes identification and labeling
6. Report writing

All the data is inductively coded (data-driven) in order to develop themes from the analyzed
open-ended data.

The first attempt to check the feasibility of our study was through the means of a pilot study. To
ensure the reliability and validity of the questionnaire, a pilot study was conducted with a small group
(n = 5) of secondary school EFL teachers. The researchers used their responses and comments to
refine the questionnaire and find ambiguities within the question items.

ko

Tools and materials used in the research
Apart from the questionnaire, other research tools were employed in this study. To help
familiarize participants with the concept, an example of a lesson plan generated by OpenAl ChatGPT
is presented, accompanied by prompt and key definitions and terms right in the questionnaire. All the
data were collected by means of Google Forms and analyzed with Google Sheets, as they offer a wide
range of statistical and analytical utilities.

Limitations
Possible limitations of this research include the generalizability to other populations, small
sample size, and alternative explanations.

1) The generalizability of this research is limited, as it is focused on secondary school
EFL teachers' attitudes towards Al-generated lesson plans.

2) A small sample size reduces the statistical power of the analyses and limits the
generalizability of the results. A larger sample size could help to increase the precision
and reliability of the findings.

3) Another possible limitation of this study is alternative explanations. Even if the
interpretations of the researchers seem to be valid, some alternative explanations and
meanings could be omitted. It is important to consider alternative explanations when
interpreting the findings.

Mitigating research biases

To mitigate research biases, we as researchers took several measures throughout the research
process:

A non-probability snowball sampling method was chosen to guarantee a heterogeneous group of
participants. However, this method may still be subject to the vein of referral bias, where participants
are more likely to be referred by people who share the same characteristics or opinions. To address
this, we enlisted participants suggested by a diverse group of teachers that authors invited to
participate in the study through the help of senior TFL students who had previously had an internship
in secondary schools under the mentorship of EFL teachers to ensure a range of backgrounds,
experiences, and perspectives. Under some limitations, the senior TFL students who worked as EFL
teachers in secondary schools during their internship were also invited to participate in the study.

To ensure participant anonymity and informed consent certain measures were also taken.
Needless to say, the questionnaire attendees were assured that the details of their responses were kept
confidential and anonymous. Hence, the social desirability bias risks were undertaken, by giving
participants a light opportunity to alter their responses.

In order to mitigate bias in terms of data analysis tools, several points were considered. As this
study employs 2 types of analyses: thematic and statistical, it can face some biases related to the
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limitations of these methods. Such as interpretations of all the contextual data are solely based on the
subjective assessment of the researchers. Thus, the data was coded with the help of other fellow
researchers to maintain objectivity in data explication. The participants could also correct their
responses at any time to express their attitudes more explicitly.

Results and Discussion

General profile of participants

According to the statistical report, there were 27 participants in the study, most of whom were
young EFL teachers. Specifically, 17 of the participants (63%) were between the ages of 18-24, 4
participants (14.8%) were between 25-34, 5 participants (18.5%) were between 35-44, and only 1
participant (3.7%) was between 45-55.

In terms of teaching experience, 13 participants (48.1%) had 0-2 years of experience, 8
participants (29.6%) had 3-5 years of experience, 1 participant (3.7%) had 6-10 years of experience,
3 participants (11.1%) had 11-15 years of experience, and 2 participants (7.4%) had more than 15
years of experience each.

Responding to the question about their technological proficiency, out of the 27 participants, the
majority (63%) reported themselves as intermediate users, while 11.1% reported being beginners, and
25.9% of the participants reported being advanced users. Specifically, 3 participants (11.1%) were
categorized as beginners, 17 participants (63%) as intermediate, and 7 participants (25.9%) as
advanced users.

More than half of the participants (14 or 51.9%) have previously used Al-generated lesson plans
in their teaching. Less than half (13 or 48.1%) have never used them in their teaching practices.

Deriving codes from responses

Analyzing the responses for the first question “How do you think AI-generated lesson plans can
impact student learning outcomes?” we could derive the following codes (see Table 1). Most
participants noted the positive impact of Al-generated lesson plans on student learning outcomes.
Each number next to the theme is the frequency of this theme, appearing in responses sorted out by
frequency (descending).

Table 1. Codes derived from the responses to the first question

Codes
Positive impact (11)
Need for teacher's
intervention/modifications/adjustments (7)
Develops teacher's LP skills (4)
Not detailed/personalized (4)
Interesting and engaging activities (3)
Too vague/general (3)
Mixed feelings (2)
Diversify students' learning (1)
No impact (1)
Not flexible in extraordinary situations (1)

The codes for the second open-ended question “What do you think are the potential benefits
of using Al-generated lesson plans in EFL teaching?” (see Table 2) represent participants’ opinion
about the benefits of Al-generated lesson plans. The majority highlighted the ease and time economy
that Al provides for lesson plan generation.
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Table 2. Codes derived from the responses to the second question

Codes
Time-saving (21)

Creative ideas (11)
Materials generation (2)
Customizable (2)
Interesting and engaging activities (1)
LP is not important (1)

Third question was eliciting participants’ opinions about potential drawbacks of Al-generated
lesson plans. Most of the participants highlighted the negative aspects such as automation bias (high
reliance on automated decision-making systems, even when these systems may provide incorrect or
misleading information), too general lesson plans, lack of personalization, and lack of personal
connection. The others noted that there are no drawbacks to the use of Al-generated lesson plans in
the classroom. A lesser part of the respondents shared that they did not have enough experience to

answer this question.

Table 3. Codes derived from the responses to the third question

Codes

Automation bias (7)

Too basic LP (7)
Lack of personalization (5)
No drawbacks (5)
No experience (3)
Lack of personal connection (2)
Need for teacher's
intervention/modifications/adjustments (1)

Fourth question in the questionnaire was inquiring participants’ opinion about the possibility of
replacement of the traditional lesson planning by Al-generated lesson planning. The codes derived
from their responses are presented in the table below (see Table 4).

Table 4. Codes derived from the responses to the fourth question

Codes
Can replace (10)
Cannot replace (12)
Partially (7)
Need for teacher's
intervention/modifications/adjustments (3)
Uncertainty (3)

In the next question “In what situations do you think Al-generated lesson plans would be most
useful?” The following codes were highlighted (see Table 5).
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Table 5. Codes derived from the responses to the fifth question

Codes
Time-saving (13)
In any situation (8)
New ideas (4)
Materials generation (3)
For inexperienced teachers (1)
Interesting and engaging activities (1)

In the following table, respondents shared their experience of using Al-generated lesson plans in
their teaching. Most of the participants did not use them in their teaching practices.

Table 6. Codes derived from the responses to the sixth question

Codes
No experience (14)
Time-saving (4)
Useful framework (2)
Customizable (2)
Comfortable (2)
Unclear activities (1)

The last question answers were collected regarding whether the participants have any concerns
about Al-generated lesson plans (see Table 7).

Table 7. Codes derived from the responses to the seventh question

Codes
No concerns (10)
Automation bias (7)
No experience (4)
Need for personalization (3)
Uncertainty (3)

Review of the themes

After analyzing the coding of the responses, several prominent themes have emerged that reflect
the overall attitudes of EFL teachers towards Al-generated lesson planning. These themes were
mentioned frequently across all responses and can be categorized as follows:

1) Positive impact of Al-generated lesson plans on learning outcomes with teacher’s guidance;

2) Benefits of Al-generated lesson planning: customizable plans that save time and suggest new

ideas;
3) Drawbacks and concerns: automation bias and too general LP without personal connection;
4) Mixed views on traditional planning replacement.

Positive impact of Al-generated lesson plans on learning outcomes with teacher’s
guidance.
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After collecting and analyzing responses to the first open-ended question, which is stated as
“How do you think Al-generated lesson plans can impact student learning outcomes?”, some
responses (5) were not clear nor relevant to the question, and thus are excluded from the analysis.

The majority of the participants highlighted the positive impact of lesson plans generated by Al
on learning outcomes after modifications and adjustments done by teachers. As these plans cannot be
fully employed due to the lack of some specifications and peculiarities that should be added by the
teachers themselves. Participants shared that Al-generated lesson plans have a positive impact on
students’ learning outcomes by providing a general lesson plan or basis for the actual lesson that can
be further modified and adjusted by the teacher. Although Al can generate a decent lesson plan,
teachers are those who actually lead the teaching and learning processes. This, in turn, can lead to
better engagement and understanding of the lesson material. Some teachers even claimed that it can
enhance their teaching skills, by presenting new teaching methods, techniques, and interesting
activities in lesson planning.

Some of the teachers expressed mixed and negative feelings about Al-generated lesson plans as
they did not see adherence to lesson plans as a very important part of their teaching practices.
Moreover, they saw no significant impact of Al-generated lesson plans on student learning outcomes,
as it, again, depends on the teacher. The other flaws mentioned that can negatively impact student
learning outcomes were lack of flexibility in extraordinary situations, where teachers should quickly
change the pace of the lessons or adapt to some unexpected situations during the lesson; lack of
personalization and specifications in lesson plans created by Al; lesson plans are too general or vague.

Overall, to conclude their opinions, Al-generated lesson plans positively impact student learning
outcomes in case the teacher is the administrator and moderator of the lesson plan, bringing changes
accordingly. Otherwise, the machine may not understand all the peculiarities and students' needs in
the teaching and learning process, by neglecting some important specifications, which can negatively
impact the student learning outcomes.

Benefits of Al-generated lesson planning: customizable plans that save time and suggest
new ideas.

The research results showed that efficiency was the most frequently mentioned benefit, with
teachers noting that they save a significant amount of time compared to traditional lesson planning
methods. This finding is particularly important given that many teachers struggle to find sufficient
time for lesson planning amid their other responsibilities. According to the respondents, the reduced
workload associated with using Al-generated lesson plans was found to be especially beneficial for
those teachers who are new to the profession or have limited experience in lesson planning.

Customization was another benefit, with teachers reporting that they appreciate the ability to
easily modify and adapt the plans to meet the needs of their students. This level of customization can
help teachers to create more personalized learning experiences that better meet the needs of their
students.

Innovative ideas were the third most frequently mentioned benefit by the teachers. They reported
that these plans suggest new and creative ideas for lesson activities, which can improve student
engagement and motivation. Which can potentially result in higher student performance.

Teachers who have previously used Al-generated lesson plans in their teaching expressed overall
satisfaction with their lessons, mentioning the achievement of the main objectives of the lessons and
their simple structure. However, they also expressed a wish for more detailed steps of lesson
procedures with a clear description of each stage of the lesson.

Overall, this theme suggests that Al-generated lesson plans offer a range of benefits for teachers,
including efficiency, customization, and innovative ideas for teaching. By automating certain aspects
of lesson planning, these plans can help to reduce the workload of teachers and enable them to focus
on other important tasks. Additionally, the customizable nature of these plans can help to create more
personalized and effective learning experiences for students.
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Drawbacks and concerns: automation bias and too general LP without personalization.

The study has revealed that the majority of participants emphasized that the integration of
Artificial Intelligence in lesson planning could potentially impair the educators’ expertise by limiting
their capacity for creativity and preventing them from demonstrating their true qualifications as
instructors. The aforementioned issue leads to the automation bias when educators rely only on Al in
developing lesson plans, which can result in overreliance on technology that is not infallible and can
be biased or make mistakes and errors.

Based on the responses, it is evident that the implementation of Al to create lesson plans presents
a significant downside in the fact that they lack specificity in terms of students' needs, and
personalizations. Therefore, Al-generated lesson plans still necessitate teachers’ intervention,
modifications, and adjustments. Another respondent stated that such plans may be inflexible in
unanticipated circumstances.

Altogether, the teachers consider that the utilization of Al in lesson planning has both advantages
and disadvantages. While Al-generated lesson plans can save the time and effort spent on lesson plan
development, they lack the specificity and personalization required to meet the unique needs of
students.

Furthermore, respondents suppose that high reliance on Al-generated lesson plans could
potentially limit teachers’ creativity and prevent them from showing their expertise as instructors.
Therefore, it is essential to keep a balance between using Al technology and maintaining the teachers’
role in lesson planning.

Mixed views on traditional planning replacement.

The replacement of traditional lesson planning methods with Al-generated lesson plans has
sparked a debate among educators. While the advantages of automation and flexibility are undeniable,
many teachers still hold onto the belief that their expertise and personal touch are essential to the
teaching process. Most of the respondents consider it impossible to replace traditional lesson
planning, due to the fundamental role that the teacher plays in lesson development and automation
bias that can weaken the teacher’s role and lead to many problems in decision making.

Some educators are open to the idea of using Al-generated plans, acknowledging that they could
offer fresh ideas and save time. However, they also express concerns about the potential for
automation bias, which could lead to an overreliance on technology and a lack of critical thinking in
decision making.

Others take a more moderate stance, suggesting that Al-generated plans could be a useful
addition to traditional planning methods in certain situations. They believe that technology can
enhance the planning process, but it should not completely replace the teacher's role in designing and
implementing lessons.

Finally, there are a couple of respondents who are uncertain about the idea of replacing
traditional planning methods. They may have reservations about the reliability of Al-generated plans
or simply need more information before forming an opinion.

In summary, the results reveal that the use of Al-generated lesson plans is a topic of mixed
stances among educators. While some see it as a positive innovation, others remain cautious about its
impact on the teaching process. Finding a silver lining between automation and the personal touch of
a teacher is likely to be an ongoing challenge in the field of education.

Discussion

The goal of this study was to determine the overall attitude of EFL teachers toward the use of
Al-generated lesson plans. Keeping this in mind, we tried to present a comprehensive analysis of the
EFL teachers’ attitudes concerning this topic. The majority of the teachers expressed a positive overall
attitude towards the willingness to use Al-generated lesson plans in their teaching practices. However,
some concerns that teachers express are essential to highlight. Some teachers were cautious about the
use of these plans in their teaching practices, sharing concerns about their implementation, lack of
personalization, details, and sophistication. So, the uncertainty and the lack of knowledge about this
new technology might have served as the reason for their hesitation. There were a couple of teachers
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who expressed strong unwillingness to use Al in lesson plan generation, by stating that the lesson
plans do not play a significant role in their teaching processes. All in all, most of them asserted that
innovational lesson planning with the use of Al technologies could elevate and ease the process of
teaching and reduce the burden of plan creation. These ideas match with the prospects reflected in
the study by Kang (2020). Although the attitudes regarding the replacement of traditional lesson
planning are mixed, and some teachers do not welcome the full replacement, more than half of them
are still positive about the idea of renovating this issue even partially.

When it comes to the benefits and concerns, we can see the most mentioned benefits were save
of time, easy customization, and creative ideas. While concerns that appeared across many questions
were automation bias, which limits teachers’ creativity and involvement, lack of personalization, and
vague lesson plans. These findings align with the results of the studies by Vincent-Lancrin and Van
der Vlies (2020) and Nazaretsky et al. (2021) as they highlighted similar benefits of Al and concerns
expressed by teachers. It is important to mention that some teachers expressed no concern about it.
However, the reason for this could be a lack of knowledge and experience.

Another interesting point of our research is the unexpected finding that was discovered through
our study. Before the initial process of collecting data, it was anticipated that the younger generation
would be more prone to using Al in lesson plan generation. However, the outcomes have shown quite
the opposite, older generations are more willing to implement this technology in their teaching
practice, while younger EFL teachers are dubious about the novelty of Al-generated lesson plans, and
raise some critical concerns about AIED ethics.

Analysis of the data revealed that teachers are willing to implement Al-generated lesson plans
in their teaching; however, it is important to understand that their opinions slightly differ, due to the
possible misunderstanding of the concept of Al or different teaching experiences. This could result
in missing some alternative meanings and explanations behind the responses. Hence, it is important
to address this gap in future, larger-scale research. Moreover, these findings reveal the necessity to
provide teachers professional development and training, particularly on the effective use of Al in
education. This could increase awareness about Al tools and empower teachers to implement Al
features into their teaching practices without concerns and ambiguity. Overall, this research fulfilled
its aim to explore current teachers’ perceptions of Al-generated lesson plans. It also opens doors for
longitudinal research and inquiries about the interrelations between technological innovations,
teacher agency, and teaching integrity in the age of Al.

Conclusion

There have been no explicit studies conducted on the topic of EFL teachers’ attitudes towards
the use of Al-generated lesson plans in the Kazakhstan region. So, this research is one of the first
steps in investigating this issue further on. It is important to learn about the views of educators, who
extensively use lesson planning in their teaching practice and experience massive working overload
and drop-outs, to make this process easier and more effective. Overall results are indicating that they
are welcome to integrate and implement a brand-new method of lesson planning based on the help of
Al. Nevertheless, some concerns need to be raised as the AIED, and ChatGPT, to be more precise,
are not properly regulated and can produce bias, and are an object of debate among educators. The
simplicity of lesson plans ChatGPT creates makes it unfavorable to some teachers, forcing them to
put some effort to refine them according to the students’ needs. So, educators raise the question of
whether they can use the readymade material suggested by ChatGPT, and if it will be really efficient
on its own without altering some parts of the lesson plan. Most of them believe that Al-generated
lesson plans still need a touch of a teacher to be efficiently and beneficially used.

This study is not free of limitations and, thus, these limitations need to be addressed. As a
qualitative study in design, it cannot be generalized to the general population, due to the small sample
of the population, which is also very specific (Kazakhstani secondary school EFL teachers). In order
to portray a deeper understanding of the attitudes of the population, more extensive research with
representatives of the wider population is needed. Another limitation is the only tool used in this
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research - the questionnaire. Other data collection methods could be used to triangulate the data. At
last, the reason why teachers expressed negative and positive attitudes were not properly investigated.

Further research is needed to explore the potential benefits and challenges of using Al in lesson
planning in the Kazakhstani context and to identify strategies for effectively integrating Al
technology into the classroom.
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KABAKCTAHJATYBI IET TIJII PETIHAE AFBIJIIIBIH TIJITHIH
MYTAUIMAEPIHIH KACAHbI MHTEJIVIEKTIIEH KACAJIFAH CABAK
KOCITAPJIAPBIH KOJIJAHYTA IET'EH KO3KAPACHI

Annarna. bimim  OGepynmeri jkacaHAbl WHTEIUIEKT TI€H JKAJIIbBl JKacaHJbl HHTEJJICKT
chepachIHIaFbl JKEMICTI JKETICTIKTEp OChl aTaJFaH TEXHOJOTHUSUIAPABIH aFbUIMIBIH TUTI IIET T
peTinaeri cdepacbiHaa Kajail KOJJaHbLIa ajaThIHBI, COHBIMEH KaTap aFbUIMIBIH TUTIH MIET TUT
peTiH/E KYPTri3eTiH MyFaTiMIEpiHiH OyFaH JeTreH Ko3KapacTaphl Typaibl CYpakTap TyIabIpajsl. by
3epTTeY aFbUIIIBIH TUTIH MIET TUTl PETIHAE KYPri3eTiH Ka3aKCTaHJIBIK OpTa MEKTEN MYFalIMIEPiHIH
’KacaH/bl MHTEJUIEKTTIH KOMETriMeH jKacaiFaH calak jKoclapiiapblHa JereH Ke3KapacTapblH
KapacTbipanpl. OHJailH cayadHaMaHBIH JKayanTapblH Tajjaidl OTBIPBIN, 3€pPTTEY  KaJIIbl
MyFaTiMAEpAIH >KacaHbl MHTEJUIEKT apKbUIbI XKacaliFaH cabak >KocmapblHa JETeH Ke3KapacTapblH
OlnmipeTiH OipHelIe TaKbIPBINTAPALl KopceTedl. 3epTTey canajiblK 3epTTey AU3aiHbIHA HETI3MeNi,
27 KaTBhICYIIBIHBI KAMTHIJIBL. MyFaliMaep/IiH Ke3KapacTaphl alllbIK CypaKTapJaH TYpaThIH cayaHaMa
apKbUIbl JKUHAJIBIN, TaKBIPBIOTBHIK Tajjay oOMICIMEH ©HJeNl. AJIbIHFaH HOTHXKeNIep ereple
MyFaTIMJIEp YKaCaH Ibl MHTEJUICKT JKacaraH cabaK yKOoCmapiiapblH e3repTim, OeiiMaece CTyACHTTEPIIH
yAarepiMiHe OH ocep €Tyl MYMKIH eKCHJINH aHBIKTalWabel. AJaija, aBTOMATTaHABIPY MEH
YKOCIapJiaparbl KEKEHIeNEeHIIPYIH KETICTIeYIIUIri alaHAayIIbUIbIK TYABIPATHIHBl AHBIKTAIIBI.
JKacanapl HHTEIJIEKT apKbLIbI XKacalFaH cabak >KOocTapiapblHbIH 0acThl 0ACHIMIBLIBIFBIHA OJap/IbIH
THIMUIIT], WACSJIAPBIHBIH JapaJIbIFbl KOHE >KaHAIIBULIBIFBI, al 0acThl KEMIIUIIKTEpiHE KYTIIereH
Karmainapra OeHiMzene aJIMaylIbUIBIFBl JKOHE HAKThUIAHFAH CTYIEHT KaXeTTUIIKTEpiHIH
KETKUTIKCI3/IT1 &KaTaipl. 3epTTey JKacaHabl MHTEIIEKT YChIHFAH cabaK »Kocmapiapbel MyFaliMepre
KONTEreH apTHIKIIBUIBIKTap Oepe/i *oHe OKBITYIIBUIAPAbIH KOMEriMeH e3repTilimn, Oeilimaenrex
JKOCTapyiap OKYIIBUIAPABIH YIATEpIMIH jKaKcapTa analbl IeTeH KOPBIThIHAbIFA Kenal. Hotmxkenepre
colikec, aFpUIIBIH TUIIH IIeT TUIl PeTiHAe >XYPri3eTiH MyFaliMJep >KacaH/Ibl HHTEUIEKTTIH
KOMETIMEH jKacallFaH cabak »ocnapiapbl MyFaliMJep YUIIH OipkaTap apThIKIIBIIBIKTAp OCpeTiHIH
KoHE oJapAbl OeiiMIey apKbUIbl CTYIEHTTEpIIH OKY KETICTIKTepiH apTThIpyFa OOJaThIHBIH
MOMBIHAANIBI.

Tyiiin ce3aep: ’kacaH/abl MHTEIUIEKT, aFbUILIBIH TUT IIET TUIl PEeTiHAE, OKBITYIIbUIAp, cabak
JKOcIapiapsl, KapbIM-KaTbiHac, Ka3akcTaH.

Anuna @azvinosa*”, Aviscan Katioin®
12SDU University, Kackenen, Kasaxcran
*e-mail: alina.fazilova@sdu.edu.kz
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OTHOIIEHUE NPENOJABATEJIEM AHTJIMHACKOI'O SA3bIKA KAK
NHOCTPAHHOI'O K HCIIOJIb30BAHHNIO YPOKOB CTEHEPUPOBAHHbIX
NCKYCCTBEHHBIM UHTEJ/IVIEKTOM B KAZAXCTAHE

AnHoTanus. [I1010TBOpHBIE [OCTHKEHHS B 00JIACTU HMCKYCCTBEHHOTO WHTEIIEKTa B
00pa30BaHUM ¥ UCKYCCTBEHHOT'O MHTEJUICKTA B I1EJIOM BBI3BIBAIOT BOIIPOC O TOM, KaK 3TH TEXHOJOTUU
MOTYT OBITh peanu3oBaHbl B cepe aHIIMICKOTO s3bIKA KaK WHOCTPAHHOTO M KaK YYHTEIS
AQHTJIMICKOTO SI3bIKa KaK MHOCTPAHHOTO OTHOCATCA K IJIaHAM YPOKOB, CO3JaHHBIM MCKYCCTBEHHBIM
WHTEJUIGKTOM. B JaHHOM uWcclnegoBaHMM  PacCMaTpPUBACTCS OTHOIICHHE —IPEINojaaBaTesiei
AHTJIMICKOTO s3bIKAa KaK WHOCTPAHHOTO B Ka3aXCTAHCKHX CPEIHHUX IIKOJIAX K HCIOJIb30BAHUIO
IJIJAHOB YPOKOB, CO3JaHHBIX C MOMOIIBI0 MCKYCCTBEHHOTO MHTEIJIEKTA. AHAIU3UPYs OTBETHI Ha
OHJIAMH-OTIPOC, HCCJICIOBAHUE BBIACIAECT HECKOJIbKO TEeM, OTPAKAIOIMIMX OOIIee OTHOIICHHE
MpenojaBaTeiel K HCMOJIb30BAHUIO TIJIAHOB YPOKOB, CO3JIaHHBIX C TOMOIIBI) HCKYCCTBEHHOTO
MHTEJUIeKTa. B nccneaoBaHny MCIOIb30BaH KAUYECTBEHHBIN TU3aiiH, 1 OHO OXBATHJIO 27 y4aCTHUKOB.
Hx oTBeThl OBUTH COOpaHBI C TIOMOIIBI0O AHKETHI C OTKPBITHIMU BOMPOCAMHU W MPOAHATU3UPOBAHBI
METOJIOM TEMaTHYECKOTO aHan3a. Pe3yabTaThl yKa3bIBaOT HA TO, YTO UCIOJIH30BAHUE TAKUX TJIAHOB
MOXET OKa3aTh IMOJOKUTEIBbHOE BIMSHHUE Ha YCHEBAEMOCTh CTYIACHTOB, €CIIM OHU OyIyT
MOJU(UIIMPOBAHBI W aJaNTUPOBaHBI TpenoaaBareissMu. OTHAKO BBISBICHBI TAaKXKE OIMACEHUS
OTHOCHTEIILHO aBTOMAaTH3allMM W HEXBAaTKH TMEpCOHAIM3alluM B IUIaHax. [IpenmyriecTBa
WCIIOJIb30BAHUS TIJIAHOB YPOKOB, CO3/IaHHBIX C TIOMOIIBI0 UCKYCCTBEHHOTO MHTEJUIEKTA, BKIFOYAIOT
3¢ (HEeKTUBHOCTD, WHAUBUAYATHPHOCTh M WHHOBAIIMOHHOCTH HWJEH, a HEJOCTaTKU — OTCYTCTBHE
TUOKOCTH B HEOXKUJTAHHBIX CUTYAIUAX U HEIOCTATOUHYIO KOHKPETH3AIUIO MOTPEOHOCTEHN CTY/IEHTOB.
HccnenoBanue 3akil04aeT, 4YTO CO3JaHUE IJIAHOB YPOKOB C MOMOIIbIO HCKYCCTBEHHOTO MHTEIIJIEKTA
npeyiaraeT psii MNPEUMYIIECTB IS MPENoJaBaTeled W MOXKET MNOTEHUMAIbHO YIYYIIUTh
YCIIEBAEMOCTh CTYJIEHTOB, €CJIM MUCIOJIb3yeTCS B COUYETAaHUH C MOTU(MUKAIIUAMU U aaNTAllSIMHA CO
CTOpOHBI TpenogaBareneil. CorjiiacHO pesyibTaraMm, MNPENoJaBaTeNr aHIJIMHCKOrO s3bIKa Kak
WHOCTPAHHOTO CYUTAIOT, YTO TAKWE IUIAHBI MPEJIaraloT MUPOKUE BO3MOKHOCTH U MOTYT MOBBICUTh
pe3ynbTaThl 00yUYEHUS MIPU YCIOBUM aaNTaIliy U TOPAOOTKH CO CTOPOHBI YUHUTEIIA.

