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1. Introduction

EFL student teachers’ beliefs are central to shaping their instructional practices
and their openness to the principles of contemporary language teaching. They act
as filters through which aspiring teachers construe theories and apply them to
practices, ultimately affecting the effectiveness of education reforms. In the
context of Ukrainian reform, “The New Ukrainian School,” which aims to
innovate its schooling system, understanding such beliefs becomes crucial.
Despite the endorsement of contemporary language teaching by the reform and
its inclusion in teacher education curricula, traditional teacher-centered
methodologies with their emphasis on form-focused instruction, accuracy, and
explicit grammar teaching continue to persist in classrooms (L6rincz, 2025).

Consequently, exploring the beliefs of EFL student teachers can offer insights
into the developmental trends of language education in our country, as well as
factors affecting the adoption of modern approaches.

Beliefs reflect what teachers “know, believe, and think” (Borg, 2003, p. 81),
which at times appear to be contradictory. Beliefs are shaped by an array of
factors like prior learning experiences, cultural influences, and knowledge
acquired during initial teacher education (Borg, 2003). Given that beliefs
influence how student teachers interpret and act upon pedagogical knowledge, it
is important to understand how they evolve in the course of teacher preparation.
Pajares (1992) likened beliefs to filters that shape teachers’ perceptions of
educational settings, ultimately determining their instructional decision-making.

Literature observes that student teachers’ beliefs heavily depend on their
language learning experiences. Aspiring teachers form implicit beliefs about
effective teaching long before entering teacher education programs (Lortie,
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1975). Such early, prematurely formed impressions are prone to align with
traditional approaches like grammar-translation and teacher-centered
methodologies. Even after years spent in the university and exposure to current
methodologies, students persist in applying conventional approaches and are
impervious to aligning their practices with more current principles (Tang et al.,
2012). High-achieving students, knowledgeable in the theoretical foundations of
contemporary EFL teaching, are no exception and endorse grammar-focused
traditional approaches (L6rincz, 2023).

Nevertheless, the notion of rigidity in pre-existing beliefs among student
teachers has been questioned in several publications, in which teacher education
programs played a pivotal role in refining or even redefining students’ beliefs
(Gatbonton, 2008). Thus, Cabaroglu and Roberts (2000) view belief
development as an ongoing negotiation between personal and professional
growth. The researchers categorized the processes through which beliefs evolved
and emphasized that exposure to new theories and experiences could modify
initial beliefs held by language teachers or their reinforcement. However, belief
transformation in teacher education is non-linear and may be preconditioned by
personal reflections or teaching experiences.

Field experiences, comprising observation and teaching practicum, were also
shown to shape student teachers’ beliefs. Debreli (2012) reported that practical
experience, combined with a methods course, was a pivotal moment that allowed
prospective teachers to critically reflect on the feasibility of their acquired
knowledge in real classroom settings. Teaching practicum offers an invaluable
opportunity for student teachers to test their beliefs by experimenting with
contemporary approaches (L6rincz, 2023, 2025). However, its effectiveness is
contingent on the quality of mentoring and the alignment between practicum
contexts and the principles of instruction espoused by teacher education
programs (Zeichner, 2017).

In addition, reflective practices, such as maintaining teaching journals, action
research, participating in case study analyses, and peer discussion, have been
identified as tools for raising teachers’ awareness of beliefs (Borg, 2011; Farrell,
2018). Farrell and Ives (2014) found that reflecting on and articulating their
beliefs helped language teachers develop awareness of the meaning and influence
of beliefs on their instructional practices. Consequently, engagement in reflective
practices may lead to teachers’ deeper understanding of how these beliefs align
or diverge from modern principles of language education (Farrell, 2018).

In this respect, Farrell (2019) notes that many novice teachers find a
significant gap between the content delivered by their programs and the
exigencies of the classroom, mirroring a mismatch between their initial beliefs
and realities. Language teacher education programs should, therefore, strive to
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help students critically evaluate their implicit beliefs by fostering reflective
practices. By making a case for reflection, Farrell (2019) argues that it can help
language teachers make informed, context-sensitive decisions about their
teaching. The author contends that language teachers grow and develop by
regularly examining and evaluating their teaching approaches, which help them
become effective (Farrell, 2018).

In all, the existing literature showcases EFL student teachers’ beliefs as crucial
in shaping their teaching practices and their openness to contemporary
approaches in language education. Even so, while much attention has been paid
to theorizing on the development of beliefs, less is known about how EFL student
teachers’ beliefs manifest during initial teacher education in the context of
educational reform movements, such as the “New Ukrainian School.”

With this gap in mind, this study aims to look into the beliefs held by
Ukrainian EFL student teachers about contemporary language teaching
approaches. Accordingly, the study is guided by the following research question:
What are the prevailing beliefs of EFL student teachers about contemporary and
traditional language teaching approaches?

