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Teaching vocabulary through the Lexical Approach:
strategies for first- and second-year undergraduate students

The development of lexical competence is widely recognized as one of the fundamental components of lan-
guage acquisition. Consequently, expanding students’ vocabulary remains a primary objective in foreign lan-
guage pedagogy. Mastering linguistic units involves not only memorization of grammatical structures but al-
so a deep understanding of their semantic and functional properties, as well as their practical use in commu-
nication. Given the contemporary status of English as a global lingua franca, enriching the learners’ lexical
repertoire has assumed paramount importance in modern language pedagogy. Developing proficiency in col-
locations is crucial for students aiming at advanced language mastery, as these structures simultaneously im-
prove both grammatical precision and conversational fluency. Within this framework, classroom tasks should
no longer be confined to passive, isolated word memorization, but rather act as dynamic tools that help un-
dergraduate students notice and internalize formulaic structures.

This article examines the methods of vocabulary acquisition in English language classes at the lower levels of
higher education (first- and second-year undergraduate students), as well as contemporary pedagogical ap-
proaches and effective teaching methods. Within the scope of this study, particular emphasis is placed on the
pivotal role of the Lexical Approach in vocabulary mastery.

Keywords: vocabulary repertoire, lexical competence, communicative method, contextual learning, the Lexi-
cal Approach, vocabulary acquisition, lexical chunks, collocation.

Introduction

The mastery of a foreign language is inextricably linked to the continuous expansion and refinement of
learners’ vocabulary. In modern higher education, preparing first- and second-year undergraduate students
requires a pedagogical shift from traditional mechanical instruction toward more integrative methods. As
English solidifies its role as a global language, contextual word combinations have become the cornerstone
of modern language pedagogy. This article investigates how the principles of the Lexical Approach can be
systematically implemented to transition early-stage university students from passive language recognizers to
fluent, active communicators.

Theoretical Foundations of VVocabulary Acquisition

Insights from contemporary research in linguistics and pedagogy indicate that vocabulary acquisition
yields significantly better outcomes when driven by semantic mapping and contextual interpretation, rather
than mechanical rote learning. A comparison of traditional and modern methods of vocabulary acquisition
reveals that, for many years, English language teaching based on the Grammar-Translation Method pre-
sented words primarily in the form of lists and taught them through direct translation into the learners’ native
language. Although this method may offer short-term retention, it inherently fails to facilitate the consolida-
tion of linguistic data into the learners’ long-term memory.

Emerging in the latter half of the 20" century and now serving as the core of modern educational
frameworks, the Communicative Approach fundamentally reshaped the traditional paradigms of foreign lan-
guage teaching. In their seminal work, “Approaches and Methods in Language Teaching”, renowned meth-
odologists Jack C. Richards and Theodore S. Rodgers emphasize that the primary principle of the Communi-
cative Approach is to teach language not as a collection of static grammatical rules, but rather as a dynamic
and functional means of human interaction. The authors maintain that language acquisition is significantly
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accelerated when classroom activities mimic authentic communication [1; 91], further suggesting that inter-
nalizing linguistic structures relies heavily on how personally relevant and meaningful the content is to the
student [1; 90]. Within this approach, lexical material must not be introduced through artificial constructs;
instead, it ought to be contextualized within real-life communicative situations (social contexts) and directly
linked to speech activities.

Methods and Materials

These functional principles introduced by the Communicative Approach marked the beginning of a new
stage in foreign language teaching methodology and directly stimulated the emergence of the Lexical Ap-
proach. The Lexical Approach is a modern methodological orientation that highlights the central role of vo-
cabulary in foreign language teaching. Systematically developed in the 1990s by the British linguist Michael
Lewis, this approach places vocabulary at the core of communicative competence. Grounded in the commu-
nicative philosophy of “authenticity and contextual learning”, the Lexical Approach rejects the notion that
language is merely an accumulation of isolated, abstract words. Instead, it views language as a synthesis of
multi-word lexical units, specifically collocations, fixed expressions, and semi-fixed expressions. Conse-
guently, it advocates teaching vocabulary within meaningful contexts and as ready-made lexical chunks ra-
ther than as isolated lexical items. This methodological principle enables learners to communicate more flu-
ently, naturally, and effectively in real-life communicative situations.

Theoretical and Practical Foundations of the Lexical Approach

According to Michael Lewis, the foundation of language is not grammatical structures but rather “lexi-
cal units” — namely, word combinations, fixed phrases, and ready-made speech patterns. Under this para-
digm, his groundbreaking maxim asserts: “Language consists of grammaticalised lexis, not lexicalised
grammar” [2; 89]. This means that in the natural speech process, people do not recall grammatical rules eve-
ry time and connect words to each other with chain-like links; on the contrary, the brain processes ready-
made lexical patterns stored as a whole in memory beforehand and immediately transfers them to speech.
This idea is widely explained in his famous book “The Lexical Approach” [2; §].

The theoretical foundations of the Lexical Approach are based on computer analyses in corpus linguis-
tics and research on memory in psycholinguistics. Corpus linguistics demonstrates that in natural speech,
words are not used randomly, but in the form of certain combinations known as lexical units. As M. Lewis
argues, fluency is based on acquiring a large store of fixed or semi-fixed prefabricated items that can support
linguistic novelty and creativity [3; 15]. Other contemporary methodologists, including Michael Swan, have
extensively examined lexical combinations occurring in natural discourse and classified them according to
their structural and semantic characteristics. In this article, we will focus on three of the most significant cat-
egories:

Collocations

Fixed expressions

Semi-fixed expressions

Each of these categories deserves separate consideration. In combinations like collocations, which are
called conventional word combinations in some books, words form a typical compatibility with each other
and combine naturally in a certain context. For example: make a decision, strong tea, heavy rain.

Michael Swan gives the explanation of collocations in an easier way as follows: “We can talk about
a burning desire or a blazing row, but we don’t say a blazing desire or a burning row. Somebody can be
a heavy smoker or a devoted friend, but not a devoted smoker or a heavy friend. Expressions like these
are also idiomatic, in a sense. They are easy to understand, but not so easy for a learner to produce
correctly” [4; 243].

Regarding the use of such expressions, Michael Swan writes: “One can think of many adjectives that
might be used with smoker to say that somebody smokes a lot — for example big, strong, hard, fierce, mad,
devoted. It just happens that English speakers have chosen to use heavy, and one has to know this in order to
express the idea correctly. A learner who uses the wrong words for an idea like this may be understood, but
he or she will not sound natural” [4; 244].

Fixed expressions are structures that exist in the language as ready-made templates, whose composition
is completely unchangeable. They function as holistic units and often carry a figurative or idiomatic mean-
ing. Examples include by the way, as a matter of fact, in other words, at the end of the day.
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Semi-fixed expressions are functional formulas that have a certain structural framework (skeleton), but
allow different words to be added inside them according to the context. Examples include Could you please
+ verb...?, It is important to + verb..., The point is that + clause.

Results and Discussion

According to the requirements of the Lexical Approach, the teaching of collocations, fixed expressions,
and semi-fixed expressions in lower-level university English classes can be effectively implemented through
practical classroom activities designed to develop learners’ awareness and productive use of lexical chunks.
As Lewis profoundly states, “teaching helps, precisely when it encourages the transition from input to in-
take” [3; 52]. Within this framework, classroom tasks are not merely passive exposures to language, but ac-
tive tools that help students notice and internalize formulaic structures. As Boers et al. point out, “when the
collocation consists of words that the learner is already familiar with (e.g. have + dream), a learner is not
very likely to attend to the word combination as such” [5; 55]. This perspective directly resonates with Penny
Ur’s approach to vocabulary pedagogy. She notes that “the collocations typical of particular items are anoth-
er factor that makes a particular combination sound ‘right’ or ‘wrong’ in a given context. So, this is another
piece of information about a new item which it may be worth teaching” [6; 61].

According to Nesselhauf, proficiency in collocations has great significance for students at an advanced
language level, as these structures simultaneously improve both grammatical precision and conversational
fluency [7].

Consequently, higher education curricula must prioritize these multi-word lexical patterns over isolated
lexical items to foster natural-sounding discourse. The following types of exercises may be used for this
purpose [8]:

1. Collocation Grid (Collocation Matrix): This activity aims to develop students’ awareness of conven-
tional word combinations. Learners are provided with a matrix containing a number of verbs and nouns and
are asked to identify the combinations that form natural collocations. For example, students may be required
to distinguish between the verbs make and do in combinations such as make a decision, do homework, make
a mistake, do a favour, and make progress. Through repeated exposure to such patterns, learners begin to
perceive lexical units as complete chunks rather than as isolated words, thereby improving both fluency and
lexical accuracy.

2. Chunk Hunting (Lexical Chunk Identification): In this activity, students are presented with a reading
text or an audio recording and asked to identify lexical chunks rather than individual words. Their task is to
underline or highlight fixed and semi-fixed expressions consisting of three or more words, such as bear in
mind, pay attention to, on the other hand, or as a result of. This exercise encourages learners to recognize
formulaic language in authentic discourse and helps them develop greater sensitivity to naturally occurring
lexical patterns.

3. Sentence Frames (Sentence Patterns): Sentence frames are particularly effective for practicing semi-
fixed expressions. Students are provided with a lexical framework and are required to complete it according
to a given topic, context, or academic discipline. For example, the frame “If I am not mistaken, the main
cause of the problem is...” may be completed in different ways depending on the subject under discussion.
Similarly, patterns such as “It is widely believed that...” or “One of the main advantages of... is...” can be
adapted to a variety of communicative situations.

This activity promotes productive language use while reinforcing the acquisition of frequently occur-
ring lexical structures [9].

The implementation of such activities in lower-level university English courses enables learners to in-
ternalize lexical chunks more effectively and use them automatically in communicative situations. As a re-
sult, students gradually develop greater fluency, accuracy, and confidence in both spoken and written com-
munication [10].

The analysis conducted in this study demonstrates that vocabulary acquisition in English language clas-
ses requires a comprehensive and systematic approach. Although traditional methods provide a certain foun-
dation for lexical development, contemporary communicative and lexical approaches yield significantly
more effective outcomes. Contextualized learning, spaced repetition strategies, digital technologies, and ac-
tive communicative activities collectively facilitate the consolidation of lexical units into learners’ long-term
memory.

Implementing Michael Lewis’s concept of “lexical units” at the early stages of undergraduate education
enables students to acquire the language system more naturally, without excessive dependence on rigid tradi-
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tional grammar rules. Storing language in the brain as formulaic speech patterns (lexical chunks) rather than
through mechanical, isolated memorization significantly enhances students’ communicative competence.
Thus, deploying the Lexical Approach in English classes renders vocabulary learning more systematic, prac-
tical, and efficient and represents one of the key directions in modern language teaching.