KuroueBble ¢j10Ba: HCKYCCTBEHHbBI MHTEUIEKT, aHTJIMMCKUI KaK MTHOCTPAHHBIH SI3bIK, YIUTEIS,
IJIaHbl YPOKOB, OTHOIIEHUE, Ka3zaxcraH.
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THE IMPACT OF PROJECT-BASED LEARNING ON STUDENTS’ MOTIVATION IN
FOREIGN LANGUAGE LEARNING: A COMPREHENSIVE LITERATURE REVIEW

Abstract: This literature review explores the level of motivation when introducing Project-
Based Learning (PBL) in the mainstream classes of the foreign language. A particular attention is
given to its application in language education, highlighting benefits and possible challenges. This
review synthesizes findings from various research studies that highlight the benefits of PBL,
including increased engagement, deeper conceptual understanding, and faster language retention.
Despite the fact that PBL stimulates students to acquire a foreign language, there are some challenges,
such as the need for additional guidance, lack of teacher training and assessment techniques. Although
the review highlights the exceeding advantages of PBL over traditional teaching methods, it also
emphasizes the positive application of balanced approach for improving academic excellence of
students. Moreover, the literature review takes into considerations the essence of cultural factor and
suggest longitudinal application of PBL for identification of long-term effects on students’ motivation
to learn a foreign language. The review provides a foundation for further empirical research on
integrating PBL into educational curricula and offer essential insights into its best practices in foreign
language classrooms. To reach the assigned aim, the synthesized research articles have been taken
from the following data bases, such as Google Scholar, Research Gate, JSTORE, and Web Science
with prevailing number of them conducted between the period of 2018 and 2024.

Keywords: Project-Based Learning (PBL), impact, motivation, benefits, challenges, foreign
language learning.

Introduction

The development and increasing popularity of learner-centered approaches has changed the
vector of the educational process completely by encouraging instructors to investigate new innovative
methods of teaching. One of the most effective approaches which is taking a great significance and
prominence in the contemporary world is project-based programming. These days, numerous
companies tend to give their choice over the candidates with developed soft skills, such as
collaboration, communication, critical reasoning and a number of essential abilities that might enable
their organizations to survive in the fast-changing globalization processes. Therefore, employees
should learn all of these inspiring qualities in the university, so they can exhibit all required skills in
the working life.

Project-based learning is considered to be one of the most appropriate and effective
approaches that meet these elevated demands of a new working tendency. In other words, a project
is the perspective when students hear not what they are going to learn, but what they are going to
create by the end of the learning process (Lenz et al, 2015). According to Thomas (2000, p.1), “project
is a model that organizes learning around projects.” In this approach, students alleviate the arising
issue through asking various questions, debating with each other, discussing their findings and
creating new products.

The given freedom of choice and autonomy in organizing their own learning content is likely
to influence students’ engagement and raise their interest in the educational processes. Therefore, it
has been discovered that PBL has a positive impact on students’ motivation and their involvement in
the learning (Hilvonen et al., 2010; Chiang et al., 2016; Carrabba et al., 2018; Shin, 2018). Over the
past decades, PBL research area has shifted from the simple descriptive studies to very detailed
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analysis of determining the effectiveness of real-life projects in stimulating intrinsic motivation of
students, deepening their comprehension, and promoting transferable skills. The main aim of the
following literature review is to synthesize a great spectrum of research studies and theoretical
perspectives on PBL, with a particular focus on its application in foreign language learning. Before
delving into empirical evidence of PBL in improving students’ motivation, the given literature review
explores the historical background and theoretical foundations of PBL. Additionally, it highlights
unique challenges and benefits presented when implementing PBL in foreign language education and
identifies critical gaps that future research study may address.

The essence of motivating students in foreign language learning process is well established in
the literature of many scholars. To illustrate, according to Dornyei (1990) motivation plays a key role
in determining the success if language acquisition, whereas Deci and Ryan (1985) have underscored
the significance of inducing students intrinsically throughout the process of language learning.
Despite the existing backdrop, integration of PBL in foreign language education fulfills a wide range
of motivational deficits by involving students meaningful and authentic tasks. In the following
sections, the review will study and provide thorough information on identifying key concepts,
historical antecedents, and current controversies around PBL, providing an in-depth analysis of its
potential in transforming foreign language instruction.

Literature Review
This section of the research paper synthesizes essential research papers conducted in the field
of Project-Based Learning and its effectiveness on students’ motivation in foreign language learning.

Project-Based Learning

The history of project-based learning can be traced back to thousand years ago when a popular
concept “learn by doing” had been practiced widely by ancient Chinese scholars, later on being
implemented in the 16" century by Newton and numerous scholars who investigated the most
important discoveries of the world. Nevertheless, most contemporary scholars relate the birth of
Project-Based Learning to John Dewey’s writings in the 1960s. As stated by the empirical philosophy
of Dewey, project-based learning involves natural problems that should be alleviated by students
through in-depth analysis (Shin, 2018). This type of instruction advocates to be based upon
Vygotsky's constructivist and Dewey’s experiential learning (Smith, 2005). According to Acar
(2013), project-based learning is a constructive approach that is applied in the real-life settings around
the fundamental projects which are fully chosen based on students’ decisions and selections. Howard
(2002) assumes that project-based learning provides students with a meaningful task, thereby
improving their critical-thinking and creative abilities, also contributing to the enhancement of
cooperation and self-directed skills. In other words, this is a long-term process that enhances student
motivation by introducing authentic issues and giving ownership over their own projects. Students
deal with the real-world problems where they learn to construct their own knowledge and experience
beyond their current understanding (Oh et al., 2020). The main role of the teacher in this method is
constructing tasks, challenging students through thought-provoking questions, as well as directing
and encouraging social interaction between students. Eventually, the teacher evaluates the learning
and knowledge gained at the end of the experience.

Before presenting the final output known as “artifact,” students should go through different
stages of PBL. The initial step is “Challenging Problem or Question”, at this stage students are
presented with intriguing questions by enabling them to pose other ones as well. This stage assists in
defining the expected direction of the research. The following stages are “Sustained Inquiry” and
“Authenticity” where students choose the product which is meaningful in the real-world. In the next
stage, students make choices over the sources of information and topics. In some cases, students are
given a chance to choose advisors or keep working without them. In the steps that follow, students
receive feedback from their peers, analyse and work on mistakes. The last two stages (“Critique &
Revision”; “Public Product”) associate with students presenting their own work and reflecting on
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their own learning processes by highlighting the areas of growth and challenges with which they had
to cope throughout the process (Ministry of Education, 2014).

All of the essentials of PBL create a direct link between practical and intellectual abilities of
students by promoting significant learning and enabling students to witness various experiences and
knowledge-based situations. Based on the following merits of PBL, it has been discovered that there
is a direct link between the intervention of PBL in the learning process and motivational
improvements of students. According to Chiang and Lee (2016), students’ motivation is stimulated
in a wide range of ways in a PBL environment by conducting a group-discussion, regular meetings
with the supervisor, immediate feedback, self-reflective sessions and sharing leadership.

Students’ motivation in PBL

As a psychological phenomenon, motivation has been studied numerous times and defined by
various scholars. According to Keller (1983), motivation can be understood as “the choice people
make as to what experiences or goals they will approach or avoid and the degree of effort they exert
in that respect” (p. 389). Whereas, Gardners (1985) believed that motivation is the combination of
three main factors, particularly the learners’ efforts to learn something, desires to achieve their goals
and favorable attitudes toward it. In general, motivation can be divided into two main types: intrinsic
and extrinsic motivation.

According to Plant and Ryan (1985), intrinsic motivation can be defined as a motive that
emerges from the activity itself or within the person. Most students are self-motivated when they seek
enjoyment, challenges, curiosity or self-expression. In literature, intrinsic motivation is measured
through a free-choice task or self-report questionnaires (Deci & Ryan, 1985; Ryan & Grolnick, 1986).
As for extrinsic motivation, it is believed to have a motive which arises outside of the activity (Liu et
al., 2019). Based on the definition provided, any type of external incentives can be considered as the
part of external motivation. For instance, Amabile et al. (1994) has divided extrinsic motivation into
two main types: (a) compensation orientation which focuses on external rewards, and (b) outward
orientation, which underlines the idea of people comparing themselves to each other.

Some of the research findings have discovered that the process of exchanging ideas and
knowledge among participants in the learning increases students’ intrinsic motivation (Koh et al.,
2010; Rasiah, 2014). The research outcomes are supported by the study conducted by Oh et al. (2020),
where it has been investigated that through the intervention of PBL the external factors have been
internalized into intrinsic motivation. Students felt much more motivated by receiving the feedback
from their peers, it has helped them in understanding their own abilities. Moreover, they felt much
more motivated by having more freedom over the choice they make and control over the project
outcomes, resulting in a sense of ownership. In addition, the study carried out by Acar (2013) has
emphasized that the model of PBL shows very high results in increasing the internal motivation of
professional sportsmen. However, it does not impact the internal motivation of the sportsmen of the
national team level by leaving more space and time in extending further activities.

Another study conducted by Maftoon (2013) has discovered the existing discrepancy in their
research results. The study results have shown that the motivation of foreign language learning have
been identified and increased after the intervention of PBL only in two out of four Iranian EFL groups,
whereas the rest of the two represented absolutely opposite results by demonstrating no changes in
motivational level.

According to the study findings of Kortam et al. (2018), which have been conducted among
Arab learners, have been revealed that students felt more motivated to study biology after the
intervention of the PBL model. They highlighted the freedom of action and expression that PBL
experience has offered them. Moreover, they mentioned that PBL helped them to understand the
subject matter more profoundly since they had to search for information and materials to explain it to
other students.

PBL in Foreign Language Education
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The latest research studies conducted on effectiveness of PBL highlights major improvements
in enhancing students’ engagement and motivation in the process of foreign language learning. The
recent studies illustrate that PBL integration fosters deeper learning, improve better retention of
language, and cultivates essential communication skills by making students work in groups (Bui et
al., 2020; P’ng et al., 2023). The given investigations emphasize the idea that PBL fully aligns with
modern teaching paradigms which prioritize learner autonomy and critical thinking.

For example, a study conducted by Kim and Eisenhower (2019) investigated the impact of
PBL on EFL students in a Korean university setting, showing that students have demonstrated a
significant level of motivation and exhibited more positive attitude towards language learning
compared to traditional learning classes. Likewise, Kavlu (2017) has explored the effects of PBL in
English language classrooms within Fezalar Educational Institutions in lraq by pointing out the
enhanced language and social skills of students, highlighting their speaking confidence and increased
motivation towards their learning process. Moreover, teachers pointed out not only students’
improved abilities of speaking in English, but their willingness to communicate and interact with
other students.

Challenges of PBL in Language Learning

Although PBL exhibits some significant improvements in foreign language education, there
are certain difficulties as well. One common issue of PBL is the resistance of students to work
autonomously, especially in countries where teacher-centered instruction can be considered as the
norm of educational process (Wang, 2020). Some students still require scaffolding and structured
guidance to be fully involved in PBL activities and struggle with self-directed learning.

Another essential issue is the assessment of PBL projects which do not align with traditional
assessments methods due its emphasis on creativity, and real-world application (Bae, 2020).
Therefore, educators are likely to adopt to alternative ways of assessing students’ works, such as
project presentations, portfolios, and peer assessments.

The role of teacher preparedness in integrating PBL into their educational curriculum plays
one of the most crucial roles. Numerous language instructors lack basic training in PBL
implementation which leads to ineffective facilitation and misalignment with curriculum goals (Yang,
et al.,2021).

Comparative Analysis with Other Teaching Methods

When comparing PBL practices with traditional lecture-based instructions and task-based
learning (TBL), PBL demonstrates distinct advantages in promoting motivation and engagement. As
stated by Beckett & Slater (2021), unlike lecture-based learning where students are seen as “empty
vessels,” PBL actively involves students in authentic real-world tasks which focuses on developing
students’ problem solving abilities, collaboration, and creative thinking. This interactive approach
associates with higher satisfaction and better retention of linguistic structures.

Nevertheless, some studies dispute the following concern by emphasizing the idea that PBL
is unlikely to outperform TBL in terms of immediate language acquisition. Compared to TBL, PBL’s
broader scope may sometimes reduce attention to grammatical structures (Ellis, 2021). A balanced
approach to learning which perfectly combines both methodologies can offer the benefits of task-
based practice while maintaining motivational advantages of PBL.

Cultural and Institutional Factors

The effectiveness of PBL depends on the cultural setting where it is implemented and
practices. Based on research findings, students from high-context cultures, such as Japan and China,
tend to demand more guidance when adapting to PBL due to differing expectations about teacher
authority and classroom roles (Chen et al. 2021). Conversely, students from low-context countries,
Germany or the USA, more readily adapt to student-centered learning models.

In the context of Kazakhstan, due to the shift towards competency-based education which is
outlined in national educational policies of the country, PBL started gaining its popularity as
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innovative approach in modern teaching practices. Research studies conducted in Kazakhstani
universities suggest that while students face some challenges with transition from teacher-centered
methods to PBL, they eventually develop higher levels of learning involvement and motivation
toward language acquisition (Tleubayeva & Abisheva, 2022). Despite the effective outcomes of PBL,
there are some challenges as varying level of teacher training, lack of resources, and large class sized
which hinder successful integration of PBL into Kazakhstani national system (Kenzhebekova, 2021).

Longitudinal Studies on PBL and Motivation

Long-term research studies on PBL and motivation reveal that the benefits of project-based
learning go beyond the immediate classroom experience. For instance, a longitudinal study conducted
by Song et al. (2023) practiced PBL three academic years and investigated that PBL activities have
improved students’ intrinsic motivation and self-efficacy towards foreign language learning.
Moreover, the majority of students had a tendency to continue foreign language beyond expected
coursework. Although without sustained and proper engagement and implementation policies,
students may not feel motivated over the time (Chiang & Lee, 2016). This research finding
underscores the need for continuous reinforcement through structured projects, mentorship and
various opportunities to apply their gained knowledge in real-world context.

Conclusion

Project-based learning has emerged as an innovative and powerful approach in developing
students’ motivation and maintain their interest through the process of foreign language learning.
Though numerous research studies emphasize its effectiveness, certain challenges, such as resistance
to autonomy, challenges in assessment, and lack of teacher preparedness ought to be addressed for
optimal implementation. Comparative analysis of various research studies suggests that a mixed
approach both PBL and traditional methodologies may result in more effective and long-term
outcomes. Furthermore, cultural and institutional factors play a crucial role in determining the success
of PBL programs.

In Kazakhstan, PBL presents both possible opportunities, especially in foreign language
acquisition, and challenges. While the integration of PBL aligns with the modern educational policies
in education, the necessity for infrastructural support, teacher training, and localized teaching
methods remains. Future research studies should focus on long-term impact of PBL in language
proficiency and motivation of students, particularly in the context of Kazakhstan. By alleviating these
challenges and leveraging institutional support, educators can maximize essential merits of PBL in
fostering and creating more engaging and effective language learning experience for students.
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JKOBAJBIK OKBITY/IBIH IIET TIJITH OKBITYJAFBI CTYIEHTTEPIIH
MOTHUBALMSICBEIHA OCEPI: BAP OJAEBUETTEPTE IOJY

Anaarna. byn ofeOueTTiK MmOy >Kaimbl mIeT TUTl cabaKTapbhlHAA KOOAJTBIK OKBITYIBI
EHT3y/leTl MOTHBAIus JeHreiiH 3eprreial. OHBIH apTHIKIIBUIBIKTAphl MEH MYMKIH OO0JaThIH
KHUBIHJIBIKTAP bl KOPCETE OTHIPHIT, TUIIIK O11iM Oepyae KoJIIaHbUTYbIHA €PEKIe Ha3ap ay1apbliajibl.
by moiry sk00anbIK OKBITYIBIH apTHIKIIBUIBIKTAPBIH, COHBIH INIIHAE OCICEeHIUTIKTI apTTHIPYIbI,
TEPEHIPEK TYKBIPBIMJIAMAIIBIK TYCIHY/II )KOHE TUIMII TE3IpeK CaKTayJlbl KOPCETETIH dpPTYpJi 3epTTey
3epTTEYJICPIHIH HOTHXKeNepiH cuHTe3nenal. JKoOalblK OKBITYABIH CTYACHTTEPAIH IIeT TUIH
MEHI'epyiHEe  BIHTAJIAHJBIPAThIHBIHA  KapamMacTaH, KOCBIMINIA  HYCKAyJapJblH  KaKeTTUIIrl,
MyFaTiMIIepAl OKBITYIBIH JKOHE Oaraiay omicTepiHiH OoiMaybl CHSKTBl KUBIHIABIKTap Oap. Lllomy
JOCTYPIIl OKBITY 9nicTepine Kaparanaa PBL apThIKIIBIIBIFBIH KOpceTel, Oipak 071 COHBIMEH KaTap
CTYACHTTEPAIH aKaJeMHUSUIBIK IKETICTIKTepIH apTThIpy VIIIH TEHIECTIPUIreH TOCUIAIH OH
KOJIIaHbLTybIHA Oaca Hazap aynapanbl. COHbIMEH KaTap, 9AeOueTTepre Moy MoeHU (HaKTOPAbIH
MOHIH eCcKepe/Ii ®oHe CTyIEHTTEeP/IIH LIeT TUTIH YpeHyre JereH bIHTAChIHA Y3aK Mep3iM/Ii acepliepi
aHBIKTAY YIIIH >k00a OKBITYABIH OOMIBIK KoMAaHyAbl ychiHAIbL. [llony sk00asbIK OKBITYIbI OLTIM
Oepy OarnmapiamanapbiHa OipiKTipy OOWBIHIIA OJaH opl IMIMPHUKAIBIK 3€pTTEYIepIiH HET131H
KaJaiiibl JKOHE OHBI IIET TUIi cabaKTaphlHIA KOJAAHYABIH O3BIK TOHKIpHOETIepi Typaslbl MaHbBI3/IbI
TYCiHIKTepl ychiHaApl. OChl MakcaTKa JKETy YIIIH CHHTE3JIeNreH 3epTrey Mmakamanapel Google
Scholar, Research Gate, JSTORE »xone Web Science cusiKThl Keseci AepeKKOpiIapAaH >KUHAJIbI,
onapabig kemmriniri 2018 sxone 2024 xpingap apaibIFbIHIA KYPTI3UTIL
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BJIMAHUE ITPOEKTHOI'O OBYYEHUSA HA MOTHUBALINIO CTYJAEHTOB B
V3YYEHUN HHOCTPAHHBIX SI3BIKOB: KOMILJIEKCHBIM OB30P JIUTEPATYPBI

AHHOTauus: B 3TOM 0030pe nuTeparypsl U3y4aeTcs ypOBEHb MOTHUBAIMH IPU BHEAPCHHUU

MIPOEKTHOTO 00y4YeHHUsI B OCHOBHBIE KJIaCChl MHOCTPAHHOTO si3bIKa. Oco00e BHUMAaHUE YIEINSETCS €r0
MPUMEHEHHIO B SI36IKOBOM 00pa30BaHUM, TIOAYEPKUBAIOTCS IIPEUMYIIECTBA U BOZMOXKHBIE TIPOOIEMBI.
B stomM 0030pe 000OIIEHBI pe3yNbTaThl PA3TUYHBIX HCCIENOBAHUN, KOTOPBIE MOIYEPKHBAIOT
MPEUMYIIECTBA MPOEKTHOTO OOYyYeHHsI, BKJIIOYAs IMOBBIIICHHYIO BOBJIEYEHHOCTBH, OoJiee ITyOOoKoe
KOHIIETITyaJlbHOE IOHMMaHue U ObICTpOE coXpaHeHue a3bika. HecmoTpst Ha To, uto PBL ctumynupyer
CTYIEHTOB K HM3yYEHHMIO HMHOCTPAHHOTO $3bIKa, CYLIECTBYIOT HEKOTOpbIE IpPOOJEMBbl, TaKUE Kak
HEOOXOIMMOCTh B JIOTIOJIHUTEIIFHOM PYKOBOJCTBE, OTCYTCTBHE IOJTOTOBKM YYHTENIEH M METOIOB
OIICHKH. XOTd B 0030pe MOoJUepKUBaroTCs mMpeBocxonsnie npeumyiiectsa PBL no cpaBHenuto c
TPaAULIMOHHBIMU METOAaMH 00yUYEeHUS], B HEM TaK)K€ MOJUEPKUBAETCS MOJIOKHUTEIbHOE IPUMEHEHHE
cOamaHCUPOBAHHOTO IMOJIX0/1a JJIsl TIOBBIIICHHS aKaJeMHUECKOTO COBEPILEHCTBA CTyAeHTOB. Kpome
TOro, B 0030p€ JUTEpaTypbl YUYUTHIBAETCS CYIIHOCTh KYJIBTYpHOTO (akTopa M MNpeajaraercs
MPOAOIbHOE MPUMEHEHHUE MPOEKTHOTO OOY4YEHHUs JUIsl BBISIBICHUS €ro J0JIrocpoyHoro 3¢ dekra Ha
MOTHBAIIMIO CTYIEHTOB K U3yYEHUIO0 HHOCTPAHHOTO S3bIKA.
O0630p 3aKiIaAbIBaCT OCHOBY JUISl JAIbHEMIINX SMIUPUYECKUX HCCIETOBAHMM IO MHTErpanuu
MIPOEKTHOTO 00ydeHHs B 0O0pa3oBaTelibHbIE MPOrpaMMbl W TpEeAJiaraeT BaXKHbIE CBEACHUSA O
MepeIOBOM MPAKTUKE €ro MPUMEHEHUs Ha 3aHATHSIX [0 MHOCTPAHHBIM S3bIKaMm. J[Isl gocTuxKeHus
MIOCTABJICHHOM 11e7TM ObUIM B3SIThl CUHTE3MPOBAaHHbBIE UCCIIEA0BATENIBCKIE CTAThU U3 CIEAYIOMMX 0a3
naHHbIX, Takumx kKak Google Scholar, Research Gate, JSTORE um Web Science, mnpuyem
npeobIagaroIIee KOJIMIeCTBO U3 HUX ObLIO TTpoBeeHo B niepuo ¢ 2018 mo 2024 ro.

KiroueBble cjioBa: mpoekTHOE 00yueHHeE, BIUSHIE, MOTUBALUS, IPEUMYILECTBA, TPOOIEMBI,
U3yYEHHE UHOCTPAHHOTO S3bIKA.
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DIFFERENTIATION OF HOMEWORK IN PHYSICS TO IMPROVE THE
ACHIVEMENTS OF 9™ GRADE STUDENTS IN SECONDARY SCHOOLS IN
KAZAKHSTAN

Abstract. This study examines the impact of differentiated homework assignments on the
academic achievements of 9th-grade students in physics within secondary schools in Kazakhstan. The
research employs a mixed-methods approach, incorporating both qualitative and quantitative data
collection techniques, including pre- and post-assessment tests. The study aims to determine whether
tailored homework assignments, based on students’ proficiency levels and learning styles, enhance
their understanding and performance in physics. Findings indicate that differentiation in homework
positively affects student engagement, comprehension, and overall academic success. The research
highlights the necessity of personalized learning approaches in physics education. This study
contributes to the broader discourse on effective teaching methodologies and underscores the role of
homework customization in fostering student achievement.

Keywords: differentiated homework, physics education, student achievement, personalized
learning, secondary school, academic success, Kazakhstan, mixed-methods research.

Introduction

Improving students' academic performance in physics is a complex and significant challenge in
education (Salar & Turgut, 2021, p. 11). Key questions arise: How can homework be used as a tool
to enhance students' interest and engagement in learning physics (Keane & Heinz, 2019, p.15)? Can
differentiated homework positively influence students' completion rates? In my teaching practice, |
have observed that physics homework is primarily completed by students with above-average
academic performance, whereas students with lower achievement often neglect these assignments.
This trend suggests that academic ability may influence homework completion, which, in turn, can
affect classroom participation and overall academic success (Kontur & Terry, 2015, p.7).

Notably, students who regularly complete homework tend to participate more actively in class
discussions, grasp new concepts more quickly, and achieve better academic results (Delfino, 2019,
p.9). Conversely, a lack of completed homework is typically correlated with lower grades, indicating
a negative cycle of disengagement (Crocker, R. K., & Kleitsch, M., 2023, p. 11). When asked about
their reasons for neglecting homework, some students remain silent, while others cite a lack of
interest, insufficient time, or difficulty understanding the material (Smith, J., et al., 2019, p.36).
Additionally, some students prioritize other activities over homework, perceiving assignments as less
valuable. For others, intrinsic motivation to complete homework depends on whether the tasks are
engaging and meaningful to their learning process (Patall, E. A., et al., 2010, p.10).

This raises the question: Is it possible to design homework that supports student learning without
imposing an excessive workload (Jamal & Rizvi, 2021, p.276)? How can assignments be adapted to
meet the diverse needs of students in a physics classroom? Moreover, can homework be tailored to
students' personal interests, potentially fostering greater motivation and sustained academic
engagement? Given that collaborative learning enhances students' understanding of classroom
material, it may also offer potential benefits if integrated into homework design (Epstein, J. L., &
Van Voorhis, F. L. 2001, p.183).

