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Nomads and monuments in translation: AI-supported deconstruction  

of binary oppositions in Russian–English archaeological texts  

and student translations 

This study proposes an AI-supported Deconstruction Analyzer v 2.0 Tool for teaching translation students 

how to translate archaeological texts from Russian to English and vice versa. This tool was created because 

contemporary archaeological discourse often uses binary oppositions like nomadic/sedentary, civiliza-

tion/barbarism, and center/periphery, which can reproduce colonial and hierarchical stereotypes in original 

texts and translations. We tested our tool on a corpus of ten English-language archaeological papers, 38 stu-

dent translations, and five museum podcasts on Central Kazakhstan’s legacy. The program uses curated lexi-

cons of archaeologically salient opposites and syntagmatic and paradigmatic modules to detect explicit polar 

word collisions within sentences and display pole-centric lexical asymmetries across texts. An AI layer using 

transformer-style language models expands each pole’s vocabulary, recognizes paraphrases, and highlights 

evaluative patterns without replacing human interpretation. The study shows that accounts of nomadic life-

styles and monuments often have too much sedentary and “civilized” framing, and that student translations of 

museum podcasts often have ideologically charged clashes. Student reflections show enhanced awareness of 

unconscious bias, lexical sensitivity, and enjoyment of visual analytics for translation revision. The study 

suggests that incorporating AI-mediated deconstruction into translation education promotes critical thinking 

and decolonization. 

Keywords: AI-assisted text analysis, deconstruction, binary oppositions, scientific English for translators, ar-

chaeological discourse, museum podcast scripts, Deconstruction Analyzer v 2.0, nomadic, sedentary 

 

Introduction 

When training future translators, not only courses on English grammar and terminology but also ones 

on scientific English are necessary to address how disciplinary knowledge is constructed through various 

discourses, including the archaeological one. Archaeological texts help translation students not only to render 

specialist vocabulary accurately, but also to recognise and critically evaluate the narrative patterns and hid-

den hierarchies embedded in them in the form of binary oppositions such as nomadic/sedentary, civiliza-

tion/barbarism, center/periphery, etc. The use of these patterns explains how past societies are described and 

implicitly ranked [1, 2]. 

Recent work in archaeology and heritage studies demonstrates that such binaries are closely linked to 

colonial, gendered, and nationalist assumptions that continue to shape both research and public communica-

tion [3–5]. For students translating archaeological texts into English, uncritical repetition of stereotypical 

phrases—such as portraying nomadic communities as “backward” or “marginal” compared to “advanced” 

sedentary cultures—risks reinforcing these hierarchies in the language of science. 

At the same time, digital methods, including text mining and natural language processing (NLP), have 

begun to transform how large corpora of archaeological texts and oral histories are analysed, allowing re-

searchers to detect recurrent themes, collocations, and evaluative patterns that may be difficult to see through 

close reading alone [6]. Debates around AI in archaeology and historical disciplines emphasise that such 

tools should support, rather than replace, critical human interpretation [7, 8]. 

Against this background, the present article focuses on teaching translation students to perform decon-

structive analysis of binary oppositions in archaeological texts in English. It presents an AI-supported tool, 

Deconstruction Analyzer, designed specifically for educational use in courses on scientific English for trans-

https://doi.org/10.31489/3135-2316/2026-1-1/4-10
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lators. The tool helps students identify and visualise explicit and implicit binary oppositions in archaeologi-

cal discourse and reflect on how their own lexical choices in translation may reproduce or challenge stereo-

typical representations of nomads, monuments, and other key concepts. The article argues that integrating 

such AI-mediated deconstruction into translator training can foster more critical, responsible work with sci-

entific English in archaeology. 

Theoretical background 

The theoretical basis of this study brings together: linguistic and semiotic accounts of binary opposition 

and deconstruction; critical and decolonial perspectives on binary thinking in archaeological discourse; and 

research on AI-supported text analysis and its pedagogical use in language and translation education. 

In structural linguistics, binary oppositions have long been described as fundamental organising princi-

ples of language systems: phonological contrasts such as voiced/voiceless or semantic contrasts such as mas-

culine/feminine structure paradigms and enable economical coding of meaning [9, 10]. However, later de-

velopments in semiotics and discourse analysis have stressed that many culturally salient binaries are not just 

descriptive, but ideological. Oppositions like civilized/barbarian, center/periphery, or male/female are typi-

cally asymmetrical: one pole is constructed as the unmarked norm, while the other is represented as defi-

cient, deviant, or secondary [11]. Deconstructive approaches therefore focus on how texts privilege one side 

of the opposition, which metaphors and evaluative terms cluster around each pole, and how apparent dichot-

omies can be destabilised through close reading. 

The second line of thought is about text analysis with the help of AI. Deep learning models have also 

been successfully used on epigraphic corpora, helping scholars put together pieces of broken inscriptions and 

figure out dates and where they came from, like in the Ithaca system [12]. A recent review of text mining in 

ecology and evolution breaks it down into three main paradigms: frequency-based methods, traditional NLP 

pipelines, and transformer-based language models. It says that combining them makes analysis both scalable 

and sensitive to context. Digital archaeology debates say that AI can process a lot more text, but it also risks 

making biases in datasets stronger and making it harder to see who is responsible for interpretation [13]. 

The third thread connects these changes to how translators are taught and science English. When AI 

tools are used in language and translation education, they are generally for machine translation and grammar 

correction, which makes things run more smoothly but doesn’t do much to make people more aware of how 

disciplinary discourse builds knowledge. Deep neural networks have been used in the digital humanities to 

analyze texts recently. New research suggests that AI can also be used to help people read more closely by 

showing patterns in word choice, intertextual echoes, and evaluative framing that can then be interpreted by 

humans [14]. This means that AI could be used in archaeology classes not as an “automatic translator,” but 

as a teaching tool for deconstructive reading—as a way to show students possible binary structures and ine-

qualities, which they can then think about and talk about. 

In all, the intersection of these three strands conceptualises Deconstruction Analyzer as an AI-supported 

educational instrument that operationalises deconstructive theory in a way that is accessible for translation 

students: by linking abstract discussions of binary oppositions to concrete visualisations of how “nomads” 

and “monuments” are constructed in actual archaeological texts in English. In doing so, it aims to contribute 

both to the didactics of scientific English for translators and to ongoing efforts to critically examine binary 

thinking in archaeological discourse. 

Methods and Materials 

This pilot study employed a mixed-methods design combining corpus analysis with qualitative investi-

gation of 38 second-year undergraduate translation students’ (BA programme “6B02301 — Translation 

Studies”) reflections, who enrolled in a semester-long course on “Theory of Translation.” At first, we 

checked the participants’ level of English to ensure that all of them had intermediate-to-advanced English 

proficiency (B2–C1 CEFR). We also asked the participants to sign informed consent prior to participation, 

and they agreed to do that. 

The material of the study comprised five museum podcast scripts, each of which was based on approx-

imately 150 academic sources and thematically focused on a key archaeological topic from Central Kazakh-

stan: (1) Karazhartas Pyramid: The Great Steppe History; (2) Petroglyphs of Saryarka: The Mysteries of By-

gone Civilizations; (3) Botai Culture of Kazakhstan: Taming the Wild Horse; (4) “Timur’s Stone” at 

Altynshoky: Retracing the Great Warrior’s Journey; and (5) Central Kazakhstan Folk Arts and Crafts: 

Bronze Age Ceramics [15]. The Russian master scripts were prepared collaboratively by museum specialists 
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and university researchers, then translated into English and Kazakh to support intercultural communication 

and accessibility for mixed student audiences. For the present pilot, we used the English versions of these 

five scripts and 38 student translations (Russian → English, 200–250 words each) as the core corpus for AI-

supported deconstruction of binary oppositions. 

Together with our translation students, we identified three core binary oppositions in archaeological 

discourse: (1) nomadic/sedentary (nomad, steppe, migration, horse, herder | settlement, city, monument, ar-

chitecture, permanent); (2) civilization/barbarism (civilized, complex, developed, advanced | primitive, 

backward, tribal, savage); and (3) center/periphery (heartland, capital, core, metropolitan | margin, frontier, 

hinterland, remote). These oppositions were inserted into the database of the Deconstruction Analyzer v2.0, a 

free, browser-based tool (https://deconstruction-analyzer.netlify.app/), requiring no installation (Fig. 1). 

 

 

Figure 1. Deconstruction Analyzer v2.0 interface 

As it is clearly seen in Figure 1, users had to upload a plain-text file or paste text manually, select oppo-

sition pairs from a menu, and click “Analyze.” 

This tool uses two complementary modules, syntagmatic and paradigmatic [6]. 

The syntagmatic module identifies sentences with terms from opposite poles, such as “Nomadic pas-

toralists built sedentary monuments,” and displays “explicit collisions” in a concordance list, allowing stu-

dents to analyze contexts involving nomads and monuments. 

The paradigmatic module counts each pole's vocabulary across the text and displays it as a bar chart. If 

a text describing “nomadic cultures” has 70 % sedentary vocabulary and 30 % nomadic terminology, the 

imbalance is obvious, leading to questions about whether the source text or the translation produced it. 

This tool uses AI to expand lexicons by suggesting related terms, recognize paraphrases and indirect 

references, and highlight evaluative words associated with each pole, such as primitive nomads/complex 

sedentary societies [16]. Rather than replacing human interpretation, the AI layer augmentation was created 

to make students seriously consider all ideas [8]. 

Data gathering was a 4-step process. First, students first used ordinary dictionaries to translate 200–250-

word texts without the technology. Second, they uploaded their translations to the Deconstruction Analyzer 

to see binary oppositions, collision sentences, and asymmetry charts. Third, students responded to tool-

generated challenges with 150–200 word reflections: “Your translation of a text about nomadic horse-

breeders utilizes 65 % 'sedentary' terminology. Is this the original, or has your wording changed the cultural 

context?” Finally, after reflecting, students edited and submitted both translations. 

The program collected frequency, asymmetry ratios (nomadic: sedentary percentages), and collision 

sentence counts to quantify data, while two researchers independently classified student reflections for 

“recognition of stereotypical language,” “awareness of translator agency,” and “desire for more nuanced 

terminology” for qualitative analysis [17]. Discrepancies were discussed separately. 

https://deconstruction-analyzer.netlify.app/
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Results and Discussion 

A total of 38 student translations and 10 source archaeological texts were analyzed by using The De-

construction Analyzer v2.0, thanks to which we managed to reveal consistent patterns of lexical asymmetry 

and explicit collisions in binary oppositions, particularly nomadic/sedentary. These findings highlight both 

the tool's effectiveness in surfacing hidden discursive structures and its pedagogical value in prompting stu-

dents to reflect on their translation choices. Figure 2 demonstrates paradigmatic asymmetry in nomad-

ic/sedentary vocabulary across student translation groups. 

 

 

Figure 2. Nomadic vs Sedentary in students’ translations 

As Figure 2 shows, the Sedentary pole had an average of 71 % of the terminology associated with op-

position in all 38 translations, whereas the Nomadic pole only had 29 %. In Group 1, versions of the 

Karazhartas Pyramid podcast script’s opposition vocabulary contained 75 % of sedentary terms, which sig-

naled the imbalance. For instance, in a text about the “steppe pyramid,” students typically used English 

phrases that signify “settlement,” “architecture,” and “monument” to translate Russian descriptions of ar-

chitects who were nomads (75 times compared to 25 times for nomadic terminology like “steppe” or “pas-

toralist”). The AI layer contributed more words to the study, such as “permanent structure” (Sedentary) and 

“mobile community” (Nomadic), which made the imbalance even more clear. 

Group 2's translations of the Botai Culture also exhibited similar trends. Even though the material was 

largely on how to tame horses, which is common in nomadic economies, students used 65 % sedentary lan-

guage, for instance, “Specialized horse breeding gives way to hunting, fish farming, and elements of agricul-

ture” was translated as “settled communities transitioned to farming,” which put more emphasis on the 

phrase “settled” than on the word “nomadic.” 

Most of the binaries (72 %) in Group 3, who worked with the text about Saryarka petroglyphs, were 

sedentary. In particular, there were more rock art scenes of horses, “ritual sites,” and “permanent carvings” 

than of nomads like “herders” and “hunters.” 

Such discrepancies in Figure 2 align with prior studies employing text mining in historical archaeology, 

where discourse analysis revealed enduring hierarchies that favor sedentary “civilization” over nomadic 

“otherness” [12]. 

The AI-enhanced extension, namely Deconstruction Analyzer v2.0, in turn, detected 15–20 % more bi-

nary oppositions than just keyword matching, thereby making it easier to find ideological bias in scientific 

English in a more subtle way [18]. 

The syntagmatic module identified explicit collisions—sentences containing both poles—in an average 

of 7.75 sentences per text (Fig. 3). 
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Figure 3. Syntagmatic collisions: Explicit juxtapositions 

As Figure 3 demonstrates, the texts about The Petroglyphs Saryarka yielded 12 syntagmatic collisions, 

such as “Ancient artists depicted hybrid figures—horsemen [Nomadic] and ritual monuments [Sedentary],” 

which was the highest compared to the translation about Botai culture (5 collisions including “nomadic 

horse herders [Nomadic] built stable settlements [Sedentary].” 

Karazhartas Pyramid scripts showed 8 syntagmatic binaries, e.g., “nomadic cultures of the steppe 

[Nomadic] kept their memories... in stone monuments [Sedentary],” while Bronze Age Ceramics texts had 6 

explicit juxtapositions, like “nomadic potters [Nomadic] created permanent ornamental vessels [Seden-

tary].” 