Conclusions

Lexical competence constitutes a fundamental component of communicative competence. When lan-
guage learners do not possess a sufficient vocabulary, they inevitably experience difficulties in expressing
their thoughts accurately and fluently. Therefore, the systematic and purposeful instruction of vocabulary
remains indispensable, placing the instructor in a vital guiding role throughout the selection, presentation,
and consolidation phases of vocabulary teaching. To achieve optimal outcomes, lexical items should be cho-
sen in strict accordance with students’ age and language proficiency, while concurrently enhancing their in-
trinsic motivation. Ultimately, the teacher’s strategic choice of appropriate strategies and the contextual
presentation of vocabulary serve as decisive factors in shaping students’ academic language skills.

Building upon these foundational insights, this research underscores that, within the specific context of
higher education, vocabulary should no longer be regarded as a supplementary component of English lan-
guage instruction. Instead, it must be recognized as a core structural component of the entire language learn-
ing process.

In conclusion, this article substantiates the necessity of deploying an integrative, systematic, and peda-
gogically sound instructional model as the primary vehicle to achieve successful vocabulary acquisition
among undergraduate learners.
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Integration of Al technologies in teaching English to STEM students

The article focuses on examining the impact of artificial intelligence (Al) technologies on the process of
teaching English in higher education and identifying the prospects for their effective integration into educa-
tional practice, particularly for students of STEM specialties. The authors consider a range of modern Al
tools, including chatbots, automated writing assistants, and digital vocabulary platforms, and analyze their
role in enhancing language learning outcomes. The study is based on a combination of theoretical analysis
and an empirical investigation using a quasi-experimental design with control and experimental groups. The
experimental group engaged in Al-supported learning over an eight-week period, while the control group fol-
lowed traditional instructional methods. The data collected during the research point to a positive effect of
Al-supported instruction on students’ English language development. Improvements were observed across all
language competencies examined, and the statistical analysis confirmed that these changes were significant.
The results also indicate that Al-based tools can enrich the learning process by providing individualized sup-
port, increasing student engagement, and creating more opportunities for meaningful language practice. The
authors conclude that the successful implementation of Al requires its systematic integration into traditional
teaching approaches and adaptation to the individual needs of learners.

Keywords: artificial intelligence, English language teaching, STEM students, Al-based learning, digital edu-
cation, language acquisition, educational technology, adaptive learning systems, automated feedback.

Introduction

Artificial intelligence (Al) has become an important part of higher education and has influenced teach-
ing and learning practices across many disciplines. In recent years, educational institutions have adopted Al
technologies to improve instructional quality, increase student engagement, and support personalized learn-
ing. English language education is among the fields that experience substantial changes due to the use of Al-
based tools and applications. These technologies provide new opportunities for language instruction through
automated feedback, adaptive learning systems, and interactive communication platforms [1]. The integra-
tion of Al technologies into English language teaching is particularly important for students in science, tech-
nology, engineering, and mathematics (STEM) disciplines. English serves as the dominant language of sci-
entific communication, research publication, and international collaboration. Therefore, STEM students re-
quire advanced language skills to access scientific knowledge, communicate technical information, and par-
ticipate effectively in academic and professional environments. Al technologies can support these require-
ments by providing personalized learning experiences and facilitating the development of both linguistic and
digital competencies [2]. Recent technological advances have introduced various Al tools into language edu-
cation. These tools include chatbots, voice assistants, automated writing assistants, intelligent assessment
systems, and digital vocabulary platforms. Such technologies provide immediate feedback, adaptive content,
and opportunities for independent learning. As a result, students can practice language skills beyond the
classroom and receive continuous support throughout the learning process [3]; [4]. Chatbots and Al-based
conversational systems are widely used to improve speaking and listening skills. These tools simulate au-
thentic communication situations and allow students to practice English in a low-pressure environment.
Through repeated interaction, learners can improve pronunciation, fluency, and communication confidence.
Studies indicate that Al-supported speaking platforms increase student engagement and encourage autono-
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mous language learning [5], [6]. Automated writing assistants represent another important application of Al
in English language education. These systems evaluate written texts and provide feedback on grammar, vo-
cabulary, sentence structure, coherence, and style. Such feedback assists students in identifying weaknesses
and improving the quality of their written work. Intelligent assessment systems also support more efficient
evaluation processes and provide individualized guidance for language development. Research demonstrates
that Al-assisted writing tools contribute to improvements in academic writing performance and overall lan-
guage proficiency [2; 169].

Digital vocabulary platforms also support English language learning through adaptive and personalized
instruction. These systems identify learners’ needs and provide customized vocabulary exercises that pro-
mote effective acquisition and retention of language knowledge. For STEM students, such platforms are es-
pecially valuable because they facilitate the learning of technical terminology and discipline-specific vocabu-
lary that are necessary for academic success and professional communication [7], [8]. The educational bene-
fits of Al extend beyond language acquisition. Research indicates that Al-supported learning environments
contribute to the development of both linguistic and digital skills. Researchers report significant improve-
ments in language competence and digital literacy among university students who use Al-based learning
tools. These findings are particularly relevant for STEM education because digital competence is closely as-
sociated with academic achievement and future employability. Al systems also support personalized learning
by adapting educational content to individual proficiency levels and learning needs [3; 898]; [4; 1363].

Furthermore, Al technologies can promote critical thinking, active participation, and academic engage-
ment when they are integrated appropriately into instructional practices. Continuous feedback, self-
assessment opportunities, and interactive learning activities encourage students to assume greater responsi-
bility for their learning. Comparative studies indicate that Al-assisted instruction can produce positive learn-
ing outcomes and support more effective learning behaviors when combined with appropriate pedagogical
guidance [5; 16]; [6; 548]. Despite these advantages, several challenges remain. One concern relates to ex-
cessive dependence on Al technologies. Students may rely on automated systems for language production
and problem-solving tasks rather than developing independent language abilities. Therefore, Al should serve
as a supplementary educational tool rather than a replacement for human instruction and critical thinking [9].
Additional concerns involve ethical, social, and technological issues. Researchers identify challenges related
to data privacy, algorithmic bias, transparency, and unequal access to digital technologies. These issues may
affect the quality and fairness of educational experiences. Consequently, educational institutions must ensure
responsible and ethical implementation of Al technologies within teaching and learning environments [9;
253]. The successful integration of Al into English language education also depends on teachers’ readiness
and professional competence. Educators play a central role in selecting, implementing, and evaluating Al
tools. Research shows that digital literacy, technological confidence, and positive attitudes toward
Al influence teachers’ willingness to adopt these technologies in educational practice. Therefore, profession-
al development programs and specialized training initiatives are required to support effective Al
integration [7; 4]; [9; 254].

Given the growing importance of Al in higher education, further investigation of its role in English lan-
guage teaching remains necessary. Particular attention should be directed toward STEM students because
their academic and professional requirements involve both language proficiency and technological compe-
tence. Understanding the opportunities, challenges, and future prospects of Al integration can assist educa-
tors and institutions in creating more effective learning environments. Therefore, this article examines the
impact of Al technologies on the process of teaching English in higher education and identifies prospects for
their effective integration into educational practice, with a particular focus on students of STEM specialties.
The study considers major Al tools, including chatbots, automated writing assistants, and digital vocabulary
platforms, as well as the benefits and challenges associated with their educational application.

Methods and Materials

The study was conducted during the first academic term and involved 30 first-year STEM students aged
18-19 whose English proficiency ranged from A2 to B1 according to the CEFR scale. To examine the impact
of artificial intelligence on language learning, the participants were divided into two equal groups. Fifteen
students formed the control group and followed a conventional English for Specific Purposes (ESP) course,
whereas the remaining fifteen students participated in Al-enhanced learning activities. The experimental
stage of the research lasted eight weeks and was organized in three successive phases. Before the beginning
of the course, all participants completed a pre-test to determine their initial level of English proficiency. The
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intervention phase followed, during which different instructional approaches were applied in the two groups.
At the end of the experiment, students completed a post-test that assessed the same language skills as the ini-
tial assessment, namely vocabulary knowledge, writing accuracy, and speaking fluency. Using identical
evaluation criteria for both tests made it possible to compare students’ progress over the course of the study.

Students in the control group continued learning through conventional classroom instruction based on
the ESP curriculum, textbook activities, and teacher feedback. In contrast, the experimental group regularly
used Al-supported learning tools as part of their classroom and independent work. Speaking practice was
carried out with conversational chatbots, written assignments were revised using automated writing assis-
tants, vocabulary was reinforced through digital applications employing spaced repetition, and pronunciation
was practised with speech-recognition software. To complement the test results, students in the experimental
group also completed a short questionnaire that explored their learning experience, motivation, and opinions
about using Al technologies in English classes.

The effectiveness of the intervention was evaluated using several sources of evidence, including pre-test
and post-test scores, questionnaire responses, and classroom observations. The quantitative data were ana-
lysed with descriptive statistics, while differences between the control and experimental groups were exam-
ined using an independent-samples t-test. Statistical significance was established at p < 0.05. The analysis
showed that students who learned with Al tools achieved significantly better results than those in the control
group (p < 0.01). To improve the consistency of the study, both groups completed equivalent tasks and were
assessed according to the same scoring criteria. Participation was voluntary, and all information collected
during the research remained confidential and was used only for academic purposes.

Results and Discussion

A comparison of the pre-test and post-test scores showed that students made progress in all of the lan-
guage skills assessed during the experiment, including vocabulary, writing, and speaking. The largest im-
provement was found in vocabulary knowledge. Before the intervention, the average score was 61 %, where-
as after eight weeks of Al-supported instruction it increased to 82 %, representing an overall improvement of
21 percentage points. The statistical analysis confirmed that the difference between the two measurements
was significant (paired-samples t-test, p < 0.01) (Fig. 1). These results suggest that the observed progress
was associated with the integration of Al tools into the learning process rather than with random variation.

Vocabulary Improvement (Pre-test vs Post-test)

Score (%)
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Figure 1. Vocabulary improvement (Pre-test vs Post-test)

The improvement in vocabulary can largely be linked to the regular use of Al-supported learning appli-
cations. These platforms enabled students to practise independently, revisit difficult words, and receive exer-
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cises adapted to their current level of knowledge. As the experiment progressed, many students showed
greater confidence in using newly learned words and were able to apply subject-specific terminology more
accurately in different language tasks. This is especially relevant for STEM students, whose future academic
and professional activities require a solid command of specialized English vocabulary. Unlike traditional
classroom instruction, Al-based applications provide continuous practice and individualized support, making
vocabulary learning more efficient and better suited to students’ needs.