The purpose of this study is to examine the impact of differentiated homework on students'
academic performance and engagement in physics lessons. The study will assess whether
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personalizing assignments based on students' abilities and interests can positively influence their
motivation and completion rates, thereby contributing to their overall success in physics.

General Information About the Study

This study aims to improve education and the teaching of physics in 9th-grade general education
schools in Kazakhstan. In my view, one possible way to enhance learning is through the
differentiation of physics homework. This approach should take into account students' individual
interests. These interests may include achieving good grades, feeling comfortable while completing
assignments and seeing results, having a genuine interest in physical phenomena and their study,
enthusiasm for sports, a sense of superiority, focusing on a future profession, gaining recognition
from parents and classmates, and other motivating factors.

To analyze the impact of differentiated homework on students' academic performance, two
classes were selected: one following a traditional teaching methodology and the other serving as an
experimental group. In the experimental class, homework assignments will be differentiated. Student
learning outcomes will be measured, and the effect of differentiated homework on physics
performance will be evaluated. The results will be assessed by comparing the academic progress of
the traditional class and the experimental class. To enhance progress in the experimental class,
differentiation will be implemented in several areas.

Relevance of the Study

Today, general education schools in Kazakhstan often have classes consisting of 24 to 32
students. Research suggests that large class sizes can hinder the effectiveness of teaching and
learning, as individual attention is limited (Wyss, V. L., etal., 2007, p.49). In fact, studies indicate an
inverse relationship between class size and academic performance, especially in subjects like physics,
which require focused engagement and hands-on practice (Borland, M. V., et al., 2005, p.77).
However, in my teaching experience, | have consistently observed that some students maintain high
efficiency and dedication to their studies, completing homework on time, actively participating in
discussions, and demonstrating unwavering focus even in overcrowded classrooms. Their motivation
appears to stem not only from the desire to earn good grades but also from a deeply rooted drive to
explore new and intriguing concepts (Ryan, R. M., & Deci, E. L. 2000, p.60).

Motivation is recognized as a key factor in student achievement, particularly in subjects
perceived as challenging, such as physics (Schunk, D. H., & Zimmerman, B. J. 1998, p.14). Students
who engage with physics through hands-on activities develop a deeper understanding and retain
knowledge more effectively, as active participation fosters a strong learning momentum (Ellwood, R.,
& Abrams, E. 2018, p.1130). Differentiated physics homework provides an opportunity to cater to
students' diverse interests and learning styles, making the subject more relevant and engaging for each
individual. Such assignments not only promote a healthy interest in physics but also encourage
students to strive for higher academic achievements (Rosério, et al., 2015, p.386).

Given the varying levels of intrinsic motivation among students, differentiated homework can
serve as a tool to stimulate curiosity and willingness to explore beyond the classroom, even in large
classes. This approach aligns with educational research showing that when assignments are tailored
to students' abilities and interests, they are more likely to engage actively and achieve higher
outcomes (Tomlinson, C. A. 2014, p.174). Thus, by personalizing physics homework, we can
potentially enhance student engagement and overall academic performance, making the subject more
accessible and enjoyable to study.

Research Objective

The objective of this study is to establish the relationship between differentiated physics
homework and the improvement of students' academic performance through the results of formative
and summative assessments in physics. The study aims to determine whether differentiated
homework assignments influence students' achievement in physics lessons.
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Research Tasks
e Determine whether differentiated homework has a positive impact on student engagement
during lessons.
e Assess whether differentiated homework positively affects students' performance in the
summative assessment for a specific unit.
e Examine whether differentiated homework positively influences students' overall summative
performance for the academic term.

Research Hypothesis

Students' academic performance in physics can be improved through differentiated assignments.
Academic achievement depends on students' level of interest in studying physics. Differentiated
assignments should spark interest in unmotivated students and enhance the motivation of those with
low engagement in learning physics.

Methodology Section

To achieve the research goal, observation methods were implemented. This included monitoring
student activity in class and tracking academic performance through formative assessment. The study
also involved monitoring homework completion, comparing the formative assessment results of the
control and experimental classes, and graphically representing the final assessment results to visually
demonstrate the effectiveness of the applied methods.

Materials Used in the Study

To collect initial data, the study utilizes student motivation surveys to determine their interest in
studying physics, as well as academic performance testing for both the control and experimental
classes. The results serve as the foundation for tracking further academic progress throughout the
study.

In the experimental class, various types of homework assignments will be implemented, while
in the control class, traditional assignments will remain unchanged. Throughout the learning process,
observations of student engagement during physics lessons will be conducted, along with formative
assessment during lessons and regular monitoring of homework completion. Additionally, students
will complete final assessments for each unit, and the results of these assessments will be analyzed
for both the control and experimental classes. Quarterly final assessments will also be administered,
and their results will be compared between the two groups.

To visualize the findings, a progress chart will be created, clearly illustrating the academic
development of both the control and experimental classes. Graphical representations of the research
results will be used to compare the dynamics of student achievement across both groups.

Participants and Research Location

The study will involve two ninth-grade classes, with the results from the selected classes
expected not to differ significantly. One class will be the control group, and the other will be the
experimental group. The control group will serve as a baseline for comparison with the experimental
group's results, and no changes will be made to their homework assignments.

The experimental class, which will have a similar level of knowledge as the control group, will
receive differentiated homework assignments. To examine the impact, the class with a lower
academic performance level will be chosen as the experimental group, allowing us to observe
contrasts in the research results. Both classes will have the same number of students, and the lessons
will be conducted on the same days.

The study will take place in a secondary school setting.

Research Algorithm
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of the Preparation of a control test (entrance control)

Drawing up dif tasks for the al class
Preparation of materials <
Development of formative and final works
Entrance control (test) in the main and expenmental classes.
Conducting an experiment <
Conducting lessons

Conducting the first ascenaining work.

Algorithm of research work

Data collection and analysis Plotting a graph of academic performance dynamics

Final assessment Conducting the second final work, plotting a graph
Final control, analysis of the dynamics of the quality of knowledge throughout the year

Final control, analysis of the dynamics of the quality of knowledge throughout the year
Final assess: ment <

Conclusions on the impact of differentiated tasks

The study will begin with the selection of tasks for a control test, which will be used for both
formative and summative assessments in the control and experimental groups. Differentiated
assignments will be created for the experimental group, taking into account the theme of the lesson,
practical focus, group work, student interests, and allowing for varying levels of difficulty.

The next step involves selecting tasks for formative assessments in the classroom and preparing
the final tests for each topic. Additionally, final tests for the academic quarter will be prepared.

After preparing the materials, the data collection phase will begin. The first step will be
conducting an initial control test in both the control and experimental classes. Lessons in both classes
will follow the same structure. However, the homework assignments will differ: in the control class,
the homework will follow the standard curriculum, while in the experimental class, the assignments
will be differentiated based on the lesson content and students’ ability to choose their level of
difficulty.

At the end of the section on physics, summative assessments will be conducted in both the control
and experimental classes. The summative assignments for both classes should be identical, and
reliable, valid, and credible tasks should be used. After completing the summative assessments, the
results of both classes will be graphically displayed. The data from the initial test and the first
summative assessment will form the basis for analyzing the dynamics of academic performance in
both the control and experimental classes.

Once the next section has been completed in both classes, a second summative assessment will
be conducted. The results from the second final test will be graphically displayed for both classes.
The data from the first two final tests will reveal the first dynamics of student performance, allowing
for preliminary conclusions about the work and whether differentiated homework affects students’
academic performance. Specifically, the impact of differentiated homework on student
performance—whether positive or negative—will be analyzed.

At the end of the quarter, a final assessment will be conducted for both classes. The results will
help determine the quality of knowledge in both the control and experimental groups, and a graph
will be created to compare the knowledge quality in both classes. The graph should highlight the
dynamics between the classes.

At the end of the research, a final test will be conducted in both classes. The results will be
compared to the initial test results. By comparing the results of the initial and final tests, the dynamics
of academic performance in both the control and experimental groups will be determined.

The results will allow for a conclusion on the effectiveness of the selected types of differentiated
homework in improving the knowledge quality of students in the experimental class. By comparing
and analyzing the dynamics of the obtained results, it will be possible to identify which types of
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differentiated homework had the most significant impact on the knowledge quality of students in the

experimental group.

Practical part

In order to determine the current level of knowledge, entrance testing was conducted in the main

and experimental classes. The testing results are included in Table 1.

Table 1. Pre-test Results and Comparative Analysis

Entrance test results
Control group Experimental group
Student No. Maximum score - 30 | Student No. Maximum score - 30

1 20 1 9
2 15 2 10
3 15 3 13
4 19 4 20
5 18 5 15
6 11 6 15
7 21 7 13
8 15 8 19
9 21 9 13
10 13 10 15
11 12 11 13
12 12 12 18
13 14 13 15
14 15 14 18
15 16 15 14
16 20 16 12
17 12 17 13
18 11 18 20
19 16 19 14
20 14 20 23
21 15 21 18
22 13 22 12
23 14 23 16
24 11 24 10

In the control and experimental groups, there is a strong scatter of results: in the control group,
the minimum score is 11, the maximum score is 21, in the experimental group, the minimum score
is 9, the maximum score is 23. The results of the preliminary analysis are included in Table 2.

Table 2. Results of the Preliminary Analysis

Control group Experimental group

Minimum score 11 9
Maximum score 21 23
Average score 15,13 14,9
Range of values 10 14
Quantity estimate «5» (Great) 0 0
Quantity estimate «4» (Fine) 5 5
Quantity estimate «3» 18 16
(satisfactorily)
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Quantity estimate «2» (not 1 3
satisfactory)

Analysis of the entrance testing shows that the difference in results is insignificant; overall, the
picture of academic performance in both classes is similar.

Statistical Analysis of Pre-test Group Results

To ensure the initial equivalence between the control and experimental groups, a Welch’s one-
way analysis of variance (ANOVA) was conducted on the pre-test scores. This statistical test was
chosen due to its robustness against violations of homogeneity of variances. The results indicated no
statistically significant difference between the groups:

F(1, 45.6) = 0.0462, p = 0.831.

These findings suggest that the groups were comparable at the outset of the study, providing a
valid foundation for subsequent comparisons in the post-test phase.

Table 3. Descriptive Statistics for Pre-Test Scores

Groups Number of | Average | Standard | Standard error (of the
students deviation mean)
Pre-Test Control 24 15.1 3.19 0.652
Experimental 24 14.9 3.51 0.717

Table 3 presents the descriptive statistics for the pre-test scores in both the control and
experimental groups. The control group (N = 24) had a mean score of 15.1 (SD = 3.19), with a
standard error (SE) of 0.652. The experimental group (N = 24) had a mean score of 14.9 (SD = 3.51),
with a standard error (SE) of 0.717.

These results suggest that both groups have similar average scores prior to the intervention, with
only a slight difference in the means (0.2), which is not statistically significant based on the previous
ANOVA results. The standard deviations (SD) for both groups are relatively similar, indicating that
the spread of scores within each group is comparable.

16 1

15 1

pre-test

14 4

T v
control experimental

class

Figure 2- The mean values and confidence intervals for the pre-test

As shown in the graph ( Figure 2), the mean values and confidence intervals for the pre-test are
nearly identical, confirming the absence of significant differences between the groups at the initial
stage.

Final academic performance of students before the start of the study.

To ensure initial comparability between the control and experimental groups, the final academic
performance of students was analyzed prior to the pedagogical intervention (Table 4). This analysis
serves as a baseline indicator of students’ achievement levels in physics before the start of the study.

60



SDU Bulletin: Pedagogy and Teaching Methods 2025/2 (71)

Establishing a comparable starting point is essential for an objective assessment of the impact of the
implemented instructional approach.

The final grades reflect the cumulative results of students in physics prior to the use of
differentiated homework. A one-way Welch’s ANOVA was conducted to determine whether there
were any statistically significant differences between the groups at the outset. The results of this
analysis are presented below.

Table 4. Results of summative assessment of groups before the start of the study.

Results of summative assessment of groups before the start of the study
Control group Experimental group
Student No. Maximum value — Student Maximum value — 100%
100% No.
1 77 1 63
2 60 2 52
3 67 3 50
4 78 4 59
5 70 5 70
6 53 6 63
7 83 7 65
8 65 8 49
9 74 9 61
10 61 10 73
11 70 11 59
12 64 12 57
13 65 13 62
14 74 14 51
15 62 15 64
16 86 16 69
17 57 17 66
18 55 18 67
19 74 19 84
20 69 20 86
21 71 21 79
22 68 22 54
23 68 23 83
24 58 24 49

Table 5. One-way analysis of variance (Welch) of the results of the summative assessment of

groups before the start of the study.

One-way analysis of variance (Welch)

Condition | F-statistic Degrees of | Degrees of p-value (significance level)
(test value) freedom freedom
between within
groups groups
1.90 1 43.2 0.175

Table 6. Descriptive statistics of the group: Final academic performance of students before

the start of the study

Descriptive statistics of the group
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Groups Number | Average | Standard | Standard error (of the mean)
of deviation
students
Before control 24 67.9 8.48 1.73
the study | experimental 24 64.0 11.03 2.25
begins

To ensure baseline equivalence between the groups, a one-way Welch’s ANOV A was conducted
on students’ final academic performance prior to the start of the study(Table 5 and Table 6). The
analysis revealed no statistically significant difference between the control and experimental groups,
F(1, 43.2) = 1.90, p = .175. This indicates that both groups had similar academic achievement levels
at the outset, supporting the validity of subsequent comparisons. (Figure 3)

72 9
68 4

64

before_studyr%

60 4

T T
confrol experimental

class

Figure 3- Basic equivalence between certificates

Description of the Phase Between the Pre-Test and Post-Test

Following the administration of the pre-test, which served to determine the students' initial level
of understanding, the core phase of the study was initiated. This phase spanned the period between
the pre-test and the post-test and involved the implementation of distinct instructional approaches in
the experimental and control groups, particularly in relation to homework assignments.

In the experimental group, a system of differentiated homework tasks was introduced. These
tasks were tailored to the individual learning needs, abilities, and interests of the students. The
assignments varied in terms of complexity (basic, intermediate, and advanced), and included practical
problem-solving tasks, research-based mini-projects, and activities designed to foster critical thinking
and independent learning. The teacher played an active role in monitoring students’ progress,
providing ongoing feedback, and adjusting the level and type of tasks as necessary to maintain
engagement and ensure accessibility.

In contrast, the control group continued learning through the traditional method, in which all
students received identical homework assignments, regardless of their individual performance levels
or learning preferences. The tasks were predominantly reproductive in nature, focusing on the
repetition and reinforcement of classroom content without significant variation.

Throughout this phase, data collection was conducted systematically, including observations of
students’ engagement levels, task completion quality, and overall participation. Difficulties
encountered by students in both groups were also recorded to allow for a more comprehensive
analysis of the instructional strategies employed.

This phase concluded with the post-test, which was designed to assess the development of
students’ academic performance over the course of the intervention. The post-test was aligned with
the same content areas as the pre-test, enabling a direct comparison of learning outcomes and
providing insights into the effectiveness of differentiated homework assignments as a pedagogical
intervention.
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Post-Test Results and Comparative Analysis

To assess the effectiveness of the applied instructional strategies, a post-test was conducted in
both the experimental and control groups. This section presents the outcomes of the post-test,
highlighting key trends, differences, and patterns in students’ performance that emerged as a result
of the intervention.

The results of the post-test are entered into table 7.

Table 7. Post-Test results

Post-Test results
Control group Experimental group
Student No. Maximum score - 30 Student No. Maximum score - 30
1 21 1 15
2 16 2 14
3 14 3 17
4 20 4 23
5 18 5 20
6 14 6 19
7 22 7 17
8 16 8 24
9 23 9 16
10 13 10 19
11 14 11 16
12 14 12 24
13 13 13 16
14 16 14 21
15 17 15 18
16 21 16 15
17 14 17 16
18 12 18 26
19 18 19 15
20 15 20 26
21 16 21 22
22 15 22 14
23 15 23 23
24 10 24 15

In both groups, the control and the experimental, there is a spread of post-test results: in the
control group, the minimum score is 10, the maximum score is 23, in the experimental group, the
minimum score is 14, the maximum score is 26. The results of the preliminary analysis are presented

in Table 8.

Table 8. Descriptive Statistics of Student Performance Based on Grading Scale

Descriptive Statistics of Student Performance Based on Grading Scale
Indicator | Minimu | Maximu | Avera | Scor | Number | Numb | Number of | Number of
m score | m score ge e of “5” er of “3” “2”
score | rang | (Excelle | “4” | (Satisfacto | (Unsatisfacto
e nt) (Good ry) ry)
)
Control 10 23 16.13 | 13 0 5 18 1
group
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Experimen 14 26
tal group

18.79 | 12 2 7 15 0

To evaluate the effectiveness of differentiated homework tasks, a one-way analysis of variance

(Welch’s ANOVA) was conducted, accounting for potential heterogeneity of variances between the
groups. (Table 9 and Table 10).

Table 9. Results of One-Way Analysis of Variance (Welch) of the Post-Test results.

Results of One-Way Analysis of Variance (Welch)
Condition F-statistic Degrees of Degrees of p-value (significance level)
(test value) freedom freedom within
between groups (adjusted)
groups
Post-Test 6.49 1 44.8 0.014
Table 10. Descriptive statistics of the group of the Post-Test results.
Descriptive statistics of the group
Groups Number Average Standard | Standard error (of the mean)
of deviation
students

Post- | Control 24 16.1 3.31 0.677
Test | Experimental 24 18.8 3.91 0.799

The analysis yielded the following result: F(1, 44.8) = 6.49, p = 0.014. Since the p-value is less
than 0.05, the result indicates a statistically significant difference in post-test scores between the
experimental and control groups. This finding suggests that differentiated homework had a positive
impact on students’ academic performance.

Therefore, it can be concluded that assigning homework tailored to students' individual readiness
levels and learning needs contributed to improved learning outcomes. (Figure 4)

20 4

post-test

Figure 4- Mean post-test scores with confidence intervals in the
control and experimental groups

Statistical Analysis of Summative Assessment Results Conducted After the Pedagogical

Intervention

Upon completion of the study, a summative assessment was administered to both the
experimental and control groups. The results of this assessment were used as a tool to track changes
in students' academic performance compared to the data obtained during the pre-test phase. The
statistical analysis presented in this section aims to identify differences in results between the groups
and evaluate the potential impact of the implemented intervention on students' learning outcomes.

Results of the Final Assessment of the Groups After the Research Intervention
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To evaluate the impact of the implemented instructional intervention, a comparative analysis of
the final academic performance and test results was conducted between the experimental and control
groups. The assessment aimed to determine whether the differentiated approach to homework
assignments contributed to significant improvements in students’ learning outcomes. The results were
analyzed using descriptive statistics and one-way Welch’s ANOVA to account for potential
differences in variance between the groups. The findings are presented below. (Table 11).

Table 11. Final Assessment Results: Control vs Experimental Group

Control group Experimental group
Student No. Maximum value — | Student No. Maximum value — 100%
100%
1 78 1 66
2 59 2 53
3 66 3 52
4 76 4 62
5 75 5 72
6 56 6 66
7 83 7 68
8 66 8 51
9 73 9 66
10 63 10 76
11 70 11 63
12 65 12 66
13 66 13 66
14 73 14 52
15 65 15 66
16 89 16 70
17 60 17 66
18 61 18 69
19 76 19 87
20 69 20 89
21 69 21 81
22 67 22 57
23 67 23 86
24 60 24 51

The results of the one-way analysis of variance using Welch’s test revealed statistically
significant differences between the control and experimental groups on both measures.

For summary academic performance, the F-value was 10.22 with 1 degree of freedom between
groups and 44.1 degrees of freedom within groups. The associated p-value of 0.003 indicates a
statistically significant difference in overall performance, favoring the experimental group.

Similarly, for test results, the F-value was 6.31, with 1 and 46.0 degrees of freedom respectively.
The p-value of 0.016 confirms a statistically significant difference between the groups in terms of test
outcomes. (Table 12, Table 13, Figure 5)

Table 12. Results of One-Way Analysis of Variance (Welch) of the Final Assessment of the
Groups After the Research Intervention

Results of One-Way Analysis of Variance (Welch)
Comparison F-value | Degrees of | Degrees of Freedom p-value
Freedom (Within Groups)
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(Between

Groups)
Difference in 10.22 1 44.1 0.003
summary academic
performance
Difference in test 6.31 1 46.0 0.016
results

Table 13. Descriptive Statistics of the Groups of the Final Assessment After the Research
Intervention

Descriptive Statistics of the Groups
Comparison Group Sample Mean Standard Standard Error (SE)
Size (N) Deviation
(SD)
Difference | Control 24 0.958 2.14 0.436
in summary
academic
performance
Difference | Experimental 24 2.750 1.73 0.352
in summary
academic
performance
Difference | Control 24 2.208 1.64 0.335
in test
results
Difference | Experimental 24 3.417 1.69 0.345
in test
results
72.5 4
T0.0 A
67.5 4
565.0 4
5625 4
cor\TTroI experirl'nemal

Figure 5- Comparison of average test performance between control and
experimental groups, showing a significant difference.

These findings suggest that the intervention had a meaningful and positive effect on both the
general academic achievement and specific test performance of students in the experimental group.

One-way Welch’s ANOVA was conducted to analyze the dynamics of students’ results in
summative assessment before and after the intervention, as well as the changes in Pre-test and Post-
Test performance in both the experimental and control groups.

The results of Welch’s one-way ANOVA, table 14 and table 15, revealed statistically significant
differences between the experimental and control groups in both the dynamics of summative
assessment performance (F(1, 44.1) = 10.22, p = .003) and in Pre-test to Post-test performance (F(1,
46.0) = 6.31, p =.016).
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Table 14. Welch’s ANOVA Results for the Dynamics of Summative Assessment Performance
Between Groups

Results of One-Way Analysis of Variance (Welch)
Comparison F-value Degrees of | Degrees of Freedom p-value
Freedom (Within Groups)
(Between
Groups)
Difference in 10.22 1 44.1 0.003
summary
academic
performance
Difference in 6.31 1 46.0 0.016
test results

Table 15. Welch’s ANOV A Results for Pre-test to Post-test Performance Between
Experimental and Control Groups

Descriptive Statistics of the Groups
Comparison Group Sample Size | Mean | Standard Standard Error (SE)
(N) Deviation
(SD)
Difference Control 24 0.958 2.14 0.436
in summary
academic
performance
Difference | Experimental 24 2.750 1.73 0.352
in summary
academic
performance
Difference | Control 24 2.208 1.64 0.335
in test
results
Difference | Experimental 24 3.417 1.69 0.345
in test
results
404
3
3.5 4
2 30
2.5 4
1
2.0 4
04 : . 154 . .
control experimental contral experimental
Figure 6- Difference in summary Figure 7-Difference in test
academic performance results

These findings indicate the effectiveness of the intervention and confirm the positive impact of
differentiated assignments on students’ academic achievement (Figure 6, Figure 7).
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Conclusion

In the present study, the hypothesis regarding the existence of statistically significant differences
between the participants of the experimental and control groups was tested in terms of task
performance indicators (i.e., the dynamics of students’ results in summative assessments before and
after the intervention) and academic performance levels (i.e., the dynamics of students’ results in pre-
test and post-test assessments). Welch’s one-way analysis of variance (ANOVA) was used to analyze
the data, as preliminary testing using Levene’s test revealed a violation of the homogeneity of
variances assumption (where a p-value < .05 indicates statistically significant differences in variances
between groups, meaning that the variability within the groups is unequal, thus violating the
assumption of homogeneity of variances required for classical ANOVA).

The results of the analysis showed statistically significant differences between the groups for
both variables under investigation. For the variable measuring the dynamics of students’ results in
summative assessments before and after the intervention, a significant difference was observed: F(1,
44.1) = 10.22, p = .003. This indicates a substantial impact of differentiated homework assignments
on academic achievement. Additionally, for the variable reflecting the dynamics of students’ results
in pre-test and post-test assessments, a statistically significant difference was found: F(1, 46.0) = 6.31,
p = .016, suggesting that the intervention had a positive influence on final test outcomes.

Thus, the results support the proposed hypothesis: the implementation of the suggested
methodology has a positive impact on students’” academic performance. The most pronounced effect
was observed in the dynamics of students’ summative assessment results before and after the
intervention, which may indicate increased engagement and improved quality in task completion
within the experimental group. These findings highlight the importance of integrating pedagogical
strategies aimed at individualizing instruction to enhance students’ academic success.
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KA3AKCTAHHBIH OPTA MEKTEINTEPIHJAEI'T 9-CbIHbIIT OKY I bIJIAPBIHbIH
KETICTIKTEPIH APTTBIPY MAKCATBIHJIA ®U3UKA IIOHIHEH YU
TAIICBIPMACBIH CAPAJIAY

Anparna. byn 3eprreyne Kasakcrangarbl opTa MEKTENTEpIiH 9-ChIHBIN OKYIIBUIAPBIHBIH
(hr3uKa oH1 OOMBIHIIIA aKAJIEMUSIIBIK JKETICTIKTepiHe muddepeHnnanianFad yi TarcblpManapbIHbIH
acepl KapacThlpbliajipl. 3epTTeye apajac dJiC KOJJaHbUIBIN, CAallaJIbIK OHE CaHMABIK JIepeKTepl
KUHAY OJICTepi, COHBIH IlIiHAEe OacTamkbl »OHE KOPBITHIHABI Oaranay TecTTepi KaMTbUIFaH.
3epTTeylliH MakcaTbl — OKYIIBUIAPJBbIH JalbIHABIK JCHrel MEH OKy CTWJIIHE Heri3/ienreH
OeifimMenrer yi TamchbIpManapbl olapiAblH (U3UMKaHbl TYCIHYlI MEH YJTepiMiH jKaKcapTyFa BIKIal
€TEeTIHIH aHbIKTay. AJIBIHFaH HOTWXKeNep YH TalcelpMaliapblH capajayAblH OKYLIbLIapbIH
OeJICeH TN H, MaTepuajibl MEHIepyiH JKOHE Kbl aKaJeMUSUIBIK JKETICTIKTEpiH apTThIpyFa OH
ocep eTeTiHIH Kepceredl. 3epTTey (M3MKa TIOHIH OKBITYAa JKEKEJEHAIPUITeH TICUIIepIiH
KaXETTUIIrH aTan KkepceTe/l. byt >kyMbIC THIM/II OKBITY 9IICTEp1 Typasibl KEHIpEK MiKipTalacka yjiec
KOCBIN, YH TamncelpMajgapblH OeHiMACYAIH OKYIIbUIAPJABIH YITepIMiH apTThIpyJarbl peJliH
alKpIHIANIbI.