These binary oppositions on a syntagmatic level often carried an evaluative load, with sedentary terms 

modified positively (“complex monuments”) and nomadic terms negatively or marginally (“primitive 

steppe”), which mirrors findings from discourse network analysis, where polar terms in historical texts sig-

nal ideological tension [19]. 

The thematic analysis of about 7,000 words of 38 student reflections on the use of The Deconstruction 

Analyzer v2.0 allowed for the identification of three dominant themes, such as (1) unconscious bias aware-

ness; (2) lexical revision and agency; (3) pedagogical value (Fig. 4). 

 

 

Figure 4. Three dominant themes in translation students’ reflections  

on using The Deconstruction Analyzer v2.0 
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A total of 26 students out of 38 did not notice sedentary dominance (68 % of reflections), for example, 

“I used 'settlement' and 'architecture' everywhere without thinking—it made nomads seem less important,” 

which echoes qualitative studies on translation ideology, where tools reveal implicit cultural framing [20]. 

While revising translations, 21 students favored symmetrical phrasing (55 % of reflections) by replac-

ing “primitive nomads built advanced monuments” with “steppe pastoralists constructed ritual structures,” 

thereby highlighting translator agency, claiming that the chart showed them they “can choose words that 

don't reinforce stereotypes.” 

31 out of 38 translation students valued the visualization, provided by The Deconstruction Analyzer 

v2.0 (82 % of reflections). For example, some students claimed that “the bar chart made the asymmetry ob-

vious—much better than reading frequencies,” thereby aligning with corpus-driven pedagogy research con-

ducted in 2021 [17]. 

As we said before, The Deconstruction Analyzer v2.0 tool’s dual modules effectively operationalized 

deconstruction because paradigmatic charts quantified hierarchy (71:29 average), while collision lists ena-

bled close reading of tension points. It also fostered reflective practice in scientific English translation, mov-

ing students from intuitive choices to data-informed critique. In particular, the AI layer’s expansions (e.g., 

recognizing “mobile pastoralism”) addressed limitations of manual lexicons, supporting nuanced analysis 

suitable for B2–C1 learners although seven students noted over‑expansion led to “too many false positives,” 

suggesting tunable thresholds for classroom use [21, 22]. 

We also need to mention some limitations, which include the small corpus size (pilot scope) and focus 

on one binary opposition. However, these limitations open the horizon for future research, which could scale 

to multilingual corpora [23] and additional binaries (e.g., male/female in archaeology) [24]. 

Conclusions 

In conclusion, the findings of this pilot study indicate that AI-assisted deconstructive analysis can ena-

ble translation students to discern ideological tendencies in ancient discourse that may have previously elud-

ed them. The findings indicate that sedentary civilization is frequently lauded above nomadic lifestyles in 

English scientific literature and student submissions. The Deconstruction Analyzer v2.0 transformed abstract 

theoretical concepts of binary oppositions into tangible classroom experiences comprehensible to students. 

This prompted numerous individuals to scrutinize conventional phrases and articulate a more precise expla-

nation of their influence on scientific narratives. The study demonstrates the necessity of meticulously regu-

lating the evolution of the English language through AI and addressing the biases present in both historical 

corpora and language models. In this approach, digital tools will help people think critically instead of re-

placing them. The study examined a limited sample and a single institution, yet it indicates that instructing 

scientific English and specialized translation through AI-mediated deconstruction may facilitate decolonial 

initiatives in archaeology and heritage communication by educating future translators to perceive, interro-

gate, and transform the binary frameworks frequently employed in historical discourse. 
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Applying scaffolding approach in advancing communication skills 

Speaking is a vital skill in learning English and requires a lot of practice to form intelligible phrases and ex-

pressions. English learners need to learn to speak the language fluently, but they face various difficulties in 

doing so. Scaffolding strategies help students to grasp speaking fluency. Using scaffolding helps ELT learn-

ers to develop their communication skills. Providing learners with additional resources and assistance beyond 

the required lessons can take a lot of effort and time. Teachers also need to have a better understanding of 

their learners’ behavior and learning styles in order to be able to choose the appropriate scaffolding that meets 

their needs. The main objective of the recent research study is investigating the effectiveness of applying 

Scaffolding approach in developing interactive skills in the speaking classroom. The descriptive research 

study was used. The quantitative technique was chosen to achieve the aims and research objectives of the 

study. Overall, 30 foreign language students participated in the present research study. After collecting the 

relevant data, the findings of the study were generated using the Statistical Package for Social Sciences 

(SPSS) version 23. In order to answer the research questions descriptive analysis and Mann-Whitney U-test 

were used. The research study concluded as positive perception of participants and there was no significant 

difference between courses and genders of participants. 

Keywords: scaffolding, speaking skills, speaking anxiety, communication skills, speaking classroom, advanc-

ing speaking 

 

Introduction 

Language is a highly developed system that uses aspects and arrangements common to a civilization in 

terms of meaning and sound to communicate thoughts, feelings and desires to other people. As one of the 

most important phenomena of the modern world, learning a foreign language is considered to have a pro-

found impact on social and economic change as well as individual and societal well-being. As a result of the 

increasing globalization of the world, the need to learn other languages has also increased over time. 

Of the four basic English language skills, speaking seems to be the most challenging, as speakers need 

to find sentences on the fly. For second or foreign language learners, constructing sentences without grasping 

the necessary grammatical rules and terminology can be quite challenging. In conclusion, speaking English 

with grammatically correct expressions presents a variety of challenges for EFL/ESL language learners. 

People aim to acquire speaking skills in order to interact effectively with everyone in society, wherever they 

are in the world, because speaking skills are fundamental to communication. 

According to Tridinanti, it is essential for learners to acquire the art of speaking in order to be compe-

tent in oral communication. Learners who learn English as a second language because they are not native 

speakers may find it difficult to express their ideas even in simple dialogues. The two main aims of the cur-

riculum are to integrate written and oral communication and to develop speaking skills. Proficiency in a lan-

guage requires the ability to use it in written and oral communication as well as the ability to convey 

thoughts, feelings and experiences in a variety of contexts [1]. 

Speaking is a type of speech act used for interpersonal communication. This type of speaking exercise 

enables verbal communication in combination with listening. This exercise relies heavily on hearing, atten-

tion and memory. Phonetics, vocabulary and grammar are among the language levels involved in this type of 

action. In order to be able to communicate, one must be proficient in the foreign languages spoken or devel-

op speaking skills [2]. 

Learning English is difficult for almost all learners. Not every learner is born with the capacity to learn 

a language. Many encounter a language barrier that makes it difficult for them to pronounce certain sounds 
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specific to English or to form grammatically appropriate expressions. A decline in enthusiasm and activity 

towards learning English can be attributed to all these reasons. Even with a good English score and grammat-

ical knowledge, EFL/ESL learners lack speaking skills [3]. 

As stated by Namaziandost and Nasri speaking is a productive verbal ability that involves producing 

verbal utterances in a systematic way to convey meaning. Speaking is the act of presenting a message devel-

oped through mental work and accumulation to another person through language. The act of speaking has 

four dimensions. The use of voice and grammar, facial and body movements constitute other aspects of it, 

while people’s engagement in producing as both receiver and transmitter constitute two of them. The ability 

to speak is necessary for people to communicate in a variety of social contexts, to express their feelings, 

thoughts and ideas clearly and to convey information on a variety of topics. Fluency is said to be useful both 

for self-expression and for moving up the social hierarchy [4]. 

As mentioned by Soomro and Farooq speaking is the most important skill in learning a foreign or se-

cond language. Speaking is seen as the most important of the four basic language skills for learning a foreign 

or second language. Despite its importance, the teaching of speaking skills has received little attention and 

the majority of EFL/ESL teachers have continued to teach speaking skills only as drill memorization or dia-

logue memorization [5]. However, the contemporary world requires learners to have communication skills 

and English language teachers need to transfer these skills to ELLs so that they can become more competent 

speakers and work successfully in everyday contexts. 

Although communication is more important than technology in terms of employment, oral skills are 

completely ignored in the current EFL classroom environment. The phonological, morphological, semantic 

and syntactic components of language have received relatively little attention, making it difficult for English 

language learners (ELLs) to develop their speaking abilities. So far, reading and writing skills have received 

more attention. Since oral communication skills are so important, it has become even more important to learn 

to speak well to help learners succeed in their academic studies and in their careers after graduation. English 

is the language of study luck and success in achieving your desired goals. 

Speaking is the most important of the four basic English language skills (listening, reading, writing and 

speaking) because it is the most reliable indicator that a person has learnt a language and is competent in oth-

er areas [6]. Foreign language skills, especially speaking and listening, can be difficult to learn. There are 

other countries where teaching English as a second language can be more difficult than in Kazakhstan. 

With the encouragement of the instructor, students talk more in class, which is seen as negligence on 

the part of the teacher. More attention should be paid by foreign language teachers to the development of 

spoken language in the classroom, and teachers should work to ensure that students are able to express their 

thoughts, hypothesize on a given topic and defend their own position. Foreign language teachers in Kazakh-

stan are willing to adapt their daily practice and incorporate new teaching strategies in order to improve the 

quality of their teaching and the quality of knowledge acquired by their students. They also recognize the 

necessity of these adjustments. 

Classroom Interactional Competence. 

According to the interactional view of language, language is mainly used to create and maintain inter-

personal connections, but also to carry out social transactions between people. 

According Moorhouse and Walsh, the capacity of instructors and students to use interaction as a means 

to mediate and support learning is known as classroom interaction competence. It suggests that by develop-

ing their CIC, instructors and students will immediately increase their chances of both learning and learning. 

It places interaction at the center of teaching and learning. The focus on CIC is based on the core claim that 

improving instructors’ understanding of classroom interaction will have a positive impact on student learn-

ing, particularly where learning is seen as a social activity that is heavily influenced by participation, interac-

tion and engagement [7]. 

Through the use of assistance tailored to the individual needs of each learner, educators can eliminate 

difficult learning by using the teaching method known as scaffolding. As they acquire new knowledge or 

skills, this helps learners to understand and remember them. Using this paradigm, the instructor can go 

through a problem-solving process, then take a step back and allow learners to co-operate in small groups 

until eventually the scaffolding is removed and students are working on their own. 

In the 1970s, psychologist Jerome Bruner first introduced the idea of educational “scaffolding”. Bruner 

and other psychologists used the phrase to characterize the way preschool educators provide in-depth expla-

nations to help children learn, before stepping back to allow learners to work on their own. Since scaffolding 

in education is akin to a temporary platform, the word itself implies building. 
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The idea of scaffolding is quite similar to the Zone of Proximal Development Theory, which argues that 

children learn new skills more easily under the support and guidance of an instructor, as new skills are often 

more difficult for children to acquire on their own. 

One of the major advantages of scaffolding is that it provides a safe, stimulating learning atmosphere in 

the classroom, where learners feel comfortable asking questions, taking risks and developing their self-

confidence. As the instructor gradually reduces the initial assistance, the support also motivates learners to 

become more involved in their education. As teachers withdraw, learners learn to strengthen skills such as 

self-management and self-directed learning. 

Furthermore, scaffolding helps learners in the following ways: 

– Develops better participation; 

– Improves comprehension; 

– Improves problem-solving skills; 

– Creates a more pleasant classroom atmosphere. 

Providing learners with additional resources and assistance beyond the required lessons can take a lot of 

effort and time. Teachers also need to have a better understanding of their learners’ behavior and learning 

styles in order to be able to choose the appropriate scaffolding that meets their needs. 

The research objective. 

The current research study aimed to investigate the effectiveness of using Scaffolding approach on ad-

vancing speaking comprehension of learners. In addition, the main objective of the recent research study is 

investigating effectiveness of applying Scaffolding approach in developing interactive skills in the speaking 

classroom. In order to achieve research objective, the following research questions are formulated. 

The research questions 

RQ1. To what extent does scaffolding help learners to develop their interactional competences (IC) in 

an EFL classroom? 

RQ2. Are there significant differences between levels of satisfaction towards the use of scaffolding ac-

cording to gender? 

RQ3. Are there significant differences between levels of satisfaction towards the use of scaffolding ac-

cording to courses? 

Methods and Materials 

The usefulness of the scaffolding technique in developing interaction skills in speaking classes was de-

termined through descriptive research. Different types of questionnaires are used in projects involving de-

scriptive research. Describe the conditions by applying descriptive research. The descriptive study was con-

ducted to determine the correlations between certain variables [8]. The aim of the research was to find out 

how successfully the scaffolding technique improves English language learners’ interactive speaking abili-

ties. The quantitative technique was chosen to achieve the aims and research objectives of the study. A re-

view of many specific research studies was presented using the quantitative technique. Facts were illustrated 

using numbers [9]. 

Participants of the research 

Overall 30 foreign language students from Khoja Akhmet Yassawi International Kazakh-Turkish Uni-

versity participated in the present research study. The survey participants were selected using a “purposive 

sampling” approach. This is a non-probability based sampling method in which the researcher makes inde-

pendent decisions. First and second year students participated in the research. A survey was conducted after 

the end of the 2024-2025 semesters. 

Data collection instrument 

The questionnaire was developed by Phungdee and Krongyut (2013) [10]. The poll consisted of overall 

20 items, which are divided into 5 domains. 

Items 1 to 3 were designed to measure how satisfied participants were with the course material. Items 4 

to 6 were designed to measure the effectiveness of an educator. Items 7 to 16 were created to measure opin-

ions about the lessons taught. Learners were asked to indicate their comments on the evaluation using items 

17 to 18. Finally, questions 19 to 20 were asked to investigate the advantages of the scaffold teaching ap-

proach. 