Improvements were evident not only in vocabulary, but also in students’ writing skills. According to the
obtained results, grammatical accuracy improved by approximately 28 %, whereas lexical diversity increased
by 25 %. One possible explanation for these gains is the use of automated writing assistants, which provided
immediate feedback and enabled students to revise their work more effectively. Unlike traditional teacher
correction, which is often delayed, Al-based tools offered instant suggestions and encouraged students to
reflect on their mistakes. Nevertheless, it should be emphasized that automated feedback cannot fully replace
the teacher’s role. In our view, excessive dependence on such technologies may reduce students’ ability to
analyse language independently; therefore, Al tools should be used as a supplement rather than as a substi-
tute for traditional instruction.

Similar trends were identified in the development of speaking skills. The analysis showed a 24 % in-
crease in speaking fluency, while students’ confidence in oral communication improved by nearly 30 %.
These results can be associated with the use of Al chatbots and speech-recognition technologies, which pro-
vided opportunities for regular speaking practice in a stress-free environment. Many students reported that
interacting with Al systems reduced their fear of making mistakes and encouraged them to participate more
actively in communicative tasks. Immediate feedback on pronunciation and unlimited opportunities for prac-
tice also appeared to contribute to the improvement of oral performance (Fig. 2).

Improvement in Writing and Speaking Skills

All improvements: p < 0.01

Improvement (%)

Grammar Lexical Fluency Confidence
Accuracy Diversity

Indicators

Figure 2. Improvement in writing and speaking skills

The data demonstrate that the use of Al technologies had a positive impact on different aspects of lan-
guage learning. Significant progress was observed not only in vocabulary acquisition but also in writing and
speaking skills, with all differences being statistically significant at p < 0.01. These results suggest that Al
tools support the development of communicative competence in a comprehensive manner rather than im-
proving isolated language components.

The survey conducted among the participants also shed light on students’ perceptions of Al-assisted
language learning. Most students expressed favourable opinions regarding the use of Al technologies in Eng-
lish classes. In particular, 91 % of respondents reported higher levels of motivation, while 87 % believed that
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Al tools helped them learn more effectively. Moreover, 89 % indicated that they would like such technolo-
gies to remain part of the learning process in the future. These responses suggest that Al-based learning envi-
ronments are perceived positively by students and may contribute to increased engagement.

The findings obtained in this research are generally in line with previous research emphasizing the ben-
efits of artificial intelligence in language education. Our results support the idea that combining several Al
tools within one instructional framework can support multiple language skills. The simultaneous use of
chatbots, automated writing assistants, vocabulary platforms, and speech-recognition systems appears to cre-
ate favourable conditions for the development of different language skills.

At the same time, several limitations should be acknowledged. First, Al technologies should not be re-
garded as a replacement for teachers, whose role remains crucial in organizing the learning process and sup-
porting students. Second, the effectiveness of Al largely depends on the way these tools are integrated into
classroom practice. Finally, the present study involved a relatively small number of participants, which limits
the generalizability of the findings. Further studies involving larger samples would provide a more compre-
hensive understanding of the role of Al in language learning.

Despite these limitations, the study highlights the considerable potential of artificial intelligence for
teaching English to STEM students. The use of adaptive learning systems, automated feedback, and interac-
tive communication tools makes the learning process more flexible and learner-centred. Therefore, Al tech-
nologies may become an important component of modern foreign language education and contribute to im-
proving the quality of language training in higher education institutions.

Conclusions

Taken together, the results suggest that Al technologies can be a valuable addition to English language
teaching for STEM students. During the eight-week experiment, students improved their performance in vo-
cabulary, writing, and speaking, with vocabulary showing the greatest progress. The statistical analysis con-
firmed that these changes were significant. This suggests that combining Al-supported activities with tradi-
tional classroom instruction creates more favourable conditions for language learning than relying on con-
ventional methods alone.

An important observation from the research was that the combination of several Al-based applications
provided complementary support across different language skills. Each technology addressed a particular
aspect of language learning, and together they provided students with varied opportunities to practise vocab-
ulary, writing, speaking, and pronunciation. By providing immediate feedback and opportunities for individ-
ualized practice, these technologies helped students become more engaged in the learning process and in-
creased their motivation to study English.

At the same time, the study supports the view that artificial intelligence should be regarded as an addi-
tional educational resource rather than a replacement for the teacher. Effective learning still depends on ped-
agogical guidance, well-designed learning activities, and meaningful interaction between teachers and stu-
dents. Therefore, the successful implementation of Al technologies requires their thoughtful integration into
existing teaching practices.

The findings highlight the considerable potential of artificial intelligence for improving English lan-
guage instruction in technical universities. As digital technologies continue to develop, Al-based tools may
become an important component of modern language education and contribute to preparing STEM students
for academic and professional communication in an increasingly globalized world.
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Mentoring as a Factor of Professional Adaptation among
Early-Career Foreign Language Teachers in Higher Education

The present study examines the role of mentoring in the professional adaptation of early-career foreign lan-
guage teachers working in higher education institutions. Data were collected through an online questionnaire
administered to 90 early-career foreign language teachers from Russian universities. The online questionnaire
was used to explore the early-career foreign language teachers’ mentoring experiences and measured several
aspects of their professional adaptation which include teaching confidence, understanding of institutional re-
quirements, workload management, relationships with colleagues, and overall satisfaction with their profes-
sional adaptation. Descriptive statistics and an independent-samples Student’s t-test were used to analyze the
data. The findings revealed that only 21 participants had had mentors during their first years of university
employment. They demonstrated significantly higher levels of professional adaptation (M = 4.24, SD = 0.51)
than those without mentors (M = 3.33, SD = 1.11); the difference was statistically significant. The largest dif-
ferences were observed in teaching confidence, understanding institutional requirements, integration into the
university community, and satisfaction with professional adaptation. The results highlight the importance of
mentoring as an effective mechanism for supporting the successful adaptation of early-career foreign lan-
guage teachers and suggest the need for strengthening mentoring practices in higher education institutions.

Keywords: mentoring, professional adaptation, early-career faculty, foreign language university teachers,
higher education, professional development, job satisfaction, dimensions of professional adaptation.

Introduction

The successful adaptation of early-career university teachers is a critical factor influencing the quality
of higher education and the professional development of academic staff. Entering the academic profession
involves not only mastering teaching responsibilities but also adapting to institutional expectations, engaging
in research activities, fulfilling administrative duties, and establishing professional relationships within the
academic community. The transition from graduate student or novice instructor to independent university
teacher is often accompanied by professional, organizational, and psychological challenges that may affect
job satisfaction, performance, and long-term career commitment [1], [2].

These challenges may be particularly pronounced for foreign language teachers working in higher edu-
cation. In addition to general academic responsibilities, they are expected to teach through communicative
and student-centered approaches, assess language proficiency, integrate digital resources, and continuously
develop their own linguistic and intercultural competence. Early-career foreign language teachers must also
adapt to rapidly changing educational environments and increasing demands for innovation in language
teaching. As a result, the first years of academic employment often represent a crucial period of professional
socialization and identity formation [3].

Previous studies have identified mentoring as one of the most effective mechanisms for supporting nov-
ice teachers during the adaptation process [4], [5]. Mentoring provides opportunities for professional guid-
ance, emotional support, knowledge sharing, and integration into institutional culture. Research conducted in
various educational contexts has demonstrated that mentoring can enhance teaching confidence, facilitate
professional learning, reduce occupational stress, and improve retention among early-career educators. In
higher education, mentoring has also been associated with increased research productivity, stronger collegial
relationships, and greater career satisfaction [6].
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Despite growing international interest in mentoring practices, limited attention has been paid to the role
of mentoring in the professional adaptation of early-career foreign language teachers in higher education,
particularly within the context of Russia. EXxisting studies have primarily focused on school teachers or uni-
versity faculty in general, while the specific experiences and adaptation needs of foreign language instructors
remain underexplored. This gap highlights the need for further empirical research examining how mentoring
contributes to the successful professional adaptation of early-career foreign language teachers and their inte-
gration into academic environments.

The aim of this study is to examine the role of mentoring in the professional adaptation of early-career
foreign language teachers working in higher education institutions. In particular, this study identifies the
challenges that early-career foreign language teachers face, determines the forms of mentoring support pro-
vided by mentors, as well as presents the analysis of adaptation levels that teachers who have experienced
mentoring and those who have not demonstrated. These findings are expected to contribute to the under-
standing of mentoring practices and their role for early-career foreign language teachers working within
higher education institutions.

The research question is the following: How does mentoring support the professional adaptation of ear-
ly-career foreign language teachers in higher education?

The hypothesis is that early-career university teachers who received mentoring support demonstrate sig-
nificantly higher levels of professional adaptation than those who did not receive mentoring support.

Literature Review

Mentoring in Higher Education

Mentoring has become an increasingly important component of professional development in higher ed-
ucation, particularly for early-career academics who are required to navigate complex teaching, research, and
administrative responsibilities. Although mentoring is widely implemented across universities, researchers
note the absence of a universally accepted definition and a lack of conceptual consistency in the literature
[5; 31, [7], [8], [9]. A systematic review conducted by Nuis et al. analyzed 106 studies and concluded that
mentoring in higher education encompasses both professional and psychosocial support aimed at facilitating
personal and professional growth within academic environments. The authors also emphasized the im-
portance of structured mentoring relationships, mutual trust, and knowledge sharing for successful mentoring
outcomes [5; 4].

The significance of mentoring for novice academics has been highlighted across various disciplinary
contexts [10], [11], [12], [13]. Reviewing studies on early-career researchers, Boeren et al. found that men-
toring contributes to career development, professional identity formation, academic productivity, and psy-
chosocial well-being [14]. Mentoring relationships provide access to institutional knowledge, professional
networks, and informal guidance that may not be available through formal induction programs [15].

Similarly, Dahlke et al. demonstrated that mentoring plays a crucial role in supporting novice faculty
members during their transition into academic teaching. Their integrative review identified two major func-
tions of mentoring: socialization into academic culture and assistance in navigating institutional expectations.
The authors concluded that formal mentoring programs can facilitate professional integration and enhance
confidence among newly appointed faculty members [4].

