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PRACTICAL ASPECTS OF USING DIGITAL PLATFORMS FOR
INCLUSIVE ENGLISH LANGUAGE TEACHING

Annotation. The rapid adoption of digital technologies in education has
fundamentally changed the way inclusive English language teaching is taking place both
physically and cognitively, providing new pedagogical possibilities for learners with
different learning needs and abilities. This study sets out to explore the practical side of
the use of digital platforms to promote increased accessibility, engagement, and language
development in inclusive classrooms. For the study, a mixed-methods approach was used
which included observing classrooms, interviewing teachers and analyzing the feedback
of students to determine the pedagogical effects of using digital platforms, such as Google
Classroom, Moodle, Kahoot, and Zoom.

Findings from the study suggest that digital platforms contribute to differentiated
instruction, enhance learner motivation and engagement, as well as promote collaboration
between teachers and students. Learners in classrooms where interactive tools, gamified
activities, and more personalized learning options were implemented were able to
experience a flexible, learner-centered environment that helped them meet their
educational needs. In addition, the accessibility features incorporated into the digital
platforms where text-to-speech support, subtitles and visual supports, provided
opportunities for students with physical and cognitive difficulties to participate in a way
that did not make them feel different to their peers.

The findings also highlight how teachers' digital literacy, methodological
proficiency, and capacity to create pedagogically sound lessons that combine online and
offline interaction are essential for the successful integration of digital technologies in
inclusive English language instruction. Practical suggestions are made for maximizing
the use of educational platforms in light of the study's findings in order to guarantee fair
participation, long-term motivation, and uniform language development for every
student. These results support the larger objective of creating an innovative, inclusive,
and accessible learning environment while also advancing inclusive digital pedagogy.

Keywords: inclusive education; digital platforms; English language teaching;
blended learning; accessibility; online learning tools; Moodle; Zoom; Kahoot; Google
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Classroom; differentiated instruction; student engagement; teacher training; adaptive
learning; inclusive pedagogy.

Introduction

The rapid digitalization of education is one of the more important global
phenomena of the 21st century, helping to determine the quality, accessibility, and equity
of learning experiences across the globe. Digital technologies are no longer simply
pictorial representations of efficiency or convenience; they are now seen as potent means
of ensuring equitable access to and participation in educational opportunities. In regards
to English as a Foreign Language (EFL), digital platforms have transformed traditional
forms of instruction by engendering flexible, adaptive, and interactive environments in
ways that cater to the needs of varied learners [1, p.45].

Inclusive education, by definition, tries to create circumstances in which all
learners, regardless of physical, cognitive, linguistic, or socio-economic differences, can
engage and participate in the educational process in a meaningful way. To do this will
require a combination of pedagogical flexibility and technological infrastructures that
facilitate differentiation, feedback, and collaborative processes. If integrated properly,
digital platforms can provide multimodal materials, accessible communication channels,
and feedback respectively based on the speed and needs of learners' individual
differentiated learning abilities [2, p.63].

In Kazakhstan, the topic of digital inclusion in education has become increasingly
relevant in the context of national modernization efforts and the implementation of the
State Program for the Development of Education and Science (2020-2025). Kazakh
researchers such as A. Yeskendirova, G. Abildina, and Zh. Kairzhanova emphasize that
inclusive education should not be viewed solely as the inclusion of students with special
needs, but as a broader pedagogical paradigm that ensures active engagement for all
learners through the integration of modern technologies [2, 63 c.]. S. Mukasheva notes
that digital competence of teachers directly affects the success of inclusive teaching since
it allows educators to personalize learning, diversify assessment forms, and maintain
motivation among heterogeneous student groups [3, 51 c.].

At the same time, challenges remain. Many teachers in Kazakhstan and beyond
lack systematic training in inclusive digital pedagogy. The absence of methodological
support and technical infrastructure limits the effective use of platforms such as Moodle,
Zoom, and Google Classroom. This gap highlights the need for research that focuses not
only on theoretical justifications but also on practical strategies and technological
solutions for inclusive EFL instruction.