Tyitin ce3nep: luddepenumannanran yil tancelpmanapsl, (U3MKaHBI OKBITY, aKaJeMHUSIIBIK
KETICTIK, KeKeJIeHAIPUITeH OKbITY, OpTa MEKTeII, OKY eTicTiri, Kasakcran, apanac 3epTrey oicTepi.
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Jaoaes Acnan®
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JTAO®OEPEHIIUALIAA JOMAITHENA PABOTHI IO ®U3HUKE JJIS TIOBLIIIEHUSI
YCIHEBAEMOCTHU YYAIIIUXCH 9-X KIIACCOB CPEJHUX HIKOJI KA3AXCTAHA

AHHOTauMs: B aHHOM WHCCIEeOBaHWM paccMaTpuBaeTcsl BIUsSHHE aUDdepeHInpOBaHHBIX
JOMAIIHUX 33JaHUH HAa aKaJIeMUYECKUEe TOCTH)KEHUS YYCHUKOB 9-X KIacCcOB MO (PH3HMKE B CPETHUX
mikosax Kazaxcrana. B pabote ncrnosib3yeTcsi cMEIaHHbIM METO/] UCCIIEI0BAaHUS, BKIIFOUAOLIUI KaK
KaueCTBEHHbIE, TaK U KOJIMYECTBEHHbIE METOJbl COOpa JaHHBIX, BKJIIOYas MpeABapUTEIbHOE U
UTOrOBO€ TecTUpoBaHue. Llenp uccienoBaHus — ONpenenuTh, CIOCOOCTBYIOT JIM aJJalTUPOBAHHbBIE
JIOMAaIllHUE 3aJjaHMsl, OCHOBaHHbIE HA YPOBHE IOJTOTOBKM W CTWJISX OOyuYeHHUsS Yydalluxcs,
YIIYYIIEHUIO UX TOHUMaHUS M ycreBaeMocTd 1o ¢gusuke. [loyueHHble pe3yapTaThl MOKa3bIBAIOT,
yT0 AU depeHuaisa JoOMalHIX 3aJaHUH TOJI0KUTENIBHO BIIMSET Ha BOBJIIEYEHHOCTh yYaIlluXcs, UX
MOHMMaHWe MaTepuana M oOumil akagemuueckuii ycnex. B uccnenoBaHuM mnoadepkuBaeTcs
HE0OX0IMMOCTh NEPCOHAIIM3UPOBAHHBIX MOJIX0J0B B 00yueHHH ¢usnke. Pabora BHOCHUT BKJIaa B
Oosiee MMPOKUNA AUCKYpC 00 3P EKTUBHBIX METOJaX NPENOJIaBaHUs M TOJYEPKUBACT POJIb
MHIUBUAyaIU3alMK TOMAIIHUX 3a/JaHUI B TIOBBIIIEHUH YCIIEBAEMOCTH YJallluXcsl.

KiroueBbie cioBa: JluddepeHimpoBaHHble IOMalTHUE 3aJaHusA, OOydeHHEe (PHU3HKE,
aKaJieMHuecKas ycleBaeMOCThb, IEPCOHATIM3UPOBAHHOE O0yUEeHHE, CPEeIHsA IIIKO0JIa, YUeOHBIN ycIex,
KazaxcraH, cMenianHble METO/IbI HCCIIEI0OBAHUSI.
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PERCEIVED CHALLENGES AND SOLUTIONS TO FOREIGN LANGUAGE ANXIETY
IN READING

Abstract. This study explores the difficulties and coping strategies of students who have anxiety
when reading in a foreign language. Through a qualitative thematic analysis of interviews with 8
master's students, three main themes emerged: the challenges in foreign language reading include
vocabulary difficulties, text complexity, and speed constraints; emotional responses such as anxiety,
self-doubt, and external pressures; strategies to overcome reading anxiety include vocabulary
building techniques, digital tools, and peer support. The findings are significant in highlighting the
importance of motivation, self-regulation and structured pedagogical interventions in reducing
reading anxiety. Learners can be supported by educators by introducing pre reading strategies,
encouraging collaborative learning and incorporating technology into teaching to help in improving
comprehension and confidence. Limitations of the study include small sample size and reliance on
self-reported data.

Keywords: foreign language anxiety, reading, reading anxiety, second language acquisition,
language learning, vocabulary difficulties, self-doubt, coping strategies.

Introduction

Foreign language anxiety (FLA) is a well-known entity with an adverse effect on learning and
comprehension of a second language. Foreign language anxiety is defined as the feeling of stress and
anxiety encountered in foreign language learning situations (Horwitz, Horwitz & Cope, 1986), while
speaking, listening, writing and reading are but a few of the areas in which it might appear. Among
these, reading anxiety poses particular difficulties because it is a direct predictor of comprehension,
fluency, and, therefore, academic achievement. Learners who have reading anxiety in a foreign
language will have problems with decoding unfamiliar vocabulary, understanding complex sentence
structures and maintaining motivation. These challenges could be lack of confidence, little contact
with the target language, and adverse experiences with language learning.

Reading foreign languages presents learners with multiple challenges. Students face difficulties
with words that they know and understand, difficult sentence structures, and readings that contain
elements related to the culture which students do not comprehend. Students face particular challenges
in academic settings because they regularly encounter complex technical content. Students experience
increased anxiety levels because academic journals and textbooks present dense formal writing which
leads to avoidance behaviors that result in reduced engagement.

As Saito, Garza, and Horwitz (1999) pointed out, it is also attributed to fear of misunderstanding
or misinterpreting information which makes them lose confidence and then they start to disengage. It
is worrying for students in higher education who are expected to engage critically with advanced texts
in order to improve their academic and professional development. However, students are reported to
experience significant anxiety during reading activities which in turn limits their freedom to process
and retain information as critical as foreign language reading proficiency. This anxiety however not
only affects their learning in class but also affects their performance in academic activities like exams,
assignments, and papers. This anxiety, in turn, limits their confidence and willingness to participate
in reading tasks, which becomes a barrier to their language development.
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As reading skills are central to academic success and personal development, it is crucial to
understand the causes of foreign language reading anxiety to help teachers design appropriate
pedagogical interventions. Previous research has investigated FLA from different angles, but the
particular issues of reading in a foreign language have been paid relatively little attention, especially
from the point of view of advanced learners.

The aim of this research is to explore the difficulties students experience in foreign language
reading and investigate how to help students overcome foreign language anxiety. Through
experiences of students, this study aims to contribute to the understanding of the emotional, cognitive,
and psychological factors that underpin FLA and offer suggestions for establishing more effective
and supportive learning environments.

Research questions:
1. What are the reading challenges caused by the foreign language anxiety?
2. What strategies and support can be used to help students overcome foreign language anxiety
and enhance their reading effectiveness?

Literature review

Foreign language anxiety has been explored since Horwitz et al. (1986) made foreign language
anxiety a concept in research through their pioneering study. It has been understood to be a particular
disorder that does not overlap with general anxiety to comprehend it as a specific condition. The
Foreign Language Classroom Anxiety Scale (FLCAS) has been widely used to measure learners'
anxiety and to relate it to language performance. Studies have found that FLA has an adverse effect
on language learning and performance particularly in productive skills like speaking and writing
(Maclntyre & Gardner, 1991). Nevertheless, the reading skill has attracted relatively less attention
than its receptive counterpart even though reading plays a vital academic and professional role.

Several studies have examined reading anxiety as a type of Foreign Language Anxiety (FLA).
Garza, Horwitz and Saito (1999) were some of the first to pinpoint the specific factors that cause
reading anxiety: unfamiliar vocabulary, complex grammatical structures, cultural differences, and the
fear of misreading. Students experience cognitive overload when confronted with these elements
which then impairs their comprehension and increases their anxiety. The expectations in advanced
academic settings become a real issue because students are supposed to analyze and interpret
specialized texts. Research by Zhao et al. (2013), as well as Sellers (2000), has shown that
metacognitive awareness helps to decrease reading anxiety, because those learners who are aware of
their reading processes and are able to control them are less likely to feel anxious.

A further factor which has been found to play a crucial role in the reduction of reading anxiety
is self-efficacy, the belief in one's effectiveness. According to Bandura (1997), self-efficacy theory
posits that students with more confidence in reading are likely to have a more favorable disposition
towards reading and will not be deterred by difficulties. Zbornik and Wallbrown (1991) expanded on
this by stating that self-efficacy is not only a determinant of performance but also of the emotional
experience of the learner in the reading process. As such, for students who are likely to come across
texts that require both linguistic and critical thinking skills, self-efficacy is particularly significant.

The literature identifies multiple approaches to help students with reading anxiety. The literature
recommends prior reading strategies including vocabulary preview and background knowledge
activation together with visual aids to ease learners' anxiety about both content and context before
reading (Zhao et al., 2013). Research has also showed that students who engage in group discussions
and peer support in collaborative learning strategies also enhance their learning and foster a safe
environment that helps in the reduction of anxiety and improving comprehension (Su & Chu, 2023).
Moreover, the application of digital technologies such as e-readers that come with a dictionary and
annotation capabilities have been identified as improving the self-empowerment of the learners and
decreasing their stress when it comes to reading difficult or even new texts (Lai & Zheng, 2017).
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The experience of reading anxiety is also influenced by cultural factors. Mamat and Muhammad
(2024) pointed out that students from collectivist cultures may have higher levels of anxiety because
of the societal expectations of academic excellence, and the fear of face loss. It also has been found
that some cultures may stigmatize students who cannot read in a language. These cultural pressures
may add to the challenges that students face in trying to get help or even asking for help. On the other
hand, students from individualistic cultures may display more proactive ways of dealing with reading
difficulties, which means that teachers should be aware of cultural diversity in the classroom.

There is no overemphasizing on the role of teacher support and the classroom environment in
overcoming reading anxiety. When teachers develop a positive and non-threatening learning
environment, offer positive feedback, and ensure that students can express their feelings freely, then
the level of anxiety will decrease (Young, 1991). In addition, scaffolding techniques have been shown
to increase students’ confidence and comprehension: For example, teaching them to break down
complex texts into manageable segments, and guiding their practice. These strategies also highlight
the importance of pedagogical practices that focus on the emotional well-being of students as much
as their academic achievement.

Reducing reading anxiety through the application of mindfulness practices in language education
provides an opportunity that shows much promise. The potential benefits of practices such, as
mindfulness-based stress reduction (MBSR) and meditation in alleviating anxiety could be applied
effectively in language learning environments (Gregersen & Maclntyre 2014). These methods
promote learners to concentrate on the moment and cultivate an understanding of their feelings to
enable them to approach reading activities, with enhanced tranquility and lucidity.

In addition, the problem of the role of parental involvement in helping children with reading
anxiety, especially in younger children is also significant. According to Pomerantz et al. (2007),
parents play an important role in supporting their children by engaging in reading and fostering a
positive mindset, towards challenges while providing necessary resources. When teachers and parents
collaborate harmoniously they can create an environment that helps students handle anxiety and
cultivate resilience.

Method

A qualitative research design is employed in this study to explore the difficulties and solutions
perceived by learners when dealing with foreign language anxiety (FLA). Qualitative research is a
well-suited to delve into how learners view and experience things such as reading anxiety in language
learning settings. It can offer valuable insights into the struggles people face and ways to overcome
them effectively.

This study sampled participants from 8 master's degree students who are currently using foreign
language learning and reading tasks. Master's students were chosen because they are regularly tasked
with responding to demanding academic texts that contain difficult vocabulary, complex syntax and
cultural references. Through purposive sampling, participants who meet the inclusion criteria of being
currently enrolled in a master's program and having prior experience with foreign language reading
tasks were selected. It is intended that, with diverse academic backgrounds and linguistic proficiency,
students will provide some rich insights into the phenomenon of reading anxiety.

Through the use of semi-structured interviews, data was collected, with this method providing
flexibility and the ability to explore in depth the experiences of participants. First, some initial
questions were developed to explore general attitudes of participants toward reading in a foreign
language. Then some more specific questions were asked about the challenges they have encountered
during reading tasks (such as vocabulary, cultural references, or text complexity). Next, questions
were asked about their emotional and psychological responses to reading anxiety (including
avoidance behaviours, stress, and self-perception), then questions about coping strategies and
solutions they have identified to help manage reading anxiety. Finally, some recommendations for
educators and institutions on how to minimize reading anxiety.
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Face to face or online platforms were used to conduct interviews based on the convenience of
participants. Every interview were 30-45 minutes long and were conducted with the consent of
participants, and the interview was audio-recorded to ensure that the transcription and analysis are
accurate.

Interview data was analysed with thematic analysis. This method entails categorizing, comparing
and interpreting the data to identify patterns and themes. Several steps are involved in the analysis
process. The first step involved finding out the data through the interview transcripts and reading
them to establish an initial understanding. After that, some initial codes were developed to label
systemically important features of the data. The themes were developed from the codes which
represented the overarching ideas and recurring patterns. After that, themes were reviewed to make
sure they represent the data accurately and are not similar to one another. After finalizing them,
themes were defined and named to ensure clarity. With the findings presented through the use of data
examples, the research was concluded by reporting the results in relation to the research questions
and existing body of knowledge. Through this structured process, experiences of participants of
reading anxiety and the problems and solutions encountered are analysed in depth.

Results

Thematic Analysis

The interviews were analyzed thematically to provide useful information on the perceived
challenges and solutions to foreign language anxiety in reading. The analysis revealed three main
themes which can help to understand how students feel and how they cope with anxiety in reading.
The main themes include (1) challenges in foreign language reading, (2) emotional responses to
reading in a foreign language, and (3) strategies for overcoming reading anxiety.

The theme “challenges in foreign language reading” included three subthemes: (a) vocabulary
and comprehension difficulties, (b) text type and contextual knowledge, and (c) speed and processing
constraints. “Emotional responses to reading in a foreign language” theme has subthemes (d) anxiety
and self-doubt, () motivation and interest in the topic, and (f) influence of external pressures. The
third main theme “strategies for overcoming reading anxiety” is subdivided into (g) developing
personal coping mechanisms, (h) utilizing external resources and support systems, and (i) maintaining
motivation and concentration.

Theme 1: Challenges in Foreign Language Reading

Subtheme 1: Vocabulary and Comprehension Difficulties

A challenge noted to be most frequent in reading in a foreign language was vocabulary and
comprehension. Participants expressed that unfamiliar words disrupted understanding, which was
frustrating and discouraging. Participant 3 mentioned, "One and only problem that | have regarding
reading texts is vocabulary. When you read advanced or upper intermediate level passages, | always
have a couple of words that I don’t know."

Participant 4 also mentioned that despite having reading abilities sometimes unfamiliar words
can still cause a bit of disruption in understanding.

"Even if you understand 90% of it, some unfamiliar words can distract your comprehension."

Subtheme 2: Text Type and Contextual Knowledge

The challenges of reading in a language depended on the kind of text and how well the reader
knew its subject matter as some participants found specialized texts particularly tough to understand.
Participant 1 stated, "If | work with literary texts, | prefer to work with Russian texts because | think
that all the beauty of language provides feelings which I would like to see."

However, they mentioned that scientific texts or documents related to work were more
manageable regardless of the language used. Participant 2 also mentioned, "The topics that | do not
have enough knowledge about are the hardest topics."

Subtheme 3: Speed and Processing Constraints
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Speed reading posed a challenge for participant as they felt compelled to read quickly in
academic environments which caused them to experience heightened levels of anxiety. Participant 1
shared, "I need much time in order to process the text because it’s how my brain works personally.
In this case, what they [professors] do is make me increase the speed of reading.” This pressure to
read faster produced participants as feeling lost or overwhelmed especially in group settings where
peers were waiting for them to finish.

Theme 2: Emotional Responses to Reading in a Foreign Language

Subtheme 1: Anxiety and Self-Doubt

Some participants felt anxious and doubtful about their ability when reading in a foreign
language. They got nervous over unknown words and lack of comprehension. Participant 5 said,
"When | saw unknown words all the time, it kinda made me feel unconfident and not smart enough,
so | avoided reading on purpose." In a similar manner, participant 1 shared, "If I don’t understand the
meaning in English or Russian, then | feel that perhaps I do not know either language well."”

Subtheme 2: Motivation and Interest in the Topic

Motivation played a key factor in determining the willingness of participants to engage in reading
in a foreign language. Comprehension was higher and anxiety was lower when they were interested
in the topic. A lack of interest led to frustration. Participant 2 shared their experience, "If it’s about
obligation, then | have to make myself do it. But if I find it interesting, | can read without any
problem."” Participant 1 also mentioned, "If I am interested in the context, then | will understand the
meaning of the sentences | have. If I do not understand the context, for example, medical or political
texts, | think I will meet some issues."

Subtheme 3: Influence of External Pressures

Some participants pointed out that social pressures like group discussions or academic
expectations contributed to their anxiety. Time pressure was another issue that created stress.
Participant 1 noted, "Sometimes, of course, | feel lost while reading the text when I know that | have
my time limit and need to follow these frames. I start losing myself, so I just read, read, read... and
maybe it’s even useless." Similarly, participant 6 mentioned, "Every time I felt that | was struggling,
it made me feel as if | was not smart or intelligent enough.”

Theme 3: Strategies for Overcoming Reading Anxiety

Subtheme 1: Developing Personal Coping Mechanisms

Many participants had their own ways of dealing with anxiety. For instance, some participants
followed a systematic way of translating and memorizing the unknown words. Participant 3 stated,
"If I don’t understand something, I try to underline new words, then translate and memorize." Some
of them used mental strategies. Participant 8 mentioned, "I just realized that it is okay not to know all
the words and phrases in English as it is not my mother tongue. There is ho one who knows a foreign
language 100 percent fluently."

Subtheme 2: Utilizing External Resources and Support Systems

Some participants talked about the role of instructors, peers, or digital tools in helping them with
reading challenges. However, while some of the participants felt that their professors did not provide
much support, others found alternative resources. Participant 2 noted, "These days, | get instructions
from Al-generated apps that give me a chance to understand texts in an easier way."

Peer discussions were also found to be helpful as well. Participant 4 mentioned, "After you read
individually, you can discuss it with your peers in order to see if you understand the information
correctly.”

Subtheme 3: Maintaining Motivation and Concentration

Several participants, however, highlighted the issue of maintaining motivation and
concentration. Participant 1 described a unique strategy, "Sometimes, | take a photo of one moment
from the text, let’s say one paragraph that I find the most interesting, and if I have problems with
another page, | can come back to this photo, reread it, and it raises my motivation."
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Others suggested taking breaks or just reading in shorter intervals to avoid exhaustion.
Participant 7 suggested, "If I come across any unknown words, first I try to find the meaning through
the context itself. If it is too complicated, | just translate it and try to memorize so the next time | will
not struggle.

Discussion

The findings of this study offer useful information about the difficulties, the emotional reactions,
and the ways of coping with foreign language reading anxiety. The findings are in line with the recent
studies in second language acquisition which stress the role of vocabulary problems, speed of
processing, motivation and external pressures.

Research highlights that lexical knowledge is the single most important predictor of reading
fluency and vocabulary and comprehension difficulties were the most common challenges in this
participant group (Shi & Lee, 2025). A limited vocabulary causes interference and stress because
learners fail to understand the information they are required to process (Zhao et al., 2025).
Furthermore, according to the schema theory, prior knowledge also dramatically affected
comprehension with text type and contextual knowledge being the significant factors (Paul &
Kendeou, 2024).

Students experienced additional stress because of text complexity and insufficient background
knowledge when reading academic or culturally unfamiliar materials. The findings support
Bernhardt's (2011) compensatory model of L2 reading because learners depend on their prior
knowledge when their linguistic proficiency is not enough. Grabe (2009) found that pre-reading
discussions activate schema which substantially enhances comprehension as demonstrated by
Participant 1's preference for texts related to their interests. The research supports educational
scaffolding methods like Koda's (2005) metacognitive strategy training to assist students with
complex text navigation.

Speed and processing constraints were also frequently mentioned, which are also characteristic
of academic environments, where reading is often expected to be fast. A recent study has found that
making learners read at a faster rate increases their anxiety levels and reduces their comprehension
(Kosaka, 2024). However, when learners are given more time to process information, they tend to
retain and understand more.

Anxiety and doubt were the main factors that influenced reading experiences. Research also
shows that students with higher levels of reading anxiety perform worse in reading than their peers
(Alshehri, 2025). Those who got unknown words frequently and avoided reading altogether,
confirmed the previous findings that perceived self-competence is a determinant of motivation and
persistence in language learning (Zhang et al., 2024).

Motivation was also found to play an important role in reducing reading anxiety. Those
participants who were interested in the reading topic got higher comprehension and less stress, which
is supported by self-determination theory that states that intrinsic motivation enhances learning
achievements (Ryan and Deci, 2020). However, in addition to the internal factors, external pressures
like peer comparisons and academic demands increased anxiety, as has been found in research on
social influences in second language learning (Cao et al., 2024).

The findings about participants’ coping strategies receive empirical evidence. The study by Chun
(2011) on technology-enhanced reading supports the use of digital tools such as dictionary apps and
the peer discussions follow Vygotskyan (1978) social learning principles. The annotation strategies
described by Kern (1994) support Participant 7°s method of word translation and memorization.

The findings have several implications for educators and learners. Teachers should incorporate
flexible reading speeds, vocabulary-building exercises, and contextual learning to reduce student
anxiety. Encouraging students to personalize their reading strategies, such as focusing on key
vocabulary, using digital aids, and peer discussions could help increase confidence.

This study also has some limitations. The sample size was small, which limits the generalizability
of the findings. Future research should include a bigger and more diverse participant group to include
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other experiences. Also, the study was qualitative in approach, but use of quantitative data on reading
anxiety levels at different times could have been helpful in enhancing the findings.

Conclusion

This study reveals significant challenges to foreign language anxiety in reading, such as
vocabulary issues, text difficulty, the rate of processing information, and other pressures, all of which
affect comprehension and confidence. However, learners use coping strategies, like vocabulary
building, digital tools, and peer support to help reduce anxiety. The results highlight the importance
of teachers to design supportive learning contexts, incorporate pre-reading approaches, and advise
students to regulate their reading efforts for better fluency and interest. However, future work should
go further to investigate larger, more representative samples with quantitative indicators of anxiety
levels across time. While the study offers important findings, the limited sample size prevents
generalization, and larger, more diverse groups with quantitative assessments of anxiety levels over
time should be examined in future work.
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IET TUITHAETT OKYFA BAMJIAHBICTBI HIET TIJIT MA3ACHI3BIFBIHBIH
KABBLTIAHFAH KUBIHJIBIKTAPBI MEH LIEITY KOJIIAPEI

Angarna. byn 3eprrey mieren TUTIHAE OKbIFaHIA Ma3achI3[BIK CE3IHETIH CTYACHTTEpPIiH
KUBIHJIBIKTaphl MEH OJIapJbl KCHY CTpaTEeTHsUIapbIH 3€PTTEii/li. 8§ MarucTpaHTIICH >KYPTi3UIreH
cyx0aTTap Heri3iHJie canajibl TAKbIPBINTHIK TAJIIAY aPKbLIbI YIII HET13T1 TAKBIPBIN aHBIKTAIBI: MIETEI
TUTIHJIE OKYJaFbl KUBIHIBIKTAp — CO3IK KOPBIHBIH TAMIIbUIBIFBI, MOTIHAECPAIH KYPASTUTIIri KoHE
YaKbIT IIEKTEYJepi; SMOIUUIIBIK jKayalnTap — Ma3achI3JIbIK, ©3-631HE CEHIMCI3JIK *OHE CBIPTKBI
KbBICBIM; aJl Ma3achI3[bIKTHI JKEHY CTpaTerusuiapbl — CO3[IK KOPbIH JaMbITY 9icCTepi, HMHU(PIBIK
Kypalgappl naiganany »KoHe KypJAacTapAblH Kolaaybl. byl 3epTTey HOTHKenepi MOTUBAIUS, ©31H-
031 peTTey KoHEe KYPBUIBIMIAIFaH MeJaroTuKabIK TOCUIAEP/IIH OKYIaFbl Ma3aChI3IbIKThI a3aUTYAaFbI
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MaHBI3IBUIBIFBIH KepceTeni. MyramiMzaep OUTiM alymibuiapasl aJlblH ajla OKY CTpaTeTHsuIapblH
eHri3y, Oipiecill OKyJbl BIHTAJAHIBIPY JKOHE OKBITYJAa TEXHOJIOTUSHBI KOJJIAHY apKbUIbl KOJAan
anaapl, Oy TYCIHY MEH CEHIMAUIIKTI apTThIpyFa KeMeKTecedi. 3epTTeydiH MeKTeynepi —
TaHJIaMaHbIH a3 0O0JIybI XKOHE O31HIIIK ecer Oepy JAepeKTepine cyienyi.
Tyiiin ce3aep: meT TUTIHAETI Ma3achI3bIK, OKY, KIHII TUIA1 MEHrepy, IeT TUIaepiH
yiipeHy, Ce3/IiK KOPbIHIAFbl KUBIHIBIKTAP, 631HE JeTeH CEHIMCI3/IK, KYpecy CTpaTeTrusiaphl.
Junnyp JKyman'*, Cayne Tynenoea®, Kypanaii Kamneiiic®
12SDU University, Kackenen, Kazaxcran
3Kazakh Ablai Khan University of International Relations and World Languages, Anmars,
Kazaxcran
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BOCTIPUHSATBIE TPYJJHOCTHU U PEIIEHUSA CBSI3AHHBIE C THOSI3BIYHOM
TPEBOKHOCTBIO ITPU YTEHUU HA THOCTPAHHOM S3bIKE

AHHOTanus. DTO MHCCIEI0BAHNE TIOCBSIEHO W3YYEHHUIO TPYIHOCTEW U  CTpaTerui
MPEOJI0JICHUS, C KOTOPBIMU CTAJIKUBAIOTCS CTYICHTHI, HCTIBITHIBAIOIINE WHOS3BIYHYIO TPEBOKHOCTD
npu ureHuu. Ha oOcHOBe KayecTBEHHOIO TEMAaTHMYECKOrO aHajh3a HWHTEPBBIO C BOCEMbIO
MarucTpaHTaMu ObUIA BBIJICTICHBI TPU OCHOBHBIE TE€MBI: BO-TIEPBBIX, TPYAHOCTH TPH YTCHUH Ha
WHOCTPAaHHOM SI3bIKE CBSI3aHBI C OTPAHUYEHHBIM CIIOBAPHBIM 3aIlacOM, BBICOKOW CJIOYKHOCTHIO
TEKCTOB M HEXBATKOW BPEMEHHU; BO-BTOPHIX, SMOIIMOHAIBHBIC PEAKIIMHU TPOSBISIOTCS B BUIE
TPEBOKHOCTH, HEYBEPEHHOCTH B ce0€ U JaBJICHHUSI CO CTOPOHBI OKPYKAIOIINX; B-TPETbUX, CTPATETUU
MIPEOJIONICHUS] TPEBOKHOCTH BKJIIOYAIOT PAa3BUTHE CIIOBAPHOTO 3araca, UCIOJIb30BaHUE LHU(PPOBBIX
WHCTPYMEHTOB U TIOJy4YEHHE TMOAJEPKKH OT CBEpCTHUKOB. [loiydyeHHbIE NaHHBIE MOAYEPKUBAIOT
3HAYUMOCTh MOTHBALIUM, HABBIKOB CAMOPETYJISLUU U IEJICHANPABICHHBIX IE€JaroruyecKux
BMEILIATENIbCTB JUI CHW)KEHMSI YpPOBHS TPEBOXKHOCTM TNpu 4yTeHuH. llpemomaBarennt Moryt
3¢ dEeKTUBHO MOANEPKUBATH yUAIIUXCS, BHEAPSS CTpAaTeruy MpeBapUTEIbHOTO YTEHUS, MOOLIPS
COBMECTHYIO pabOTy U MHTETPUPYS TEXHOJIOTHH B Y4eOHBIN MpoLecc JUIsl MOBBIIIECHUS TOHUMaHU
TEKCTa U yBEPEHHOCTHU B CBOUX cuiiaX. OrpaHUYeHUsIMU UCCIIEIOBAHUS SBIISIOTCS HEOOIBIIONH 00beM
BBIOOPKH M OMIOpa HA CAMOOTYETHBIE IaHHBIE.