Professional Adaptation of Early-Career University Teachers

Professional adaptation refers to the process through which novice academics acquire the knowledge,
skills, values, and behaviors necessary for successful functioning within higher education institutions. The
transition into academic employment often involves multiple challenges, including mastering teaching re-
sponsibilities, understanding institutional procedures, balancing research and teaching obligations, and de-
veloping collegial relationships [13; 1302], [15; 29], [4; 207].

Recent research indicates that early-career faculty frequently experience difficulties associated with
workload management, role ambiguity, and professional identity development [6; 355, 362, 367]. Studies on
novice university teachers have shown that adaptation is influenced not only by individual competencies but
also by organizational support, collegial relationships, and institutional culture [15; 29]. Effective support
mechanisms are therefore considered essential for successful integration into academic communities [5; 4].

In the context of higher education, adaptation is increasingly viewed as a multidimensional construct
involving professional, organizational, and social dimensions [5; 5]; [4; 208]. Successful adaptation has been
associated with higher job satisfaction, stronger professional commitment, and improved teaching effective-
ness, whereas inadequate support during the early stages of an academic career may contribute to stress, dis-
satisfaction, and turnover intentions [4; 208].
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Specific Challenges of Foreign Language Teachers in Higher Education

While novice academics across disciplines encounter common adaptation challenges, foreign language
teachers face several additional professional demands [6; 354, 363]. Their work requires continuous devel-
opment of linguistic, intercultural, methodological, and digital competencies, alongside the implementation
of communicative and learner-centered teaching approaches. Foreign language instructors are also expected
to create authentic learning environments and integrate innovative technologies into language
education [6; 354, 363].

Research on the professionalization of university foreign language teachers suggests that the initial
stages of academic employment are often characterized by methodological uncertainty, difficulties balancing
teaching and research responsibilities, and challenges related to professional self-development. Young lan-
guage instructors frequently report the need for guidance in curriculum design, assessment practices, class-
room management, and academic publishing [6; 356, 363], [4; 208].

Recent studies in language teacher education further emphasize the importance of supportive mentoring
relationships. Montgomery et al. argue that mentoring contributes not only to professional learning but also
to teacher well-being by providing emotional support, fostering reflective practice, and helping novice edu-
cators navigate institutional demands. Their findings suggest that mentoring may be particularly valuable in
language education contexts where professional identity and interpersonal interaction play a central role in
teaching practice [6; 356, 365-367].

Research Gap

Despite the growing body of literature on mentoring and faculty development, empirical studies exam-
ining the role of mentoring in the professional adaptation of early-career foreign language teachers remain
limited. Existing research has primarily focused on school teachers, pre-service teachers, or university facul-
ty in general, with relatively little attention devoted to foreign language instructors working in higher educa-
tion institutions. Furthermore, studies conducted in the context of Russia are scarce, despite ongoing reforms
in higher education and increasing expectations placed on university faculty.

Taking these gaps into account, there is a need for further study of how mentoring influences the pro-
fessional adaptation of early-career foreign language teachers and which forms of mentoring support are
considered to be the most beneficial. In order to reduce the gap, this study presents the results of examining
the correlation between mentoring experiences and professional adaptation of early-career foreign language
teachers working in Russian universities.

Methods and Materials

Research Design

This study employed a quantitative cross-sectional survey design. Its aim is to examine the role of men-
toring in the professional adaptation of early-career university foreign language teachers. A survey method
was selected because it allows for the collection of standardized data from a relatively large group of re-
spondents and facilitates the analysis of adaptation-related factors across different institutional contexts.

Participants

The participants were early-career university foreign language teachers employed at higher education
institutions in Russia. For the purposes of this study, early-career foreign language teachers were defined as
academic staff with up to five years of teaching experience in higher education. Participants were recruited
through purposive and voluntary sampling. The survey link was distributed via professional networks, insti-
tutional mailing lists, and social media platforms used by university teachers. The study collected demo-
graphic information including gender, age, academic position, and teaching experience.

Research Instrument

Data were collected using an online questionnaire developed specifically for this study. The question-
naire consisted of four sections. The first section gathered demographic information about the respondents.
The second section explored participants’ mentoring experiences, including the availability of mentors, the
frequency of interaction, and the types of support provided. The third section measured professional adapta-
tion using nine statements evaluated on a five-point Likert scale ranging from 1 (“Strongly disagree”) to 5
(“Strongly agree”). The statements assessed various dimensions of adaptation, including teaching confi-
dence, understanding of institutional requirements, workload management, collegial relationships, integra-
tion into the academic community, and professional self-confidence. The fourth section included open-ended
guestions that allowed participants to describe challenges encountered during their first years of university
teaching and to provide their perspectives on effective mentoring practices. Prior to distribution, the ques-

ISSN 3135-2316 (print); ISSN 3135-2324 (online) 17


https://doi.org/10.1111/modl.70037
https://doi.org/10.1111/modl.70037
https://doi.org/10.1111/modl.70037
https://doi.org/10.3928/01484834-20210322-04
https://doi.org/10.1111/modl.70037

T.V. Mordovina

tionnaire was reviewed by experts in higher education and educational research to ensure content validity
and clarity of wording.

Data Collection Procedure

Data were collected electronically using Google Forms during the spring semester of the 2026 academic
year. Participation was voluntary and anonymous. Respondents were informed about the purpose of the
study and provided informed consent before completing the questionnaire. No personally identifiable infor-
mation was collected.

Data Analysis

Quantitative data were analyzed using descriptive and inferential statistical methods. Descriptive statis-
tics, including percentages, means, and standard deviations, were calculated to summarize participants’ de-
mographic characteristics, mentoring experiences, and adaptation levels. To evaluate professional adaptation,
a composite adaptation score was calculated by averaging responses to the nine Likert-scale items. To exam-
ine the role of mentoring, respondents were divided into two groups: those who had experienced mentoring
and those who had not. Differences between groups were analyzed using an independent-samples Student’s
t-test. The calculated t-value (3.63) exceeded the critical t-value (1.98), indicating a statistically significant
difference at p < 0.05. This indicated the effectiveness of mentorship for the professional adaptation of early-
career university foreign language teachers.

Responses to open-ended questions were analyzed using thematic analysis. Similar responses were
grouped into categories representing common challenges and perceived benefits of mentoring.

Ethical Considerations

The study adhered to ethical principles of educational research. Participation was voluntary, respond-
ents could withdraw at any time, and all collected information was treated confidentially. Data were used
exclusively for academic research purposes.

Results and Discussion

Participant Characteristics

A total of 90 early-career university foreign language teachers participated in the study.

Among the respondents, 58 were female and 32 were male. The majority of participants were aged be-
tween 24-29 years. Regarding teaching experience, 18 had less than one year of experience, 49 had between
one and three years, and 23 had between four and five years of experience. Most participants held the posi-
tion of lecturer (67), followed by senior lecturer (23) and assistant professor (0). Table 1 presents the demo-
graphic characteristics of the sample.

Table 1
Demographic Characteristics of Participants
Variable Category n %
Female 58 64.4
Gender
Male 32 35.6
Less than 1 year 18 20
Teaching Experience 1-3 years 49 54.4
4-5 years 23 25.6

Among the respondents, 21 reported having a mentor during their first years of university employment,
whereas 69 indicated that they had no mentoring support. Regarding the frequency of interaction, 7 commu-
nicated with their mentors weekly, 9 monthly, and 5 only a few times per semester.

The most frequently reported forms of support included teaching and instructional guidance (14),
research-related assistance (9), and emotional support (4), as demonstrated in Table 2. Participants who had
mentoring experience generally evaluated mentoring positively — more than 80 % of respondents assessed
mentoring as effective or very effective.
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Table 2
Types of Mentoring Support Received

Type of Support n %
Teaching support 14 66.7
Research guidance 9 42.9
Emotional support 4 19
Administrative support 3 14.3
Career advice 1 4.8

Professional Adaptation Levels by Mentoring Status

To examine the role of mentoring in professional adaptation, respondents were divided into two groups:
those who had experienced mentoring (n = 21) and those who had not (n = 69). Overall, participants who had
mentors reported higher levels of professional adaptation across most indicators. The highest scores in the
group who had a mentor were observed in confidence in teaching (4.52), understanding institutional re-
quirements (4.48), and integration into the university community (4.43). The lowest scores were for balanc-
ing teaching, research, and administrative responsibilities (3.95) and workload management (4.00), which
may be due to lack of experience. The group without a mentor demonstrated the highest scores for the ability
to seek support when needed (3.90), workload management (3.77), and communication with colleagues
(3.70), which were still lower than the corresponding scores in the group with a mentor. The lowest scores
were observed for satisfaction with professional adaptation (2.80) and balancing teaching, research, and ad-
ministrative responsibilities (2.91). Table 3 presents the mean score and standard deviation (SD) for each
adaptation indicator.

Table 3
Professional Adaptation Scores by Mentoring Status
Group With mentor Without mentor
Adaptation Indicator Mean SD Mean SD
Confidence in teaching 4,52 0.51 3.01 1.16
Understanding institutional requirements 4.48 0.51 3.32 1.14
Workload management 4.00 0.55 3.77 1.05
Communication with colleagues 4.24 0.54 3.70 1.06
Integration into university community 4.43 0.51 3.42 1.09
Professional future confidence 4.33 0.58 3.17 1.19
Ability to seek support when needed 4.10 0.62 3.90 1.02
Epa:)lir;ic;inl?tit::ching, research, and administrative re- 3.95 050 291 117
Satisfaction with professional adaptation 4.10 0.30 2.80 1.13
Overall adaptation score 4.24 0.51 3.33 111

Differences between Teachers with and without Mentors

The comparison of professional adaptation scores revealed notable differences between early-career
university foreign language teachers who had mentoring support and those who did not. Overall, respondents
with mentors demonstrated a substantially higher level of professional adaptation (M = 4.24, SD = 0.51) than
their counterparts without mentors (M = 3.33, SD = 1.11). In particular, the largest gaps were observed in
confidence in teaching (M = 4.52 vs. 3.01), satisfaction with professional adaptation (M = 4.10 vs. 2.80),
confidence in professional future (M = 4.33 vs. 3.17), understanding institutional requirements
(M = 4.48 vs. 3.32), and integration into the university community (M = 4.43 vs. 3.42). These findings sug-
gest that mentoring plays a significant role in helping early-career teachers adapt to the university environ-
ment and to their new professional role, because the different forms of mentoring they received enhanced
several aspects of professional adaptation.
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Although positive differences were observed across all adaptation indicators, the smallest gaps between
the two groups were found in workload management (M = 4.00 vs. 3.77) and the ability to seek support
when needed (M = 4.10 vs. 3.90). This may indicate that some aspects of adaptation are influenced not only
by mentoring but also by broader institutional and organizational factors. In addition, respondents without
mentors consistently demonstrated higher standard deviations across most indicators, reflecting greater vari-
ability in their adaptation experiences. In contrast, teachers who had mentors reported more homogeneous
responses, which may imply that mentoring contributes not only to higher adaptation levels but also to a
more stable and predictable adaptation process during the first years of their academic careers.