2. Method

2.1. Participants

The study involved 64 undergraduate students enrolled in the English Language
and Literature teacher education program in a higher education institution in
Ukraine. Their participation was voluntary and anonymous. The participants
were completing the fourth year of the bachelor program, which was their final
year of study. Forty-five were full-time students, while the remaining nineteen
attended a correspondent course. All participants had undergone an extensive
teaching practicum lasting six weeks in the current year. The students’ exposure
to school practicum, together with an eight-credit course in methodology,
positioned them as eligible candidates for exploring beliefs about language
teaching approaches.

2.2. Data collection and analysis

The study utilized a questionnaire developed by Lérincz (2023) to explore EFL
student teachers’ beliefs about language teaching approaches. In particular, it
looked into preferences across traditional language teaching (TLT) and
contemporary language teaching (CLT).
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The instrument comprises several thematic sections addressing principles of
traditional and recent teaching principles:

(a) Instructional orientation and language focus: the TLT section emphasizes
accuracy, explicit instruction of the language structure, and error-free
production. The CLT part prioritizes meaningful communication, fluency, and
contextualized grammar and vocabulary instruction. TLT discounts fluency in
speaking as unattainable in an EFL setting and views reading comprehension
with the help of a dictionary as more realistic. In contrast, CLT aspires to fluency
and functional competence in the target language.

(b) Procedures and techniques: the instrument contrasts traditional language
teaching techniques, like translation, drills, and textbook-centered learning, with
communicative activities, real-world tasks, role-plays, and authentic materials.

(c) Interaction: CLT recognizes the advantages of collaborative interaction
among students and incorporates pair and group work, while in TLT these forms
of student work are believed to be less effective than teacher-led activities.

(d) Language use: TLT heavily relies on students’ first language, and it does
not serve as the principal means of classroom interactions, while CLT stresses
the target language for classroom communication for teachers and learners alike.

(e) Teacher-centeredness vs. learners-centeredness: TLT advocates a teacher-
led instructional environment with teachers being the principal source of
knowledge and decision-makers in selecting learning content and activities.
Conversely, CLT promotes learner autonomy, where teachers facilitate learning
by considering learners’ needs and interests.

The instrument collected quantitative data on a 5-point Likert scale. The
choice fell on this questionnaire as it aligns with the study’s research objective to
examine prospective language teachers’ beliefs about the expediency of language
teaching methodologies. The data were collected via an online questionnaire and
analyzed utilizing the SPSS statistical package.

3. Results

This section provides insight into how the participants conceptualize the goals of
language education and the balance between traditional and contemporary
principles in their prospective teaching. The results are organized around the key
aspects of language instruction, including classroom orientation, instructional
procedures, interaction patterns, and teacher-learner roles.

Table 1 sets out the data on student teachers’ beliefs about the ultimate goals
of language instruction and classroom orientation.
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Table 1. Beliefs about goals and language focus
(M = mean; SD = standard deviation)

Orientation and language focus M SD
Goals
TLT
Becoming a fluent speaker of English is an unrealistic goal in the EFL 2.29 103
context.
A realistic goal of language teaching is the ability to read and
understand texts with a dictionary. 2.84 1.28
CLT
Becoming a fluent speaker of English is the ultimate goal of language | 4.13 0.89
teaching.
TLT
Focus on forms and accuracy
Knowing the rules of grammar is necessary for effective 352 105
communication. They help learners to talk to native speakers.
Explicit grammar teaching (teaching rules, doing grammar
exercises) should occur in almost every lesson. 3.28 1.02
Accurate use of language is the principal criterion of language
knowledge. 3-89 091
The teacher should present words and grammar structures in
. . . . 3.78 0.92
isolation so that learners understand their meaning and usage.
The teacher should emphasize correct language production

. 4.25 0.82

(students speak and write correctly).
Over-emphasizing communication in the lessons leads to students’
inability to speak correctly. 3.06 1.08
One has truly mastered a language only if they speak without errors. 3.2 1.21
CLT
Focus on fluency and meaning
The teacher should focus on developing students’ ability to engage in 447 0-83
real-life communication in English.
Grammar structures and words are best taught in the meaningful 4.09 0.79
context.
Knowledge of grammar rules is not enough for effective communication.
It is possible to speak fluently without knowing the rules. 372 113
Some grammar structures can be taught implicitly (without rules). 3.64 1.12
The primary focus of the lesson should be meaningful language use, 8 8
with some attention given to the form (grammar, words). 3-94 0-54
The ability to communicate ideas effectively and appropriately for the
context is more important than producing grammatically correct | 3.72 0.83
sentences.
Students should be taught to do things with language, i.e., apologize, 444 0.83