KitoueBble ci1oBa: HHOSI3bIYHAS TPEBOKHOCTh, YTEHHE, OBJIAJCHHE BTOPBIM SI3BIKOM,
M3Y4Y€HHE HMHOCTPAHHBIX S3bIKOB, TPYAHOCTH CO CJIOBApHBIM 3alacoM, HEYBEPEHHOCTh B cebe,
CTpaTeruu Mpeo0IeHUs
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CHALLENGES FACED BY HIGH SCHOOL STUDENTS IN PREPARING FOR THE
ENGLISH EXAM AT UNT IN KAZAKHSTAN

Abstract. This study examines some primary challenges faced by 11th-grade students at
Dostyq School in Kazakhstan as they get ready for the English section of the Unified National Testing
(UNT). From semi-structured interviews of 15 students, a few themes that recurred emerged.
Participants reported many difficulties with vocabulary acquisition, reading comprehension, and
grammar, which they identified as definite barriers to achieving high scores. Exam-related stress was
also of important concern, with many students expressing feelings of anxiety and pressure leading up
to the test. Some students considered preparing for the IELTS exam, with the possibility of converting
IELTS scores into UNT points, while feeling unprepared in terms of time and language skills. Many
students relied upon external support, such as several private tutors, multiple group courses, or diverse
online platforms, including Juz40, EDUCON, KURSANT, and YouTube. However, many people
noted that these resources frequently lacked some personalized guidance that they needed. They
required this guidance to address their particular weaknesses. Students highlighted the emotional
strain from parental expectations, in addition to academic challenges. These findings suggest a need
for much more accessible as well as tailored preparatory materials, in addition to stronger emotional
together with motivational support systems that better equip students for the demands of the English
UNT.

Keywords: UNT (Unified National Testing), English Language, English exam, student
preparation, vocabulary, emotional stress, Preparation for UNT, challenges, Kazakhstan, school
exams.

Introduction

Unified National Testing is a significant tool for assessing school graduates’ academic
performance and plays a vital role, as it affects their entrance to university and their eligibility for a
grant. The English language constitutes one of the few selected subjects of the exam, and its expertise
guarantees academic and professional development, also helping secure a grant.

The Unified National Testing (UNT) constitutes a key element of Kazakhstan's educational
system. It simultaneously serves as a graduation and entrance exam. First introduced in 2004, the
UNT has become a tool for standardizing graduates' knowledge and combating corruption within
university admissions (Israliev, 2013).

According to the Ministry of Education and Science of the Republic of Kazakhstan (2023),
more than 70% of graduates annually pass the UNT, which confirms its status as the main exam of
educational selection for higher education. The exam itself involves assessing students’ knowledge
of vocabulary, grammar, use of English, and reading comprehension skills. In comparison with
international exams like IELTS and TOEFL, UNT does not check listening and speaking skills.
Despite the narrow format, preparation for the UNT requires a deep understanding of language
structures and the ability to process information presented in a test format quickly. The UNT plays
an essential role in ensuring transparency and objectivity in the distribution of state grants, especially
for rural school graduates (Smagulov & Smagulov, 2018). Due to a unified approach to assessment,
students from different regions receive equal conditions for participation in the competition for study
at universities.
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However, it is noted that excessive focus on the testing format leads to narrowing the school
curriculum. The educational process is increasingly reduced to preparing for the test, which limits the
development of critical thinking, creativity, and interdisciplinary connections (Oralbekova, 2024).
This raises concerns among both educators and researchers who are studying the effectiveness of the
education system as a whole. The literature also raises the issue of social inequality. Despite the
formally equal conditions for passing the UNT, access to quality training, trial tests, and tutors
remains uneven, especially in rural areas (Sagidolda & Zhanbyrbayev, 2024).

Along with this, several studies highlight the high level of stress in students. For example,
Smagulov & Smagulov (2018) conducted a physiological assessment of high school students and
found elevated cortisol levels, anxiety symptoms, and signs of emotional exhaustion. Physiological
measurements show significant stress in school children during the period of preparation for the UNT,
which reduces not only their academic performance but also their overall psycho-emotional state
(Smagulov & Smagulov, 2018). Similarly, Tuleutayeva & Nurgaliyeva (2020) reported that students
often experience sleep disorders and reduced academic motivation as testing approaches. These
findings suggest that excessive academic pressure not only hinders learning but may also have long-
term health implications. Now, Kazakhstan is actively reforming the UNT: the option of multiple
passes has been added, the choice of subjects has been increased, and elements of profiling are
gradually being introduced. Nevertheless, the issue of integrating a competency-based approach and
flexible forms of assessment remains relevant (Zueva, 2017).

Students who prepare for the English exam at UNT face various challenges that reduce the
effectiveness of their learning and exam results.

The purpose of this study is to identify the main challenges that students face when preparing
for the English exam at UNT. The study answers the following question:

What difficulties do students face when preparing for the UNT in English?

Challenges Encountered in English Exam Preparation at UNT

Preparation for the UNT in English in Kazakhstan is a challenge for both students and
teachers. Despite the growing popularity of this subject among graduates, there are a number of
persistent problems that make it difficult to provide quality preparation. Despite efforts to develop
trilingual education in Kazakhstan (Kazakh, Russian, and English), the level of English proficiency
among the population remains low. According to the 2023 EF English Proficiency Index (EF EPI),
Kazakhstan ranked 104th out of 113 countries, which corresponds to a “very low” level of English
proficiency. In 2024, the situation improved only slightly: the country moved up to 103rd place out
of 116, remaining in the very low proficiency group. These statistics show that, despite the
introduction of trilingual education, many Kazakhstani students and adults continue to experience
difficulties in mastering the English language.

One of the main difficulties is the mismatch between the school curriculum and the UNT
format. School English classes are still focused on the grammar-translation approach, while testing
requires reading comprehension skills and vocabulary knowledge (Ishmuratova & Nortseva, 2018).
This leads to students not developing sustainable communication skills.

In addition, many graduates have insufficient language proficiency, especially in the regions.
Research shows that even having received a high score on the UNT, students often have weak real-
life communication skills in English (Zhumagulova & Nurpeys, 2016). An additional difficulty is the
lack of a language environment and qualified teachers, especially in rural areas. As noted by
Alzhanova and Baimenova (2021), many schools employ teachers whose level of English is below
the level required to prepare for the exam.

Another important barrier is the psychological insecurity of the students themselves. Students
are afraid of tests in English and prefer to choose more “predictable” subjects, such as the history of
Kazakhstan or biology (Alyamova, 2017).

Teachers, in turn, do not always have modern methodological skills. English language
teaching methods are often not adapted to the UNT format, and digital resources and trial tests remain
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unavailable in many regions (Ibraeva & Kharchenko, 2018; Akhmetzhanova & Tusupbekov, 2016).
Thus, to improve preparation for the UNT in English, it is necessary to develop the infrastructure of
language education, strengthen support for teachers, and reform teaching methods toward a practice-
oriented and communicative approach.

Factors Affecting Successful Preparation

Successful passing of the Unified National Test (UNT) in Kazakhstan depends not only on
subject knowledge but also on many other factors - psychological, social, strategic, and even
physiological. First of all, the students' cognitive abilities are essential. A higher level of subject
knowledge and logical thinking, as well as the ability to analyze tasks, directly affect the final result
(Ishmuratova & Nortseva, 2018). The capacity for consciously managing preparation processes is
also important, for example, for identifying weaknesses and adjusting strategies (Zueva, 2017).

The psychological state of the student does play an equally important role. Research indicates
that high anxiety may diminish academic success, despite possessing needed knowledge (Smagulov
& Smagulov, 2018). At that same time, naturally motivated and self-confident students are apt to
show a high degree of results.

Success is also affected by the environment. This includes the quality of teaching as well as
the availability of additional resources — textbooks, practice tests, and online platforms
(Akhmetzhanova & Tusupbekov, 2016). The family's level of support is also important: parental
involvement, moral support, and trust—all of this creates a favorable atmosphere to prepare.

Preparation strategies, too, are important: students who fully plan their lessons in advance,
divide material into parts and regularly practice practice assignments, usually feel confident during
exams and show improved results.

Finally, physiological factors, such as adequate sleep and nutrition, can have a strong effect.
Physical activity can also have an unexpectedly strong effect. Sufficiently little sleep before an exam
can reduce concentration and performance. This commonly happens under stress.

Thus, successfully passing the UNT is the result of an integrated approach, such as a
combination of knowledge, psychological stability, planned thinking, and a favorable educational
environment.

Methods and Materials

The purpose of this study is to determine the key obstacles that 11th-grade students encounter
as they prepare for the UNT English Exam, and to offer useful advice for how they can overcome
these obstacles. The study intends to answer a research question: (1) What difficulties do students
face in their preparation for the UNT in English?

To achieve the stated goals, a qualitative approach, combining a review of scientific literature
and semi-structured interviews, was used. This design enables integration within theoretical
frameworks alongside empirical understandings, allowing a deeper exploration into complex
educational phenomena (Creswell & Poth, 2018; Kvale & Brinkmann, 2015).

The literature review included studies published from 2015 through 2024, relating to the
problems involved in preparation for the UNT, learning English at school, and also pedagogical,
psychological, and organizational aspects concerning passing standardized tests. The main sources
were scientific publications posted in the CyberLeninka, eLibrary, and Google Scholar databases.
The purpose was to identify the already existing scientific approaches to the problem, formulate the
present difficulties, and justify the need for empirical confirmation.

The empirical part of the study was implemented using a semi-structured interview. The
interview involved around 15 11th-grade students, in preparation to pass the UNT in English and
Geography or English and World History, at a private High School. Respondents were interviewed
either in person or online, based on their availability. Each interview lasted for about 15-20 minutes.

The collected data were recorded and subjected to content analysis, following a structured
process of coding and interpretation (Elo & Kyngéas, 2008). Semantic categories were identified,
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including: cognitive and subject difficulties, preparation strategies, emotional states, resources used,
and student suggestions. Generalizations and conclusions were formulated based on recurring themes
and individual emphases (Braun & Clarke, 2006). All study participants provided voluntary informed
consent. The principles of anonymity, voluntary participation, and confidentiality of information were
respected, in line with established ethical standards for qualitative research (Orb, Eisenhauer, &
Wynaden, 2001). The data was used exclusively for research purposes.

Findings

The analysis of 15 semi-structured interviews with 11th-grade students preparing for the
English section of the Unified National Testing (UNT) revealed six major semantic categories. These
categories reflect the students’ lived experiences, concerns, and perspectives during their exam
preparation process.

1. Cognitive and Linguistic Challenges

The main challenge reported by students was related to linguistic knowledge, particularly
vocabulary limitations. Many students stated that while they were familiar with grammatical rules,
their restricted vocabulary made it difficult to understand reading texts and solve related tasks. The
use of phrasal verbs and professional terminology was also frequently cited as problematic:

I know the rules of grammar, but when I read the test or texts, I often don’t understand the
meaning because of unknown words.

Students also mentioned that they could not always apply grammar effectively in context, especially
under exam conditions. This disagreement between theoretical knowledge and practical application
created confusion and lowered their confidence.

2. Preparation Strategies

Students used various strategies to prepare for the UNT. The most common approaches
included private tutoring, group courses, and self-study using online platforms such as DOSTYQ,
EDUCON, juz40, KURSANT, and YouTube channels. While tutoring and courses were seen as
helpful, several students noted the lack of individualized attention in group settings:

In group classes, the teacher doesn’t have time for everyone, and if you don’t understand
something, it stays unclear because the time of the online meeting is limited (Student 2)

Additionally, some digital resources were considered expensive or hard to access, especially
for students living outside urban centers. This created disparities in preparation quality and access to
effective tools.

3. Emotional Experiences

Anxiety, fear, and self-doubt emerged as central emotional experiences for most students.
Stress was particularly high in the final months leading up to the exam. Many students reported
feeling overwhelmed by the unpredictability of the test format and their own perceived lack of
readiness. Students also shared their regrets about not passing the IELTS exam because the English
scores will be converted to UNT scores.

Even when | prepare a lot, | feel nervous and scared. What if | forget everything? If I had IELTS
6.0, I would be confident in myself (Student 3)

These emotional responses were intensified by comparisons with peers and by external
expectations from families.
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4. Support Systems

Students’ experiences with support systems varied. Some expressed appreciation for teachers
who provided additional lessons or one-on-one help. However, others noted that school support was
inconsistent and insufficient. In contrast, support from families was often perceived as pressure, not
encouragement.

Teachers help when they can, but parents expect too much. It’s stressful. (Student 4)

Psychological support was almost completely absent. Students felt that having access to a
school psychologist or mentor could help manage stress during the preparation process.

5.Motivational Factors

Students were primarily motivated by the desire to enter university and obtain a scholarship
or grant. Many saw academic success as a means of achieving financial independence and improving
their future prospects. The influence of family members, particularly siblings who had already
succeeded, was also a motivating factor.

My goal is to get a grant. I don’t want to burden my family financially. (Student 5)

Some students viewed English not only as a subject for the exam but also as a valuable skill
for future studies or life abroad.

6. Student Suggestions for Improvement

Participants offered a variety of suggestions for improving preparation for the English UNT.
These included introducing more communicative, real-life tasks in English classes, creating free
centralized online platforms with full preparation materials, and ensuring access to mock exams with
automatic checking and feedback.

We need a website where everything is in one place—grammar, practice tests, and videos.
(Student 8)

Students also emphasized the importance of having access to personalized feedback and
suggested that schools provide psychological support to reduce exam-related anxiety.

The results obtained largely correspond to the findings of Ishmuratova and Nortseva (2018),
who noted a lag in the vocabulary base from grammatical knowledge of students, and the studies of
Smagulov and Smagulov (2018), recording a high level of anxiety. The observation of
Akhmetzhanova and Tusupbekov (2016) about inequality in access to educational resources is also
confirmed.

Thus, students clearly understand their strengths and weaknesses, are able to formulate needs,
and have a critical view of the educational process. Their proposals can serve as a basis for
pedagogical and administrative reforms aimed at improving the quality of preparation for the UNT.

Conclusion

This study explored the challenges faced by 11th-grade students in preparing for the English
section in the Unified National Testing (UNT) of Kazakhstan. Based on a literature review and
interviews with students, several key difficulties were identified. These included various limited
vocabulary, multiple problems with understanding reading texts, weak grammar application, and a
noticeable lack of access to personalized resources. Furthermore, most students experienced
emotional stress. Such stress was frequently increased by parental pressure instead of school pressure.

While the students used various preparation methods, such as with tutors, through online
platforms, and in group courses, they often felt that these were not enough to fully meet their needs.
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A few expressed a preference for taking the IELTS instead of the UNT, as it offered another path
toward university admission, though time and language barriers made that route rather difficult.

The findings show that preparing for the English UNT is not just an academic challenge but a
psychological as well as structural one. To improve overall outcomes, students need increasingly
accessible and affordable learning materials, improved emotional support, and effective teaching
methods that focus not only on test-taking but also on real language use. Hearing the voices of
students as well as acting according to their feedback is necessary for making preparation for exams
more effective and fair to everyone.
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KA3AKCTAHJAFBI MEKTEN OKYIIBLIAPBIHBIH YBT-FA AFBLIIIBIH TLII
BOWBIHIIA JAWBIHIBIK KE3TH/AE KE3JECETIH KHBIHABIKTAPEI

Anparna. byn 3eprrey Kazakcranmarsl «J{ocThik» MekTeOiHIH 11-CBIHBITT OKYITBLIAPBIHBIH
¥Yurreik bipeiaraii rectineynid (¥YBT) arbuimibia T OeiMiHe JaiibiHIany OapbIChIHIA KE3eCeTiH
HEri3ri KUBIHJBIKTAPBIH KapacThlpaabl. 15 OKyLIBIMEH >KYPri3UIr€H XapTbUlall KypbUIbIMAAJFaH
cyx0arrap HOTHKeCIH/AE OlpHellle KaiTalaHaThIH TaKbIpbINTap aHbIKTaIAbl. KaTbicymibiiap cesmik
KOPBIH JIaMbITy, MOTIHJII TYCIHY >KOHE TpaMMaTHKaHbl MEHIepy MIcelseiepiH >KoFapbl Oayl aiyra
KeJlepri KeNTipeTiH MaHbI3[bl (akTopiap peTiHae atan oTTi. EMTuxanra OalIaHBICTBI CTpecc Te
MaHBI3/IBl MOCEJIe PETIH/IE KOPIH/I: KONTETeH OKYIIbIIAP TECT aJJBIHIAFbl KOOAKY MEH KhICHIMIbI
cesiHeTiHAepiH aiTTel. Keitdip okymbutap IELTS emTuxaHbiHAa MaifbIHAATYIBI KapacThIpFaHBIMEH,
YakbIT TIEH TUIII MEHrepy NEHreHiHIH >KeTKUTIKCI3MIriHe OalIaHbICTBl ©31H JabIH €MeC CE31H/II.
Kemnreren okymsuiap KocbIMIIa KOJayFa CyYHEHTEH: KEKe PEeTeTUTOPIap, TONTHIK KypcTap HeMece
Juz40, EDUCON, KURSANT, YouTube cekinmi oprypii onmaiin riardopmanap. Anaima, Oy
pecypceTapAblH KOIIUTIrT OKYIIbUIAPABIH HAKTBl OJICI3 TYCTApBhIH JKEKEJIeW TYCIHAIPETIH OarbIT-
Oarmap Oepe aiMalThiHBIH aTanm oTTi. COHBIMEH Karap, aTa-aHaJapAblH YMITIMEH OaiIaHBICTHI
SMOIMOHANIBl KYKTEME JI€ OKYIIbUIap YUIIH KOCBhIMIIA KHUBIHABIK TyFbI3aabl. Ocbl 3eprrey
Hotwkenepi BY¥T-ke MalbIHABIKTBI JKCHULACTETIH, KOJDKETIMII Opi JKEKEe KaKETTUIIKTepre
OelfiMIenreH OKy MaTepuajgapbl MEH OKYUIbUIAPJIbIH SMOLMSIIBIK >KOHE MOTHBAILUSIBIK
YKaFIaiJIapblH KOJIJIayFa OaFbITTAIFAaH JXYHenep/IiH KaKETTUIITH KOPCEeTeIi.

Tyiiin ce3aep: ¥bT (¥arreik bipbiHraii TecTiiey), aFbUILIBIH TLTi, aFBLIIIBIH TiTi eMTHXAHBI,
OKYIIIBI JAWBIHABIFBI, CO3MIK KOpP, 3MOLIMOHAIABI cTpecc, ¥bT-re mallbIHIBIK, KHBIHIBIKTAP,
Kazakcran, MexTen eMTUXaHAapBhl.
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TPYJHOCTHU CTAPIIEKJIACCHHMKOB ITPH IOJAT'OTOBKE K EHT I1O
AHTJIMACKOMY SI3bIKY B KA3BAXCTAHE

AHHOTaTIMA. B 3TOM Hcclie10BaHUM paccMaTpUBAIOTCs HEKOTOPbIE OCHOBHBIE IPOOJIEMBI, €
KOTOPBIMM CTAJIKUBAIOTCS Y4eHUKH | 1-ro Kitacca mxoisl «JlocTeix» B Kazaxcrane npu noAroToBke
K pasjeny aHriauiickoro s3pika EaubHoro  HanmonansHoro tectupoBanus (EHT). U3
MOJIYCTPYKTYPUPOBAHHBIX MHTEPBBIO C 15 yueHHKaMu ObUIO BBISBIEHO HECKOJBKO MOBTOPSIFOIIUXCS
TeM. YYaCTHUKH COOOLIMIIM O MHOTOYHCIIEHHBIX TPYIHOCTSX C IPHOOPETEHUEM CIIOBApHOIO 3amaca,
[IOHUMAaHUEM [POYUTAHHOIO M TPAMMATHUKOM, KOTOPBIE OHU OIPEAEIUIN KaK OIPEICICHHBIC
NPEMATCTBUS JUIl JOCTHXKEHHUS! BBICOKMX OayuioB. CTpecc, CBS3aHHBIM C HK3aMEHOM, Takke ObuI
BaXXHOH MPOOJIEMOM, MTOCKOJIbKY MHOTHE YYEHUKH BBIPaXKaJld YyBCTBO TPEBOTU M JIABJICHUS TEpeE]
TecTOM. HekoTopble y4eHMKH paccMaTpuBaid MOArOTOBKY K 3k3aMeHy IELTS ¢ BO3MOKHOCTBIO
koHBepraimu 6amnoB IELTS B Gamnsr EHT, uyBcTBYs ce0si HEMOJArOTOBICHHBIMU 10 BPEMEHU U
S3bIKOBBIM HaBbIKaM. MHOIMe y4€HUKHM II0JIaraJIUChb HA BHEIIHIOK MOMJEPKKY, TaKyl Kak
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HECKOJIBKO YaCTHBIX PENETUTOPOB, HECKOJBKO TPYIIIOBBIX KYpPCOB WM Pa3JIMYHbIE OHJIAWH-
mwiardopmsl, BIodast Juz40, EDUCON, KURSANT u YouTube. OqHako MHOTHE JTFOM OTMETHIIH,
YTO 3THM PECypcaM 4acTO HE XBaTaJI0 HEKOTOPBIX MHANBHIYaIbHBIX PEKOMEH 1AL, B KOTOPBIX OHU
HyKJamich. VM TpeOOBaJIOCH 3TO PYKOBOJICTBO ISl PEHICHUS HMX BeChbMa CHEIU(PUISCKUX
cmabocrerd. CTyIeHTBI TTOTYEPKHYITH SMOIMOHATBHOE HAMPSHKEHUE OT POJAUTEIBCKUAX OXKHUIAHUN B
JOTIOJIHEHUE K aKaJIeMHYECKHUM TPYIHOCTSAM. OTH PE3yJbTaThl YKa3bIBAIOT HA HEOOXOJIMMOCTD
ropa3no OoJjiee JOCTYIHBIX, a TaKXe aJalnTUPOBAHHBIX TIOJrOTOBHTEIBHBIX MATCPHAIIOB B
JOTIOJIHEHWE K 0O0Jiee CHJIBHBIM 3MOILIMSIM BMECT€ C CHCTEMaMH MOTHBALMOHHOM MOJICPKKH,
KOTOpBIE JIy4llle OAr0TaBIMBAIOT CTYJAeHTOB K TpeOoBanusM EHT no anrnuiickoMy s3bIKy.

KiioueBbie cioBa: EHT (EnuHoe HammoHanpHOE TECTUPOBAHUE), AHTJIMMCKUN S3BIK,
9K3aMEH [0 AHIJMKUCKOMY S3bIKY, MOATOTOBKA CTYAEHTOB, CJIOBApHBIM 3amac, 3MOIMOHAJIbHbBIN
crpecc, noaroroska k EHT, TpynHoctn, Kazaxcran, mKoIbHbIE SK3aMEHBI.
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STUDENTS’ PERCEPTIONS OF TEACHERS’ CODE-SWITCHING IN
ENGLISH MEDIUM INSTRUCTIONS CONTEXT

Abstract. English Medium Instructions (EMI) is a system that has become commonly adopted
by numerous universities, and according to its specific peculiarities, EMI can deliver both
opportunities and challenges to the learners. To prevent the challenges, some teachers implement
code-switching into their lessons. This study is focused on students’ perceptions of teachers’ code-
switching in EMI-context, considering TFL and Engineering students as representatives of students
from Humanitarian and STEM faculties. Face-to-face interviews were conducted in this qualitative
study. Eight participants: four students from the TFL faculty and four from the Engineering faculty,
revealed their perspectives. The collected data was processed in thematic analysis. In conclusion, it
was investigated that TFI-students’ perceptions of code-switching appear rather negative, contrasting
with Engineering students’ perceptions. It was recommended for teachers to implement either code-
switching or translanguaging strategically, in a deliberate manner, taking into account learners’ first
languages, thus not leading to the phenomenon of discrimination.