Qualitative Findings

Analysis of the responses to the open-ended questions in the questionnaire revealed three major themes
related to adaptation challenges.

Challenge 1: Dealing with Many Professional Responsibilities. The majority of the participants report-
ed difficulties in balancing teaching, research, and administrative tasks during their first years of work.

Challenge 2: Managing Institutional Requirements. Most of the respondents mentioned that they felt
uncertain due to numerous university procedures, documentation, and performance requirements.

Challenge 3: Lack of Emotional and Professional Support. The participants emphasized that they need-
ed someone’s help in reducing stress, increasing their confidence, and facilitating their adaptation to the
academic community.

Altogether, both the qualitative findings and the quantitative results correspond to each other as they
highlight the practical value of mentoring in supporting the professional adaptation of early-career teachers
within the university work environments.

The findings of this study confirm the hypothesis that mentoring plays an important role in professional
adaptation of early-career foreign language teachers working in higher education. Respondents who had
mentoring support demonstrated higher levels of adaptation across all measured indicators, particularly in
teaching confidence, understanding institutional requirements, integration into the university community, and
confidence in their professional future. These results are consistent with previous studies emphasizing that
mentoring facilitates professional socialization, enhances self-efficacy, and supports novice academics in
navigating institutional and professional challenges [14; 69], [4; 206]. The findings also support the view that
mentoring serves not only as a mechanism for transferring professional knowledge but also as a source of
emotional and psychosocial support during the early stages of an academic career.

The results are particularly relevant for foreign language teachers, whose professional responsibilities
extend beyond general teaching duties and include the development of communicative competence, the inte-
gration of innovative teaching approaches, and continuous professional self-improvement. The relatively
large gaps observed between teachers with and without mentors suggest that mentoring may help early-
career foreign language teachers develop confidence in their pedagogical practices and adapt more effective-
ly to the requirements of higher education institutions. At the same time, both groups reported lower scores
related to balancing teaching, research, and administrative responsibilities, which indicates that workload
management remains a common challenge for any early-career foreign language teacher — with or without a
mentor. This may imply that mentoring should be complemented by broader institutional support measures
aimed at reducing adaptation-related stress and facilitating the professional development of early-career for-
eign language teachers.

Conclusions

This study examined the role of mentoring in the professional adaptation of early-career foreign lan-
guage teachers working in higher education institutions. The findings revealed that teachers who had mentors
demonstrated higher levels of professional adaptation than those who did not. The most substantial differ-
ences were observed in teaching confidence, understanding institutional requirements, integration into the
academic community, and overall satisfaction with professional adaptation. These results indicate that men-
toring is an effective mechanism for supporting novice academics during their transition into university
teaching.

The study highlights the need for higher education institutions to strengthen formal mentoring programs
and provide systematic support for early-career foreign language teachers. Universities should encourage
experienced faculty members to participate in mentoring initiatives and create opportunities for professional
collaboration and knowledge sharing. Although the present study contributes to understanding the relation-
ship between mentoring and professional adaptation, it is limited by its sample size and reliance on self-
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reported data. Future research could involve larger samples from different regions and employ longitudinal
designs to examine the long-term effects of mentoring on professional development, job satisfaction, and
academic performance.
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The Impact of a Gamified Platform
on VVocabulary Acquisition in EFL Learners

This article examines how the use of Mondly, a gamified mobile language-learning application, influences
the acquisition of selected English vocabulary among first-year university students with beginner and elemen-
tary proficiency levels. The study was conducted in a formal EFL learning context and focused both on
measurable vocabulary gains and on learners’ perceptions of mobile gamified practice. A pre-experimental
one-group design was applied. Twenty students completed a Vocabulary Knowledge Scale before and after a
four-week period of guided Mondly practice. The primary objective was to assess the effectiveness of the
platform in enhancing lexical knowledge and to identify student attitudes towards this gamified approach
compared to traditional approaches to vocabulary development. Data were collected using a Vocabulary
Knowledge Scale (VKS), administered pre- and post-intervention, and a post-intervention questionnaire to
ascertain student motivation, enjoyment and overall preference. The results indicate that structured use of
Mondly may support vocabulary development, especially when it is integrated as a supplementary tool rather
than used as a replacement for classroom instruction. The findings have implications for instructors and
course designers who seek to implement digital platforms in foreign language learning to facilitate engage-
ment and improve vocabulary learning outcomes.

Keywords: Gamification, Vocabulary Acquisition, MALL (Mobile-Assisted Language Learning), VVocabulary
Knowledge Scale, EFL (English as a Foreign Language), Mondly, Technology-Enhanced Learning, Student
Motivation.

Introduction

Vocabulary knowledge is one of the main conditions for successful participation in foreign-language
communication. For first-year EFL students, limited lexical competence often becomes a barrier not only to
speaking but also to reading, listening comprehension and written production. Even when learners under-
stand basic grammatical structures, insufficient vocabulary restricts their ability to express ideas accurately
and to interpret messages in academic and everyday contexts. D.A. Wilkins’ well-known statement that
communication is hardly possible without vocabulary highlights the central role of lexis in language learn-
ing. In the context of EFL instruction, this means that vocabulary should not be treated as a secondary com-
ponent of the curriculum [1].

Listening requires the student to decode vocabulary in real time as it is pronounced, whereas reading
requires comprehension of content while identifying and interpreting words. The learner must also retrieve
and employ words when completing speaking and writing tasks. N. Schmitt (2000) emphasizes that lexical
knowledge is central to communicative competence and second-language acquisition [2]. Similarly, M.
McCarthy emphasizes the central role of vocabulary in effective language use [3].

In many EFL classrooms, vocabulary is still introduced through lists of isolated words, bilingual trans-
lation, repetition and memorization exercises. Although these practices can be useful at the initial stage of
word recognition, they often provide limited opportunities for meaningful use. As a result, learners may re-
member a word for a short period but fail to retrieve it later in speaking or writing. According to N. Schmitt
(2000), this limitation is particularly important for beginner-level students, who require frequent exposure,
contextualized practice and motivational support [2; 133]. Lack of ongoing learner involvement is one of the
biggest problems with traditional techniques [4]. While active use and constant exposure are necessary for
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vocabulary retention, isolated memorization activities and repetitive exercises might eventually sap
interest [4; 220].

Given that motivation and engagement are commonly acknowledged as key drivers of successful lan-
guage learning by Z. Dérnyei, the inadequacy of conventional methods highlights the need for more creative
and effective learning materials [5]. This disparity highlights the need to investigate a number of approaches
for improving word-learning in EFL environments, especially those incorporating enjoyment, individualiza-
tion and interactivity [6]. Digital gamified applications offer one possible response to these difficulties. By
combining short learning tasks with points, levels, progress indicators and immediate feedback, such tools
may increase the frequency of practice and make vocabulary revision less monotonous. For EFL learners,
this is especially relevant because lexical growth depends on repeated encounters with words in
varied contexts.

Although gamification for learning has been demonstrated to have high potential, its application within
language learning has been particularly remarkable. Among the commercially successful instances is
Mondly, a widely used gamified platform that incorporates multiple interactive tools for vocabulary learning.
The app structures its content into bite-sized thematic lessons that resemble levels and become increasingly
challenging. To sustain learner motivation, students earn points and scores for completing exercises, and
their progress is tracked through visual cues such as streaks and progress bars. Mondly also makes use of
interactive exercises that go beyond rote memorization; these include matching exercises, word-order drills,
listening comprehension and speaking practice — some of which are enhanced by virtual reality and aug-
mented reality (VR/AR) components. Interestingly, the system leverages spaced repetition in its review sys-
tem, allowing learners to rehearse words at optimally spaced intervals, which is a long-established principle
of long-term memory consolidation [7].

Mondly was selected for this study because its learning structure combines several features that are rel-
evant to vocabulary acquisition. The application presents words and phrases through short thematic units,
provides immediate feedback and encourages regular practice through visual progress indicators. Unlike tra-
ditional paper-based vocabulary tasks, Mondly allows learners to repeat lexical items in listening, matching,
sentence-building and pronunciation activities. These features make it suitable for examining how mobile
gamified practice may influence vocabulary learning among beginner EFL students. This research aims to
investigate the impact of employing the gamified language learning application Mondly on vocabulary learn-
ing by first-year university EFL students. By exploring receptive and productive vocabulary knowledge,
along with learner attitudes, the research aims to evaluate Mondly as a supplementary learning resource in
formal EFL instruction.

Research Questions.

The following research questions serve as the basis for this study:

RQ1: To what extent does the use of Mondly contribute to changes in EFL students’ vocabulary
knowledge after a four-week intervention?

RQ2: How do students evaluate Mondly in comparison with traditional vocabulary-learning practices in
terms of motivation, interest and preference?

Vocabulary knowledge is usually viewed as a multidimensional construct. At the basic level, learners
may only recognize a word when they hear or read it. At a more advanced level, they can recall the word in-
dependently and use it appropriately in oral or written production. This distinction between receptive and
productive lexical knowledge is important for the present study because mobile applications may support
recognition and controlled practice more directly than spontaneous communicative use [4; 223].

N. Schmitt (2010) emphasizes the gradual process of vocabulary learning, stating that repeated expo-
sure within contexts is required for learners to develop breadth and depth in knowledge [8]. The learners can
proceed at their own speed and review materials as they please [9].

Deterding et al. provide a seminal definition, defining gamification as “the use of game design elements
in non-game contexts”. Such design elements include points, badges, levels, challenges, leaderboards and
instant feedback, all of which can be used in learning environments [10]. The educational appeal of
gamification is commonly explained in the language of Self-Determination Theory (SDT), an extensively
empirically grounded model of human motivation [11]. At a general level, systematic reviews have incorpo-
rated findings from different studies. As an example, Dehghanzadeh et al. examined a wide range of studies
in gamification in English as a second language (ESL) learning [12].