The attitude questionnaire was used to measure students’ perceptions of the classroom’s supportive 

teaching approach. Based on the methodology of the study, a 5-point Likert scale questionnaire was created 

(5 being strongly agree, 4 being agree, 3 being neutral, 2 being disagree and 1 being strongly disagree). The 
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reliability of the questionnaire, with a Cronbach’s alpha value of α =.810, was found to be extremely good, 

even given the large number of items. See Table 1. 

T a b l e  1  

Reliability of scales 

Cronbach’s Alpha N of Items 

.810 20 

 

Data collection procedure and analysis 

The age and class of the participants were the main issues in the voting. Each question was easy to un-

derstand, did not cause problems and the answers were given in advance. Everything was done so that even a 

beginner in English could understand. Preliminary explanatory work was carried out for the students. It was 

explained that the answers would remain confidential and would only be used for scientific purposes. Final-

ly, after collecting the relevant data, the findings of the study were generated using the Statistical Package for 

Social Sciences (SPSS) version 23. Normality Testing was used as the first step in determining whether par-

ametric or non-parametric was acceptable for the available data before performing inferential statistical tests 

on the data. The application of non-parametric tests to the data was chosen as the findings of the Kolmogo-

rov-Smirnov and Shapiro-Wilk tests suggested that the participants’ awareness of data reading did not follow 

a normal distribution. 

Results and Discussion 

The first research question was “To what extent does scaffolding help learners to develop their interac-

tional competences (IC) in an EFL classroom?” The results are given in Table 2. 

T a b l e  2  

Results of descriptive analysis 

Total 
N Minimum Maximum Mean Std. Deviation 

30 3.90 4.75 4.1655 .23072 

 

In order to obtain results of the first research question descriptive analysis was utilized. In accordance 

with the results above the learners’ attitudes towards using scaffolding in developing their interactional com-

petences in speaking classroom showed positive results. The mean rank results M = 4.16 illustrated highest 

results. It means that Scaffolding helps participants to advance their interactional competences in an EFL 

speaking classroom. 

The second research question was about “Are there significant differences between levels of satisfaction 

towards the use of scaffolding according to gender?” The clear results are given in Table 3. 

T a b l e  3  

Results of Mann-Whitney U-test 

Total 

gender N Mean Rank U p 

Male 13 16,73 
81,500 ,320 

Female 16 13,59 

 

In order to calculate results of second research question Mann-Whitney U-test was used. According to 

obtained results of Mann-Whitney U-test, male participants’ levels of satisfaction towards the use of scaf-

folding presented results as M = 16.73. Moreover, female learner’s levels of satisfaction towards the use of 

scaffolding illustrated mean rank results as M = 13.59. In accordance with the results there was no significant 

difference between male and female participants’ levels of satisfaction towards the use of scaffolding. 

U = 81.500, p = .320. 

The third research question was about “Are there significant differences between levels of satisfaction 

towards the use of scaffolding according to course?” The results are demonstrated in Table 4. 
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T a b l e  4  

Results of Mann-Whitney U-test 

Total 

grade N Mean Rank U p 

1
st
 course 18 15.58 

78.500 ,585 
2

nd
 course 12 13.72 

 

Mann-Whitney U-test was used in order to calculate data of last research question. In accordance with 

calculated results of Mann-Whitney U-test, 1
st
 course learners’ levels of satisfaction towards the use of scaf-

folding presented results as M = 15.58. In addition, 2
nd

 course learners’ levels of satisfaction towards the use 

of scaffolding illustrated mean rank results as M = 13.72. The crystal-clear results presented that there were 

no significant differences between 1
st
 and 2

nd
 course learners’ levels of satisfaction towards the use of scaf-

folding illustrated mean rank results. U = 78.500, p = .585. 

The same positive results were obtained by de Oliveira, Jones and Smith. The majority of students are 

able to interact through scaffolding, which is praised. When instruction is scaffolded, students continually 

build on existing knowledge and make connections between newly learnt materials, ideas and language pro-

ficiency. Scaffolding also offers learners a chance to succeed before stepping into uncharted territory. Espe-

cially for children learning a new language, this type of instruction reduces failure, which in turn reduces 

frustration [11]. 

When it comes to language learning, scaffolding is a crucial component of effective teaching. Despite 

some instructors’ enthusiasm for the idea, scaffolding is more than just teacher support. By providing scaf-

folding, which is customized just-in-time assistance, teachers can provide students with the pedagogical en-

couragement they need to work more actively. According to some socioculturally oriented scholars, second 

language learners’ chances of success are higher when their peers and teachers provide specialized help 

when needed [12]. 

Encouraging students to be autonomous in completing their tasks is the main purpose of the scaffolding 

technique in education. The effectiveness of the scaffolding approach used by educators is another important 

issue to be considered. A good learning outcome depends on the use of teaching strategies when teaching 

speaking as a skill that requires practice and patience. It is possible to modify certain tactics to suit the de-

mands of the training process. Generally speaking, scaffolding is mostly used to increase students’ confi-

dence in their ability to acquire new material because the trainer continues to support them until they finish 

the tasks on their own. The environment of the teaching and learning process is protected by scaffolding. The 

teacher may have several chances to provide feedback to the students. Teacher and student are in a mutually 

beneficial relationship where the student has the freedom to explain everything at any time. It is therefore 

possible to increase students’ skills [13]. 

Conclusion 

As an important part of the English language, scaffolding methods are often used to help people over-

come anxiety about speaking the language and communicate effectively.  Adults, such as teachers, are ready 

to help students who need clarification or assistance during the teaching-learning process. With proactive 

help, children can learn independently. It is helpful for children to feel more motivated and confident to par-

ticipate in all tasks and activities aimed at developing their communication skills. Scaffolding tactics help 

learners to overcome a range of learning difficulties and become skilled language producers. 

Giving learners the chance to overcome learning difficulties makes scaffolding an invaluable teaching 

tool that supports the learning process. Providing less experienced learners with short-term assistance from 

more knowledgeable and experienced people is called scaffolding. After receiving the necessary knowledge, 

the student will be able to work independently. 
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Open educational resources in the context of language learning and teaching 

Open Educational Resources (OER) movement represents a global initiative that fosters collaboration among 

educators and institutions while promoting equal access to knowledge and learning opportunities. Initially in-

troduced as innovative instruments within a traditional educational context, OER are defined by open licenses 

that permit the use, adaptation, and redistribution of materials without consent from the author. The integra-

tion of OER into language learning expands accessibility to authentic learning materials and contributes to the 

development of learner autonomy, intercultural awareness, and digital literacy. The article examines the role 

of OER in the context of language learning and provides a classification of widely used platforms offering 

freely accessible and openly licensed materials for the development of language skills. Reviewed OER com-

bine multiple resource types to create personalized language-learning experiences. Additionally, the study 

highlights the challenges related to OER adoption, including learners’ awareness, quality assurance, copyright 

issues, digital competence and the institutional support. The results indicate that successful integration of 

OER in language teaching requires not only knowledge of available resources but also educators’ ability to 

critically assess and pedagogically adapt OER to ensure alignment with intended learning outcomes. 

Keywords: digitalization; open education; licensing terms; language learning; OER platforms, autonomous 

learning, collaboration 

 

Introduction 

Education systems around the world are experiencing rapid changes under the influence of digitaliza-

tion, globalization and new learning paradigms. It is driven by innovative tools and strategies that make 

learning more accessible, engaging, and affordable. One of the key trends in this transformation is growing 

movement toward open access since there is evidence of increasing the dissemination of science and 

knowledge and sharing it with others without limits or conditions. The concept of openness in education is 

closely linked with open pedagogy. Open pedagogy, often known as OEP, is a concept closely tied to Open 

Educational Resources (OER) and defined as “the set of teaching and learning practices that are only possi-

ble or practical in the context of the 5R (retain, reuse, revise, remix, redistribute) permissions which are 

characteristic of OER”. The term “OER” was first introduced at the UNESCO Forum and defined as learn-

ing, teaching and research materials in any format and medium that reside in the public domain or are under 

copyright that have been released under an open license, that permit no-cost access, re-use, re-purpose, adap-

tation and redistribution by others [1]. The defining characteristic that sets an Open Educational Resource 

apart from other learning materials is its licensing terms that require no permission from the copyright holder 

to reuse and adapt materials. OER are learning resources, including full courses, course materials, modules, 

textbooks, streaming videos, tests, software, and any of their tools, materials, or techniques used to support 

access to knowledge. 
Over the past 20 years, open education has become a global movement affecting all levels of education. 

OER are now widely used across various educational contexts and more recent efforts have focused on re-

search and development of open educational practices, which encompass “all activities that open up access to 

educational opportunity, in a context where freely available online content and services... are taken as the 

norm” [2], and the teaching of languages is no exception to this global trend. OER for language teaching and 

learning enable international collaboration [3] and equal access to learning irrespective of economic situa-

tion. In the field of language education, OER provide teachers and learners with unprecedented access to au-

thentic materials, online courses, videos, and digital tools that can be adapted for individual or classroom 
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use. Yang and Sun found that using Open Courseware can aid EFL learners in expanding their vocabulary, 

especially in acquiring technical terms [4]. Similarly, Celik, in a national study conducted in Turkey, report-

ed that Wikipedia is an example of an OER and was the most commonly used resource among local EFL 

teachers. These online tools were mainly used to enhance students’ grammar and reading skills. In addition, 

the integration of OER into language learning promotes learner autonomy, intercultural competence, and dig-

ital literacy which are essential for the 21st-century learner [5]. The study carried out by Rets, Coughlan, 

Stickler, and Astruc analyzed the text complexity of 200 OER reading materials from various educational 

levels and subject areas on two major OER platforms [6]. The findings offered empirical evidence support-

ing existing concerns: over 86 % of these materials demand an advanced level of English proficiency. This 

indicates a potential mismatch between the language skills of many OER users and the linguistic demands of 

the resources intended to promote inclusive education. Since prior research has shown that a “one-size-fits-

all” approach is ineffective, especially in online learning, which allows for significant personalization [6] it 

becomes crucial to explore strategies that enhance the global accessibility of OERs. 
Nowadays among competencies communicative skills in a foreign language take priority due to consid-

ering it as a mandatory requirement to contribute to economic and cultural growth of a country. The ubiqui-

tous nature of internet resources gives rise to new knowledge ecologies that involve foreign languages con-

text and language users, teachers, researchers. Due to its immense potential in the learning of foreign lan-

guages it has led to a considerable shift in the approaches used to develop language skills. Despite the fact 

that open educational resources movement has been around for 20 years, little attention has been paid with 

regard to practical usage of OER in language learning. To be more specific, there is a scarcity of empirical 

studies related to the effectiveness of OERs in the teaching and learning of languages [7, 8]. Thoms et al. 

state, “the bulk of research related to open education and second language (L2) learning and teaching has 

primarily focused on the creation, adaptation, and/or (re)use of OER content in FL contexts”, and not really 

on the effects of educational materials on the learning [9]. Although there is strong institutional support for 

fostering students’ multicultural competence, many English language teachers face significant challenges 

when trying to integrate multicultural education into their curricula, especially since English is taught as a 

foreign language [10]. These challenges arise from multiple factors. As Byram and Kramsch point out, 

teachers often hesitate to teach cultural content due to fears of reinforcing stereotypes or being unable to ex-

plain cultural concepts clearly, largely because of their limited background in this area [11]. Additionally, 

cultural instruction is typically delivered through teacher-centered explanations, while students tend to prefer 

more interactive, student-driven learning methods. This gap between teaching styles and learning preferences 

makes it more challenging for educators to effectively integrate multicultural elements into English language 

teaching language [10]. Moreover, many EFL instructors are obligated to use textbooks prescribed by minis-

tries of education. Since no textbook can fully meet all learners’ needs, teachers worldwide can enhance their 

lessons by accessing OER databases to locate and adapt activities suitable for their specific student groups. 

For numerous learners, the combined cost of English courses and textbooks poses a financial burden. Open 

Educational Resources help ease this issue by providing free, high-quality learning materials. 
This article explains the role of OER in language learning by identifying major platforms offering open, 

freely accessible materials, analyzing how these resources support personalized language development, and 

examining the key challenges such as quality, copyright, digital literacy, and institutional support that must 

be addressed to effectively integrate OER into language teaching. 

Methods and materials 

The research uses the method of theoretical analysis. Given the purpose of the research, this approach is 

suitable for examining the works of leading scholars in the field. It is considered most effective to synthesize 

the findings obtained through analysis and formulate an independent perspective based on them [12]. 

Literature review 

For nearly two decades, Open Educational Resources have been shaping the educational environment, 

actively supporting broader access to high-quality educational opportunities [13]. Conceptualized as open 

educational resources in 2002, the field has acquired strong transformative potential by uniting the pedagogi-

cal and digital dimensions, as it promotes learning materials to build ubiquitous learning networks while the 

ease of sharing digital resources online enables reducing the knowledge divide that separates and partitions 

societies [14]. According to several studies, the primary advantages of OER have been reported in reducing 

learning cost [15], increasing affordability and accessibility [16], and improving education quality [17]. The-
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se are key factors that strongly affect both instructors’ and students’ motivation and willingness to use them, 

as the high cost of quality learning materials can limit opportunities for gaining knowledge and experience. 

The bulk of research related to open education has been conducted examining the factors related to stu-

dents’ interaction with OER materials and the effects on their educational progress [18]. A recent systematic 

literature review shows that the impact of OERs extends beyond course grades, contributing to overall aca-

demic progress. Research indicates that students enrolled in courses utilizing OER tend to advance toward 

their degrees more quickly. For example, it was found that community college students taking OER-based 

courses complete more credits than those in traditional courses [19]. Similarly, earlier studies revealed that 

students who used OER were more likely to enroll in additional courses in following semesters. Moreover, 

research has also shown that students in OER-supported classes have lower withdrawal rates, reinforcing the 

idea that OER use promotes stronger academic persistence and progress toward degree completion [20]. 