Russian scholars, including E. V. Polat, N. V. Bordovskaya, and A. A. Kuznetsov,
have explored how digital technologies expand the methodological toolkit of teachers and
help achieve learner-centered approaches in diverse classrooms [4, 87 c.]. They argue that
the integration of interactive platforms facilitates immediate feedback, peer collaboration,
and flexible assessment. Furthermore, Russian pedagogical studies stress the social role
of digital education - fostering communication, empathy, and collective learning in
heterogeneous groups [5, 115 ¢.].
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Foreign researchers contribute significantly to the development of this field. For
example, J. C. Richards identifies digital technology as a transformative force that
redefines language learning environments, enabling autonomy and reflection among
students [6, 102 c.]. H. Wang considers digital inclusion as a prerequisite for equitable
education, emphasizing that access to technology must be combined with pedagogical
innovation to achieve meaningful inclusion. Meanwhile, R. Anderson highlights that
adaptive digital systems-such as gamified tasks and Al-based feedback-have proven
effective in increasing engagement and self-efficacy in language acquisition [6, 102 c.].

Thus, the convergence of these studies demonstrates that the use of digital
platforms in inclusive English language teaching is not merely a technical enhancement
but a pedagogical transformation. It redefines the roles of teachers and students, shifting
the focus from content transmission to interaction, collaboration, and personal
development. Despite these advancements, the question of how digital tools can be
optimally applied in real inclusive settings remains open, particularly in multilingual
contexts such as Kazakhstan.

The purpose of the present research is to analyze the practical aspects of
integrating digital platforms into inclusive English language teaching, focusing on their
pedagogical, methodological, and technological dimensions. The study aims to determine
how these tools contribute to accessibility, student engagement, and academic
achievement. The central hypothesis is that a systematic, pedagogically grounded, and
context-sensitive integration of digital technologies will lead to improved inclusivity,
learner motivation, and collaboration among diverse groups of students [7, 53 c.].

The significance of this study lies in its contribution to the theoretical and practical
development of inclusive digital pedagogy. The findings are expected to help teachers
and educational policymakers design more effective instructional frameworks that
combine traditional teaching principles with the affordances of digital environments.
Moreover, the study provides methodological recommendations for enhancing teacher
training programs in Kazakhstan to ensure that digital literacy and inclusivity become
integral components of professional competence.

By bridging the gap between theory and practice, this research seeks to advance
both the scientific understanding and practical application of digital tools in inclusive
English language teaching, aligning with global trends toward equality, accessibility, and
innovation in education.

Methods and Materials

The research took place as an applied pedagogical intervention to determine the
functional applicability of digital platforms in English inclusive education. This study
was done during the 2024-2025 academic year at the Regional Complex "Boarding
School-College" School for Children with Intellectual Disabilities of the Department of
Education of the Akimat of the West Kazakhstan Region."

The participants of the study included 50 students from Grades 4 and 5. The
sample was divided into 10 groups: five Grade 4 groups and five Grade 5 groups, each
group consisting of 8-10 students. Students with mild intellectual disabilities and those
who have general learning difficulties were placed in integrated mixed ability groups. The
selection of study participants, of course, reflected the true realities of the inclusive
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education experiment and included a number of groups with purposively selected
students.

Research Methods

In order to achieve the objectives of this study, a combination of complementary
research methods was employed. Each method was chosen with the aim of obtaining both
quantitative and qualitative data that could provide a holistic understanding of how digital
platforms influence the inclusivity and effectiveness of English language teaching.

1. The method of observation. Using digital platforms like Google Classroom,
Kahoot, and LearningApps, students' behavior, engagement, and interaction were
observed in a systematic manner during the experimental period. The observations
centered on the responses of students with varying learning capacities to interactive,
visual, and auditory materials. Instructors kept track of responses, participation rates, and
examples of peer cooperation. By using this approach, the researchers were able to
pinpoint particular patterns of behavior and ascertain whether or not digital tools helped
students become more motivated and communicate more effectively.

2. A questionnaire and survey. Questionnaires were distributed before and after
the experiment to get direct input from the students. Motivation, accessibility, usability,
and the emotional impact of digital lessons were all covered in the survey. Students'
attitudes and self-evaluations of their educational experience were recorded using both
closed-ended and open-ended questions. The answers made it easier to assess how the use
of digital tools affected students' confidence and motivation. To learn more about their
opinions on digital inclusivity and the real-world difficulties they faced throughout the
experiment, teachers were also polled.