M.H. Al-Khresheh examined teachers’ perspectives on integrating ChatGPT into English language
teaching [13]. Nurfadhilah et al. discussed challenges in EFL vocabulary acquisition and the use of gamified
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learning strategies to improve engagement and retention [14]. D. Aco and E. Suwandi investigated the effect
of gamified learning on students’ motivation and vocabulary retention [15]. Y.I. Bolat and N. Tas conducted
a meta-analysis of gamified-assessment tools and their effect on academic achievement in formal educational
settings [16]. M.S. Mulyani and S. Suryadi provide empirical, context-specific evidence for the use of
Duolingo in English language learning [17]. Their study on Indonesian EFL students measured the impact of
Duolingo on learning achievement.

Loewen et al., in a study of Duolingo users, investigated language-learning outcomes associated with
app use [18].

Kohnke et al. investigated mobile vocabulary-learning apps as aids to business-vocabulary knowledge
retention [19]. M. Cancino and G.I. Castillo Fonseca examined the impact of a gamified approach on L2 vo-
cabulary learning, retention and engagement [6].

Al Shihri et al. examined the effect of integrating multiple MALL applications on EFL students’ aca-
demic vocabulary acquisition and learners’ experiences [20]. Mihaylova et al. conducted a meta-analysis of
mobile-assisted language-learning applications, finding an overall benefit for L2 learning while also identify-
ing substantial risk-of-bias and evidence-quality limitations [21]. R. Zhang and D. Zou reviewed the modes
and effectiveness of multimedia input for second- and foreign-language learning [22].

However, most studies have concentrated on well-known platforms such as Duolingo, leaving other
commercially successful applications such as Mondly unexplored. This gap underscores the need for empiri-
cal investigations into how Mondly’s specific gamified features contribute to vocabulary learning in EFL
contexts. However, despite its prominence in the market and its distinct feature set including a strong empha-
sis on conversational phrases, integration of virtual and augmented reality (VR/AR) modules and a specific
gamification structure there remains a notable scarcity of independent, empirical research examining the ef-
fectiveness of the Mondly application.

This absence of systematic inquiry represents a clear gap in the literature. By focusing on Mondly, this
research not only extends the body of work on gamification and MALL but also provides practical insights
for educators considering the integration of commercial applications into formal instruction.

Methods and Materials

This section introduces the research design, participants, materials, procedure and analysis methods
employed to investigate the impact of the Mondly app on vocabulary acquisition and the assessment of user
satisfaction among first-year EFL learners. This study used a one-group pre-test—post-test pre-experimental
design. It was adopted in order to assess potential vocabulary knowledge changes among participants after a
controlled intervention on the gamified Mondly app. As the study lacks a control group, its primary aim re-
mains descriptive, seeking to quantify perceived learning gains and user satisfaction in a specific setting, as
opposed to establishing firm causal effects.

Participants.

The participants were a convenience sample of 20 first-year students from International University of
Tourism and Hospitality enrolled in the English as a Foreign Language program (10 male, 10 female). The
students ranged in age from 17 to 20 years. All of the participants were at the beginner-to-elementary level
(A1-A2 on the CEFR scale) as indicated by their university placement test scores. The students participated
voluntarily and informed consent was obtained from all participants. Anonymity and confidentiality were
guaranteed.

Materials and Equipment.

Three major tools were used in this study:

Vocabulary Knowledge Scale (VKS): A self-assessment test developed by M. Wesche and T.S.
Paribakht was used to determine participants’ vocabulary knowledge of 15 target words selected from the
beginner lessons of the Mondly app [23]. The VKS uses a 5-point scale ranging from complete unfamiliarity
to the ability to use a word correctly in a sentence: 1. | have never encountered this word before; 2. | have
seen this word before, but | do not know what it means; 3. | have seen this word before and | think it
means ...; 4. | know this word. It means ...; 5. | can use this word in a sentence. Scores were calculated by
assigning a value from 1 to 5 to each level.

The Mondly App: The gamification-based language-learning application Mondly was used as the inter-
vention app. Participants were asked to complete four assigned levels of the “Beginner” course, one level per
week. These levels covered thematic vocabulary such as greetings, family and numbers.
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User Satisfaction Questionnaire: A post-intervention questionnaire was used to assess perceptions of
enjoyment, usability, perceived learning and motivation on a 5-point Likert scale (1 = Strongly Disagree,
5 = Strongly Agree). Example items included “I found the gamification aspects of Mondly motivating” and
“I feel that my vocabulary developed after using Mondly”.

Procedure.

The experiment took place over a period of 4 weeks under a protocol:

Week 1 (Pre-test): The goal of the study was explained and informed consent was obtained. The VKS
pre-test was self-administered and took approximately 20 minutes to complete. Weeks 1-4 (Intervention):
Participants were requested to install the Mondly app on their own smartphones and use it for a minimum of
15 minutes a day, 5 days a week, for 4 consecutive weeks.

They were asked to complete the assigned levels (1-4). Participants were reminded to sustain adherence
by sending the log sheet weekly through email documenting the daily use duration. Week 4 (Post-test and
Survey): Members convened again.

To begin, the same VKS was administered as a post-test. Upon completion, the post-intervention User
Satisfaction Survey was distributed. The session lasted a total of roughly 30 minutes.

Data Analysis.

The information collected was processed using the Statistical Package for the Social Sciences (SPSS)
software version 25. Vocabulary Knowledge Scores: Total pre-test and post-test scores on the VKS were
compared descriptively to evaluate changes in vocabulary scores following the intervention.

Satisfaction Survey (Likert Scale): Descriptive statistics, i.e., means (M) and standard deviations (SD),
of all 10 Likert-scale items were calculated to determine the central tendency and variability of participants'
responses on satisfaction and perceived utility.

Results and Discussion

This section presents the results of the study on the use of the Mondly app for vocabulary acquisition
among first-year EFL students. The findings are reported through pre-test and post-test descriptive statistics
and reliability analyses of the instruments. Reliability analysis assessed internal consistency. The Vocabulary
Knowledge Scale showed Cronbach’s alpha coefficients of 0.913 for the 15 pre-test items (Table 1) and
0.842 for the 15 post-test items (Table 2). Both coefficients exceed the commonly used 0.70 benchmark and
indicate acceptable-to-high internal consistency.

Table 1
Reliability statistics of the pre-test
Cronbach’s Alpha N of Items
,913 15
Table 2
Reliability statistics of the post-test
Cronbach’s Alpha N of Items
,842 15
Table 3
Descriptive Statistics
N Minimum Maximum Mean Std. Deviation
Pre_Total 20 1,60 3,87 2,7367 ,62182
Post_Total 20 3,67 4,80 4,3200 ,36232

The pre-test scores (Pre_Total) indicate that the participants (N = 20) entered the intervention with
varying levels of vocabulary knowledge, with scores ranging between 1.60 and 3.87 (Table 3). The mean
score of 2.74 (SD = 0.62) indicates generally low prior knowledge of the target vocabulary items, with varia-
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bility among participants at the outset. Following the intervention, post-test scores (Post_Total) showed
higher values on the reported descriptive measures.

The score range shifted to 3.67-4.80 and the mean score rose to 4.32. The standard deviation declined to
0.36, representing approximately a 42 % reduction in variability compared with the pre-test. This pattern in-
dicates higher post-test vocabulary scores and less dispersion across participants. To address the second re-
search question, a preference questionnaire was administered at the conclusion of the intervention phase.
Cronbach’s alpha values of .908 and .916 are reported for the two 10-item reliability analyses shown in Ta-
bles 4 and 5.

Table 4
Reliability statistics of questionnaire scale 1
Cronbach’s Alpha N of Items
,908 10
Table 5
Reliability statistics of questionnaire scale 2
Cronbach’s Alpha N of Items
,916 10

The findings showed clear patterns in students’ ratings. Table 6 reports aggregate mean scores for
Mondly_Total and Traditional_Total; these values should be interpreted together with the item-level ratings
reported below.

Table 6
Descriptive Statistics
N Minimum | Maximum Mean Std. Deviation
Mondly Total 20 1,40 4,80 3,1500 1,21720
Traditional_Total 20 2,00 5,00 3,3700 1,16307

Table 6 shows an aggregate mean of 3.15 (SD = 1.22) for Mondly_Total and 3.37 (SD = 1.16) for Tra-
ditional_Total; therefore, the aggregate totals do not show a higher overall rating for Mondly. At the item
level, Motivation was rated highly (M = 4.35, SD = 0.67). Enjoyment Level was also high (M = 4.25,
SD = 0.72). Perceived Effectiveness (M = 4.10, SD = 0.79), Ease of Use (M = 4.15, SD = 0.81), and Overall
Preference (M = 4.20, SD = 0.70) were all above the neutral midpoint, indicating positive attitudes toward
the platform.

The relatively low standard deviations reported for the item-level measures, particularly Motivation
(SD =0.67) and Overall Preference (SD = 0.70), indicate relatively consistent responses on those items. The-
se item-level ratings support positive attitudes toward Mondly, but Table 6 does not support the stronger
claim that Mondly received a higher aggregate preference score than traditional approaches.

The study addressed two main issues: vocabulary-score changes during Mondly use and students’ atti-
tudes toward gamified practice relative to traditional vocabulary-learning practices. The results showed high-
er post-test VKS scores and generally positive item-level ratings of Mondly. The discussion below relates
these findings to established theory and prior research.

The VKS mean increased descriptively from 2.74 before the intervention to 4.32 after the intervention.
Because the study used a one-group pre-test—post-test design, this within-group change should not be inter-
preted as a controlled between-method effect. Psychological needs for competence, autonomy and related-
ness are central to Self-Determination Theory [11; 72].

This motivational framework is consistent with Dehghanzadeh et al.’s systematic review [12; 941],
which reports generally positive learning experiences and outcomes in gamified English-learning environ-
ments. Positive motivation ratings in the present study may be compatible with this broader pattern, although
the one-group design does not establish that motivation caused the vocabulary-score change. N. Schmitt
[2; 119] and I. S. P. Nation [4; 98] discuss the importance of sustained, repeated vocabulary learning.
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One important consideration is the assessment design. The study used the same VKS before and after
the intervention and did not include a control group. Accordingly, the observed increase should be interpret-
ed as a within-group pre-test—post-test change rather than as a causal estimate of Mondly’s effect.

The VKS reliability coefficients were o = .913 at pre-test and o = .842 at post-test. The questionnaire
reliability outputs were o = .908 and o = .916. Table 6 reports SD = 1.22 for Mondly_Total and SD = 1.16
for Traditional_Total, indicating substantial individual variation in the aggregate ratings.