The different individual practices of OER adoption focus on addressing the high cost of textbooks [21]. 

Copyright affordances proposed by OER have created new opportunities for teaching and learning. Initially, 

these tools focus on reducing financial barriers providing freely available materials to improve access and 

affordability for students. However, beyond cost reduction, OER also serve as an innovation in curriculum 

design, pedagogy and professional development. In this manner, OER contribute to building an institutional 

culture characterized by innovation and continuous enhancement of teaching and learning practices which is 

increasingly optimal for shaping a sustainable, adaptable, student-centred future [22]. 

Many studies have addressed teachers’ perspectives on collaborating to create a MOOC (Massive Open 

Online Course) as an open educational resource. Koukis and Jimoyiannis investigated three dimensions: 

teachers’ personal engagement, their interaction and mutual support, and their collaborative creation of 

teaching materials and learning scenarios. The study revealed that teachers value MOOCs for professional 

development and are willing to adopt other forms of OER to enhance subject instruction, knowledge con-

struction, and their own professional growth [23]. 

Research in this area is constantly developing, with a particular emphasis on OER challenges related to 

awareness, creation, use [24]. Hylén highlighted three major barriers concerning the wider adoption of Open 

Educational Resources: limited awareness of academic copyrights and licensing, concerns about the quality 

of open content, and the long-term sustainability of institutional OER initiatives [25]. Kotsiou and Shores 

identified financial constraints as a major barrier to OER adoption and suggested three main funding sources: 

private, governmental, and institutional [26]. They also identified that many faculty members lack awareness 

of what OER are, the benefits they offer, and how copyright and Creative Commons licenses work. Limited 

training and support were highlighted as additional obstacles. Similar challenges were noted by Schuwer and 

Janssen, who also pointed to a cultural reluctance to share teaching materials and the absence of immediate 

consequences for using copyrighted resources. Investigations carried out by Mićunović also ensure that con-

cerns regarding the quality of OER [27] that remains a major issue to their adoption [28], with the constantly 

evolving nature of these resources requiring an even higher level of trust between creators and users [29]. 

Studies also show that many OER repositories do not provide quality-assurance systems [30], and this ab-

sence of oversight has created difficulties for both educators and learners [31]. A proposed solution is to in-

corporate OER development and the assessment of their accessibility and quality into teacher training pro-

grams [32]. 
An analysis of the abovementioned authors’ concepts indicates that long-term benefits offered by Open 

Educational Resources in the process of teaching demonstrate substantial potential to reshape traditional ed-

ucational practices. The findings evidence the increasing significance of Open Educational Resources that is 

represented in terms of the cost reduction and accessibility of learning content with the individuals’ possibili-

ties to adapt, revise and redistribute materials. Due to their flexible set of licenses the learning content is pro-

vided to suit various learning communities, supporting pedagogical flexibility and innovation. Moreover, 

OER promote collaboration and knowledge sharing among educators, which contributes to the continuous 

improvement of educational resources and supports equity in education by making high-quality materials 

more widely available. Thus, achieving the high quality in education is another opportunity offered by the 

OER, and for ending up with the probable improvements proposed by OER, it is important to incorporate 

OER development and the assessment of their accessibility and quality into teacher training programs. This 

is highly recommended for providing ongoing guidance and support among teachers in order to avoid main 

issues related to their awareness of licenses, supporting education quality and involvement in long-term OER 

initiatives. 
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Repositories of Open Educational Resources in language learning 

According to D. Altunay, the role of OER in language learning and teaching can be framed through 

several language acquisition theories, including the Input Hypothesis, Interaction Hypothesis, and Sociocul-

tural Theory [33]. From the perspective of Krashen’s Input Hypothesis, a second language acquisition occurs 

when learners are exposed to language that they can understand through listening or reading — even if it in-

cludes some unfamiliar grammar or vocabulary [34, 35]. OER provide this type of comprehensible input, 

offering learners understandable language that produces new forms and supports natural acquisition. Similar-

ly, the Interaction Hypothesis emphasizes that learning is strengthened through communication and negotia-

tion of meaning with more proficient speakers, such as through feedback or clarification [36]. Within the 

Sociocultural Theory, OER are connected with the ideas of scaffolding and Activity Theory, which view 

learning as a socially mediated process supported by collaboration. Digital tools including discussion boards, 

blogs, and wikis enable students to involve in the learning process through the active interaction. Finally, 

according to Krashen’s Affective Filter Hypothesis, OER help create relaxed and motivating learning envi-

ronments by reducing anxiety and increasing engagement. Studies show that computer-assisted learning low-

ers stress levels [37], suggesting that OER’s interactive and flexible nature can enhance both confidence and 

enjoyment in language learning context. 

A growing interest in sharing OER has been supported by a group of academic institutions. Even 

though Open Educational Resources can be found throughout the internet, it is often most convenient to 

search for them through dedicated databases such as OER Commons (oercommons.org), MERLOT (mer-

lot.org), or Teaching Commons (teachingcommons.us). Since many of the same materials appear across the-

se platforms, educators can concentrate on becoming proficient in using just one of them [38]. In order to 

identify reputable ROER that are popular and contain OER for language teaching and learning, this study 

investigated the websites of tens of university libraries that suggest such ROER according to their types. 

Open Educational Resources for language learning can include any freely accessible and openly licensed 

materials that support the development of language skills. Here are the main types: 

Text-based OER, such as open textbooks, grammar guides, and reading materials, provide learners with 

comprehensible input, which is central to Krashen’s Input Hypothesis. Learners acquire language when they 

are exposed to understandable and meaningful linguistic input that is slightly above their current level of 

competence. Popular platforms OER Commons and COERLL offer open reading materials and exercises 

providing authentic language forms and structures. This supports learners’ understanding of real-world lan-

guage use in context. Such resources are often used to develop learners’ reading and writing skills. Platforms 

OER Commons, Open Textbook Library, and COERLL (Center for Open Educational Resources and Lan-

guage Learning) provide openly accessible textbooks and reading content in various languages. These mate-

rials support self-study and classroom use, allowing teachers and learners to adapt them according to their 

personal interests, expectations and needs. While many scholars take a broad perspective on OER and open 

educational practices [39, 40], OER textbooks remain the most effective tool for directly lowering access and 

learning barriers. Almost 90 % of faculty members view cost as a key consideration when choosing text-

books. In fact, student cost is the aspect of textbooks that instructors are least satisfied with [41]. Given that 

OER textbooks can significantly cut costs without compromising learning quality [42], a widespread shift 

from traditional textbooks to OER would be expected [43]. An open textbook is a specific form of Open Ed-

ucational Resource (OER). According to the Cambridge Dictionary, a textbook is a resource that provides in-

depth information on a subject for learners. What distinguishes an open textbook is its open license, which at 

minimum allows it to be freely shared without requiring extra permissions. In many cases, the license also 

permits modification and commercial use, making it easier to tailor the content to particular teaching or 

learning needs [44]. 

Text-Based Resources: 
– OER Commons — https://www.oercommons.org. Contains open textbooks, grammar guides, and 

reading materials for many languages. 

– Open Textbook Library — https://open.umn.edu/opentextbooks. Includes free textbooks for ESL, 

French, Spanish, and others. 

– COERLL (Center for Open Educational Resources and Language Learning) — 

https://coerll.utexas.edu. Offers open courses like Deutsch im Blick and Français interactif. 

– MERLOT — https://www.merlot.org. Large collection of language teaching and learning materials. 

https://www.oercommons.org/
https://open.umn.edu/opentextbooks
https://coerll.utexas.edu/
https://www.merlot.org/
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Audio and video OER, including podcasts, open-access lectures, and language-learning videos play a 

vital role in enhancing students’ listening comprehension and pronunciation abilities. As D. Altunay high-

lights, multimedia OER enable learners to acquire spoken language within meaningful contexts [33]. Plat-

forms such as BBC Languages Archive or COERLL YouTube Channel offer rich auditory and visual input. 

These tools simultaneously overwhelm users with the opportunities of imitation and oral practice, facilitating 

integration of input and output processes in language learning. These resources deliver authentic linguistic 

exposure and support the development of listening, pronunciation, and spoken language across multiple lan-

guages. They include podcasts, language-learning videos, and open-access recordings. Furthermore, reposi-

tories such as Internet Archive offer freely available multimedia materials, further providing active involve-

ment in real-life communicative scenarios. 

Audio and Video Resources (Podcasts, YouTube Channels, Audiobooks): 

– BBC Languages Archive — https://www.bbc.co.uk/languages. 

– COERLL YouTube Channel — https://www.youtube.com/user/coerll. Openly licensed videos for var-

ious languages. 

– Internet Archive — https://archive.org. Audiobooks, pronunciation lessons, and language learning re-

cordings in the public domain. 

Interactive OER, including platforms such as H5P, Anki, and Moodle shows strong ties to Long’s Inter-

action Hypothesis. It emphasizes the importance of communication and feedback in language learning. These 

digital platforms facilitate learners’ engagement by providing interaction with the content, receiving instant 

feedback, and supporting communicative activities. Through such interactions, learners negotiate meaning, 

promoting deeper cognitive processing and more effective acquisition of linguistic structures. Interactive 

OER encompass digital platforms and open-source applications that encourage active participation and prac-

tice, offering open-access learning environments, quizzes, flashcards, and interactive games. These tools help 

learners practice vocabulary and grammar with the engagement in personalized and interactive learning ex-

ercises. 

Interactive and Digital Tools 

– Moodle — https://moodle.org. Open-source learning platform used to host language courses. 

– H5P — https://h5p.org. Create and share interactive exercises, quizzes, and games. 

– AnkiWeb — https://ankiweb.net. Free, user-created flashcard decks for vocabulary learning. 

OER course materials available on platforms such as OpenLearn and MIT OpenCourseWare offer a 

new stimulus for structured input through a combination of reading and listening tasks, alongside output-

focused activities such as writing, and speaking exercises. These tools reflect a communicative approach to 

language teaching, enabling both instructors and learners to adapt and reuse content to meet specific learning 

objectives. By integrating receptive and productive language skills, both the Input Hypothesis and Output 

Hypothesis are supported. Open courseware platforms such as OpenLearn (The Open University), MIT 

OpenCourseWare, and Open Michigan offer complete course materials, including lectures, exercises, and 

assessments which are particularly valuable for teachers seeking flexible content and for learners aiming to 

follow well-structured language programs. 

Course materials and Lesson Plans 

– OpenLearn (The Open University) — https://www.open.edu/openlearn/. Free language courses and 

cultural modules. 

– MIT OpenCourseWare — https://ocw.mit.edu. Offers free courses like Spanish I & II. 

– Open Michigan — https://open.umich.edu. Contains course materials for language learning. 

The use of collaborative OER, such as Wikibooks and Wikiversity, is connected with Vygotsky’s Soci-

ocultural Theory, which emphasizes learning through social interaction and collaboration. In these online 

communities, creating, editing, and sharing language learning content is at the core of what OER has to offer. 

This process promotes authentic communication, scaffolding, and peer learning among participants. Collabo-

rative OER encourage learner and teacher participation in creating and sharing knowledge. Projects 

Wikibooks and Wikiversity, due to its digital nature, allow users to write, edit, and improve open textbooks 

and language courses. In turn, these collaborative tools promote peer learning and the exchange of authentic 

language content, reflecting real-world language use and environment involvement. 

Collaborative Resources 

– Wikibooks — https://en.wikibooks.org. Open textbooks for languages like Spanish, French, German, 

etc. 

– Wikiversity — https://en.wikiversity.org. Language courses developed by global communities. 

https://www.youtube.com/user/coerll
https://archive.org/
https://moodle.org/
https://h5p.org/
https://ankiweb.net/
https://www.open.edu/openlearn/
https://ocw.mit.edu/
https://open.umich.edu/
https://en.wikibooks.org/
https://en.wikiversity.org/
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– LingQ (partially open) — https://www.lingq.com. Some open reading and listening materials for self-

study. 

To provide some evidence of the usefulness of OER in terms of cultural dimensions Wikimedia Com-

mons, Europeana, and Project Gutenberg support stakeholders’ better understanding about cultural contexts 

of a language. These OER offer learners access to authentic cultural materials, including literature, audio, 

video, and art, which reflect real-world language use. As noted by D. Altunay, engagement with such re-

sources enhances learners’ intercultural competence and deepens their contextual perception of language. 

Engagement with authentic OER allows learners to gain a number of useful insights in terms of cultural, his-

torical, and pragmatic dimensions of language, thereby strengthening contextual and communicative compe-

tence. OER such as Wikimedia Commons, Project Gutenberg, and Europeana provide open access to litera-

ture, images, audio, and videos representing diverse cultures and languages. It shows a great need to provide 

learners with the exposure to various cultural content, enabling learners to acquire not only linguistic compe-

tence but also intercultural awareness. 

Cultural and Authentic Resources 

– Wikimedia Commons — https://commons.wikimedia.org. Images, audio, and videos for cultural and 

contextual learning. 

– Project Gutenberg — https://www.gutenberg.org. Free eBooks and literature in multiple languages. 

– Europeana — https://www.europeana.eu. Open cultural heritage materials (texts, videos, artworks) 

across European languages. 