Key-words: English Medium Instructions, code-switching, translanguaging, STEM,
Humanitarian, TFL, Engineering

Introduction

The phenomenon of English Medium Instructions (EMI) in educational institutions is
becoming more and more globally significant due to the beneficial effect this spreading trend
provides; a number of universities nowadays adopt the system of EMI. EMI refers to the learning
context, where students whose native language is not English get education in English language. It is
considered that studying in EMI-context indeed can provide new opportunities for the learners, such
as having access to a larger academic library, since English is assumed to be to a greater extent
common in scientific fields; the possibility to increase competence in English; receiving wider
professional horizons, and other meaningful opportunities. Yet, it is indisputable that with the row of
opportunities students of EMI-context, in addition, face various challenges. For instance, the obvious
complication of learning the disciplines in the second language. Thus, according to Defaouz,
Camacho-Minano (2016), STEM-students are noticed to be under difficult educational conditions
due to their issues with understanding technical vocabulary, combined with the problematic
expression of themselves, as well. It is obvious that studying in an EMI-environment provides its own
positive and negative peculiarities, affecting students’ motivation to learn, omnifarious in-class
interactions, perception of the professional disciplines, in some cases - their academic performance
changes. All these factors determine the individual situation for a learner; therefore, it is also
complicated enough to say about the accuracy of EMI-system’s impact on learners’ study, as well as
about how to resist the appearing challenges.

Admittedly, the issue of suitable strategies for guiding learners in EMI-setting is an infinitely
discussed topic, and there is the variety of techniques that hypothetically may assist. For instance, in
order to simplify the process of studying in a second language, it can be proposed to use such
strategies as code-switching from the teacher’s side, since it is assumed that it may potentially support
the learners studying in a monolingual English-language environment (Rahman & Singh, 2022). The
term “code-switching” was originally created by Haugen (1956), and it refers to the practice of the
individuals speaking more than one language or dialect during the conversation. As it is obvious,
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code-switching can serve a variety of communicative and social functions. Romaine (1995) defines
two types of code-switching: situational and metaphorical, where situational code-switching is used,
when external factors can influence the choice of the language; metaphorical code-switching is to a
greater extent connected to the social meaning. Code-switching is a debatable aspect with the row of
functions and consequences, including assistive options. Yet, despite the positive side, from the other
perspective, it can be hypothesized that code-switching may be perceived differently by the circle of
learners. For example, theoretically, not strategic implementation of code-switching by a teacher can
sometimes lead to total misinterpretation and confusion among students who learn English in the
context. Furthermore, some groups of students may find teacher’s code-switching limiting them in
learning the language (Akhtar et. al, 2016). Additionally, what is ambiguous, the students’ perception
of the teacher’s code-switching in EMI-context may to some extent differ across faculties.

The aim ofthis study is to explore students’ perceptions of the role of teachers’ code-switching
in understanding the content in EMI-context. Taking into account students’ perspectives, this research
aims to contribute to the teacher’s usage of code-switching during their classes, and establish how
students’ perceptions of code-switching can differ across the different faculties.

Research questions
1. How does code-switching influence students' understanding of content in the EMI-environment?
2. How do students’ perceptions of code-switching in EMI-context differ across the different
faculties?

Literature review

It can be noticed that English Medium Instructions is becoming globally trendy in high
education settings due to the number of specific peculiarities, which it delivers with its
implementation. Admittedly, it is obvious that no absolutely indisputable strategy for the increase of
quality of education exists; therefore, EMI is not an exclusion, and it also can provide some negative
consequences. There can be various suggestions which a teacher can possibly use while teaching in
EMI-context; code-switching, which has become relatively in demand because of its offer to transit
from one language to another, is one of the acceptable solutions. According to Ustunel (2016), code-
switching, to some degree, is believed to be a bridge between teaching and the learning process. Yet,
code-switching from the teacher’s side still cannot be considered as a perfect suggestion for the
further facilitation of learners’ studying process in EMI-environment, since it is an individual case. It
is true that a teacher’s code-switching, as any other strategy, can be perceived by students in different
contrasting ways.

Firstly, it is hypothesized that an instructor’s implementation of code-switching in the
teaching process can be faced positively by the circle of learners. According to Cicillini (2023), code-
switching plays a supportive role in EMI-context, replenishing some lexical gaps, quiding in social
interaction, delivering an explanation to special cultural references, anecdotes, specific lesson details,
and other aspects which can be found useful in EMI-classroom. Furthermore, it was said that code-
switching, in addition, works well in pedagogical and communicative aspects, in general. Code-
switching itself can be considered a positive strategy in EMI-environment, where it is indeed required
to to greater extent to be focused on content, yet not language; thus, code-switching can appear
truthfully supportive, especially, for STEM-faculties. Li (2015) suggests that the opinion about
Cantonese-English code-switching, being “a negative language behavior”, should be reconsidered. It
was explained that people may see this strategy as one that leads to the loss of cultural peculiarities
of one language or that limits the vocabulary, however, the truth is that the appropriate usage of
Cantonese-English code-switching can help maintain discipline in the classroom because of
Cantonese’s cultural peculiarity, and even can affect the vocabulary of Cantonese speaker positively.
The author adds that it is complicated to imagine communication without code-switching; the opinion
about code-switching being avoided at all is too strict. Fishman (1997) refers to code-switching
playing a noticeable role in intercultural communication, in social identity within one group, and in
the bilingual context, as well. Code-switching plays a significant role in cultural assimilation and
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social structures. Ahmad and Jusoff (2009) indicated that code-switching may be a good companion,
if teachers need to check the comprehension level of students. Sahan and Rose (2021) find the code-
switching and translanguaging phenomenon effective in EFL-classrooms, especially, with some
additions to the framework. Continuing the beneficial influence of code-switching, it may lead to a
deeper understanding of the material and more active participation in the classroom, if taking into
account particularly secondary schools, where the research itself was found (Tsaona and Vic, 2013).
In addition, Shartiely (2016) states that code-switching is a well-appreciated strategy in teacher-
students’ interactions, where a teacher may use it to influence a student’s behavior, for necessary
praising or complementing. Thus, Al-Qaysi (2016) calls code-switching one of the most effective
educational strategies in EMI, taking into consideration predominantly the place of the research: the
Gulf region (specifically Oman). It must be noted that the context of the research was computer
technology lessons, where code-switching would be implemented. Moreover, code-switching may
appear useful in simple social interactions, which are, admittedly, frequent in EMI-environment. In
this case, Bond (2001) illustrates the situation where bilinguals feel more open to sharing specific
thoughts using code-switching, for instance, if they tell an embarrassing story, it is convenient for
them to transition to the second language. Research provided by Myrzabek et al. (2023) refers to the
spectrum of the reasons why transition to code-switching happens: it can be achieving the level of
comfort in conversation or habit. Logically, the opportunities provided by code-switching devices,
can be implemented into teacher-student interaction with benefits for the purpose of simple further
social convenience and openness. Phuntsog (2017) delivers the results of the research about code-
switching from the teacher’s side in this way: it can appear as a good scaffolding device; moreover,
code-switching can play a beneficial role in reinforcement learning. Concluding the row of
opportunities of code-switching in EMI-environment, it indeed can deliver a solution for the students
of STEM faculty in terms of communication issues, loss of understanding of each other, the need for
explanation, and anxiety of students (Moulisa, 2020). With the proper implementation of code-
switching by a teacher, where it is required, students of STEM-faculty are, theoretically, closer to
having a higher quality of education.

In contrast, in some cases, the teacher’s implementation of code-switching into the lessons is
even, to some extent, proximate to prevent the educational process. Thus, Ospanova (2017) delivered
the results of the qualitative study, where it was revealed that the instructor’s code-switching was
faced negatively by the students of translation studies. It was shared that in this particular case code-
switching in fact prevented the process of language learning, to some degree retarding the language
learning. Predominantly, such a result was received, due to the teachers’ possible lack of knowledge
on how to use code-switching properly with its all provided opportunities. Humanities students,
overall, may have totally negative attitudes towards the code-switching process (Zhang & Liitge,
2024). It was stated that code-switching in the classroom represented a challenge in academic
integration and social interactions in the educational environment, contrasting with the STEM-
faculty’s students’ perception of the code-switching phenomenon. Tsaona and Vic (2013) also
provided the negative effects of code-switching in secondary schools’ classrooms: it does not guide
in the language development. Hua (2008) even believes that code-switching in fact delivers numerous
complicacies. It is said that despite code-switching often appearing as a supportive tool, it is not
positive to overuse it, and it would be more effective to implement not just code-switching, yet with
the instructions. In case of the overuse of code-switching, there is a possibility of getting negative
sequences in learning language (Jingxia, 2010). The later research of Nurhamidah, Fauziati, and
Supriyadi (2018) combine the findings and conclude that code-switching is an indisputably highly
appreciated tool with the two factors taken into account: the appropriate amount of usage; purposeful
usage of it within the classroom.

What is interesting, regarding code-switching, there were also multiple cases of its usage in a
rather neutral way. For instance, Bahous et al. (2014) remarked that some teachers use code-switching
in the lessons without being conscious of it, while their students may implement it with a motive.
Meruert (2020) states that the effect of a teacher’s code-switching on students’ perceptions may differ
based on the aim of the teacher. For example, if the aim of code-switching was to provide a deeper
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explanation of the material or expression, it can be perceived rather positively. Yet, if a teacher used
code-switching due to a lack of knowledge (does not know the translation, for instance), then it is
considered to be poorly welcomed.

In conclusion, code-switching from the teacher’s side can be perceived by students in different
ways, since it is individual. The effect of code-switching can be positive, negative, and also neutral
in the classroom. Furthermore, as it was noticed by the researchers, such as Zhang & Lutge (2024),
various faculties can consider the phenomenon of “switching” between languages from differing
perspectives. Thus, Humanities students can meet the code-switching to a greater extent negatively
than positively, while students of STEM-faculty, in contrast, can find it rather supportive.

Method

A purposive sampling was integrated into the qualitative study (N=8), where students from
Humanistic and STEM faculties expressed their perspectives on teachers’ code-switching. A
purposive sampling was considered as appropriate within this research, since, in this case, the students
from Engineering and TFL faculties who had experience of studying in EMI-context, and study on
the courses higher than first, participated. This sampling can be explained by the participants’ amount
of experience of studying in EMI-system, which they, hypothetically, could receive during a longer
period of studying. Thus, 4 students from TFL-faculty and 4 from Engineering-faculty were recruited
for the purpose of investigating the phenomenon from various sides, since the data in literature review
demonstrated how students’ perceptions of teachers’ code-switching can possibly vary across the
faculties. The study was conducted in one of EMI-universities of Kazakhstan, Almaty region.
Participants were students of different years of study and educational degree: 4 freshmen MA students
(Master of Arts) from TFL-faculty, 3 Bachelor’s Degree 4-year students and 1 Bachelor's Degree 3-
year student from Engineering faculty. The students’ age varies from 20 to 25 years old. Before
conducting the study, consent letters were sent to the participants, thus getting them acquainted with
the aims of the research. Participation was voluntary, all the participants were assured that the
information they provided would be confidential.

Procedure: Semi-structured interviews. The data was collected through the interviewing
process and analyzed through thematic analysis at the later stages. All the interviews lasted from 15
to 30 minutes, and the data-collecting process was held for a week. The data was recorded, using a
dictaphone and then transcribed. After analyzing the data, it was decided to divide the answers into
two main groups for further convenience: TFL-students’ responses and Engineering students’
responses. In this case, on the other hand, random selection without any frames in terms of a year of
study supported to a greater extent diversified research, where participants of different lengths of
study (from a STEM-faculty) in one university could express their positively different perspectives.
In addition, in case TFL MA students could not provide much information about their experience of
facing code-switching from the teacher side in their Master’s Degree program, they were able to
appeal to their past experiences of studying in Bachelor’s Degree. Furthermore, MA TFL-students
had an impressive experience of facing teachers’ code-switching, since 100% of participants
graduated from EMI-universities. On the other hand, the limitation within the study may appear there
- it would be, from one perspective, more balanced to collect the data exclusively from MA students
in order to balance the data of two faculties; however, the results from both MA and Bachelor's
students, in theory, may lead to receive more varied points of view.

Data analysis

Firstly, the audios were transcribed; the data from the recorded audios was converted to the
text format. The obtained data was grouped into TFL and Engineering students' perspectives and
analyzed separately. The next step was to generate codes for the participants and apply them to the
data set. As the third stage, inductive thematic analysis was utilized: the main themes of the research
were identified, after analysing the transcription. The participants' specific quotations were sorted out
in order to relate it then to one of the themes. At the final phase the parallels between two faculties’
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students’ perceptions of teachers’ code-switching were established. The quotations of the participants
of two cohorts: STEM and TFL students were analyzed under the themes, which were revealed at the
previous stages, and it became possible to receive the summary from two observed cohorts.

Results

Thematic analysis of the rows of the interviews revealed such topics as: students’ challenges
connected to teachers’ code-switching (challenges); benefits of teachers’ code-switching (benefits),
students’ attitudes towards teacher the teacher using code-switching (perception of the teacher),
disciplines where code-switching is appropriate, opinion about perceptions of teachers’ code-
switching by students from other faculties (view of other faculties’ perceptions). In addition, in some
cases the participants provided their recommendations on how teachers may use code-switching in a
more quiding way, which can be established as the separate subtheme of “benefits” -
“recommendations”. The listed themes were noticed during analyzing the data of participants of both
TFL and Engineering faculties.

TFL students’ perceptions of teachers’ code-switching

Theme 1: Students’ challenges connected to teachers’ code-switching

1) “I don’t think there is a challenge for me. I know English pretty well, that's why I
understand everything. I don’t encounter any challenges, besides when the teacher code-switches to
the language I don’t know”. (Participant 1, MA, freshman)

2) “Sometimes, switching to one language, which is not understandable for some students,
might be a discrimination”. (Participant 2, MA, freshman)

3) “I haven’t actually faced any challenges with it, because mostly my teachers don’t use code-
switching, they use it really-really rarely”. (Participant 3, MA, freshman)
In the majority of cases, the participants provided the similar answers that they do not meet any
challenges due to a number of reasons: three of the participants mentioned high English proficiency,
and one mentioned low frequency of using code-switching by their teachers. In addition, the factor
of discrimination of using the languages of minorities was remarked by the participants. They
considered it as an aspect which should be taken into account by their instructors.

Theme 2: Benefits of teachers’ code-switching

1) “During my Bachelor’s Degree, | think, most of my teachers code-switched, because
students didn’t understand some terms. So, in order to help them understand the topic in class, they
could switch to Kazakh or Russian”. (Participant 1, MA, freshman)

2) “Mostly, according to my experience, the teacher used code-switching to joke. To create
the environment. Sometimes teachers can use it to explain some things like some terms. Joking and
explaining”. (Participant 3, MA, freshman)

To interpret, code-switching can be in fact beneficial in such cases as explaining the terminology
(N=4) or creating a comfortable environment, where a teacher can produce jokes (N=1).

Theme 3: Students’ attitudes towards the teacher using code-switching

1) “Well, I personally feel not really good when the teacher uses code-switching, because if
the teacher uses just English, it wouldn’t be so unclear. So, I just don’t understand their purpose.
Sometimes, on one subject, the materials are in Russian, and it’s difficult for me to understand the
terminology in Russian, because then it is required to tell about it in English. It could be just explained
by the teacher just in English, it would be easier. (Participant 2, MA, freshman)

2) “I don’t think much about the teachers themselves, but I think they just don’t know how to
express themselves in English. My overall opinion about that is rather negative, but not, like, really
negative... Let’s take the example. If teachers use code-switching, in case their students don’t
understand, then | can think that this teacher is quite cool. They are trying to help students and don’t
just teach and then leave, they need to know that their students understand everything well. It
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influences my opinion about their code-switching... Well, I remember one teacher who used to code-
switch a lot: he code-switched to Turkish, and | do not know Turkish. | think, in this case it was
inappropriate to code-switch, he didn’t consider the languages of all the students”. (Participant 4,
MA, freshman)

All the participants find it inappropriate, when the teachers integrate code-switching into their
teaching. The reasons vary from switching to the language of minority to unpurposeful code-
switching, thus confusing the audience. Nevertheless, the most frequent case is code-switching
without any strategy serving as a negatively perceived tool.

Theme 4: Disciplines where code-switching is appropriate

1) “I'm studying in TFL, that's why, I think, there is no appropriate case for a teacher to use
code-switching”. (Participant 2, MA, freshman)

2) “I think, in all subjects it is appropriate. It rather depends on what purposes it is used. For
example if you use it in Major Foreign Language too often, you might lose the purpose of your
subject, as a teacher of EMI”. (Participant 3, MA, freshman)

According to the opinion of three participants, code-switching is inappropriate in TFL-classroom,
and according to the opinion of one participant, code-switching can be implemented in a positive
way, in case it was purposeful.

Theme 5: Participants’ view of other faculties’ perceptions

1)“Some faculties can think that code-switching is necessary, like, mathematics or some
faculties that are related to physics or just technical disciplines. Mostly, in this very case, their level
of English can be not that high. They are focused on formulas, numbers, rather than on
communication. | think, in these cases the need for code-switching is higher”. (Participant 4, MA,
freshmen).

2) “I think in STEM code-switching is more common. | think they might perceive it actually
more positively”. (Participant 3, MA freshmen).
All the participants mentioned code-switching as a supportive linguistic approach for STEM-
specialties.

Engineering students’ perceptions of teachers’ code-switching

Theme 1: Engineering students’ challenges connected to teachers’ code-switching

1) “When my teacher mixes the languages, it is confusing. It is not like code-switching, it is
just a remix of languages. One sentence can start in Russian, then it is in English, and the end is in
Kazakh. Code-switching or not, it feels like a strange thing”. (Participant 5, BS, 4th year).

2) “You know, I don’t really know Kazakh. I like code-switching, but when my lecturer starts
using the language I don’t know, I don’t understand, like, anything. I start asking my groupmates
what he said and feel very bad”. (Participant 6, BS, 3rd year)

3) “It will be more complicated in future to understand some terms in English, because the

teacher said in Russian or in Kazakh. Especially difficult, if it sounds different in English and maybe
Russian”. (Participant 7, BS, 4th year).
The majority of students mentioned the confusing usage of code-switching by their teachers. In some
cases, the instructor integrates code-switching without any strategy or without considering the
languages of the students. One participant delivered a statement about inappropriate usage of code-
switching for terminology.

Theme 2. Benefits of teachers’ code-switching

1) “I wasn’t familiar with this word “code-switching”, but I think it is good. Teachers can use
it, when they can’t explain something in English, or if we don’t understand. It is cool, when they
understand when it’s time to say it not in English”. (Participant 8, BS, 4th year)

2) “It is so helpful to hear some terminology in Russian or Kazakh, Thanks for it. It is easier
to understand and to do my laboratory work then, of course”. (Participant 7, BS, 4th year).
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Four participants found code-switching truthfully guiding in terms of terminology. Furthermore, the
participants expressed their respect towards teachers who implement code-switching.

Theme 3. Students’ attitudes towards teachers using code-switching

1) “Honestly, I understand them. They don’t know a word, it’s a normal thing, it’s indeed fine
to say it in your native language... Sometimes they don’t know how to say something, so I’'m okay
with it”. (Participant 7, BS, 4th year).

2) “I feel mostly neutral about the teacher. It’s more interesting for me which words were
code-switched and not why. In general, I think it’s fine. Maybe he just didn’t know the translation of
the specific terms”. (Participant 5, BS, 4th year).

The majority of participants (N=3) expressed their positive attitudes towards teacher’s code
switching, and one felt neutral about it. What is similar, all the four participants hypothesized that the
main purpose of their teachers using code-switching is them possibly being not familiar with some
technical words.

Theme 4: Disciplines where code-switching is appropriate

1) “In "rymanurtapssie Haykax” like philosophy or sociology it’s appropriate. It’s kind of
useful to discuss it in Russian and English. It is much easier. As you noticed, I’ve just code-switched.
Am I right? It is because I didn’t know the translation”. (Participant 7, BS, 4th year)

2) “Where we have a lot of terminology”. (Participant 6, BS, 3rd year)

Two students emphasized the appropriateness of code-switching within Humanitarian disciplines,
and two mentioned the subjects with a great amount of terminology.

Theme 5: Participants’ view of other faculties’ perceptions

1) “Of course, everybody has their own opinion, but I think they will say the same thing, since
code-switching is very convenient”. (Participant 7, BS, 4th year)

2) “I think other faculties will like it too, because why not? A lot of people don’t understand
something. Many specialties have unknown difficult words. Code-switching is effective, in my
opinion”. (Participant 6, BS, 3rd year)

To summarize, all the four participants suppose that code-switching is an appropriate
linguistic approach for all faculties, since it is convenient due to a row of reasons, especially in case
there are a number of unfamiliar words.

Discussion

The aim of this study was to identify students’ perceptions of teacher’s usage of code-
switching in the EMI-classroom. In order to diversify the research, two faculties were taken into
consideration: TFL-faculty and Engineering faculty. The participants answered the specific questions
regarding opportunities and challenges of teacher’s code-switching, their attitudes toward their
instructor who implements code-switching, disciplines where it is inappropriate, and revealed their
perspective about how other faculties might perceive teachers’ code-switching. Thematic analysis,
face-to-face interviews were conducted in this study. The received results from both faculties were
analyzed in depth and compared to each other.

Challenges connected to students’ code-switching

Students provided their possible challenges, when their teacher implemented code-switching,
and it was expectedly established that TFL-students face less challenges, compared to students from
Engineering faculties.nlt was revealed that the frequency of using code-switching by the teachers
from different faculties was varying, since teachers from TFL-faculty were mentioned to rarely use
this linguistic approach, while Engineering students marked in their interviews code-switching as a
normal case in their classroom. STEM-faculties encounter such challenges in EMI-classroom as the
confusion which they receive, when their teacher “interferes” with code-switching without any
strategy, which lead to the similarities with the results of the study provided by Nurhamidah, Fauziati,
and Supriyadi (2018) about purposeful code-switching.
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Participants shared their feelings, in case the code-switching was implemented
inappropriately, and it can be interpreted as how dramatically confused they, in some cases, can feel;
thus establishing a parallel with the number of studies, such as Hua (2008), where it was mentioned
that the purpose and frequency of code-switching also indeed have significance. It is clear that code-
switching can indeed influence students’ level of comprehension. Code-switching is a useful tool, yet
it needs to be considered by its appropriateness and the languages of the students in EMI-classroom.
Furthermore, what is interesting, two faculties in fact expressed the significance of the linguistic
inclusivity in EMI-context; teachers are recommended to take into consideration to which language
exactly it is relevant to switch, which languages are familiar for their students, and how students who
are not aware of some languages might feel, if code-switching is unavoidable. TFL-students used the
term “discrimination”, since they hypothesize code-switching needs also to be considered from the
sociolinguistic perspective, and not exclusively as a tool for convenience.

Benefits of teachers’ code-switching

Overall, all the participants were focused on the importance of teacher’s code-switching in
terms of explanation within the EMI-classroom. Students reacted positively to the teacher’s code-
switching, thus emphasizing the supportive function of it. TFL-students mentioned that code-
switching can also be used as a tool for creating a comfortable atmosphere in the classroom, for story-
telling, and in case a teacher is intended to tell an anecdote. Cillini (2023) achieved the close outcome,
revealing that code-switching is supportive as a tool for interactions, some cultural references, jokes
or other specific moments during the lessons. Both faculties mentioned about the most appropriate
positive sides of teachers’ code-switching for their particular faculties. For instance, TFL-students
express the significance of code-switching in terms of terminology and supporting the atmosphere in
EMI-classroom; Engineering students’ opinion was mostly concentrated on instructors' explanation
of terminology, as it was studied by Camacho-Mindno (2016) about STEM-students considering
technical terminology in EMI-context to some extent problematic.

Students’ attitudes towards teachers using code-switching

Interestingly, it was the moment where students of different faculties expressed their totally
varying thoughts. As Zhang and Lutge (2024) investigated, different faculties can consider the
phenomenon of code-switching in contrasting ways. Engineering students were noticed to have
neutral or to a greater extent positive attitude towards their teachers integrating code-switching to
their lessons. It was revealed that the dominating feeling in students from Engineering faculty, in this
case, is understanding. Code-switching was observed to be supportive for STEM-students due to the
row of positive peculiarities, as it was mentioned in the study of Moulisa (2020), where code-
switching appeared indeed helpful for the STEM-disciplines specifically. The majority of participants
expressed their level of empathy, if a teacher does not know a specific word, and implements code-
switching at these moments. At the same time, TFL-students’ perceptions of teachers' code-switching
is negative, especially, if it was unpurposeful, and a teacher did not consider learners’ needs, native
languages and other important factors. The identical result about students from Humanitarian faculties
perceiving code-switching negatively appeared in the research provided by Zhang & Litge (2024).
To summarize, code-switching should be strategically implemented, and must not confuse students in
any form, according to TFL-students' responses.

Disciplines where code-switching is appropriate

TFL-students expressed about inappropriateness of code-switching in any discipline which
figurates in their faculties, yet repeated the statement how it can be quiding, in case code-switching was
purposeful, and no challenges appeared after the implementation; while Engineering students named two
cases, where code-switching is possibly appropriate: humanitarian disciplines and disciplines with the
large amount of terminology. To generalize, students from Humanitarian faculties indeed might have
negative perceptions of teachers’ code-switching due to peculiarities of their faculties. The fact of the
students of Humanitarian faculties possibly perceiving teachers’ code-switching in a comparatively
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negative way is close to the results of the study of Ospanova (2017), where students of translation studies
provided the same result. Yet, regarding STEM-faculties and their peculiarities, students can commonly
perceive code-switching positively, thus building a positive image about the teacher who implements
code-switching. What cannot be ignored, is the fact of code-switching which has to be strategically used,;
therefore, the negative challenges can be minimized.

Participants’ view of other faculties’ perceptions

Responses from TFL-students were totally about the significant role of code-switching in STEM-
faculties, STEM-students may face challenges with technical vocabulary or issues connected to English
language knowledge. On the other hand, from a STEM-student's perspective, teachers’ code switching
can be appropriate in all cases, all disciplines, due to the convenience of code-switching. To interpret,
TFL-students were concentrated on the special details of the role of code-switching, because, in their case,
totally positive implementation of code-switching is questionable and needs to be integrated with strategy,
which was emphasized. STEM-students faced less obstacles with code-switching; therefore, they shared
their perspective about code-switching being a supportive linguistic strategy for all disciplines, thus taking
into account the general quiding image of code-switching.