Learner heterogeneity can be considered in light of Z. Dérnyei’s work on individual differences
[5; 178]. Learning style, technology attitudes and personal motivation may influence students’ responses to
digital vocabulary practice. Because this study did not assign separate Mondly and traditional-instruction
conditions, it cannot determine which method is optimal for particular learner subgroups.

The gamified approach, on the other hand, effectively combines a number of I.S.P. Nation [4; 99]
strands. It provides meaning-focused input as contextualized examples and language-focused learning
through direct instruction and practice. Significantly, it strongly encourages fluency acquisition in terms of
being required to identify and remember words rapidly under time constraints or as a component of game
mechanics.

The descriptive VKS mean increased from 2.74 at pre-test to 4.32 at post-test. No inferential test estab-
lishing p < .001 is specified in the Data Analysis section, so the result is reported here as a descriptive with-
in-group increase rather than a statistically significant effect. Dehghanzadeh et al.’s review [12; 941] pro-
vides broader evidence that gamified English-learning environments can be associated with positive learning
experiences and outcomes.

The results can also be considered alongside platform-specific studies. The higher post-test VKS scores
and positive item-level motivation and enjoyment ratings are broadly consistent with findings reported for
other language-learning apps. Loewen et al. discuss learning outcomes among Duolingo users [18; 304]. Aco
and Suwandi report links between gamified learning, motivation and vocabulary retention [15; 148].

Although this research centered on vocabulary acquisition within an app, it is important to place the
findings within the larger framework of language skills. Loewen et al. [18; 305] discuss limitations of app-
based learning for broader communicative development. The present study assessed vocabulary knowledge
rather than spontaneous speech. Further research should therefore examine how vocabulary practiced in an
application transfers to authentic communicative tasks.

The positive motivation and engagement ratings are also broadly consistent with Cancino and Castillo
Fonseca’s work on gamified L2 vocabulary learning and engagement [6; 168]. This suggests that motiva-
tional benefits of gamification may occur across different learning contexts, although the mechanisms were
not isolated in the present study.

Al Shihri et al. [20] found that integrating multiple MALL applications was associated with improved
academic vocabulary acquisition and positive learner experiences. These findings provide a relevant compar-
ison for the present students’ positive item-level ratings of mobile gamified practice.

There are several limitations to the study. The sample (N = 20) limits generalizability, and the absence
of a control group prevents a controlled estimate of the intervention effect. The experiment also did not test
long-term retention, an important issue in distributed-practice research [7; 372].

Follow-up research should:

1. Employ a greater sample size to capture maximum statistical power and generalizability;

2. Implement various assessment methods, including spontaneous production and writing tasks, to as-
certain the transfer of vocabulary knowledge to communicative competence and to examine the constraints
of app-based learning identified in previous work [18; 306];

3. Include a delayed post-test to determine whether the observed vocabulary gains persist over time;

4. Include qualitative assessment, such as interviews or open-ended responses, to better understand
learner attitudes and individual differences underlying the observed performance patterns.

Lastly, the findings suggest that Mondly can be used as a supplementary vocabulary-learning tool in
this specific context, but the one-group design does not establish that it is more effective than traditional in-
struction. Its strength may lie in combining repeated retrieval practice with motivational features. Gamified
resources can therefore be integrated with classroom instruction rather than treated as a replacement. A com-
bined approach can use teacher-led instruction to introduce and explain new vocabulary and game-based
tools to provide additional repeated practice for recall and fluency.
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Conclusions

This study investigated the use of the gamified platform Mondly for vocabulary learning among first-
year EFL students. The mean VKS score increased from 2.74 to 4.32 over the study period, indicating a sub-
stantial within-group improvement in reported vocabulary knowledge. Because the study used a one-group
pre-test—post-test design, this change should not be interpreted as a controlled causal estimate of Mondly’s
effectiveness.

The observed pattern is consistent with theoretical accounts emphasizing repeated exposure, engage-
ment and structured practice in vocabulary learning, but the present design cannot isolate which specific plat-
form features produced the change.

This research contributes to work on gamified MALL apps as supplementary language-learning tools.
For instructors, apps like Mondly can provide additional opportunities for learner engagement and independ-
ent practice. The lower post-test standard deviation may reflect convergence in scores, but it does not by it-
self establish that the platform caused a more homogeneous or confident class environment. Thoughtful inte-
gration of gamified learning into homework, classroom stations or enrichment practice may therefore com-
plement traditional teaching.

However, this study also warrants a note of cautious optimism. While the results unambiguously speak
to effectiveness in building explicit, testable vocabulary knowledge, they do not and cannot claim to have
built complete, unscripted communicative competence. The ability to construct a sentence correctly in
Mondly is an elementary skill, but it is quite a different matter from the fluency and strategic competence
required to negotiate meaning in an impromptu conversation.

This same constraint, however, allows for the greatest implication on pedagogy: the need for a synergis-
tic approach. The complete potential of gamified software like Mondly is realized not when isolated, but
when combined with communicative language teaching. Imagine a classroom where Mondly is used to pre-
teach and drill the vocabulary of an upcoming unit effectively. Then, in class, the teacher becomes less of a
vocabulary deliverer and more of a communication facilitator, designing tasks, role-plays and discussions
that push students to apply that pre-learned vocabulary to new situations in innovative ways. This model cap-
italizes on the strengths of both worlds: the app ensures students arrive with a sound foundation knowledge
and the teacher guides them in applying that knowledge in useful ways.

With this in mind, several avenues for future research become clear. Longitudinal studies are needed to
determine long-term retention of vocabulary learned through gamified apps. Most crucially, research needs
to employ mixed-methods designs that combine quantitative measures like the VKS with qualitative investi-
gations of learners' spontaneous language use in speaking and writing tasks. This will provide a fuller picture
of the transfer of learning from the app to real-life language use. Finally, a more in-depth look at the compar-
ative importance of specific gamification elements (i.e., leaderboards vs. badges) on motivation and results
would help in the design of still more engaging digital learning experiences.

In final thought, this research shows that the digital revolution in language learning is not on the hori-
zon; it's here, in the smartphones of our students. Gamified websites like Mondly are a significant resource in
the battle to equip learners with the lexis they need. By integrating these tools in a judicious fashion into an
equitable pedagogical environment that also honors productive practice and genuine communication, teach-
ers can harness their power to create richer, more engaging and ultimately more effective language learning
environments for the 21st-century learner.
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Student perception of epistemic submissiveness in translation:
A case study of future translators in Kazakhstan

The study is devoted to the subject of the epistemic submissiveness of future translators in the process of
working with Central Asian archaeological discourse including latent colonial markers. The work is based on
the analysis of translation of archaeological binary oppositions in the incoming (English-Russian) and out-
going (Russian-English) vectors. A student translation corpus (STC) and the findings of a survey of 41 stu-
dents of the Buketov Karaganda National Research University provide an empirical base. A mixed-method
design and non-parametric statistical approaches (Fisher’s exact test, Mann-Whitney, Spearman correlation)
were used to compare the respondents’ psychological attitudes with their real translation decisions. The re-
sults revealed a striking paradox: in the overwhelming majority of situations, even when students recognize
the ideological slant of the original, they turn to semantic calquing. And this leads to the pragmatic reduction
and voluntary self-exoticization of national cultural heritage for the Western reader in the outgoing vector. It
is argued that to overcome the automatism of epistemic submissiveness, it is required to implement tech-
niques of intentional deconstruction and to change students from passive transmitters of foreign hierarchies
into active subjects of intercultural communication.

Keywords: translators, epistemic submissiveness, decolonial translation, archaeological discourse, binary op-
positions, psychological attitudes, pragmatic adaptation, corpus-assisted discourse studies.

Introduction

In the context of globalization, translation is not a neutral linguistic operation, but a means of distribu-
tion of epistemic authority. In the decolonial turn, translation is regarded as a process of identity and social
representation construction [1]. The problem is particularly apparent in relation to the archaeological heritage
of Central Kazakhstan, which, in the Western popular scientific discourse, is typically presented as a system
of hierarchical binary oppositions, such as “center / periphery” or “civilization / barbarism” [2]. Following
J. Derrida, these oppositions are never neutral; they inherently establish the supremacy of one element over
the other [3]. Within the framework of cultural semiotics, Russian scholarship carefully analyzes analogous
mechanisms of centering and marginalization [4].

The theoretical foundation of this study rests on three main pillars. Firstly, decolonial translation criti-
cism rests on the idea that the activity of translation has been a tool for colonial knowledge creation histori-
cally [5], [6]. Modern theorists believe that a decolonially oriented translator should actively undermine Ori-
entalist frameworks rather than reproducing the hierarchies implicit in the source text [7]. The main difficul-
ty is the phenomenon of the internalization of the subaltern status [8].

Secondly, corpus-assisted discourse studies (CADS) [9], [10] serve as a methodological tool for identi-
fying ideologically relevant lexical choices in large text corpora. The quantitative frequency analysis com-
bined with a qualitative interpretation avoids the problems of selective citation and at the same time main-
tains the depth of research that is necessary to detect the subtle ideological changes [9; 38].

Thirdly, the analytical unit employed is the concept of binary opposition itself. In the West, the depic-
tion of Central Asian archeology is systematically activated by oppositional pairings [11], whose poles are
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linguistically recorded, which makes it possible to calculate the index of an ideology shift for a certain trans-
lation decision [12].

The primary concern of this paper is the phenomenon of epistemic submissiveness or a cognitive pro-
pensity to unconditionally accept the ideological matrix of the source text, frequently demonstrated by trans-
lation students. While previous text-mining research has successfully mapped structural lexical asymmetries
in translating Central Asian heritage [13], the underlying psychological mechanisms and students’ perception
of their own epistemic submissiveness remain unexplored. The purpose of this study is to analyze the percep-
tion of students of these mechanisms and to evaluate the usefulness of digital tools in the process of decon-
struction of colonial concepts.

Methods and Materials

Unlike prior purely text-based analyses, a mixed research design was applied in this study, integrating
corpus-oriented discourse analysis with psychological surveying to capture the future translators’ intent and
perception. The experiment involved 41 undergraduate students from Buketov Karaganda National Research
University (English proficiency level B2-C1). The reception group (n = 22) performed translation from Eng-
lish to Russian (EN-RU). The presentation group (n = 19) performed translation from Russian to English
(RU-EN).

For the final analysis of the questionnaires, data from 19 respondents from the second group who pro-
vided complete answers were included. The empirical base was formed by the Student Translation Corpus
(STC), including 195 short archaeological texts (200-250 words each) with a total volume of approximately
17,400 word tokens, fully deposited in open access for data verification [14]. Since this study is based on the
integration of the corpus approach and digital humanities tools, we conducted a comparative audit of incom-
ing and outgoing vectors of translation.