The reality of rapidly developing pedagogical practices in foreign languages takes effect in open educa-

tion. From the resources listed above, which are only a few compared to the multitude available on the inter-

net, it is evident that many educational institutions are actively participating in the creation and distribution 

of OER in the context of language teaching and learning. These Open Educational Resources seem the most 

effective in meeting the requirements of stakeholders, especially, their digital nature found beneficial not 

only to develop learners’ language skills but also to improve self-regulation which influences both motiva-

tion and autonomy. Beyond direct effects on language skills such as vocabulary, grammar and communica-

tive skills on a topic of interest, the affordance of OER, such as learner’s self-control over pace, multimodal 

content, and opportunities for repeated, self-directed practice foster learners’ self-regulation, which, in turn, 

affects learners’ capacity to set learning goals, select strategies, monitor progress and sustain motivation. 

Self-regulatory development mediates the relationship between resource access and language outcomes, be-

cause learners who deploy planning, monitoring and reflection make more effective use of OER and thus 

achieve better linguistic gains. 

Results and Discussion 

There is no doubt that efficient delivery of learning content to stakeholder has stimulated changes in the 

practice of language learning and teaching. To be more specific, OER can make educational activities more 

transparent, support collaboration between students and educators from different institutions, and introduce 

new economic models for producing and accessing learning materials. Language learning requires constant 

exposure to various linguistic input, real-life communication, and authentic contexts. Open Educational Re-

sources contribute not only to linguistic competence but also the formation of learners’ capacities such as 

self-regulation, autonomy, intrinsic motivation that amplify the long-term effectiveness of language learning. 

Given the wide variation in the quality of OER, teachers and administrators should carefully evaluate wheth-

er these resources are appropriate for their courses. Identifying OER that respond to instructional needs also 

requires good search competencies and appropriate search techniques. This issue can be addressed through 

the use of traditional discovery tools, including referatories and OER, specific search engines, as well as ad-

vanced discovery mechanisms such as tagging, ratings, comments, and recommendation tools. Additionally, 

various user guides and manuals provide users with practical instructions on how to search for and evaluate 

OER [26, 27]. Moreover, as previously mentioned, existing studies suggest that incorporating OER creation 

and the evaluation of their accessibility and quality into teacher training education and professional devel-

opment programs can support more informed and effective OER use [28]. This is due to pedagogical reflec-

tion and innovation promoted in order to raise teachers’ awareness of different educational practices and 

adapt popular resources and approaches in the various learning contexts. Space provided as a result of active 

encouragement and training among teachers affects the growth of groups of contributors in the community 

where works become visible and accessible. 

https://www.lingq.com/
https://commons.wikimedia.org/
https://www.gutenberg.org/
https://www.europeana.eu/
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Conclusion 

Overall, by systematically classifying widely used OER platforms, the research demonstrates the capac-
ity of these resources to support flexible and varied approaches for the development of language skills and 
personalized learning environments. Conceptual analysis ensures that educational value of OER in language 
education depends not only on individuals’ knowledge of the use of available platforms but also on their 
ability to critically evaluate, contextualize and thoughtfully adapt open resources in accordance with peda-
gogical goals set. A considerable research examination of OER opportunities reveals a consistently positive 
impact of multiple resource formats on the process of language acquisition. To be more specific, the flexible 
nature of OER provide opportunities for both teachers and learners, facilitating the implementation of inno-
vative pedagogical approaches, in terms of the materials’ authenticity, interaction and feedback, scaffolding, 
and peer learning, which, in turn, affect the development of learners’ self-regulation and autonomy, digital 
literacy in the teaching process. Moreover, the use of OER promotes global collaboration, the exchange of 
best practices, and the creation of inclusive learning community in accordance with various linguistic and 
cultural needs. However, successful adoption of OER should be realized with the concern in terms of quality 
standards, copyright affordances, digital literacy, and institutional recognition. Addressing these challenges 
is critical for enhancing the sustainability and educational impact of OER initiatives. The useful output of the 
integration of OER into language education contributes to greater openness, equity, and innovation, which 
guarantee development and lifelong learning. Future empirical research should further investigate the effect 
of OER on learner achievement, teacher professional growth, and the advancement of open pedagogical 
practices in multilingual and multicultural settings. 
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The impact of student-centered foreign language learning 

on academic performance 

This research work is devoted to a comprehensive analysis of the effectiveness of student-centered approach-

es in the context of teaching foreign languages and their direct impact on the academic performance of stu-

dents in higher educational institutions. Under the conditions of modern globalization and digitalization of 

education, proficiency in multilingual communication skills becomes not only an academic goal but also a 

critical factor of professional competitiveness. Traditional learning models oriented toward the transmission 

of knowledge from the teacher to a passive listener are contrasted in this article with innovative strategies in 

which the learner occupies a central, active position. The methodological foundation of the study consisted of 

a systematic review of scientific literature, a comparative analysis of educational models, and the interpreta-

tion of empirical data on motivation and academic performance. The research results convincingly demon-

strate that student-centered learning not only accelerates the process of forming language competencies but 

also contributes to the development of critical thinking, autonomous learning skills, and social interaction. 

The paper substantiates that the integration of interactive, project-based, and problem-oriented methods is a 

key instrument for improving the quality of language training. A conclusion is made about the high practical 

significance of these approaches for the modernization of educational standards. 

Keywords: student-centered learning, linguodidactics, foreign language teaching, academic performance, ed-

ucational innovations, learner motivation, language competence, interactive teaching methods, higher educa-

tion, pedagogical strategies 

Introduction 

Under the conditions of a rapidly changing global landscape, the role of a foreign language in the sys-

tem of higher education has transformed from an auxiliary discipline into a basic element of professional 

training for a specialist of any profile. The modern labor market places high demands not only on the level of 

grammar or vocabulary proficiency but also on the ability to communicate effectively in an intercultural en-

vironment, solve problematic tasks, and work in a team. 

The traditional pedagogical paradigm that dominated for decades was based on the “Teacher-Centered” 

model (teacher-centrism). In this system, the teacher acts as the main controller and the only source of truth, 

while the role of the student is reduced to mechanical memorization and reproduction of information. How-

ever, as practice shows, such a model often leads to the formation of a “language barrier” and a low ability to 

apply knowledge in real-life situations. 

The transition to the student-centered model (Student-Centered Learning, SCL) represents a fundamen-

tal shift in the philosophy of education. The learner - their needs, learning style, interests, and personal expe-

rience - becomes the focus of attention. The relevance of this topic is determined by the search for ways to 

increase the effectiveness of learning that would make it possible not only to improve formal academic per-

formance but also to form a stable intrinsic motivation for language learning. The purpose of this article is a 

detailed study of the influence of student-centered strategies on students’ academic success, as well as an 

analysis of psychological and social factors that contribute to increasing the effectiveness of the educational 

process. 

Methods and materials 

To achieve the stated goal, a complex of mutually complementary research methods was used. The 

main method was theoretical analysis and synthesis of scientific-pedagogical literature. The works of leading 
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world experts in the field of foreign language teaching methodology and pedagogical psychology were stud-

ied in detail. 

In particular, the study relies on the works of: H. Douglas Brown (2007) [1], whose principles of inter-

active learning formed the basis for analyzing student engagement. Jack C. Richards and Theodore 

S. Rodgers (2014) [2], who provided a classification of modern teaching approaches. Rod Ellis (2003) [3], 

whose research in the field of Task-Based Learning made it possible to evaluate the effectiveness of practice-

oriented methods. David Nunan (2004) emphasized learner autonomy. As research materials, monitoring 

data of the academic performance of students of language specialties were used, as well as the results of 

questionnaires on the level of learning motivation. Comparative analysis was carried out on the basis of 

comparing the indicators of groups taught according to traditional methodology and groups in which SCL 

elements were actively implemented [4]. 

Results and Discussion 

1. Comparative analysis of academic performance 

One of the most objective indicators of the effectiveness of any pedagogical system is students’ aca-

demic performance expressed in points. In the course of the study, it was recorded that students studying 

within the framework of the student-centered model demonstrate consistently high results. 

The average academic performance indicator (GPA) in the experimental groups amounted to 85 points, 

whereas in the control groups, where the frontal method of instruction predominated, this indicator was rec-

orded at the level of 65 points. Such a significant gap is explained by the fact that within SCL knowledge is 

acquired through action and personal experience, which contributes to its deeper processing in long-term 

memory. 

2. Structure of student-centered strategies and their influence 

We identified several key directions within SCL, each of which makes its own contribution to the final 

result: 

Task-Based Learning (TBL): Students solve specific communicative tasks (for example, planning a trip 

or conducting negotiations). This minimizes the fear of making mistakes and focuses attention on achieving 

the goal, which indirectly improves the quality of mastering grammatical structures. 

Collaborative Learning: Work in small groups stimulates social interaction. Students learn from one an-

other, which reduces the level of stress (Affective Filter) described by S. Krashen and creates a favorable 

climate for language acquisition [5]. 

Differentiated learning: The teacher adapts the complexity of tasks to the individual level of each stu-

dent, which makes it possible to avoid demotivation among both “strong” and “weak” learners. 

3. Psychological aspects and motivation 

Motivation is the “engine” of language development. In the course of the study, a clear correlation was 

traced between the type of educational activity and the level of student engagement. 

As can be seen from the presented data, Project-Based Learning causes the highest interest (90 %). This 

is due to the fact that projects allow students to demonstrate creativity and see a tangible result of their work. 

At the same time, traditional lectures, where the teacher’s monologue dominates, show only 55 % engage-

ment, which often leads to students’ “switching off” attention already 15–20 minutes after the beginning of 

the lesson. 

4. Development of learner autonomy 

An important result of implementing SCL is the formation of “learning-to-learn” skills. Students cease 

to be dependent on the teacher and begin to independently set goals, choose resources, and evaluate their 

own progress. This lays the foundation for lifelong learning [2]. 

DISCUSSION. The obtained results confirm the thesis that modern language education should move 

away from reproductive methods toward productive ones. The student-centered approach does not mean re-

jecting the role of the teacher but transforms this role from a “transmitter of knowledge” into a “facilitator” 

and “mentor.” This requires a higher level of flexibility and creativity from the educator in preparing learn-

ing materials. 

However, it is also necessary to note the difficulties of implementing this approach, among which are: a 

greater workload for the teacher when preparing for classes, the need to revise assessment systems, and the 

initial resistance of students accustomed to a passive role [6, 7]. Nevertheless, the long-term advantages in 

the form of high academic performance and high-quality language proficiency outweigh these difficulties. 
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PRACTICAL CASE: Testing of the project methodology “Startup Vision” within the discipline “Pro-

fessionally Oriented Foreign Language” 

To verify the theoretical provisions about the advantages of student-centered learning, a practical study 

was conducted on the basis of the Faculty of International Relations. Second-year students participated in the 

experiment (a total of 24 people), language proficiency level — Intermediate (B1). 

1. Preparatory stage and design of the educational environment 

The traditional approach to the topic “Global Business” is usually limited to reading texts about corpo-

rations and performing lexical exercises. Within the framework of the case, an imitation professional envi-

ronment was created. The teacher transformed his role from a “transmitter of knowledge” into a “business 

mentor.” 

At the stage of team formation (groups of four people), emphasis was placed on self-organization. Stu-

dents not only distributed roles (CEO, marketer, financial analyst, product manager) but also had to compose 

job descriptions in English for each position. This made it possible to introduce professional HR terminology 

already at the starting stage. 

2. Research phase and content-language integrated learning (CLIL) 

The second stage (lasting four academic hours) was devoted to deep immersion in a foreign-language 

business environment. Teams received the task of choosing a developing market (for example, Southeast 

Asia or Latin America) and substantiating the launch of their startup into this market. 

A special feature of the stage was the use of exclusively authentic resources: analysis of World Bank 

reports; study of trends on the Crunchbase platform; viewing speeches of entrepreneurs in TED Talks. 

Here the effect of “information deficit” manifested itself: students experienced a real need for language 

to understand complex economic indicators. The facilitator-teacher did not provide ready translations but 

directed students toward the use of contextual guessing and specialized glossaries. This contributed to the 

development of learner autonomy — a fundamental principle of SCL. 

3. Technological stage: Creation of a digital product 

The project methodology implies the creation of a tangible product. Students prepared: a Pitch Deck 

(a presentation of 10 slides in English); an Elevator Pitch (a 30-second script for “selling” the idea); a Promo 

Video (a promotional video of the product). 

Work on video clips allowed students to repeatedly listen to and record their speech, which led to the 

effect of “self-correction.” The study showed that when recording video, students corrected their phonetic 

errors four times more often than during ordinary reading of text in the classroom. 

4. Defense stage (Pitch-session) and peer assessment 

Project defense took place in the format of an investment forum. The audience was divided into “startup 

founders” and a “panel of expert investors”. 

The key moment here was spontaneous communication. “Investors” asked tricky questions about risks, 

competition, and return on investment (ROI). Students were forced to defend their ideas using not memo-

rized phrases but living language. It was precisely at this moment that concentration on meaning prevailed 

over concentration on form, which made it possible to reduce the level of language anxiety and overcome the 

psychological barrier. 

5. Detailed analysis of experiment results 

Upon completion of the case, a comparative assessment of students’ knowledge and psychological state 

was carried out. 

Cognitive aspect: testing showed that the volume of acquired active vocabulary averaged 85–90 new 

lexical units per student, which is 40 % higher than the norm under traditional instruction. Complex terms 

(for example, equity, venture capital, scalability) firmly entered active use because they were “lived through” 

in the project context. 

Linguistic aspect: analysis of speech recordings showed that the accuracy of using Perfect tenses and 

Conditionals increased by 15 %. Students began to use more complex syntactic constructions to persuade 

“investors.” 

Psychological aspect: a Likert-scale survey revealed that 92 % of students felt greater confidence in 

their abilities. Satisfaction with the learning process amounted to 4.8 points out of 5. 