3. An educational trial. The study's main focus was a pedagogical experiment
intended to gauge how well digital platforms can help students with intellectual
disabilities learn English. The study was divided into three phases: (1) pre-test, which
evaluated students' prior knowledge and involvement; (2) intervention, which involved
incorporating specific digital resources into English classes for eight weeks; and (3) post-
test, which assessed students' growth in vocabulary, comprehension, and involvement.
The researchers were able to identify quantifiable improvements in classroom inclusion
and student achievement by comparing the outcomes before and after the intervention.

4. Analysis of statistics. Statistical techniques were used to process quantitative
data obtained from tests and questionnaires. Student performance was compared before
and after the experiment using descriptive statistics, such as mean scores, percentages,
and standard deviations. Relationships between increases in motivation and learning
outcomes and the frequency of using digital tools were found with the aid of correlation
analysis. It was feasible to present unbiased proof of the educational value of digital
platforms in inclusive classrooms through the application of statistical methods.

5. Analysis that is qualitative. Teachers' reflections, observation notes, and open-
ended questionnaire answers were interpreted using qualitative analysis to supplement
the numerical data. Recurring themes like self-expression, accessibility, engagement, and
communication patterns were found using thematic coding. Deeper understanding of how
digital tools impact classroom dynamics and student emotions was made possible by this
approach. Practical elements that cannot be adequately conveyed by statistics alone, such
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as time management, technological difficulties, and emotional support, were also
disclosed in teachers' reflective journals.
All things considered, the integration of these research techniques allowed for the
acquisition of a thorough and multifaceted image of how digital platforms can facilitate
inclusive English language instruction. By combining quantitative and qualitative
methods, the study's results were guaranteed to be reliable and valid, offering a solid
empirical foundation for future pedagogical suggestions.

We divided the research procedure into a series of stages, one after the other, to
allow for systematic and reliable data collection. The complete experimental procedure
took place for two academic months (approximately eight weeks) at the Regional
Complex "Boarding School-College" School for Children with Intellectual Disabilities of
the Department of Education of the Akimat of the West Kazakhstan Region." The
experiment was organized around 50 students from 4th and 5th grade, who were split into
ten inclusive groups.

The research project was structured in three main stages, each with its objectives
and activities. Teachers and researchers collaborated to plan how to incorporate digital
platforms into English language instruction at the start of the study. With an emphasis on
inclusivity and accessibility in digital learning, a methodological guide was created. With
an emphasis on differentiated instruction and interactive resources appropriate for
students with intellectual disabilities, teachers received training on how to use educational
platforms like Google Classroom, Kahoot, and LearningApps. To ascertain the students'
starting level of digital familiarity and English proficiency, a diagnostic evaluation (pre-
test) was also administered. To create a baseline for comparison, motivation
questionnaires and observational checklists were given out [8, 45 c.].

During the second stage, the experimental teaching began and lasted for eight
weeks. Each group participated in two English lessons per week that included digital
components.

- Google Classroom was used for distributing assignments, vocabulary exercises,
and short reading tasks;

- Kahoot provided interactive quizzes to test comprehension and maintain
motivation through game-based learning;

- LearningApps allowed for individualized practice in grammar and word
recognition.

Teachers incorporated visual aids, audio recordings, and short videos to enhance
understanding for students with limited cognitive skills. Researchers observed lessons,
noting how students interacted with digital content, how quickly they responded, and how
confident they were when working online. Each week, progress was monitored through
short quizzes and teacher observations [9, 63 c.].

Throughout the implementation process, teachers kept reflective journals
describing classroom dynamics, students’ reactions, and any technical or pedagogical
challenges they faced. These qualitative notes later helped interpret the numerical data
more accurately.

At the conclusion of the investigation, the students participated in a post-test that
was similar in structure to the initial diagnostic test. The post-test addressed vocabulary
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Learning, sentence construction, and listening comprehension. Questions that measured
motivation and engagement were also re-introduced to identify any change in students’
attitudes toward the digital lessons.

Comparative data between the results on the pre- and post-tests indicated a
positive learning effect of digital learning. Several students exhibited increased attention,
rapid vocabulary retrieval, and a heightened interest in their English tasks. Teachers also
reported that students who were less engaged and more passive in class were heightened
in both engagement and communication [3, 51 c.].