So that translation students could diagnose and correct dichotomies, we developed an original interac-
tive web simulator “Deconstruction Analyzer Steppe Code v.2.0.0” [15] — a scenario simulator that allows
the student to choose among three indexed solutions: index 0 denotes epistemic submissiveness and is dis-
played in red, whereas index 2 denotes the pragmatic restoration of subjectivity and is displayed in green.
These indices correspond to specific translation strategies (calquing — index O; pragmatic adaptation — in-
dex 1; and full restoration of subjectivity — index 2) (Fig. 1).

# ONNOIHONIIAL TRALKTORIN

7 ‘\\
< &
& o

Figure 1. The interface of the “Deconstruction Analyzer Steppe Code v.2.0.0” web simulator

All statistical calculations were performed in Python 3.12 using the SciPy 1.12 library [16]. Ordinal dis-
tributions of the corpus index were compared using the one-tailed Mann-Whitney U test with the effect size
calculated as r = U / (n; x np). To evaluate the distribution shape against a uniform distribution, we used the
chi-square goodness-of-fit test. Intra-vector thematic variability was assessed using the Kruskal-Wallis H
test. Questionnaire data on Likert scales are presented as mean (M), median (Me), and standard deviation
(SD). Fisher's exact test was applied to 2x2 contingency tables; Spearman's rank correlation coefficient (r_s)
was calculated for ordinal associations. The statistical significance level was set at a. = 0.05 (two-tailed, un-
less otherwise specified). Given the exploratory nature of the survey samples (n = 19-22), inferential statis-
tics for the questionnaire data are reported alongside effect sizes and are interpreted as requiring replication
in larger cohorts [17].

Results and Discussion
The analysis of the incoming vector (EN-RU, n = 22) revealed a gap between the perception of tone and
the actions of translators. While 68 % of translation students did not perceive the tone of the source text as
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arrogant, 72.7 % agreed with the statement that they are obliged to maintain the author’s tone even if it con-
tains stereotypes. Fisher’s exact test (p = 0.312) showed that the choice of calquing strategy does not depend
on the recognition of arrogance, supporting the hypothesis of automatic epistemic submissiveness. Spear-
man’s correlation established a strong relationship between loyalty to the author and the choice of calquing
strategy (rs = 0.611, p = 0.002).

This automatic disposition is vividly reflected in the students’ self-reported rationales. When asked to
justify their translation of the controversial phrase “firee meal,” 63.6 % of students prioritized authorial fidel-
ity over cultural defense, “Translated literally to accurately convey the style of the Western author” /
«llepesen(a) 6ykeanvHo, umobvl mouHo nepedams cmuiv 3anaono2o asmopay. Only a marginal 4.5 % ac-
tively resisted the framing, asserting, “I selected an emphatically respectful word, as the original sounds in-
correct for our history” / «A nooobpan(a) noduepxHymo ysaxcumenvHoe Clo80, MAK KAK OPUSUHAL 36)YUM
nexoppexmuo 0 naweti ucmopuuy. Figure 2 illustrates the stark disproportion in student translation strate-
gies regarding this ideological marker.

Emphasized respect
45%

Neutralization
31,8%

Literal translation
63.7%

Figure 2. Student strategies for translating the ideological marker “fiee meal” (EN-RU vector)

In the outward group (RU-EN, n = 19), 76 % of students rated the original as “elevated”” while 35.3 %
admitted to intentionally simplifying the text for the Western reader. The Fisher’s exact test confirmed (p =
0.014) that students striving to sound objective to the West resorted to pragmatic reduction and self-
exoticism significantly more often. As shown in Figure 3, over a third of the respondents actively engaged in
tone flattening.

Intentionally
simplified for
Western audience

35,3%

Maintained

elevated/sacred
tone

64,7%

Figure 3. Student rationale for modifying the tone of specific cultural terms (RU-EN vector)

This tendency to artificially flatten their own cultural narrative is highlighted by their questionnaire re-
sponses, where 35.3 % openly justified their choice, “Yes, I simplified the text because our complex meta-
phors would be incomprehensible to foreigners” / «/la, s ynpocmun(a) mexkcm, maxk Kax UHOCMPAHYAM
oyoym nenonsmuul nawu crodxcuvie memadgopwiy. This tendency to artificially flatten their own cultural nar-
rative resonates with G. Spivak’s concept of the internalization of the subaltern status [8]. The students un-
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consciously adopt a peripheral position, assuming their culture must be simplified to be accepted by the
“center.” This paradox of epistemic submissiveness stems from lingering dominance of the “fidelity to the
original” paradigm. While modern theorists like K. Batchelor urge translators to actively undermine orien-
talist frameworks [7], our empirical data demonstrates that translation students often lack the cognitive tools
to resist these established hierarchies, prioritizing fidelity over epistemic justice. A consolidated summary of
the inferential statistical analysis regarding the students’ perceptual dispositions and their translation choices
is presented in Table 1.

Table 1
Summary of inferential statistical analysis for post-translation questionnaires
Translation . Statistical Test .
Vector Variables Tested Test Statistic p-Value Interpretation
.. S, Not significant. Supports
FEI::;;)J é;oﬁ?r?t ts(;;;erecocghlgitézn . g:tll er’s exact - 0.312 |the hypothesis of automatic
quing 9y epistemic submissiveness
EN—RU |Fidelity to the original x Spearman’s rank | _ Significant strong positive
_ X . : rs=0.611| 0.002 ;
(n=22) |Calquing strategy choice correlation correlation
Intention to sound objective N .
. , Significant. Confirms
RU_—»EN to Western readers X _ Fisher’s exact ) 0.014 |intentional flattening of the
(n=19) |Frequency of pragmatic test X
: cultural narrative
reduction

The analysis of the student translation corpus revealed three main conflict zones. The first zone is asso-
ciated with the opposition “civilization / barbarism.” In texts about Bronze Age ceramics, the English source
text uses the marker “barbarians.” It is noteworthy that 100 % of the students translated it as «sapsapoi»
(index 0), thereby uncritically accepting the imposed marginalization of their region. The second zone re-
flects the opposition “sacred / profane.” More than half of students (63.6 %) calqued the metaphor ‘fiee
meal” in relation to the domestication of the Botai horse as «becniamusiii 06edy, thereby desacralizing the
historical event. The third zone illustrates the opposition of “subject / object.” The marker “so-called” in the
context of the Karazhartas pyramid introduces epistemic doubt into the discourse. When translating it word-
for-word, students produced phrases like «mak Hasvieaemas monymenmanvhas epobnuya...» and «mak
naswvisaemvle Kazaxcmanckue monymenmanshvle kamaxomobol...», thereby inadvertently delegitimizing the
national monument. Similarly, the historical figure Timur, originally referred to as an “infamous warlord,”
is reduced in student translations to “bandit” or “military leader” who steals sheep.

In the outgoing vector (RU-EN), the calquing strategy of specific cultural terms also demonstrates
pragmatic reduction. For instance, the established archaeological term «xypean ¢ ycamuy» was frequently
translated through awkward literalisms like “kurgan with whiskers” or “kurgan with mustaches,” severely
undermining the scientific validity of the local terminology in English. Table 2 provides a consolidated over-
view of characteristic translation decisions demonstrating varying degrees of pragmatic adequacy across both
translation vectors.

Table 2
Characteristic examples of pragmatic adequacy indices in student translations
Translation Ideological Student Translation | Pragmatic Adequacy Strate
Vector Marker (ST) (TT) (Index) 9y
EN—RU |“barbarians” «BapBapbD» Index 0 Epistemic submissiveness
(calque)
EN—RU |“free meal” «OecTuIaTHBIN 00em» Index 0 Epistemic submissiveness
(calque)
EN—RU  |“tribal chieftain®  |(/'PCACTABITEINb SIHTRL / Index 2 Restoration of subjectivity
IIPAaBUTEID)
“kurgan with whiskers / . .
RU—EN  |«kypraH ¢ ycamm» mustached kurgan” Index 0 Pragmatic reduction
RU—EN  |«kyprad ¢ ycamu» frséfl?i,r,ldges extending Index 1 Pragmatic adaptation
EN—RU [“so-called” «TaK Ha3plBacMas...» Index O le)tstr)rtlallzatlon of epistemic
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It is precisely in this context that the application of the web simulator “Deconstruction Analyzer Steppe
Code v. 2.0.0” [15] demonstrates its didactic effectiveness. The comparison of scenarios working on the
same fragment of the transcript allows the student to instantly realize the pragmatic consequences of linguis-
tic choices. The red indication of index O acts as a cognitive disruptor, prompting the student to shift from
semantics to decolonial reflection. The mechanics of working with the simulator showed that visualization
provides a powerful stimulus. Upon seeing the red marker for the term “tribal chieftain,” the student transi-
tions to index 2 (“elite representative ), which restores the social complexity of ancient society.

Conclusions

In conclusion, the study shows that typical translation education renders students very vulnerable to ep-
istemic pressure in a situation of knowledge asymmetry. Our empirical data show that even if future transla-
tors manage to identify ideological bias or arrogance in the source text, in the overwhelming majority of cas-
es, they resort to epistemic submissiveness via semantic calquing. This involuntary action is an effect of a
deeply entrenched commitment to the “fidelity to the original” paradigm. Thus, the incoming translation
vector (EN-RU) enables students to unintentionally accept their own marginalization and to transfer hierar-
chical signals uncritically. In the outgoing vector (RU-EN), however, this same paradigm leads to pragmatic
reduction and intentional self-exoticization, as students flatten and simplify elevated national narratives arti-
ficially to suit the expected Western standards.

To disrupt this automatism, it is vital to introduce specific instruments of digital humanities into transla-
tion pedagogy. The web simulator “Deconstruction Analyzer Steppe Code v.2.0.0” is shown to be effective
in interrupting the reflex of literal translation with visual cognitive triggers, such as color signaling of prag-
matic adequacy indices. The simulator objectifies visually ideological traps, allowing students to go from
passive semantic transfer to active decolonial reflection, which allows them to recover the social and cultural
complexity of their history in the language of translation.

The results finally reveal that decolonial translation competence cannot be acquired through academic
sessions only. The future translators should be trained to recognize that they are not the passive transmitters
of the hierarchies of others, but the active subjects of the international conversation who think critically. And
while the exploratory nature of this study calls for additional replication on larger samples, it makes a per-
suasive case for the need to restructure translation education towards pragmatic awareness, active subjectivi-
ty and epistemic fairness.
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