Case conclusions 

This practical experience confirms that the student-centered approach through project activity creates a 

powerful synergistic effect. Transferring responsibility for results to students stimulates them to independent-
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ly search for linguistic means. Learning ceases to be a process of “consuming information” and becomes a 

process of “creating meanings.” 

Thus, academic performance (expressed in scores of 92/100) is only the tip of the iceberg, beneath 

which lies a deep transformation of the student from a passive listener into an active professional capable of 

communication at the international level. 

Conclusion 

In summarizing the results of the study of the influence of student-centered learning on academic per-

formance in foreign language acquisition, the following conclusions can be formulated: 

Effectiveness of material acquisition: student-centered methods provide a statistically significant in-

crease in academic indicators (on average 20–25 % higher than traditional methods) due to active involve-

ment of the learner’s cognitive resources. 

Increase in motivation: interactive and project-based forms of work are a powerful stimulus for stu-

dents, transforming language learning from an obligation into an engaging process of self-realization. 

Formation of future competencies: in addition to language skills, students develop critical thinking, 

leadership qualities, and the ability for effective teamwork, which corresponds to the demands of the modern 

labor market. 

Practical value: wide implementation of SCL elements (Task-Based Learning, Project-Based Learning) 

in higher education practice is recommended to improve the quality of specialist language training. 

The scientific novelty of this work lies in the systematization of the influence of specific forms of activ-

ity on motivation and academic performance indicators in the conditions of a modern university. The results 

of the work can be used by methodologists and teachers to develop innovative educational courses. 

In a broader pedagogical and socio-cultural perspective, the transition toward student-centered foreign 

language education reflects a fundamental transformation in the epistemological foundations of higher edu-

cation. Learning is no longer interpreted as the passive accumulation of linguistic knowledge but rather as an 

active, meaning-making process embedded in authentic communication, collaboration, and reflective prac-

tice. Within this paradigm, language functions simultaneously as a cognitive tool, a medium of professional 

interaction, and a mechanism of personal development. 

The empirical and theoretical evidence presented in this study confirms that student-centered instruc-

tional design creates a sustainable educational ecosystem in which motivation, autonomy, and academic 

achievement mutually reinforce one another. Such synergy is particularly significant in the context of global 

uncertainty, rapid technological change, and the growing demand for flexible professional competencies. 

Graduates who experience student-centered learning environments demonstrate not only stronger language 

proficiency but also higher adaptability, intercultural sensitivity, and readiness for continuous self-directed 

learning throughout their professional lives. 

From an institutional standpoint, the findings highlight the necessity of systemic curricular transfor-

mation. Effective implementation of student-centered foreign language pedagogy requires coordinated 

changes in assessment models, teacher professional development, digital infrastructure, and interdisciplinary 

integration. Universities that successfully adopt these principles position themselves as innovation-driven 

educational spaces capable of preparing globally competitive specialists. 

Furthermore, the long-term societal implications of student-centered language education should not be 

underestimated. By fostering critical thinking, dialogic communication, and collaborative problem solving, 

such pedagogy contributes to the development of socially responsible and culturally aware citizens. In this 

sense, student-centered foreign language learning extends beyond academic performance metrics and be-

comes a strategic instrument of human capital development in the knowledge economy. 

Future research trajectories should therefore explore longitudinal impacts of student-centered method-

ologies on career outcomes, employability, and professional identity formation. Additional investigation us-

ing mixed-methods designs, large-scale international samples, and learning analytics technologies would en-

able deeper understanding of how pedagogical innovation shapes both educational quality and social trans-

formation. 

In conclusion, student-centered foreign language learning emerges not merely as an effective instruc-

tional approach but as a comprehensive educational philosophy aligned with the demands of the twenty-first 

century. Its integration into higher education systems represents a decisive step toward cultivating autono-

mous, competent, and globally engaged individuals capable of meaningful participation in an increasingly 

interconnected world. 
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Ethnography of English medium instruction policy and practice  

in the multilingual context of a private university in Kazakhstan 

The research is devoted to the Ethnography of English Medium of Instruction policy and practice in the mul-

tilingual context of a private university in Kazakhstan. The main aim of the study is to investigate language-

in-education policy and practice at a private EMI university in Astana. The research consists of six sections. It 

includes the context of the study and the central issue, the rationale for this research where I explain why I 

decided to focus on the EMI policy and practice. The results provide sufficient evidence for other stakehold-

ers such as policymakers to prioritize aligning EMI policy aims with institutional realities, considering the di-

verse linguistic landscape. Specific areas that may be considered include comprehensive English proficiency 

assessments for students and faculty before enrolling in EMI programs, which could help evaluate prepared-

ness and identify areas for improvement. To implement EMI effectively, institutions must establish robust 

support structures for both students and faculty. Faculty members should receive adequate training and re-

sources to adapt to multilingual classrooms, incorporating local languages to enhance comprehension. En-

hanced institutional support, such as reducing workloads and offering pedagogical assistance, will help teach-

ers address challenges related to EMI. 

Keywords: English Medium of Instruction (EMI), Ethnography of English Medium of Instruction, EMI pro-

grams, EMI policy, multilingual context, private university, EMI environment, globalization 

 

Introduction 

The topic of this research study is Ethnography of English Medium of Instruction policy and practice in 

the multilingual context of a private university in Kazakhstan. The main aim of this research study is to in-

vestigate language-in-education policy and practice at a private EMI university in Astana. The chapter con-

sists of six sections. It includes the context of the study and the central issue, the rationale for this research 

where I explain why I decided to focus on the EMI policy and practice. Next, I present the research ques-

tions, the aim of the study, and the nature and significance of the study. The final section provides an outline 

of the study. 

The Context for This Study and the Central Issue 

Globalization has changed policies towards higher education institutions and given rise to the process of 

internationalization (Bowles & Murphy, 2020; Doiz et al., 2012; Dumanig & Symaco, 2020; Kirkpatrick, 

2011; MSHE, 2023; Rose & McKinley, 2018; Shohamy, 2007) [1-7]. Internationalization of higher educa-

tion and the use of the English language as a lingua franca in academia appears to drive educational institu-

tions to introduce English medium instruction (EMI) programs, largely since most of the universities are 

competing for students’ fees to attract international students into educational institutions [1], [8]. 

As a result, there is an increase in the number of courses offered by different university programs using 

EMI policy. Scholars also argue that the process of internationalization of higher education has profound 

implications not only for teaching and learning contents through the English language, but also has effects on 

overall language practices and language choices in the classrooms. Evidently, such policies largely promote 

English-only practices at the expense of native/indigenous languages, thus potentially leading to the demise 

of multilingualism by overemphasizing English [2], [4], [8]. 

Due to the dominance of the English-speaking countries and the need to compete in the global arena, 

the role of the English language has increased tremendously. English is not just a foreign language, but it has 
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become the most widespread language used in academia across the world as a result of the internationaliza-

tion of higher education [1], [8], [9]. 

Like many other Asian countries, the Republic of Kazakhstan has also been significantly influenced by 

the wave of globalization and internationalization of higher education. We find that the policy of internation-

alization of education has affected various aspects of the higher education system such as the concepts of 

language in education policy, EMI, employability, academic mobility, international research, staff mobility, 

internationalization of institutions [2], [10-12].  

Traditionally, university courses in Kazakhstan have been taught in Russian or Kazakh. However, in 

2006 the former president initiated a new policy called the “Trinity of languages” (Address of the former 

president of the Republic of Kazakhstan, Nazarbayev, to the People of Kazakhstan, 2007). According to this 

project, Kazakhstani citizens should develop Kazakh as the state language, maintain Russian as the language 

of interethnic communication and learn English as the language for successful integration into the global 

economy. In response to these initiatives, universities are introducing programs that educate students in Rus-

sian, English, and Kazakh to comply with the new policy. According to reports from the Ministry of Science 

and Higher Education (MSHE, 2023), over 70 universities, including international campuses of EMI univer-

sities, are engaged in implementing trilingual and English Medium Instruction (EMI) as part of the trilingual 

policy (MSHE 2023) [5]. 

Kazakhstan has made significant progress in internationalizing its higher education system by imple-

menting a trilingual education strategy, participating in the Bologna Process, establishing collaborations with 

foreign universities, and promoting academic mobility. As a result, there has been a substantial rise in the 

number of EMI programs provided by institutions in Kazakhstan. However, despite the increasing popularity 

of EMI, there is a noticeable lack of empirical data regarding EMI implementation in Kazakhstan [12].  

Methods and materials 

Different levels of English proficiency among instructors and students remain a chronic challenge de-

spite substantial government funding. This disparity significantly affects both teaching and learning. Addi-

tionally, there are limited opportunities for professional development for EMI teachers (Goodman et al., 

2022) [13], a scarcity of appropriate learning materials (Manan et al., 2023) [12], and an institutional culture 

lacking in both an English-speaking environment and senior management’s understanding of EMI. Tajik et 

al. conducted a study that explored the linguistic difficulties encountered by multilingual students in EMI 

universities in Kazakhstan [14]. This study employed language policy and planning as a theoretical frame-

work to investigate the overall EMI policy, with a specific focus on the academic English difficulties faced 

by students as a result of the inconsistent implementation of the EMI policy in universities in Kazakhstan. 

Data were gathered via an online survey and semi-structured interviews conducted with students and instruc-

tors at eight deliberately chosen EMI universities in Kazakhstan. The data analysis indicated that more than 

70 % of students lacked prior exposure to EMI. Additionally, 66.9 % expressed dissatisfaction with their 

English competence, while 65.3 % were unsatisfied with their literacy abilities. Moreover, 72.6 % of stu-

dents reported not enjoying reading and writing in English. Hence, their adaptation to the EMI setting was 

described as disorderly and anxiety-inducing. The EMI policy and practice seemed to have failed due to a 

lack of alignment between the macro-level policy directions and the resources and preparedness at the micro-

level (i.e., among instructors and learners). To accomplish the objectives of internationalization, global com-

petitiveness, and human capital development through EMI, it is necessary to engage in meticulous planning, 

methodical execution, and the establishment of suitable support systems for both students and instructors. 

The challenges faced by one EMI university are the focus of my research study, which acts as one case 

of a larger national trend in the Kazakhstani higher education system. 

LPP Defined 

The topic of my research study is the ethnography of EMI policy and practice in the multilingual con-

text of a private university in Kazakhstan. In order to investigate EMI policy and practice through the lens of 

ethnography of language policy and planning, it is useful first to define the concept of LPP. This section will 

discuss how scholars in the field have defined LPP, examining the relevance of these definitions for the con-

text of this particular study. 

Einar Haugen introduced the concept of language planning in 1959 to describe the standardization of 

language in Norway. Haugen made significant contributions to establishing fundamental concepts and 

frameworks that shaped LPP. LPP is a dynamic field that examines the formulation, execution, and societal 

impact of language policies. By virtue of its intersections with sociology, linguistics, education, and political 
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science, this field offers crucial insights into the influence of language on the dynamics of society and educa-

tion. This chapter offers a synopsis of significant contributions from prominent scholars in the field of LPP, 

each bringing distinct perspectives [15]. 

Stakeholders’ beliefs and understanding of EMI policy 

This thesis examined the complexities of the EMI policy at a private university in Astana, revealing a 

dynamic interplay between institutional goals, stakeholder beliefs, and practical challenges. The university 

seeks to leverage EMI for global recognition and academic distinction, but simultaneously, it seems to face 

noticeable challenges, including inadequate resource allocation, limited institutional support, and incon-

sistent English proficiency among faculty and students. The university’s official language policy documents 

reflect a strong administrative commitment to integrating EMI into its strategic development plan to align 

with international educational norms. However, implementation is hindered by infrastructural constraints, 

varying English proficiency levels among faculty members, and a gap between policy objectives and practi-

cal realities. This gap is further widened by the disparity between the aspiration for an English-focused envi-

ronment and the prevalent use of Russian and Kazakh in administrative and educational contexts. 

Drawing on evidence from interviews, document analysis, and observations, this study demonstrates 

that stakeholders’ perceptions (teachers, students, and university leadership) and understanding of the Eng-

lish as a Medium of Instruction (EMI) policy are shaped by a combination of institutional goals, practical 

constraints, and prevailing ideological viewpoints. The persistent focus on promoting English-medium edu-

cation often leads stakeholders, particularly administrators and teachers, to advocate for educational ap-

proaches that prioritize English at the expense of Kazakh, Russian, and other local languages, underestimat-

ing their value as effective teaching tools. This disregard, rooted in a “deficit language ideology” [16], per-

petuates the belief that non-English languages are inherently inferior, creating a system that undervalues the 

linguistic skills of local communities and students. 

Results and Discussion 

In this ideological framework, the “English medium idealism syndrome” emerges as a dominant mind-

set, leading university leadership and faculty members to advocate solely for English instruction while ex-

pressing disapproval of the local languages. This belief aligns with the “TESOL” or “ELT orthodoxy,” which 

emphasizes a strict separation between native languages and English, advocating for the exclusive use of 

English in educational settings (May, 2019). The dominance of English-speaking nations in the Inner Circle 

significantly shapes these attitudes, leading to teaching theories that overlook the importance of local lan-

guages and perpetuate disparities in teaching methods. 