In order to check for reliability of the conclusions drawn from the data, all data
collected were coded in preparation for statical analysis of the descriptive and
correlational data. Data from the observation logs were evaluated qualitatively as
behavioral typologies, emotional response, and teaching strategies contributing to
success.

The overall process was planned to foster the real, inclusive learning environment
where digital technologies complemented cognitive growth and emotional engagement.
Organizing the work into the stages of planning and preparation, implementation and
evaluation offered clear methodological alignment and therefore, more reliable
pedagogical conclusions.

Results and Discussion
The pedagogical experiment's findings show that incorporating digital platforms
into inclusive English language instruction has improved student motivation,
engagement, and academic performance in a positive and quantifiable way. Diagnostic
pre- and post-tests, as well as surveys gauging motivation and accessibility perception,
provided quantitative data. Classroom observation notes and teachers' reflective journals
were the sources of qualitative data.
Quantitative Qutcomes
According to the pre-test results, many students started the experiment with low
motivation, trouble focusing, and a limited vocabulary in English. Students' performance
and participation rates significantly improved after eight weeks of using digital tools.

Table 1 — Comparative results of students’ English achievement before and after
digital tool integration (n = 50)

Indicator Before After Experiment | Improvement
Experiment (%) (%) (%)

Vocabulary 46 78 +32

comprehension

Listening comprehension | 41 74 +33

Speaking confidence 38 70 +32

Motivation and | 50 82 +32

engagement

Active participation in | 44 80 +36

group tasks
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As shown in Table 1, all key indicators increased by an average of 32—36%. The
greatest improvement was observed in motivation and active participation, suggesting
that interactive, visual, and game-based tasks significantly enhanced learners’ attention
and enjoyment.
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Figure 1 — Change in Students’ Learning Outcomes Before and After Digital
Platform Integration

The findings shown in Figure 1 unequivocally demonstrate the beneficial
pedagogical effects of incorporating digital platforms into inclusive English language
instruction. Constructivist learning theory (Piaget, 1970; Vygotsky, 1978) holds that
interaction and active participation are essential to the creation of knowledge. A dynamic
learning environment that encouraged participation and self-expression among students
with varying learning abilities was produced through the use of interactive tools like
Kahoot, Google Classroom, and LearningApps.

According to digital pedagogy (Polat, 2018; Richards, 2021), digital environments
support differentiated instruction and learner autonomy by offering multimodal content-
visual, auditory, and kinesthetic stimuli-that align with each learner's unique cognitive
style.

In this study, such approaches proved particularly effective for students with
intellectual disabilities, as visual cues and immediate feedback supported their
comprehension and retention.

A post-test with a format identical to the pre-test was given at the end of the
course. The results of the pre- and post-test were then compared as a measure of
improvement in both lexical and grammatical knowledge. The statistical analyses were
performed using SPSS Software (Version 27). Measures of descriptive statistics, such as
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mean scores, percentage improvement, and standard deviation were assessed to determine
the general pattern of improvement among students in the different groups. A paired-
sample t-test was employed as a method to check if the gain was statistically significant
(p <.05).

Along with the quantitative data, qualitative responses were analyzed
thematically. The students’ reflections were coded into reoccurring categories such as,
“understanding grammar through examples,” “learning from errors,” and “motivation to
use English by themselves,” which conveyed a more positive, confident attitude toward
the study of English when utilizing the neural-network resource in the writing process, as
well as the technical aspects of language being improved by the use of the NN resource.

The qualitative data from classroom observations and teacher interviews
identified several important trends that directly demonstrate the influence of digital
platforms on students' emotional involvement, communication, and inclusion in the
learning process.

1. Increases in motivation and interest: Throughout the study students showed a
clearly higher level of engagement and energy for digital-based lessons, most especially
during Kahoot and LearningApps activities. Thus, the use of technology helped to
reframe the learning process into a playful engaging activity which helped to alleviate the
fear of failure and anxiety in the classroom. The gamification of the lessons aided in
student's active participation, positive emotions, curiosity and a sense of accomplishment
from each task.

2. Improving communication and social interaction: Collaborative tasks
conducted through technology significantly improved students' levels of communication.
Team-based assignments required students to discuss their answers, support one another,
and celebrate success as a group. Students who were typically passive or unsure started
to leader (volunteer), and this ultimately gave them the confidence to start speaking.
When visual elements were added to the task, peer support also helped lower-achieving
students feel they belonged and were valued as group members.