Limitations of the study

The sample of participants was too wide: in the research appeared TFL students of Master’s
Degree and Engineering students from Bachelor's degree, which can possibly lead to some inaccuracy in
the study. From the one hand, TFL-students were able to appeal to their previous experience while
responding to the questions. The answers can be diversified according to the perceptions of students with
different backgrounds, yet it could be more appropriate to be to a greater extent focused on the exclusively
students of Master’s or Bachelor’s Degrees.

Conclusion

Teachers code-switching is a supportive linguistic tool in EMI-classroom, which can deliver
numerous benefits: explanation of terminology, establishing comfortable atmosphere, humorous
purposes and other significant reasons. Yet, it is highly recommended to implement code-switching
with strategy, considering the learners’ needs in combination with their first languages. To
summarize, TFL-students have to a greater extent negative perceptions of teacher’s code-switching
in EMI-context, and truthfully recommend to purposefully integrate it in the classroom, while
Engineering students find code-switching a supportive tool, and suppose, teacher’s code-switching
can appear appropriate in other faculties, as well. However, the results, theoretically, could appear
more relevant, if the study was focused on Bachelor’s or Master’s students separately; therefore, the
research could deliver more details about one selected context. This paper suggests future research to
consider exclusively Master’s students or Bachelor’s students.
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CTYAEHTTEPAIH ENGLISH MEDIUM INSTRUCTIONS KOHTEKCTIHAE
MYTANIMAEPAIH KOATAPBIH AYBICTBIPY 1bl KABBIJIJIAYbI

Annmarna. English Medium Instructions (EMI) - Oys1 kenTereH yHUBEPCHTETTEPC HKAIIIbI
KaOBUIIaHFaH XKYlHe KoHe o31HIH epeKmiernikTepine coiikec EMI okymbuiap yIriH MyMKIHIIKTED e,
npobiemanap na oepe amanel. Keitbip myramiMaep mpobdiemanapabl 00aapIpMay YIIiH KOATApAbl 63
cabakrapeiHa aybICTBIpYIbl eHrizemi. bynm 3eprrey TFL jxoHe HWHXXKEHEpIiK MaMaHIBIKTApIbIH
CTYACHTTEpIH TyMaHUTapiblK >koHe STEM ¢akynbTeTTepiHiH CTYAEHTTEpl PETIHAE KapacTblpa
otbipbill, EMI KoHTEKCTiHAE MyFamiMIEpAiH KOJATapblH aybICTBIPHII KOCYAbl CTYIEHTTEPAIH
KaOplIAayblHa OarbITTaiFad. byn camanbl 3eprreyne Oerme-6er cyxOarrap »kyprizinal. Ceri3
Kateicymibl: TFL ¢akynbTeTiHEH TOPT CTYAEHT *kKoHE MHXKEHEPJIK (PaKyIbTETTEH TOPT CTYACHT O3
Ke3KapacTapbl Typaibl alTein Oepail. KuHanfraH AepekTep TaKbIPbINTHIK Tanjgayaa ©eHIEINIl.
Kopsiteiapinait kene, TFL cTyaeHTTepiHiH KOATapAbl aybICTHIPBIN KOCYAbI KaObLIaybl HHKEHEPITIK
MaMaHIBIKTaFbl CTYJAEHTTEPAIH KaObUIMaybIMEH CaJbICTBIPFaHAa TepiC OOJBIN TaOBUIATHIHBI
3eprTenal. Myranimaepre KoaTap/bl aybICTBIPBIN KOCYIbl HEMECe TPAHCIMHTBU3M/1 OKYILIbUIAPIbIH
aHa TUIIEpIH Ha3apra ajla OTBIPHIIN, 9/Ie1, OChUIANIIA KEMCITYIIUTIK CUSKTBI KYOBIITBICKA OKEeITMEH,
€HT'13Y YCHIHBUIBI.

Tyiiin ce3nep: English Medium Instructions, koATapabl aybICTBIPBIN KOCY, TPAHCIMHIBU3M,
STEM, rymanutapisik, TFL, naxenepik
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BOCHIPUATHUE CTYAEHTAMMU IHEPEK/IIOYEHUA KOJA0OB YYUTEJISIMHU B
KOHTEKCTE ENGLISH MEDIUM INSTRUCTIONS

Aunnoranusi. English Medium Instructions (EMI) — »10 cucrema, KoTtopas craia
OoOLIENPUHATONM BO MHOTMX YHUBEPCUTETaX, U B COOTBETCTBUU CO CBOMMH CHEHU(PUIECKIMHU
ocobennoctsiMu EMI MoxkeT mpefocTaBisTh Kak BO3MOXKHOCTH, TaK U MPOOJIEMBI JJisi yYaIIUXCs.
Uto0Obl mpeaoTBPaTUTh MPOOIEMbI, HEKOTOPBIE YUHUTENST BHEAPSIOT MEPEKIIOYEHHE KOJOB B CBOU
YPOKU. DTO HCCIEIOBAHHE COCPEAOTOUYECHO HAa BOCIPHUITHH CTYJIECHTAMH MEPEKIIOYCHHS KOJOB
yuutenel B kKoHtekere EMI, paccmarpuBas cryaenTtoB TFL M MHXKEHEpHBIX CIEHMAIBHOCTEN Kak
IpeJcTaBUTeNIel CTyJeHTOB rymaHuTapHbix M STEM-¢akynbTeroB. B 3TOM KauecTBEeHHOM
WCCIIEIOBAHUU MPOBOJIINCH OYHBIE HWHTEPBbIO. BoceMb yYaCTHUKOB: 4YeThIpE CTYyICHTa C
¢dakynbrera TFL u yerbipe ¢ ummHkeHepHOro (hakynbTeTa, paccKazajd O CBOMX TOYKAX 3pPEHUS.
CoOpannbie maHHble ObIM 0OpabOTaHBI B TEeMaTHYECKOM aHajiu3e. B 3akmrodueHun ObLIO
UCCIIEIOBAHO, 4YTO Bocmpustue cryaeHTamu TFL mepeximiodeHus KOAOB SIBISIETCA CKOpee
HEraTUBHBIM, KOHTPACTUPYS C BOCIPUSTHEM CTYICHTOB MH)KEHEPHBIX CHEIHATbHOCTEH. YUUTENSIM
OBLIO PEKOMEHJIOBAaHO BHEJPATH TUOO0 MEPEKITI0YeHHE KOJIOB, THO0 TPAHCIMHIBU3M CTPATETHUECKH,
MpeHaMepeHHO, TPUHUMAsi BO BHUMAHUE POJHBIE S3bIKM yJaIIUXCsl, TAKUM 00pa3oM He MPHUBOJS K
TakoMy (peHOMEeHY KaK IUCKPUMUHAITHS.

Kuarouesbie ciaoBa: English Medium Instructions, mepexiroueHre KOJOB, TPAHCHHTBU3M,
STEM, rymanurapusiii, TFL, nHxeHepHbIii.
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FORMATIVE ASSESSMENT IN KAZAKHSTAN’S ENGLISH LANGUAGE
CLASSROOMS: A NARRATIVE REVIEW OF CURRENT PRACTICES AND THE ROLE
OF AI TOOLS

Abstract. Formative assessment (FA) has emerged as a critical component of effective teaching
and learning, providing ongoing feedback that guides both teachers and students in improving
educational outcomes. This narrative literature review examines the implementation of formative
assessment in Kazakhstan’s English language classrooms and explores how artificial intelligence (Al)
tools are enhancing and could further enhance these practices. The review synthesizes international
and local research on FA — defining its key concepts, components, benefits, and challenges — within
the context of Kazakhstan’s recent education reforms that mandate a criteria-based (formative)
assessment system. It also discusses current applications of Al (such as adaptive learning platforms,
natural language processing for feedback, and Al-driven peer/self-assessment tools) in education, and
considers potential future uses of Al to support teachers and learners in formative assessment. The
findings indicate that while formative assessment is valued for improving student engagement and
achievement, Kazakhstani teachers face challenges in its implementation, including large classes and
shifts in ingrained grading practices. Al technologies offer promising solutions to personalize
feedback, automate routine assessment tasks, and inform data-driven instruction, albeit with the need
for teacher training and careful integration. The review concludes with implications for educators and
policymakers in Kazakhstan, emphasizing that blending proven formative assessment strategies with
Al support can foster more responsive and effective English language teaching.

Keywords: Formative Assessment; English Language Teaching; Kazakhstan; Artificial
Intelligence; Educational Technology; Feedback; Assessment for Learning; Peer Assessment; Self-
Assessment.

Introduction

As a potential teaching strategy to improve instruction and learning, formative assessment (FA)
has attracted interest from all across the world (Grant & Gareis, 2017). Particularly, assessments like
formative assessment or assessment for learning have shown increasing interest over the past 20 years
(Black & Wiliam, 1998; Burner, 2016). FA is the outcome of how educational assessment procedures
have evolved. Assessment has benefited greatly from the contributions of researchers from nations
including the US, the UK, New Zealand, and Australia. FA was introduced to the field of education
research and teacher professional development, namely by the Assessment Reform Group (Grant &
Gareis, 2017).

Unlike summative assessments that evaluate learning at the end of an instructional period,
formative assessments are embedded within the teaching process to provide continuous feedback and
guide adjustments to instruction. Pioneering work by Black and Wiliam (1998) underscored the
“pivotal role of formative assessment in providing valuable information not only to teachers but also
to students, guiding improvements in teaching and learning to optimize student outcomes”. A broad
consensus has since emerged that effective use of formative assessment strategies leads to higher
student engagement and achievement.

Although Kazakhstan had a good framework in place to combat the social and economic issues
that impoverished pupils experience and the government allowed schools to address the educational
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needs of students who struggle academically (OECD, 2015), the quality of secondary education was
not promising a decade ago. For instance, the Kazakhstani government has established a strategic
plan, known as "the Centre of Excellence (CoE) program," which aimed to train roughly 40% of
school teachers by 2016 (Wilson et al., 2013, p.1). At that time, one third of fourth and eighth grade
children were academically unsuccessful, which may have been due to the fact that the remaining
60% of teachers still needed training (OECD, 2015). Furthermore, teachers are valued based on the
UNT results of their students and Olympiads rather than the former’s teaching process (OECD, 2015).

However, the quick development of artificial intelligence (Al) in education increases the chances
to improve formative assessment experiences. Al tools for education purposes — from automated
tutoring software to Al essay grader — can assist teachers by bearing the potential to provide instant
feedback, analyze learners works, and even facilitate collaborative learning exchanges between peers.
Internationally, one can see increased attention to how Al tools are able to make formative assessment.
Globally, there is growing interest in how Al can make formative assessment more adaptable and
tailored. For instance, English language classrooms in the Kazakhstani context, teachers can use Al
tools to support their students but also themselves by tracking individual learners’ language learning
progress and adapting Al tools to their students’ needs. It can be argued that integrated Al tools will
support teachers to improve formative assessment quality through the automation of routine processes
and data insights, and it allows teachers to engage in more complex pedagogical decision-making and
individual tutoring.

Rationale and Aim of the Study: Given the importance of formative assessment in improving
language education and the emergence of Al as a potential aid, this narrative literature review aims
to synthesize current knowledge on formative assessment in Kazakhstan’s English language
classrooms and examine the role that Al tools are playing or could play in enhancing these practices.
By bringing together international literature on formative assessment and educational technology
with local studies and reports from Kazakhstan, the review provides a comprehensive picture of: (a)
the principles and benefits of formative assessment, (b) how formative assessment has been
implemented in Kazakhstani English teaching contexts (successes and challenges), and (c¢) existing
and future applications of Al to support formative assessment. The goal is to highlight insights and
gaps in the literature, and to draw out implications for teachers, school leaders, and policymakers
seeking to improve English language teaching through formative assessment and innovation.

Methods and Materials

This article adopts a narrative literature review methodology, integrating findings from a broad
range of sources rather than following the strict protocols of a systematic review. The literature
selection process was guided by the focus on formative assessment in English language education
within Kazakhstan, as well as the intersection of formative assessment with Al tools. We searched
scholarly databases and digital libraries (e.g., Google Scholar, ERIC) for peer-reviewed journal
articles, conference papers, dissertations, and reports using keywords in English and Russian such as
“formative assessment”, “assessment for learning”, “English language teaching”, “Kazakhstan
education”, “criteria-based assessment Kazakhstan”, “artificial intelligence in education”, and “Al
feedback learning”. Particular attention was given to literature published in the last 10-15 years to
capture recent developments, especially regarding Al in education. Additionally, we included seminal
works on formative assessment (e.g., Black & Wiliam’s foundational studies) to establish the
theoretical background, as well as relevant policy documents and educational guidelines from
Kazakhstan to understand the local context.

We identified international literature that elucidates the concepts, components and efficacy of
formative assessment, including meta-analyses and influential frameworks, and local literature from
Central Asia (especially Kazakhstan) that reports on the implementation of formative assessment in
schools. To address the AI component, we reviewed articles and case studies on educational
technology and Al applications that align with formative assessment processes (such as automated
feedback systems, adaptive learning platforms, and Al-enhanced peer assessment tools). The
inclusion criteria emphasized sources that discuss formative assessment in the context of language
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learning or general K-12 education, and sources that connect Al tools with formative feedback or
assessment for learning. Both English-language and Russian-language sources were considered to
ensure a comprehensive regional perspective.

In analyzing the literature, we employed a thematic synthesis approach. We first reviewed the
sources to extract key themes and findings, organizing them into categories corresponding to our
objectives: (1) definitions and theoretical underpinnings of formative assessment, (2) components
and strategies of effective formative assessment, (3) benefits and impact of formative assessment on
learning (with sub-focus on language education where available), (4) challenges and practices in
implementing formative assessment in Kazakhstan’s school system (especially in English classes),
and (5) the role of Al in formative assessment, including current applications, opportunities, and
challenges. We then compared and integrated findings across these themes, noting points of
consensus, divergence, and evidence strength. Because this is a narrative review, we did not
statistically aggregate results but rather present a qualitative synthesis that weaves together insights
from the literature. All sources used are cited in-text and listed in the References section. The resultant
discussion is structured to first present the state of formative assessment practice and its impacts, and
subsequently to explore the intersection of these practices with Al innovations, particularly as relevant
to Kazakhstan’s English language teaching context.

Results and Discussion

Formative Assessment: Concept and Components

Assessment is “formative to the extent that evidence about student achievement is elicited,
interpreted, and used by teachers, learners, and their peers to make decisions about their next steps
in instruction” (Black & William, 2009, p. 9). In simpler terms, formative assessment is an ongoing
process whereby teachers gather information on student learning during the learning process and use
it to adjust teaching, while students use it to improve their understanding and skills. Unlike summative
tests that are assessments of learning, formative assessment is often described as assessment for
learning because its primary purpose is to improve continuous learning (William, 2011).

Over the years, researchers have identified specific components and strategies that make
formative assessment effective. Moss and Brookhart (2010), for example, outline six interrelated
components of formative assessment that teachers and students engage in during learning activities:

—  Sharing learning targets and criteria for success: clearly communicating the lesson’s
objectives and what successful achievement looks like. Students need to understand the goals
they are working towards.

- Feedback that ‘feeds forward”: Providing timely and specific feedback that not only
evaluates current work but also offers guidance for improvement on future tasks. Effective
feedback is actionable and linked to the criteria for success.

—  Student goal setting: encouraging students to set their own learning goals aligned with the
targets, which fosters ownership and self-regulation in learning.

—  Student self-assessment: involving students in assessing their own work against the criteria,
helping them identify gaps in their understanding and strategies to improve.

- Strategic teacher questioning: using thoughtful, open-ended questions to probe student
thinking and promote deeper understanding, rather than just checking for factual recall.

—  Student engagement in asking questions: cultivating a classroom culture where students feel
comfortable to ask questions about the content and their own learning process, thereby
actively directing their learning inquiries.

These components work in tandem; when applied together, they create a powerful feedback loop
in the classroom. In fact, Moss and Brookhart (Ibid.) liken the formative assessment process to a
windmill where each “blade” (component) must move in sync to effectively drive student
achievement.

Importantly, Topping (2010) add peer assessment as a crucial component of formative
assessment because it encourages teachers to refine assessment goals, standards, and grading
methods. Furthermore, teachers are likely to gain metacognitive advantages from the process.
Moreover, Sadler (1989) noted that peer assessment is most effective when learners are trained to
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make and defend judgments about each other’s work, as this process not only reinforces their
understanding of the criteria but also develops critical thinking. Additionally, activities such as peer
feedback on written works and oral presentations among students increases learners’ commitments.
However, it is important to provide students with clear guidelines to ensure feedback is constructive.

To summarize, a number of components are encompassed in formative assessment, and it
encourages consistent teacher and student interaction. Through the interaction students learn to pose
critical questions, provide constructive feedback, and identify their current knowledge base and areas
that they need improvements. However, unless these activities are repetitive, they may fail to impact
English learners’ language acquisition and skills.

Advantages of Formative Assessment in English Language Education

A substantial body of research (e.g. Alvarez et al., 2014) supports the view that formative
assessmsent has an important role in advancing students’ learning results, including English language
education. Furthermore, engaging in constructive feedback practices students gain self-confidence
and self-regulation in addition to academic achievement (Abduazizovna & Lazokat, 2025).

Al enhances student communication abilities while boosting student participation and delivering
personalized education with positive student attitudes. Specifically, the combination of Al chatbots
enhances spoken communication abilities and boosts learning engagement while delivering
personalized feedback to match user needs. Students tend to view Al chatbots positively because they
show readiness to adopt technological integration. Al chatbots provide additional practice
opportunities beyond traditional classrooms which helps students develop their language proficiency.
Al chatbots should expand their applications in EFL instruction by delivering educational resources
and innovative teaching approaches (Kemelbekova et al., 2024).

According to Black and Wiliam (1998), improving FA in classroom practices leads to significant
improvements in the performances of students, resulting in substantial benefits for students who in
the early stage learning a language. Regular and constructive feedback and opportunities for
correction assist in addressing early confusion before it results in substantial educational setbacks.
For instance, immediately clarifying a grammatical inaccuracy is more beneficial compared to
postponed correction after standardised assessments.

Additionally, qualitively exploring language classes at a secondary school level, Lee (2011)
observed the changes in learners’ attitudes towards writing tasks. Lee (2011) observed a marked
transformation in students' outlooks to writing tasks. Lee’s (Ibid.) study showed that during the initial
phase of the academic year, students found tasks as overwhelming, but consistent exposure to FA and
revisions of their works several times shifted their outlook to FA by showing confidence and
willingness to engage in challenging tasks. These findings put forward the idea that FA can help create
an academic setting where making mistakes is accepted as a necessary phase in learning, and that
alleviates anxiety and foster foreign language learning. In addition to integrating this practice into
language classes in the context of Kazakhstan, where feedback types and approaches may differ from
other contexts, may improve the quality of students’ active participation in activities that focus on
output skills, writing and speaking, and motivate and encourage them to support their learning
environment.

Next benefit is developing self-regulated learning skills. For instance, according to Wei (2023),
once students are evaluated based on Al formative assessment and are offered tailed feedback, they
improve their self-regulated learning, and they become motivated to learn independently.
Furthermore, Yasar & Karagiiciik’s (2024) study found a significant positive correlation between Al
literacy and English language learning motivation among 397 participants. The mean score for
motivation was 65.02 that indicates an overall aspiration to learn English, and 61.95 for Al literacy
that shows a strong foundation in artificial intelligence. These results suggest that improving Al
literacy is highly likely to motivate students to learn English, and this is a clear indication of the
importance of integrating Al tools into language learning and teaching (Yasar & Karagiiciik, 2024).
Self-regulation and L2 speaking skills have improved more as a result of Duolingo programs (Qiao
& Zhao, 2023). Al platforms increase student involvement as well, although there are still issues with
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guaranteeing regular participation and adapting these tools to a variety of learning settings. For
instance, through practices like self-assessment and goal setting (key components mentioned earlier),
students learn to monitor their own progress and become more reflective about their learning
strategies. Over time, this can foster learner autonomy. Research by Carrol and Christenson (1995)
demonstrated that training students in goal-setting can lead to tangible performance improvements.
In their study, middle school students who set specific targets (e.g., improving the structure of their
essays) and identified strategies to reach them saw better outcomes; one student noted rising from
“C” grades to “A”s and “B”’s in writing after working harder towards his personal goals. Similarly,
Moeller et al. (2012) found that language learners who regularly set personal goals showed greater
gains and motivation than those who did not. These findings underscore that formative assessment
practices not only impart content knowledge but also teach students Zow fo learn — an especially vital
skill in language learning where consistent practice and self-monitoring (for pronunciation, grammar
usage, etc.) are needed. Based on these findings, we argue that when teachers in Kazakhstan share
learning goals for a unit (e.g., the ability to use past tense correctly in a narrative) and then have
students periodically check their work against these goals, students start to internalize the standards
and evaluate their own work critically.

Furthermore, formative assessment benefits teachers as well by improving instructional
decision-making. The ongoing “feedback loop” gives teachers richer insight into their students’
understanding, so they can tailor their teaching more effectively. For instance, during a lesson on
English grammar, if a quick formative quiz or observation reveals many students misunderstanding a
concept like possessive apostrophes, the teacher can immediately revisit that point. This approach is
called Immediate Instructional Adjustment according to Popham (2011). The example from the
literature recounts how a teacher, upon seeing her class confused about apostrophe usage, paused the
lesson to re-explain the rule and then provided a short practice quiz. She even had students work in
pairs to compare answers with an answer key, facilitating peer discussion to clear up misconceptions.
As a result, students left the class with a corrected understanding, rather than carrying the confusion
forward. This kind of responsive teaching, made possible by formative assessment, leads to more
effective learning sequences than sticking rigidly to a plan or waiting until an end-of-unit test exposes
the issue. Teachers also find that by involving students in assessment (through self or peer review),
they can manage their time better — for example, while students are engaged in peer assessment, the
teacher can circulate and confer with individuals who need extra help (Topping, 2010). Overall,
formative assessment creates a more dynamic classroom where teaching is continuously informed by
evidence of learning, which is beneficial for both learners and instructors.

In summary, when well-implemented, formative assessment in English language classrooms can
lead to higher achievement, better attitudes, and more engaged and autonomous learning — outcomes
highly desirable in any educational context.

Implementation of Formative Assessment in Kazakhstan: Practices and Challenges

Kazakhstan’s drive to implement formative assessment in schools has been ambitious, backed
by nationwide curriculum reforms and teacher training initiatives. English language classrooms in
secondary schools have been a particular focus, given the country’s emphasis on improving English
proficiency among youth (Kaiypova & Kim, 2024). Here, we explore how formative assessment has
been put into practice in Kazakhstani classrooms and the challenges faced, drawing on both research
studies and contextual reports.

Policy and Practice

The 2016 curriculum reform mandated a criteria-based assessment system, which essentially
integrated formative assessment (ongoing classroom evaluation) with modified summative
assessments (Global Cities, n.d.). Teachers were trained to develop clear assessment criteria, design
formative tasks, and provide feedback aligned with those criteria. According to the reform guidelines,
English teachers, for example, should regularly use techniques like questioning, quizzes, observation
checklists, and portfolio tasks to gauge student progress in language skills. Schools also introduced
new record-keeping practices. One major shift was the use of electronic journals (such as the
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Kundelik.kz platform) where teachers log assessment results. Initially, formative assessment results
were meant to be descriptive (narrative feedback). However, during the COVID-19 pandemic when
schooling moved online, the Ministry encouraged teachers to assign scores for formative tasks on a
10-point scale to motivate student participation in remote learning. This practice has continued in
some schools post-pandemic, effectively making formative assessments count in a visible way for
students and parents. While this added accountability can increase student effort, it also introduced
confusion. Using grading scores between one and ten for formative assessment departed from the
traditional 5-point grading familiar in Kazakhstan and resulted in potential confusion among students
and parents, indicating a need for improved communication and clarification regarding the new
grading methodology. This example illustrates a broader implementation challenge: balancing the
qualitative, informal spirit of formative assessment with the entrenched expectations of formal
grading.

Teacher Understanding and Beliefs

For many Kazakhstani teachers, formative assessment represented a paradigm shift. While
teachers conceptually agree with the benefits of formative assessment, their depth of understanding
can vary. For instance, Colby-Kelly and Turner (2007) reported that teachers new to formative
assessment emphasized the importance of giving positive and timely feedback to students, and saw
motivational benefits in doing so. This aligns with the training emphasis on feedback as a tool to
encourage learners. Nonetheless, teachers also bring prior beliefs; some initially saw formative
assessment as an additional burden or worried it might reduce their authority if students become more
autonomous. In an innovation summary from the Nazarbayev Intellectual Schools (NIS) (), it was
noted that “formalisation of FA in policy has not fully induced substantive change in classroom
practices because FA concepts often appear to conflict with the early beliefs and experience of
teachers” (HundrED, 2024). For example, teachers accustomed to teacher-led instruction might
struggle with the student-centered aspects of formative assessment, such as letting students self-assess
or letting them learn through making mistakes. Over time, however, with experience and peer support,
many teachers adjust. Black et al. (2002) notes that initially embracing formative assessment felt
scary because it meant giving up some control, but eventually it shifted his focus more onto students’
learning needs, which he found highly rewarding as it improved his teaching effectiveness (William,
2008). This highlights the importance of mindset: when teachers see formative assessment not as a
threat but as a tool to empower their teaching, they become more confident in facilitating it.

Classroom Practices and Student Reactions

In practice, Kazakhstani English teachers have been using a variety of formative techniques.
Common ones include short quizzes at the end of a lesson (exit tickets), oral questioning during
reading comprehension exercises, one-on-one mini-conferences to discuss essay drafts, and peer
review sessions for speaking or writing tasks. Many teachers also use rubrics (scoring guides)
provided by the Ministry or created collaboratively to clarify expectations for assignments such as
projects or essays. There is anecdotal evidence indicating that students appreciate knowing the criteria
in advance and receiving feedback in relation to these criteria, as it makes the learning process more
transparent. However, the extent of student engagement in formative assessment can depend on class
culture. In some classrooms, students have readily taken to self- and peer-assessment, enjoying the
interactive and reflective activities. In others, students were initially hesitant — for instance, some
students felt uncomfortable giving feedback to peers or doubted the fairness of peer assessment if
they perceived their classmates as lenient or too critical. The two focus group discussions conducted
by McGarr and Clifford (2013) revealed that a few students were reluctant to be assessed by peers
they considered less capable, while others were overly generous out of friendship or empathy. Such
challenges are not unique to Kazakhstan, but they underscore the need for teachers to teach students
how to assess constructively. Teachers have been addressing this by explicitly teaching students how
to use rubrics, modeling feedback language, and emphasizing the learning purpose of these activities
(as opposed to just “giving a grade). Over time, these efforts can build a classroom environment where
peer and self-assessment are normal and valued.