The study identifies an element of neoliberal rationality in the implementation of EMI policy, which is 

highly valued by university leadership. This approach links EMI to broader market principles such as effi-

ciency, competition, and independence. At the private university in Astana, the promotion of EMI serves not 

only its educational purpose, but also its strategic objectives such as improving global rankings and attracting 

international students through a market-oriented approach 

Alongside its numerous affordances, teachers and students at the same time recognize the challenges 

posed by the EMI policy. Teachers struggle with higher workloads due to a shortage of English-proficient 

faculty and insufficient institutional support, resulting in disjointed teaching approaches and reliance on local 

languages, undermining EMI’s core goals. Students, meanwhile, face challenges due to inadequate English 

proficiency and a lack of foundational subject knowledge, hampering their ability to fully engage in EMI 

classes. The data in the preceding chapters clearly point to these conclusions. Addressing these issues re-

quires a stronger support system, including comprehensive language proficiency assessments and increased 

resource provision. Despite these challenges, the university remains committed to maximizing the benefits of 

EMI through global partnerships, enhanced policy frameworks, and comprehensive English-language initia-

tives. However, success hinges on bridging the gap between policy and practice by investing judiciously in 

faculty members’ English proficiency, increasing resources, enhancing professional development opportuni-

ties, and implementing thorough language assessment criteria for students entering EMI programs. The re-

search conducted by Tajik et al. (2023) revealed that students’ experiences in EMI programs are far from 

promising. The difficulties they face include a slower learning pace, a greater time commitment, repetitive 

memorization exercises, and inadequate comprehension of texts [14]. Some students lacked confidence due 

to insufficient language proficiency, to the extent that they sometimes considered withdrawing from the pro-

gram rather than negotiating EMI challenges [14]. Therefore, there is a need to allow students to use their 

native/local languages to foster an inclusive, effective learning environment and enhance the university’s 
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global academic reputation. Ultimately, this study emphasizes the complexities of implementing EMI in Ka-

zakhstan, particularly given the diverse linguistic landscape and infrastructural constraints. For the EMI poli-

cy to succeed, it must consider local linguistic and cultural identities, while strategic goals should align with 

institutional capabilities and student needs. By thoughtfully addressing these intricacies, the university can 

create a more cohesive EMI environment that raises academic standards and enhances global engagement. 

Classroom language practices, challenges, and policy negotiation. 

Based on comprehensive evidence gathered from interviews and classroom observations, the current 

English teaching and learning methods, along with overall pedagogical strategies, contrast sharply with the 

perspective of those who advocate for using English exclusively as the medium of instruction. The findings 

of this thesis on classroom language practices, challenges, and policy negotiations provide crucial insights 

into the complexities of language usage in a multilingual EMI environment. 

Teachers who initially support rigid, monolingual policies often recognize the practical need to adjust 

these limitations, modifying their teaching strategies to include multiple languages. This adaptation caters to 

students’ linguistic proficiencies, fostering comprehension and engagement. Students frequently use 

translanguaging, seamlessly switching between English, Kazakh, and Russian to overcome vocabulary gaps 

and grasp complex topics. This strategy enhances understanding and communication, while also underscor-

ing the limitations of monolingual policies. It emphasizes the practicality and importance of multilingualism 

in education. 

Strict language policies often compel students to discreetly use their native languages to avoid academic 

penalties while maintaining clarity in their assignments. This careful navigation illustrates the tension be-

tween institutional demands and practical feasibility, highlighting the need for a more inclusive language 

policy framework. Recognizing students’ multilingual abilities values these skills and shifts away from fa-

voring a single language to embracing a more inclusive perspective. Translanguaging enriches classroom 

communication, aids in understanding academic material, and allows students to actively engage in their 

studies [12]. 

As indicated in the findings, the “pedagogy of compromise” involves teachers moving away from ideal-

ized views of EMI, where English-only is the norm, toward a more realistic strategy that includes local lan-

guages for full comprehension and active participation. Teachers initially advocating for strict English-only 

policies often realize the necessity of incorporating local languages to promote inclusivity. This transition is 

particularly important in Kazakhstan, where students have varied linguistic backgrounds and differing Eng-

lish proficiencies. The compromise seeks a harmonious balance, maintaining English for academic subjects 

while acknowledging the practical need to include local languages to enhance comprehension and participa-

tion. At the same time, it is crucial to highlight here that the reported “compromise” also stands as a disap-

proved practice in many stakeholders’ views, in ideological and pedagogical terms, as the recourse to multi-

lingual resources becomes a ‘forced measure’, and a necessity. English-only monolingualism and 

Anglonormativity are still the aspirations and an ideal. 

The study found that both faculty members and university administrators favored implementing EMI 

policies in a reductive or subtractive manner, with English as the primary instructional language. However, 

the concept of a “pedagogy of compromise” shows how educational goals and classroom realities push 

teachers to modify their approaches. This clearly explains the paradox, the fallacy, and the dilemma for dif-

ferent stakeholders operating within the EMI policy framework. For instance, classroom observations and 

staff feedback reveal that those initially advocating for English-only policies recognize the importance of 

local languages for improving comprehension and engagement. This policy-to-practice shift is a crucial edu-

cational response to current classroom conditions and immediate sociolinguistic realities, as exclusive Eng-

lish instruction does not always align with students’ linguistic capabilities, often leading them to rely on their 

native languages to clarify complex concepts. 

The success of an EMI university is based on its ability to embrace and utilize students’ diverse linguis-

tic skills through language flexibility. This approach recognizes and values students’ linguistic backgrounds, 

purposefully integrating multiple languages to enhance their educational experience. By incorporating native 

languages alongside English, educators can deepen students’ understanding of the curriculum. Language 

flexibility emerges from the interplay between rigid policy mandates and the actual linguistic diversity of 

students. This adaptability addresses the limitations of monolingual philosophies that fail to meet students’ 

varied linguistic needs. Classroom observations show that using multiple languages in instruction not only 

aids comprehension but also enhances cognitive skills and subject mastery. Teachers and students employ 

translanguaging to shift from a monolingual mindset to a comprehensive multilingual approach. 
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For instance, Dana, a teacher who initially supported exclusive English instruction, eventually acknowl-

edged the importance of including Kazakh and Russian for thorough comprehension and active participation. 

This adaptation is a pragmatic adjustment aimed at maintaining educational standards, especially when reli-

ance solely on English falls short. Overall, the study underscores the significance of linguistic flexibility in 

bridging the gap between rigid EMI policies and students’ diverse language backgrounds. Recognizing the 

practical need for a compromise framework ensures a more inclusive and engaging learning environment, 

fostering greater understanding and class participation. 

Conclusion 

In conclusion, many teachers who initially favored rigid, monolingual policies come to recognize the 

practical necessity of adjusting and negotiating policy constraints. They adapted their teaching methods to 

include multiple languages, accommodating students’ linguistic abilities and ensuring optimal understanding 

and engagement. Students frequently resorted to translanguaging, seamlessly switching between English, 

Kazakh, and Russian to bridge vocabulary gaps and comprehend complex subjects. This approach enhanced 

comprehension and communication, while students’ multilingual skills challenge restrictive monolingual 

policies, highlighting the practicality and necessity of multilingualism in education. The study also demon-

strates how strict language regulations often compel students to covertly use their native languages to evade 

academic sanctions while maintaining clarity in their work. This delicate balancing act underscores the ten-

sion between institutional expectations and practical realities, emphasizing the need for a more inclusive lan-

guage policy framework. Recognizing students’ multilingual abilities as valuable assets rather than obstacles 

shifts the paradigm from a monolingual bias to a more inclusive approach. The proponents of the multilin-

gual turn also emphasize the same (May, 2019). It is now widely established empirically that translanguaging 

enriches classroom interaction, facilitates academic content comprehension, and enables students to fully 

engage with their academic disciplines (cite some studies that make similar conclusions) 

Implications for research, policy, and practice. 

This study can be considered a Kazakhstani contribution to the expanding body of empirical research on 

EMI policy issues in universities worldwide. My research clearly demonstrates the complex interplay be-

tween the implementation of an English-only policy and the practical ways students and teachers use and 

understand their native/local languages for communication and comprehension. This gap arises from the dis-

parity between actual classroom conditions and institutional directives advocating for an English-only orien-

tation. Both teachers and students employ their first (L1) and second (L2) languages simultaneously to en-

hance learning in English as a Medium of Instruction (EMI) classrooms. The challenges and inconsistencies 

involved in enforcing monolingual EMI policies in multilingual environments reflect a gap between policy 

and practice. Policymakers often design policies with specific socio-economic and educational goals in mind, 

but teachers and students at the individual level may not fully align with them. The actual implementers and 

end-users of these regulations often struggle to apply them effectively in real-world academic settings. The 

findings clearly highlight the limitations of linguistic rigidity, and monolingual orientations in contexts such 

as Kazakhstan, where English still functions as a foreign language in many ways. At the same time, the find-

ings also vividly suggest that a departure from the monolingual approach to a more flexible, and meaningful 

pedagogical translaguaging can serve much better inclusion, learning, and responsiveness. This calls for a 

pragmatic adaptability, flexibility, and openness to using, understanding, and applying EMI policies within 

the Kazakhstan-like classroom contexts. EMI is not only English language; it is much more than only Eng-

lish language. Therefore, I emphasize that EMI policy and practice needs to be guided by the principles of 

inclusion, and culturally and linguistically responsive pedagogy. 

This study explores the complex interplay between policy, stakeholder perspectives, and the practical 

challenges of establishing EMI in Kazakhstan’s multilingual academic context. In my view, the findings can 

provide a roadmap and direction for further research in the same area. The research can examine the influ-

ence of translanguaging practices on academic achievement, particularly in settings where students alternate 

between English, Kazakh, and Russian. Longitudinal studies could analyze the long-term effects of compre-

hensive language exams on the English proficiency of both students and staff. Moreover, comparative stud-

ies across different EMI programs and institutions could provide valuable insights into effective policy 

frameworks, support systems, and teaching approaches. 

Similarly, the findings provide sufficient evidence for other stakeholders such as policymakers to priori-

tize aligning EMI policy aims with institutional realities, considering the diverse linguistic landscape. Specif-

ic areas that may be considered include comprehensive English proficiency assessments for students and 
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faculty before enrolling in EMI programs, which could help evaluate preparedness and identify areas for im-

provement. Policies should also encourage ongoing professional development for faculty, with an emphasis 

on English proficiency. Additionally, policy frameworks should adopt translanguaging practices to promote 

inclusive learning environments where students can leverage their multilingual skills without adverse effects 

on their academic performance. One possible course of action for teachers’ professional development could 

be to propose that, alongside language skills, content English teachers require some more knowledge and 

professional development in basic applied linguistics, and sufficient understanding of the overall pedagogical 

and instructional nuances of content-based instruction through a foreign language such as English [12]. 

Thus, to implement EMI effectively, institutions must establish robust support structures for both stu-

dents and faculty. Faculty members should receive adequate training and resources to adapt to multilingual 

classrooms, incorporating local languages to enhance comprehension. Enhanced institutional support, such 

as reducing workloads and offering pedagogical assistance, will help teachers address challenges related to 

EMI. Students require comprehensive English-language programs that include targeted proficiency instruc-

tion and foundational subject knowledge preparation. I must emphasize too that fostering a critical multilin-

gual awareness among teachers as well as administrator could be crucial to soften the rigid monolingual no-

tions of these stakeholders. A classroom environment that embraces multilingualism will tackle challenges 

effectively and enhance the learning process. Addressing these research, policy, and practice implications 

can help bridge the gap between EMI policy and classroom reality, resulting in a cohesive, inclusive, and 

effective EMI environment that raises academic standards and promotes global engagement. 
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Language Education Potential of Generative AI Chatbots 

This study systematically delineates the linguodidactic properties of generative AI chatbots as transformative 

instruments in foreign language pedagogy, synthesizing theoretical frameworks, literature reviews, and em-

pirical precedents to propose their integration in foreign language teaching. The aim of the article is to identi-

fy the language education potential of chatbots as educational tools, provide scientific justification and pro-

pose a methodology to integrate them into foreign language teaching. Employing qualitative content analysis 

of over 20 peer-reviewed sources alongside prompt-engineering experiments with models like ChatGPT, the 

research identifies seven core properties: (1) role-playing simulation via reinforcement learning; (2) interac-

tivity across six feedback modalities (educational-social, evaluative, etc.); (3) nonlinear processing enabling 

adaptivity to learner proficiency; (4) instant error remediation; (5) multimodal delivery unbound by spatio-

temporal constraints; (6) device-agnostic accessibility; and (7) low-anxiety environments fostering motivation 

and autonomy. These affordances address persistent challenges in communicative competence, such as lim-

ited practice and fossilization, and outperforming traditional tools in dialogic immersion and personalization. 

A novel three-phase methodology is advanced: input/role assignment, contextual practice (debates/role-

plays), and teacher-controlled refinement. Despite limitations like misinformation risks, chatbots position as 

co-agents in the “learner – AI – teacher” triad, promising scalable ELT efficacy. 

Keywords: ICT, AI chatbots, linguodidactic properties, foreign language teaching, communicative compe-

tence, feedback, ELT pedagogy 

 

Introduction 

Contemporary scholarship and educational practice increasingly emphasize the transformative potential 

of artificial intelligence (AI) technologies in foreign language pedagogy. This surge in research attention 

stems from AI’s language education potential, which facilitates innovative approaches to cultivating foreign 

language communicative competence through integrated practice across all speech modalities (listening, 

speaking, reading, writing) and linguistic domains (phonetics, lexis, grammar), with AI chatbots emerging as 

particularly versatile tools. 

AI has transitioned from a peripheral aid to a co-equal agent within the pedagogical triad “learner–AI–

teacher,” a framework coined by P.V. Sysoyev (2023) [1] to capture the reconfiguration of instructional roles 

amid generative AI's proliferation. This evolution enables AI to undertake diverse functions, ranging from 

personalized instructional trajectory modeling and content generation to emulating human-like discoursal 

cognition, delivering real-time feedback, and evaluating learner performance — capabilities validated by 

recent studies confirming positive effects on lexical skills [2], grammar proficiency [3, 4], and speech abili-

ties [5]. While overall chatbot effectiveness remains debated due to limited empirical studies, insufficient 

data does not render them useless; contemporary research addresses not only their linguodidactic potential 

but also limitations, including technological imperfections, communication failures, and adaptation challeng-

es across diverse proficiency levels [6] 

The imperative to integrate AI technologies into foreign language pedagogy stems from persistent chal-

lenges in mastering complex linguistic structures, cultivating authentic communicative competence, and ele-

vating instructional efficacy amid limited practice opportunities. Specifically, chatbots facilitate extracurricu-

lar speech practice that demonstrably enhances not only lexical minimum acquisition but also the automation 

of natural communication strategies and target structures. 