3. Improved the teacher-student interaction: Teachers commented that digital tools
created a new dynamic in communication with students. Timing feedback on interactive
quizzes and class assignments means the teachers can get instant information about
learning progress, and adjust tasks to meet students' individual needs. Instant
communication created a more reactive and supportive classroom atmosphere. Students
felt recognized and supported in their learning journey, which helped establish trust and
collaboration between teacher and learner.

4. Increased accessibility and inclusion: Digital platforms were particularly
advantageous for students with intellectual disabilities as they allowed them to learn at
their own pace. The use of visual instructions, sound prompts, and a simple interface
facilitated understanding and memory. These accessibility features eliminated cognitive
load and increased self-direction. As a result, all students, regardless of ability, were able
to engage actively in the lesson, which is central to inclusive education.

In sum, qualitative evidence corroborated digital technology as a means of
supporting not only cognitive development but also emotional and social development.
By addressing motivational, communicational and accessibility factors, the experiment
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demonstrated how inclusive digital environments can change educational experiences for
all learners.

Discussion

The results of this research clearly indicate that a deliberate approach to
integrating digital platforms into inclusive English language instruction results in
positive, observable academic and socio-emotional outcomes for students. These results,
along with other studies, provide further evidence to support that technology can assist
with learner motivation and engagement and accessibility to learning. The research
discussed here provides further evidence, in the context of inclusive education in
Kazakhstan, for students with intellectual disabilities.

An important finding of this research was how digital tools convert the learning
environment to be interactive and student-centered. In traditional classrooms, learners
with cognitive difficulties can be passive, as there may be stigma associated with incorrect
responses, or they may become frustrated because a communication barrier prevents them
from responding to questions. However, the learners are notably less afraid of failure
when the lessons were structured using digital platforms Kahoot and Learning Apps, and
significantly more verbal in each of the contexts. Hence, the game-based structure of
lessons increased involvement without pressure in accordance with Vygotsky’s
sociocultural theory, which states that social constructs, along with emotional safety, are
essential for cognitive development.

The research also affirms the principles of constructivist learning theory which
suggests that knowledge is constructed, not delivered, through meaningful experiences.
Digital platforms allow learners to negotiate understanding through multimodal materials
such as text, sound, images, and animation that support their individual learning styles.
These resources create an inclusive environment that exemplifies Richards’s (2021) and
Wang’s (2020) concept of “adaptative digital pedagogy,” where technology acts as a
medium and bridge to communication among learners of varied capabilities[9, c34].

Another key point of discussion concerns the role of the teacher in digital
inclusion. Technology may afford opportunities for engagement, but the teacher's digital
competence and pedagogical agility dictate if these opportunities actually create inclusion
features. Educators within this study learned to adjust the complexity of content, the
visual load, and the frequency of feedback, based on students' individual needs. This is
reflected in Abildina's (2020) and Mukasheva's (2019) notions of inclusive pedagogy
which describes the teacher's role in facilitating, supporting, and guiding [3, 51 c.].

The outcomes indicate technology can realize inclusivity while providing multiple
means with represent, engagement, and expression, which is a fundamental premise of
Universal Design for Learning (UDL). Students who had difficulty completing text-based
activities were able to demonstrate their understanding using visual matching, voice
recording, and interactive quizzes. This opportunities for flexibility began to level
participation in the classroom and affirmed that the concept of inclusive learning is not
about lessening learning tasks, but about providing options and opportunities [4, 87 c.].

Most importantly, the emotional aspect of learning must be considered as well.
Observation data and teacher reflections indicated that students were happier, less
anxious, and more socially engaged while participating in the digital artifact lessons. The
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gamified engagement was a source of decreased anxiety and collectively built
community; being part of a community is generally considered a basic tenant of long-
term learning, according to Polat (2018). In inclusive classrooms, a psychological need
for belonging can provide a powerful impetus for students' social engagement and
academic success.
In summary, the discussion highlights that the effectiveness of digital platforms
in inclusive English language teaching stems from three interconnected factors:
1. Pedagogical design — thoughtful planning of digital lessons tailored to learners’
cognitive and emotional needs;
2. Teacher competence — professional preparedness and flexibility in using
technology adaptively;
3. Learning environment — emotional safety, accessibility, and peer collaboration.
When these elements work together, digital platforms become not just technical
tools but genuine instruments of inclusion, empowering every student to learn,
communicate, and succeed. The outcomes of this study reinforce the view that inclusive
digital pedagogy should be at the core of future educational strategies in Kazakhstan and
beyond.