Systemic Challenges
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Several broader challenges affect the implementation of formative assessment in Kazakhstani
English classrooms:

— Large Class Sizes: in regular public schools, English classes can have 25-30 or more students.
Providing individualized feedback and tracking each student’s progress in such settings is
demanding. Such significantly large classes hinder the quality of formative assessment since
a single teacher can only interact meaningfully with so many students in a limited time
because 30 students can strain a teacher’s ability to frequently check each student’s writing
or give each one a chance to speak in a 45-minute lesson. Teachers often have to be strategic,
for instance, rotating focus among students or using group work to manage this limitation.

— Time and Workload: implementing formative assessment requires time for planning and
follow-up. Teachers need to design good questions or tasks, prepare feedback, and possibly
provide extra help to those who are struggling. Kazakhstani teachers have reported that the
new system, while beneficial, increases their workload — they spend more time preparing
lesson plans with integrated assessment and more time reviewing student work continuously.
Without adequate non-teaching time or support (like teaching assistants), this can lead to
superficial feedback (e.g., just a check mark) instead of the detailed guidance formative
assessment ideally provides. Wylie and Lyon (2015) emphasize that high-quality formative
assessment implementation demands extensive teacher skill across multiple domains (content,
pedagogy, assessment) and thus requires robust professional development. In Kazakhstan,
ongoing teacher training and communities of practice are critical to help teachers manage
these demands efficiently.

- Alignment with Summative Assessment: another challenge is ensuring coherence between
formative and summative assessments. Students in Kazakhstan still face important summative
assessments (e.g., final exams, unified national testing). There can be tension if what is
emphasized formatively in class doesn’t appear on summative tests, or vice versa. Ideally,
formative assessment prepares students for summative success by continuously building the
required skills. The reforms tried to address this by making summative tasks also criteria-
based and known in advance, but some misalignment can occur, causing teachers or students
to revert to teaching to the test habits and neglecting formative practices when exam pressure
mounts. Clear communication that formative assessment is meant to enhance summative
performance in the long run (by improving learning quality) is needed to keep all stakeholders
invested in it.

Despite these challenges, there have been positive developments. For example, the Nazarbayev
Intellectual Schools network, which often pilots innovations, developed a set of “Formative
Assessment — Proactive Teacher” resource cards to help teachers systematically plan formative
assessment activities in their lessons. These resources have been shared nationally, providing practical
guidance on implementing strategies like sharing learning goals, giving feedback, and fostering
student questions in everyday teaching. Empirical findings further show that well-supported teachers
become more confident in using formative assessment, ultimately fostering a stronger feedback
culture within classrooms. The research conducted by Kenzhetaeva et al. (2020) in the Kazakhstani
context highlights the need for proper preparation of pre-service teachers for the criteria-based
assessment system. Such preparation has proven essential in helping even primary school educators
overcome initial difficulties and boost student engagement through formative approaches.

The adoption of formative assessment in English language classrooms throughout Kazakhstan
marks a major change in educational teaching methods. Educators across the board have started
implementing teaching methods that follow international standards which has led to more interactive
learning environments with built-in feedback systems. The implementation of formative assessment
faces ongoing challenges because of workload pressures and habitual teaching practices and systemic
constraints. The identification of these obstacles creates a starting point to evaluate how artificial
intelligence technology could help reduce some burdens while improving formative assessment
practices.
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Integrating Al in Formative Assessment Practices

One encouraging trend in the growth of educational practice is the convergence of artificial
intelligence (AI) with formative assessment. When used carefully, Al systems can improve
assessment procedures by handling data-intensive activities that might otherwise overwhelm teachers
and providing prompt, personalised feedback. In addition to highlighting ethical and practical issues,
this section examines the current and prospective uses of Al to help formative assessment, particularly
in English language training in Kazakhstan.

Current Applications of AI

Al-powered solutions to enhance evaluation for learning are being tested by educators
worldwide. The ability of Al to automate repetitive evaluation activities and provide rapid,
comprehensive feedback is one of its most immediate contributions. Al-enabled platforms, for
example, may rapidly assess vocabulary and grammatical exercises in language instruction and give
students instant feedback. These quick feedback systems support formative assessment concepts by
assisting students in modifying their understanding while learning is still ongoing.

Al applications such as automated writing evaluation tools (e.g., Grammarly or Turnitin’s
Revision Assistant) utilize natural language processing to identify issues in grammar, coherence, and
lexical choice. Although they cannot fully replace teacher input on content and structure, these tools
can offer initial feedback that allows students to revise their work before receiving more targeted
feedback from instructors. In Kazakhstan, these tools could be integrated into writing instruction,
giving students a clearer idea of their recurring mistakes and enabling teachers to focus on more
substantive improvements.

This immediacy helps students correct mistakes while the lesson is still fresh, embodying the
formative principle of quick feedback loops. A widely discussed instance is automated essay scoring
and feedback systems. Tools such as Grammarly, Turnitin’s Revision Assistant, or ETS’s Criterion
use natural language processing (NLP) to evaluate writing and provide feedback on grammar,
cohesion, vocabulary usage, and even organization to some extent. When students write an English
essay or a short answer, these systems can highlight errors or suggest improvements almost instantly.
While not a replacement for teacher feedback on content and ideas, such tools offer a first round of
formative feedback that students can use to revise their drafts. Teachers in Kazakhstan could leverage
these for English writing assignments: a student submits a draft to an Al feedback tool, learns about
common mistakes (for example, misuse of articles or verb tenses), corrects them, and then submits a
cleaner version to the teacher for more focused feedback on argumentation or style.

Another application of Al is in adaptive learning systems that personalize practice tasks for
students. These platforms (such as Khan Academy’s mastery system, iTutorGroup, or language-
specific apps like Duolingo) use algorithms to adjust the difficulty and focus of questions based on a
learner’s performance. In a classroom setting, adaptive software can serve as an ever-available
teaching assistant: as students work through exercises, the Al identifies their strengths and
weaknesses and provides additional questions or hints accordingly. For example, Tomasik et al.
(2018) showed that computer-based curriculum systems could detect distinct learning pathways and
adapt content to optimize individual progress. In an English class, an adaptive reading program might
give more vocabulary support to a student who is struggling with comprehension, or an adaptive
grammar tutor might spend more time on past tense for a student making repeated errors there. By
differentiating practice in real-time, Al supports the formative goal of meeting each student at their
level — something a single teacher might find challenging to do for every student simultaneously.
Such tools also generate a wealth of data on student performance. Teachers can review dashboards
that highlight which topics students have mastered or where they are making errors, enabling data-
informed instructional adjustments. This aligns with formative assessment’s emphasis on using
evidence to guide teaching. Indeed, Al systems can aid teachers in collecting and analyzing
longitudinal data and in generating learner profiles to trace progress over time. This means a teacher
can quickly grasp how a student’s English vocabulary has grown over months allowing more targeted
interventions.
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Al can also enhance feedback quality and personalization beyond what is feasible manually.
Modern Al algorithms can detect patterns in student work that might not be obvious to teachers who
are grading quickly. For instance, an Al might analyze a student’s pronunciation practice recordings
and identify specific phonetic sounds that consistently pose difficulty, then suggest exercises to
practice those sounds. Or in writing, Al might notice that a student frequently makes errors with
prepositions and then prompt the student with focused tips on that grammar point. An example is an
Al-based tutoring system that provides next-step hints when a student is stuck on a problem or asks
guiding questions that lead the student to figure out the answer (mimicking a Socratic approach). In
an English learning context, imagine a chatbot that converses with students: if a student hesitates or
makes an error, the bot might ask a question or give a clue to prompt self-correction, thereby acting
as a formative assessor. Some experimental systems and language learning chatbots are already
exploring this space.

Peer and Self-Assessment with Al

Interestingly, Al can also support peer and self-assessment processes. Large Language Models
(LLMs) such as GPT-4 can be used to generate scaffolding for peer review. For example, students
might be asked to review a peer’s essay; an Al tool could provide a checklist or even suggest
constructive feedback points based on the essay, which students can then discuss and refine before
giving to their peer. Er et al. (2021) found that peer assessment can be supported with prompts from
language models, helping students provide more substantive feedback and also reflect on their own
work in the process. Essentially, the Al can guide students on how to assess, ensuring that even if
students are novices at giving feedback, they have a framework to do so productively. For self-
assessment, Al-driven reflective tools can ask students questions about their learning (“Which part of
this assignment was most challenging for you and why?”) and even analyze their responses for
sentiment or understanding, giving the teacher insight into student self-perceptions. While these
applications are still emerging, they show how Al might act as a catalyst, prompting deeper student
engagement in formative assessment activities that traditionally rely purely on human initiative.

Use in Kazakhstan (Current Status)

The adoption of Al in everyday classrooms in Kazakhstan is still at an early stage. However,
there are signs of interest and initial usage. The Ministry of Education has collaborated with various
ed-tech providers to introduce digital platforms; for example, BilimLand is a digital educational
resource platform used in many schools, and while not fully Al-driven, it contains interactive content
and quizzes that give immediate feedback to learners. Some schools, particularly in urban areas or
the NIS network, have piloted adaptive learning software or intelligent language labs. Moreover,
Kazakhstani students and teachers increasingly have access to global tools like the ones mentioned
(e.g., teachers might encourage students to use Grammarly for writing assignments or use
Kahoot/Quizlet adaptive modes for vocabulary review). Thus, the groundwork for Al-assisted
formative assessment is being laid through growing digital literacy and infrastructure.

Potential Future Uses of Al in Enhancing Formative Assessment

Looking ahead, the integration of Al into formative assessment in English language classrooms
could become more seamless and powerful. A few potential developments and their implications
include:

— Intelligent Tutoring Systems for Language Learning: future Al tutors could engage students
in spoken or written dialogues, simulating a conversation partner or writing coach. For
instance, an Al tutor might have a conversation with a student learning English, adapting its
level of vocabulary and speed of speech to the student’s ability, and gently correcting mistakes
inreal time. Such a system can continuously assess the student’s language use (pronunciation,
grammar, fluency) and feed that information to both the student and teacher. This would be a
form of highly individualized formative assessment, available on-demand. If a student
practicing speaking consistently drops articles (“I went to _ store”), the Al can notice and
remind the student of the missing article in context, something a teacher might not catch until
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later. By the time the student meets the human teacher, the basic errors might already be
reduced, allowing the teacher to focus on more nuanced instruction.

Al-Generated Formative Assessment Content: teachers often spend time creating quizzes,
prompts, or rubrics for formative assessment. Advances in generative Al suggest that these
tools could take on some of that workload. For example, a teacher could ask an Al system to
generate five comprehension questions about a text the class is reading, targeting different
levels of Bloom’s taxonomy (some factual, some inferential, etc.). The Al could also generate
a draft rubric for an oral presentation assignment, which the teacher can then refine. This
accelerates the preparation of formative assessment activities and potentially introduces more
variety. Teachers in Kazakhstan could leverage this to get ideas that are culturally relevant —
for example, prompting the Al to use Kazakh names or local contexts in word problems or
dialogues to increase student relatability.

Advanced Analytics and Early Warning Systems: Al’s ability to handle big data can be applied
to longitudinal student data to identify trends or predict areas of need. Over a semester, an Al
system might analyze all the formative assessments a student has completed — quizzes,
assignments, participation — and identify that the student’s progress in listening skills has
plateaued in the last month. It could alert the teacher that this student might need extra auditory
practice or identify which types of listening questions the student often misses. Similarly, Al
could help ensure no student falls behind by flagging those who consistently struggle,
enabling targeted formative interventions (like a remedial session or adjusted instruction)
before high-stakes exams. In larger Kazakhstani schools, where teachers handle 56 classes,
such an Al-driven analytic tool could be invaluable for keeping track of individual progress
amidst heavy teaching loads.

Cultural and Language Adaptation: For Al to be most effective in Kazakhstan, future tools
should be adapted to the multilingual context. An Al writing assistant, for example, could be
tuned to recognize and address common errors that native Kazakh or Russian speakers make
when writing in English (influenced by their first language). It could provide explanations or
feedback in the student’s first language when appropriate, thereby making formative feedback
more accessible. Additionally, Al could help develop formative assessments that integrate
Kazakh cultural content, which increases student interest and preserves cultural relevance
while learning English. Although these are not direct uses of Al, they are improvements in
Al’s ability to support learning in specific contexts, making the formative assessment more
effective.

While the prospects are promising, it is crucial to address the limitations and considerations
of using Al in formative assessment:

Reliability and Validity of Al Feedback: Al systems are not infallible. They may sometimes
misidentify an error or provide incorrect feedback, especially with open-ended language tasks.
Teachers must therefore oversee Al feedback and train students to critically evaluate the
feedback they receive. As a best practice, Al-generated feedback should be treated as
suggestions rather than absolute judgments. For instance, an Al might flag a perfectly
acceptable but less common turn of phrase as “awkward” simply because it deviates from its
training data patterns. Teachers and students should verify and discuss such feedback, which
can itself be a learning experience (why did the Al think this was a mistake? Is it actually a
style choice?).

Teacher Role and Professional Development: Introducing Al does not diminish the teacher’s
importance — in fact, it requires teachers to develop new skills. Teachers need to understand
how to interpret Al-provided data, how to integrate Al activities into lesson plans, and how to
guide students in using Al tools responsibly. Engeness (2021) argues that teachers must
develop a digital identity and pedagogic design principles for digital environments to truly
enhance student learning. In Kazakhstan, this means teacher training programs and in-service
workshops should include components on educational technology and Al literacy. If teachers
are not comfortable with the technology, they might underutilize it or use it superficially.
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Additionally, teachers must maintain the human touch in assessment — Al might handle the
grunt work of marking or analysis, but the encouragement, empathy, and expert judgment that
teachers provide are irreplaceable. Ideally, Al frees up more time for those human aspects by
taking on mechanical tasks.

—  Equity and Access: Not all schools in Kazakhstan have the same level of access to advanced
technology or high-speed internet, especially in rural regions. Over-reliance on Al tools in
formative assessment could inadvertently widen gaps if some students benefit from Al-
assisted learning and others do not. It’s important for policymakers to ensure that
technological enhancements are introduced in a way that’s inclusive. Perhaps initial
implementations will be in well-resourced schools, but plans should be made to expand access
or provide alternatives (like offline Al tools or low-tech adaptive materials) to less advantaged
contexts. Encouragingly, many Al tools can be accessed via smartphones, and Kazakhstan has
a high rate of mobile phone usage, which might be leveraged.

—  Ethical Considerations: With Al systems collecting detailed data on student performance,
privacy and data security are paramount. Clear policies should govern what data is collected,
who can access it, and how it’s used. Additionally, transparency in Al decision-making (often
termed algorithmic transparency) is important so that teachers and students trust the feedback.
There is also the issue of ensuring that Al recommendations do not introduce biases. For
example, if an Al system’s training data is mostly from English learners in other countries, it
might not perfectly fit Kazakhstani learners. Continuous monitoring and localization of Al
tools can mitigate this.

In sum, Al offers a toolkit to potentially lighten teachers’ loads and enrich the formative
assessment process with rapid feedback, personalization, and data-driven insights. In the foreseeable
future, Kazakhstan English language classrooms might have students interacting with Al-powered
apps during independent work, receiving instant guidance, while the teacher roams and assists where
needed, later reviewing Al-compiled reports to plan the next lesson’s focus. Such a scenario embodies
a blend of technology and human pedagogy. Yet, achieving it will require thoughtful implementation,
training, and a clear vision of Al as a supplementing tool rather than a replacement for pedagogical
practices. Adaptive learning technologies also show promise in this context. These systems serve as
digital assistants that offer differentiated support by customising practice exercises according to each
learner's performance. For instance, an adaptive platform could provide extra focused practice for a
student who is having trouble with English past tense forms. Additionally, these technologies can
produce extensive data on student achievement, allowing teachers to base their instructional decisions
on the strengths and shortcomings of their students.

Conclusion

Particularly in the context of second language learning, formative assessment remains a very
successful method to enhance student learning and engagement. Kazakhstan’s strong commitment to
learner-centred education is expected to be successful by adopting criteria-based formative
assessment model. The current review emphasised the multidimensional benefits of FA and its
significance in English language education.

However, complications have taken place when Kazakhstan transitioned to learner-centred
education. For instance, teachers find implementing FA demanding in terms of time, class size, and
systematic hurdles. It requires different forms of resources to consistently improve the assessment
quality and monitor the quality of its application. Although Al tools can assist in overcoming certain
difficulties, strategic planning and application of it requires attention from different stakeholders. If
the assessment is implemented strategically, Al can systematise and improve assessment tasks,
provide instant feedback, and support learner-centred education. All these are consistent with the aim
of FA. Importantly, the review suggests that English language teachers should be skilled in digital
technologies and be encouraged to integrate Al tools in their teaching practices.

Although using FA in English language teaching in Kazakhstan’s secondary schools is in steady
progress, further empirical research is necessary and should be conducted urgently to investigate and
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assess the outcome quality of Al integration in FA in teaching and learning English so different
stakeholders can establish guidelines to apply Al tools in or out of classrooms. Finally, the driving
force behind this urgency and necessity lies a basic yet effective principle: assessment should
eventually serve learning (William, 2011).
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XKoHe Oojamiakra Kajxaid KylleWTe anaThIHABIFBI 3epTrerneni. byn mony ¢dopmaruBTi Garanay
OOMBIHIIIA XAJIBIKAPAJIBIK JKOHE JKEpPriIiKTi 3eprreynepai OipikTipeai — Herisri yreIMJaphlHa,
Kypamzaac OeJikTepiHe, apTHIKIIBIIBIKTaphl MEH KUBIHIBIKTapbIHA aHBIKTaMa Oepijeni — >kKoHe
Oy rangay Kazakcranaa COHFBI XKBUIIAPhI CHTI3UITEH KpUTepUaIbl Oaranay skyieci aschlHIa
xyprizineni. CoHsIMeH KaTap, Ka3ipri Outim 6epy canacbiaaarsl XKU-aiH KOJIIaHBLTY MBICAJIIAPhI
TaJKbIIaHa B! (MBICANBI, OciiMIeneTin OitiM Oepy muardopmanapsl, TAOUFU TUIII OHICY apKBLITBI
Kepi Oaiinmanbic Oepy Kypanmapsl sxkoHe XK HeriziHzeri e3apa/e3in-e3i Oaranay xyienepi), api
Kapaii JKW-ni  ¢opmaruBri Oaranmayra KOJNAay ~peTiHAE MaijanaHy MyMKIHAIKTEpi
KapacTeIpblianel. HoTmkenep kepceTkeHei, GopmMaruBTi OaranayplH OKYIIBUIAPBIH BIHTACHI
MEH YITepIMIH apTTHIPyAaFrbl MAaHBI3IBUIBIFBl MOUWBIHAAIFAaHBIMEH, OHBI JKY3€re achIpy
OaphICBIHIA KA3aKCTAHIBIK MyFalimjaep Oipkarap KHBIHIBIKTapFa Tar OoJaibl, OHBIH IIIiH]E
CBIHBINTAPBIH ThIM YJIKEH OOyl KOHE KaJbIITaCKaH Oaraiay ToKIpuOenepiH e3repTy KakKeTTirl
O6ap. KU TtexHonorusmapel Kepi OalJaHBICTBI JKEKEJIEHIIpyre, KYHIENIKT1 Oaranay
TaIChlpMaJIapblH aBTOMATTAH/BIPYFa *KOHE OKBITY/bl JEPEKTEP HEri3iHAe OacKapyFa MYMKIHIIK
OeperiH Oouamarbl 30p MIEMIMAEPAl YChIHAbI, JIET€HMEH OJIapJblH THUIMIl €Hr13Ulyl YIUiH
nearorTapapl Jaspiay XKoHe MYKHAT WHTerpanusuiay kKaxeT. KopeitbiHmeina Kasakcranmarsl
negarorrep MeH OuUliM Oepy casicaThl OKUIJEpIHE apHalFaH YChIHbICTap Kentipiuteni. Onua
(dbopmatuBTi OaranmayablH AoJeNAeHTeH cTparerusuapbia JKM KonpaybIMeH YIITaCThIPY aF bUTIIBIH
TUTIH aHaFYPJIbIM UKEMJ1 9p1 TUIM/I1 OKBITYFa KOJI allIaThIHbI arar KepceTuie L.

Tyiiin ce3nep: dopmatuBTi Oaranay, aFbUIIIBIH TUTIH OKBITY, Ka3zakcraH, >kacaHbl
MHTEJUIEKT, OUTiM Oepy TeXHOJIOTUsIaphl, Kepi OallaHbIC, OKbITYyFa OarbITTaliFaH Oaranay, e3apa
Oaranay; ©31H-031 Oaraiay.
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HUHTEI'PAIIUA UHCTPYMEHTOB HCKYCCTBEHHOI'O UHTEJIJIEKTA B
©®OPMATUBHOE OHEHUBAHHUE: UCCIEJOBAHUE UX BJIUSTHUSI HA YPOKH
AHINIMUCKOTI'O A3bIKA B HIKOJIAX KASAXCTAHA

AHHoTanus. opMaTUBHOE OLIEHUBAHUE CTAJO KIIOYEBHIM KOMIIOHEHTOM 3(P(PEKTHBHOTO
oOydyeHus, oOecrieunBasi HENPEPBHIBHYIO OOpaTHYIO CBSI3b, KOTOpas MOMOTaeT Y4YHUTENsM U
YYEHUKaM YIydliarh pe3yiabrarel oOydeHus. B 1aHHOM 0030pHOM HCCIEIOBAHHUM JIUTEPATYPHI
paccMmarpuBaeTcsi BHeApeHHe (OPMATHUBHOTO OIICHHWBAHUSA B Kiaccax aHMIMKUCKOTO SI3bIKAa B
Kazaxcrane, a Takxke HUCCleoyeTcsi, KaKk MHCTPYMEHTBI HUCKyccTBeHHOro wunresuiekra (M)
YCUIMBAIOT W MOTYT B JallbHEHIIEM YCWJINTh OTH NpakTUku. B 0030pe o06o006miatorcs
MEXIYHApOJHbIE U MECTHBIE UCCIEAOBaHUA MO (POPMATUBHOMY OIICHUBAHUIO — JAeTCs
oTpeieNICHNE €r0 OCHOBHBIX KOHIIEMIIN, KOMIOHEHTOB, IPEUMYIIECTB U MPOOIEeM — B KOHTEKCTE
HemaBHMX pedopm  oOpasoBanus B Kazaxcrane, KOTOpble BBEIH  KPUTEPHAIBHO-
OpUEHTUPOBAHHYIO CUCTeMY oOlleHMBaHUs ((popmaTuBHOE oreHuBaHue). Takke oOCyxkaaroTCs
COBpeMeHHble mpumepbl npuMeHeHus WU (Takme kak ajganTuBHBIE 0Opa3oBaTelIbHBIC
1aTOpPMbI, HHCTPYMEHTHI 00paOOTKH €CTECTBEHHOIO s3bIKa ISl MPEIOCTaBICHUs OOpaTHOM
CBSI3M, M CHUCTEMBl B3aUMO- U caMoolleHWBaHMs Ha ocHoBe WMU) B oOpasoBaHum u
paccMaTpuBalOTCs MOTEHIMABHBIE CIIOCOOBI HcTonb30Banus MM B moaaepxky hopMaTHBHOTO
OIICHUBaHUA B OyaymieM. Pe3ynbraThl MOKa3bIBalOT, YTO HECMOTPS Ha MpPHU3HAHHE IICHHOCTH
(hopMaTHBHOTO OIIEHUBAHUS IS MOBBIIICHUS BOBICYCHHOCTH YYAIIUXCSA U UX YCIEBAEMOCTH ,
Ka3aXCTaHCKHE YUUTENS CTAIKHBAIOTCS C TPYIHOCTSIMH TP €ro peanu3aliy, BKIIodasi 00IbIIHe
KJIaCChl U U3MEHEHHUE YCTOSBILIMXCS MMPAKTUK BbICTaBIEHUs olleHOK. Texnonoruun UM npennarator
MHOTOOOEIIAIOIINE PeIIeHHs sl IEPCOHAIN3ALUN O0PaTHOM CBSI3M, aBTOMATHU3ALUU PYTUHHBIX
OIICHOYHBIX 3a/lad W WH()OPMUPOBAHWS TMPENOJaBaHUS HA OCHOBE MJAaHHBIX, XOTS IS WX
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3G PEKTUBHOTO BHEIPEHUS HEOOXOIMMBI IMOJIrOTOBKA IMEAarOrMYeCKUX KaJpoB W TIIATEIbHAs
uHTerpauus. B 3akiotoueHue NpUBOAATCA BBIBOABI ISl IMEJAroroB M IIpeACTaBUTENEH
oOpa3oBarenbHON monuTHKU B KaszaxcraHe, moguyepKUBArOIIUE, YTO COYETAHHE MPOBEPEHHBIX
crpateruii (opmaruBHOTO OleHMBaHUS ¢ Tomuepxkkoii MU moxer crmocoOcTBoBaTh Ooiee
ruOkomMy U 3(h(HheKTHBHOMY 0OYUEHUIO aHTITUHCKOMY SI3BIKY.

KiwueBbie ciioBa: (opmaruBHOE OLIEHMBAHWE, MPENOJABAHNE AHIIMHCKOTO S3bIKa,
Kazaxcran, HCKyCCTBEHHBI WHTEJJIEKT, 0OOpa30BaTelIbHbIE TEXHOJOTUH, OOpaTHasi CBsI3b,
OILICHMBaHUE i1 00y4eHMsI, B3AUMOOLIEHUBaHHE, CAaMOOLICHUBaHUE.
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