The aim of this article is to identify the language education potential of chatbots as educational tools, 

provide scientific justification and propose a methodology to integrate them into foreign language teaching. 

https://doi.org/10.31489/3135-2316/2026-1-1/37-42
https://orcid.org/0009-0009-4336-3921
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Literature Review 

The term information and communication technologies (ICT) emerged in the mid-1990s amid growing 

computer use in education, driven by their accessibility and the expansion of the Internet during societal 

informatization. Early ICT applications in foreign language teaching focused on automated task checking, 

access to video/audio materials, and primarily the traditional “drill & practice” method [7]. 

Digital services and platforms shifted emphasis to autonomous student work, offering 24/7 access from 

any device at convenient times. Social networks spurred a “social-communicative” approach [7]. Concur-

rently, lifelong learning gained traction, aligning with demands for tech-savvy specialists, including digital 

tools. Foreign language teaching thus embraced ICT like smartphone apps, MOOCs, automated testing sys-

tems, and more. 

The current digitization phase, dated from 2015 by Titova S.V. and Staroverova M.V. (2023), involves 

gradual AI integration. Per Habr IT community data, nearly all software incorporates AI since 2020. Inter-

net-downloadable programs for smartphones/tablets became integral to instruction. Online translators, mo-

bile apps, and AI-driven tests now permeate language pedagogy. 

AI integration has spawned foundational studies, forming one of the innovative directions in foreign 

language teaching. AI develops interactive materials attuned to neuro-psychological information processing 

(e.g., visualization, VR games/simulations) and enables individualized approaches. Machine learning and 

natural language processing unlocked language education potential of AI. Machine learning algorithms build 

large language models trained on vast texts to generate human-like speech, powering chatbots and NLP apps. 

Terminological variety marks AI interactive solutions: dialog agents, virtual interlocutors, or chatbots. 

Differences are minor; preferences vary by researcher/era. Dialog agents stress meaningful conversation; 

virtual interlocutors emphasize human-like interaction; chatbots denote text-based automated systems. 

Chatbots simplify user interaction via voice/text assistants with instant feedback, spanning education, 

e-commerce, healthcare, finance, etc. University bots aid applicants with program selection and study in-

fo [9]. 

In 2006, Fryer L. and Carpenter R. analyzed educational potential of ALICE chatbot, identifying six di-

dactic advantages from student interaction experiments: (1) psychological comfort (85 % preferred bot 

communication per survey); (2) unlimited repetition (bots are tireless unlike humans); (3) enhanced listen-

ing/reading via text-to-speech/speech-to-text; (4) sustained interest via novelty and positive experience; 

(5) vocabulary expansion through new lexical/grammatical practice; (6) error correction feedback [10]. 

Despite early promise, adoption lagged. First, early bots lacked full interlocutor capabilities — script-

bound, non-diverse responses failed real-practice simulation. Milestones like Apple's Siri (2011), IBM Wat-

son (Jeopardy win), and Google Duplex (2018 real-time calls) were assistants, not chatbots, for other tasks 

[11]. Besides, students often preferred teachers for better explanations [12] or peers [6] to chat-bots. This 

was probably due to the fact that early chat-bots were scripted, agreeable replies stifled debate, demotivating 

practice [6, 13, 14]. Novelty faded; mismatches in proficiency/task complexity, speech recognition failures, 

and context-irrelevant replies frustrated users [6, p. 23]. Another serious problem was lack of methodologies 

caused by weak theory/experiments that hindered integration, spurring current development. 

Interest surged with deep learning and generative AI. OpenAI ChatGPT showcased understanding di-

verse languages and generating human-like responses. 

Key studies for this research and their contributions are detailed in the Table. 

T a b l e  

Current State of Research on Chatbots in Foreign Language Teaching Methodology 

Scientific study Aim Key results 

Sysoyev P.V.,  

Filatov E.M.,  

Sorokin D.O. (2023) [15] 

Review of studies on chatbots in 

foreign language teaching 

1) Identified key issues in chatbot-based language learn-

ing, particularly communicative skills development. 

2) Outlined prospects for methodology development in 

chatbot-supported foreign language interaction. 

Kharlamenko I.V. (2023) 

[16] 

Analysis of @LingvoBot, 

@multitran_bot, @slovaribot, 

@WordContextBot for transla-

tion and lexical semanticization 

1) Revealed strengths and weaknesses of examined 

chatbots. 

2) Provided recommendations for resource selection 

based on lexical work parameters. 

3) Presented examples of script-based vs. neural network 

chatbots. 
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C o n t i n u a t i o n  o f  T a b l e  

Scientific study Aim Key results 

Divekar R.R. et al. (2021) 

[17] 

Study of chatbot features for speech 

practice 

1) Demonstrated differences between general 

chatbots and language learning chatbots. 

2) Emphasized need to shift from Q&A format to 

natural dialogue-capable chatbots. 

Dukalskaya I.V., 

Alikberova E.O. (2023) 

[18] 

Analysis of existing Telegram bots 

for foreign language study 

1) Provided examples and detailed functionality de-

scriptions of Telegram bots. 

2) Highlighted advantages: interactivity, instant feed-

back, motivation boost, learning efficiency. 

Lavrinenko I.Yu. (2023) 

[19] 

Analysis of ChatGPT neural net-

work chatbot capabilities 

1) Noted key achievements and advantages: dialog 

capability, self-learning, multilingual translation. 

2) Identified prospects for large language model ap-

plications. 

Chen M.R.A., Lin Y.H. 

(2023) [20] 

Development of AI chatbot gram-

mar learning approach for interac-

tive English practice 

1) Experimental verification of grammar learning via 

chatbot. 

2) Positive effects: reduced anxiety, improved mate-

rial retention. 

Kim N. (2019) [4] Impact of chatbots on English 

grammar skill improvement 

1) Confirmed grammar gains in experimental vs. con-

trol groups. 

2) Proposed directions for future chatbot research. 

Fryer L.K., Nakao K., 

Thompson A. (2019) [6] 

Comparison of chatbots vs. humans 

as language learning interlocutors 

1) Identified strengths/weaknesses of each interlocu-

tor type. 

2) Called for further chatbot research and classroom 

implementation. 

Cherkasova E.A. (2023) 

[3] 

Methodology for differentiated 

grammar teaching in technical uni-

versity via generative AI chatbot 

interaction 

1) Defined didactic properties and methodological 

functions for English grammar teaching. 

2) Specified generative AI chatbot functions for 

grammar instruction. 

 

Building on predecessors’ work, we propose using chatbots for supplementary speech practice to devel-

op students’ lexical and grammatical skills. 

Methods and Materials 

To examine chatbots as a pedagogical tool, it is essential to formulate their key properties. This study 

employs a qualitative analytical approach grounded in theoretical synthesis and empirical examples. Materi-

als include peer-reviewed literature on AI in language education, technical documentation on generative AI 

models (e.g., large language models like GPT variants), and practical demonstrations via chatbot interactions 

(e.g., ChatGPT, Grok). 

Methods involve: (1) content analysis of 20+ sources to extract properties; (2) prompt engineering ex-

periments simulating language teaching scenarios; (3) evaluation of feedback types and adaptability through 

iterative dialogues. Data was analyzed thematically to derive seven core properties, validated against estab-

lished frameworks in AI pedagogy. 

Results and Discussion 

This analysis delineates seven core linguodidactic properties of AI chatbots as pedagogical instruments: 

(1) role-playing simulation; (2) interactivity; (3) nonlinear information processing and adaptive capabilities; 

(4) instant feedback provision; (5) flexible instructional delivery; (6) accessibility and versatility; and 

(7) fostering a low-anxiety learning environment. 

1. Role-playing simulation 

Role-playing simulation constitutes a foundational attribute, facilitating AI self-learning through itera-

tive user interactions. Unlike rule-based algorithmic systems, contemporary chatbots emulate neural process-

es, transcending rigid command execution to evolve via accumulated experiential data. This mechanism 

aligns with reinforcement learning, wherein user prompts serve as fine-tuning agents [21, p. 676]. Feedback 

efficacy hinges on training corpus quality and volume; practically, role assignment — such as prompting the 

bot as a “foreign language instructor” — yields authentically pedagogical responses. A critical caveat per-
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sists: due to the lack of autonomous critical reasoning, chatbots may propagate inaccuracies from flawed in-

puts, posing dissemination risks. 

2. Interactivity 

Interactivity manifests in dynamic, multifaceted responsiveness to user inputs, encompassing six gener-

ative AI feedback modalities [5]: educational-social (structuring student-bot discourse for skill-building); 

information-reference (delivering sociocultural content for intercultural competence); methodological (sup-

porting teacher material design and lesson planning); analytical (data processing for efficacy forecasting); 

evaluative (rapid assignment verification); and conditionally-creative (boundless instructional content gener-

ation). This architecture underpins methodologies spanning speech modalities, linguistic dimensions, and 

communicative competence facets. Essential for skill ontogenesis, interactivity engenders “lively illusions” 

of authentic exchange [21, p. 679], privileging productive competencies and real-world lexical confidence. 

3. Nonlinear processing and adaptivity 

Nonlinearity and adaptivity derive from interactivity, enabling contextually variant responses over 

templated outputs: “not a single templated response... but varying form and content based on query details 

and context” [21, p. 679]. Chatbots comprise neural architectures of interconnected neurons that dynamically 

weight-transform inputs during training, exhibiting task-dependent linearity (basic operations yielding fixed 

C from A+B) or nonlinearity (complex, context-bound transformations). Large language model instantiations 

parse queries holistically, generating personalized outputs attuned to proficiency and thematic nuance, posi-

tioning bots as equitable interlocutors. 

The confluence of role simulation and nonlinearity begets adaptivity via dialogic reinforcement. Con-

tent-level adaptation adjusts topics, lexis/grammar, and modalities to learner profiles; didactically, it modu-

lates pacing and task rigor through progress analytics. 

4. Instant feedback provision 

On-demand instantaneous feedback expedites error remediation, novel assimilation, and query resolu-

tion, mitigating fossilization endemic to second language acquisition. While irreplaceable by human instruc-

tors, chatbots multitask as dialog partner, advisor, and tutor. 

5. Flexible instructional delivery 

Multimodal generation (textual, graphical, auditory, visual) liberates practice from spatiotemporal 

bounds, amplifying foreign language exposure. Systematic target-language engagement—pivotal for com-

municative competence—gains potency in naturalistic contexts; for phrasal verb ontogenesis, iterative com-

municative drills transcend rote memorization toward fluent deployment. 

6. Accessibility and versatility 

Effortless device integration and task-agnostic applicability (pedagogy, inquiry, discourse) democratize 

access, sans technical prerequisites. This autonomy empowers learner agency over session parameters. 

7. Low-anxiety learning environment 

Motivational sustenance through nonjudgmental interaction curtails affective barriers; anxiety impairs 

metacognition, retention, and focus. Benevolent milieus recast learning as ludic pursuit. Empirical accounts 

affirm chatbot valorization for oracy drills, notably idea generation in stress-attenuated debate preparation 

[22]. Using chatbots as interlocutors maintains learning interest and enables regular speech practice for lexi-

cal and grammatical skills. Interacting with chatbots makes students active participants who experience posi-

tive emotions akin to real communication. Thus, chatbots model a near-natural learning environment. 

The identified properties of AI chatbots underscore their transformative potential in foreign language 

pedagogy. Role-playing simulation and interactive formats address key challenges in communicative compe-

tence development, such as limited practice opportunities outside class — aligning with your expertise in AI-

assisted ESP and translation post-editing. Adaptive capabilities via nonlinear processing enable personalized 

trajectories, crucial for mastering complex elements like phrasal verbs, where traditional methods often fall 

short due to fossilization risks. 

However, limitations persist: chatbots lack true critical thinking that might result in misinformation 

propagation, necessitating teacher oversight and curated training data. Compared to tools like Quizlet or 

Lexilize, chatbots offer superior dialogic immersion but require hybrid integration with instructor-led re-

finement to mitigate biases. 

AI chatbots can be integrated into foreign language teaching at university to maximize speaking prac-

tice opportunities. We propose a three-phase ELT module: 

Phase 1: Input/Role Assignment — Prompt chatbot as "native-speaker mentor"; expose students to 20 

target vocabulary items via contextual dialogues. 
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Phase 2: Interactive Practice — Nonlinear tasks (e.g., debates, role-plays) with instant evaluative feed-

back; adapt difficulty based on error patterns. 

Phase 3: Assessment/Refinement — Analytical feedback for self-correction; teacher reviews for accu-

racy. 

This leverages properties 1–5, fostering automation and confidence for real-world use. 

Conclusion 

The properties of AI chatbots position them as indispensable tools for enhancing lexical and grammati-

cal skills, especially in autonomous foreign language learning. By simulating authentic communication, 

providing adaptive feedback, and creating low-stress environments, they elevate ESP training efficacy. Fu-

ture research should explore multimodal integrations (e.g., voice-enabled bots) and longitudinal impacts on 

communicative automation. Implementing the proposed methodology promises scalable, personalized lan-

guage mastery, bridging AI potential with pedagogical needs. 
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