Conclusion

The use of gamified activities, visual and auditory materials, as well as interactive
tools, provided both flexibility and individualization in the learning process. These
solutions not only fostered greater engagement among all participants, but also
significantly reduced anxiety and social isolation among students with intellectual
disabilities.

Survey results and analysis of teacher reflections revealed that educators noted an
increased capacity for differentiation, prompt feedback, and emotional support for
learners owing to digital resources. Group work, student autonomy, and confidence all
improved substantially.

The experiment confirmed that the successful integration of digital platforms into
inclusive education is unattainable without a high level of teachers’ digital literacy, strong
methodological competence, and an emotionally supportive classroom atmosphere. In
Kazakhstan, systematic efforts aimed at improving teachers' digital and inclusive skills
are being implemented through national educational programs and professional
development initiatives, thus ensuring the sustainable advancement of inclusive education
in the country.

Thus, digital educational platforms serve as an effective tool for the modernization
of inclusive language education, create a flexible, open, and accessible environment, and
facilitate the professional development of teachers and the full realization of each
student’s learning potential.
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KucmeroBa I'anus , MaxanOeraauna I'yaim
NHKJIIO3UBTI AFbIJILIBIH TIJITH OKBITY JIA HU®PJIBIK
MHNIIATO®OPMAJIAPABI KOJIIAHY IbIH ITPAKTUKAJIBIK ACHHEKTIJIEPI

Anaarna.bimim O6epy JkyheciHe UHU(PIBIK TEXHOJOTHSIIAPIBIH JKeaen eHyl
VHKJTIO3UBTI aFbUILIBIH Tl OKBITYIBIH TOCLIIH TYyOereini e3reptti. bys yaepic oprypui
OKy KalOljmeTTepi MEH KaXeTTUTiKTepl Oap OuTiM amympliapra aHa TeaarorHKablK
MYMKIHIIKTEp YCBIHIBL. 3epTTEeYAiH MakKcaThl — HMHKIIO3UBTI CHIHBINTApAa IUPPIBIK
ratopManapasl  KOJJAHYIbIH TPAKTUKAIBIK AaCIEKTiIepiH aHBIKTAl, OJIapJbIH
KOJDKETIMIUTIKTI apTThIpyFa, OKYIIbUIAPABIH OCJICEHMATITNH JaMBITyFa >KOHE TUIIIK
KY3BIPETTITIKTI KETIIAIPYTe BIKIAIBIH TaJ1ay OOJIBIN Ta0bLIa IbI.

3eprrey OapwichiHaa apanac omic (mixed-method) kommaHbUIIBL: cabakTap/bl
Oakputay, MyFaJIMJIEpPMEH CyX0aT >KYprizy >oHE OKYIIbLIapIbIH MiKIpJepiH Tajiaay
apkeuiel Google Classroom, Moodle, Kahoot, xone Zoom CHMSKTHI TaTopMaiapabl
naiiiagany HOTHXKEJIEP1 3€PTTEI/I].

3epTTey KOPBITBIHABLIAPH UGPILIK TuIaTGopMaiapblH capajaHFaH OKBITYFa
MYMKIHIIK O€peTiHIH, OKYIIBUIAPABIH YOXKIH (MOTHBAIMSICHIH) apTTHIPHIT, MYFaJliM MEH
O1J1iM amy1Ibl apachlHAAFBl ©3apa iC-KUMBUIIBI KaKCAPTAThIHBIH KopceTTi. MHTepakTHBTI
Kypajjap MEH OHBIH 3JIEMEHTTEpIHE HeTri3JeNreH cabakTap OKYy YAEpiCiH HKeMII,
OKyUIbIFa OaFpITTaIFAH OpTara AalHaIIBIPBIN, opOip OUTIM  amylIBIHBIH — JKEKe
KOKETTUTIKTEPiH KaHaFaTTaHIbIpyFa karnmaid jkacanbl. COHBIMEH Karap, MOTIHII
IBIOBICTAY, CYOTHTpIIEp JKOHE KOpPHEKI MaTepHaljap CHSAKTBl  KOJDKETIMIUTIK
GyHKIMsIapel (QU3MKAIBIK JKOHE KOTHHTHUBTIK KHUBIHIBIKTAPbl 0ap OKYIIBUIAP.IBIH
CBIHBINTAFbI TEH KAaThICYbIHA MYMKIHIIK OEp/Ii.
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3epTrey  HOTWXKENEpI  MyFamimaepAiH  UU@PIBIK  cayaTThUIBIFBI  MEH
TMeJIar O MKAJTBIK 9IICTEMEITIK KY3BIPETTLIITIHIH MaHBI3IBUIBIFBIH A2 alKbIHAa 6l OHIAH
)oHe oddraiiH e3apa opeKeTTI THIMII YHJIeCcTipe ajaThlH MeJAaroTHKaIblK TYPFBIIAH
Heri3zenreH cabakTapabl Kypa OUTy WHKITFO3WMBTI aFbUINIBIH TUTI OKBITYIA IUQPPIBIK
TEXHOJIOTHSIIAP/AbI COTT1 €HI13Y/IiH OaCThI IIAPTHI OOJIBIN Ta0bLIAABL. 3ePTTEY HOTHXKENEpl
HeTi3iHae OapiblK OKyIIbUIap YIIiH TeH MYMKIHIIK TeH Y3aK Mep3iMal YOKIUTKTI
KaMTaMachl3 eTyre OaFbITTaJIFAaH NPAKTUKAIBIK YCBHIHBICTap Oepimmi. Byn 3eprrey
WHKITIO3UBTI  IUQPIBIK TICAarOTHKaHbl JAMBITYMEH Karap, KOJDKCTIMII KOHE
HMHHOBAIMSUIBIK 01J1iM Oepy OpTachlH KaIbIITACTHIPYFa ©3 YJIECiH KOCaIbI.

Kiar ce3aep: nakito3uBTi 0i1iM Oepy; nudpiaslK maatdopmanap; aFbUILIIBIH TUTIH
OKBITY; apajac OKBITY; KOJDKETIMALUIIK, OHJIaH OKbITYy Kypangapsl; Moodle; Zoom;
Kahoot; Google Classroom; capaianFaH OKbITY; OKYIIBIHBIH O€JICEHIUIIT1; MyFaiMaepai
nasipnay; OeHiMAeNTeH OKbITY; HHKIFO3UBTI MearorukKa.

KucmeroBa I'anus , MaxanOeraauna I'yaim
NPAKTUYECKHUE ACHEKTbBI UCITOJIb30OBAHUS HU®POBbLIX
IJIAT®OPM B HHKJIIO3UBHOM OBYUYEHUU AHTJIMACKOMY SI3BIKY

AHHoTauusi. breicTpoe BHeapeHne UUQPOBBIX TEXHOJOTUH B CHUCTEMY
00pa30BaHuUs PAJUKAIBHO H3MEHMJIO MTOIX0/] K MHKIIIO3UBHOMY O0yUEHHIO aHTJTMHCKOMY
S3BIKY, TIPEIOCTaBUB HOBBIC TIEJArOTMYECKHE BO3MOXKHOCTH JUISI YYalIUXCsl C
pa3IMYHBIMM  00pa3oBaTEIbHBIMH  MOTPEOHOCTAMU M crmocoOHocTaMu.  Llenb
WCCIIEZIOBAaHUSI — M3yYUTh NMPAKTUIECKHUE aCTIeKThl MPUMEHEHHUs IU(PPOBHIX TUIATHOPM
JUIS TIOBBIIIEHUSI TOCTYITHOCTH, BOBJIEUEHHOCTH M YPOBHS SI3bIKOBOW KOMIIETEHIIMM B
YCIIOBHSIX HHKITIO3UBHOTO OOYYEHUSI.

B uccnenoBannu ucnonb30Baics cMenanHblii Meto1 (mixed-methods approach),
BKJIIOUAIOIIUI HAOJI0/IeHUE 32 yUeOHBIMU 3aHATUAMHM, HHTEPBbIO C TPENOAaBaTEIIMU 1
aHalu3 OT3BIBOB CTYACHTOB. B KkadecTBe OOBEKTOB H3y4YEHHMS paccMaTpHBaIOCh
MpUMEHEeHHe Takux miatdopmM, kak Google Classroom, Moodle, Kahoot u Zoom.

PesynbraThl  MCClENOBAaHUS — TMOKa3aid, YTO  LUGPOBBIE  IUIATPOPMBI
crocoOCTBYIOT AudHepeHIIUPOBAHHOMY O0YUCHHIO, TTOBBIIMIAIOT MOTHBAIIUIO YUAITUXCS
1 yJIy4IIaloT B3aNMO/ICHCTBHIE MEXy IPEnoaBaTes MU U cTyieHTaMu. Vcrionb30Banue
UHTEPAKTHUBHBIX MHCTPYMEHTOB, UTPOBBIX 3JIEMEHTOB M MEPCOHAIM3UPOBAHHBIX (HOpM
00y4YeHHUsI TIO3BOJIMIIO CO3JaTh THOKYI0, OPUECHTHPOBAHHYIO Ha 0OYYaromierocs cpemy,
KOTOpasi OTBeYaeT MHAMBUAYalIbHbIM 0Opa3oBaTesbHBIM HoTpedHOCTSIM. Kpome Toro,
(YHKIMU JTOCTYIMHOCTH — TaKHe KaK 03ByYHMBaHUE TEKCTa, CyOTHUTPBHI M BHU3yalbHas
nojepkKa — OOEeCHeYnsIi BO3MOXHOCTh IIOJIHOLIEHHOTO Y4YacTHsl CTYAEHTOB C
(¢u3NYeCKMMU 1 KOTHUTUBHBIMHU OTpaHMUYCHUSMU HapaBHE C APYTUMH 00yUYaIOIIMMUCS.

PesynbraThl Takke IMOMYEPKHYJIHM 3HAYUMOCTh LU(PPOBOH I'PaMOTHOCTH
mperoiaBaTesicil 1 X METOJOJIOTHYECKON KoMIeTeHTHOCTH. CrocoOHOCTh TMeaaroros
CO3/1aBaTh METOJMYECKH OOOCHOBAaHHBIC 3aHATHUS, COUETAIOIIUE OHJANH- W oduaiiH-
B3aMMOJICHCTBHE, SIBISCTCS KIIOUEBBIM YCIOBHEM YCIICIIHOM HHTErparuu Hu(pPOBBIX
TEXHOJIOTHI B MHKJIIO3UBHOE O0OyuYeHHE aHITUIICKoMy sA3bIKy. Ha OCHOBE MOyYeHHbIX
JAHHBIX TPEAJIOKEHBI MPAKTHUECKUE PEKOMEHAANNHU 110 ONTHMHU3ALNN HCIIOJIb30BAHUS
o0Opa3oBaTesbHBIX IUIaTGOpM Uil OOECNEeYeHUsT PABHOTO YYacTus, YCTOMYMBON
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MOTHBAllMM M Pa3BUTHS SI3BIKOBBIX HABBIKOB Bcex oOywarommxcs. [IpoBeaeHHoe
UCCIICIOBAaHUE CIOCOOCTBYET PAa3BUTUIO HMHKIIO3UBHON IM(POBOW MENAaroruku |
(hopMHUPOBaHHIO HHHOBAIIMOHHOM, TOCTYITHOW U MHKJTFO3UBHOW 00pa30BaTEIbHOM CPEIbI.

KiroueBble cjI0Ba: WHKIIO3UBHOE O0pa3zoBaHMe; IU(PPOBBIE IUIATHOPMEI;
oOyueHHe AaHIVIMHCKOMY SI3BIKY; CMEIIAaHHOE OOYYeHHE; JOCTYIHOCTh; OHJIANH-
WHCTpYMEHTHl  oOyuenms; Moodle; Zoom; Kahoot; Google  Classroom,;
nuddepeHIpoBaHHOE 00yYEHUE; BOBICUCHHOCTh CTYJICHTOB; MOJTOTOBKA I1E€aroros.;
aZlalITUBHOC O6y‘ICHI/IC; HWHKJ/IIO3UBHAA 1i€aaroruka.
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