promise, invite, agree or disagree.
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The participants’ beliefs about the goals of language teaching revealed a
definitive preference for fluency in English (M=4.13) in line with the principles of
CLT. Conversely, the students rejected the idea that fluency was an unrealistic
goal rating it much lower (M=2.29). With regard to language focus, the
participants moderately endorsed traditional views with an emphasis on
accuracy and explicit grammar teaching. The highest-rated statement in this
category concerned correct language production (M=4.25), thus prioritizing
accurate language use. However, the beliefs that explicit grammar teaching
should occur in every lesson (M=3.28) or that language mastery equals accuracy
(M=3.2) showed only moderate support. Students were also partly skeptical
about the notion that overemphasizing communication may result in learners’
low accuracy (M=3.06). The principles underscoring fluency and meaningful
communication underlying CLT received the highest overall ratings. Of these,
developing skills of engaging in authentic communication (M=4.47), teaching
language functions (M=4.44), and contextualized grammar teaching (M=4.09)
had the highest mean scores. Students also moderately supported the idea that
some structures can be taught implicitly (M=3.64) and that knowing grammar is
insufficient for effective communication (M=3.72).

Hence, the data suggest a clear preference for CLT over TLT. Although the
participants recognize the significance of accuracy and explicit instruction, their
beliefs strongly align with real-world communication. Overall, they favor a
balanced approach with an inclination toward CLT principles.

Table 2 displays the findings of the study of student teachers’ beliefs about
classroom procedures and techniques.

Table 2. Beliefs about classroom procedures
(M = mean; SD = standard deviation)

Classroom procedures M SD

TLT

Translation should be a central part of the lesson.

The teacher should strive to cover all material and exercises
included in a textbook.

Analysis of syntactic structures is indispensable for effective learning

3.56 0.83

2.97 1.01

and should be regularly used in the lessons. 3.16 0-88
Memorization of dialogues and texts is essential in language teaching. 2.98 0.99
Tasks teaching the correct use of language should prevail in the lessons. 3.83 0.88
Drills (e.g., exercises in which learners repeat sentence patterns,

changing them slightly) are extremely effective in language teaching. 3.88 0.88
CLT

The teacher should use activities that resemble real-world tasks. 4.22 0.92
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Classroom procedures M SD
Activities simulating real-life communication should prevail in the
lessons. 4-23 095
The teacher should supply learners with additional materials apart
from course books based on students’ individual needs. 427 0.78
Using games and role-plays simulating real-life communication is
essential for language learning. 439 0-83
The teacher should use authentic materials (e.g., magazine or
newspaper articles, advertisements, travel brochures, menus) in | 3.78 1.13
teaching English.

Similar to the previous category, the participants’ beliefs about instructional
procedures indicate a clear preference for CLT, especially communicative
approach and task-based instruction. Thus, using activities like games and role-
plays stimulating authentic communication (M=4.39) and real-world tasks
(M=4.22) scored the highest. Students are also convinced that activities
encouraging authentic communication should prevail in the lessons (M=4.23). At
the same time, a significant part of the respondents supports the belief that
lessons should mainly include activities teaching accurate language use
(M=3.83). Translation (M=3.56), drills (M=3.88), and analysis of structures
(M=3.16) were also moderately supported. Hence, traditional teaching practices
are not unanimously favored.

The results on group interaction perceptions (Table 3) demonstrated a strong
support for collaborative learning in line with CLT principles. The highest score was
obtained for pair- and group work effectiveness (M=4.03), while teacher-led (M=2.7.)
and whole-class work (M=2.84) were not given precedence by the participants.

Table 3. Group interaction and their perceived effectiveness
(M = mean; SD = standard deviation)

Group interaction M SD

TLT
Pair- and group work is very time-consuming and less effective than 2.7 1.02
teacher-led work.

Learning as a whole class is more effective than pair- and group work.
Small group work can be used in the lesson only occasionally. 2.84 1.07
CLT

Pair- and group work is effective because it facilitates genuine

communication among students. It should be a regular part of a lesson. 403 104

Student teachers’ beliefs about language use (Table 4) in the instructional
process likewise align with CLT. The participants were convinced of the utility of
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interactions in the target language (M=4.3) and its predominant use (M=4.14),
and they mainly rejected the idea that teachers can frequently resort to the
learners’ first language (M=3.27).

Table 4. Language use preferences: native language vs. target language
(M = mean; SD = standard deviation)

Language use M SD

TLT
Teaching English can take place in the native language of students | 3.27 0.88
whenever necessary (even for half of the lesson or more).

It is unrealistic to expect students to communicate with one another

or the teacher in English. 217 t
CLT

The teacher should speak English rather than the learners’ mother

tongue in the lesson. 414 0-89
Students should use English to communicate with one another and 43 0.79

the teacher.

Contrary to previous observations, students’ beliefs about learner and teacher
roles ran counter to the contemporary learner-centered paradigm. While they
acknowledged that a language teacher was mainly a facilitator of learning
(M=4.33) who carefully considered learners’ needs and interests (M=4.05), they
still thought it unreasonable to let students decide for themselves how and what
to learn (M=2.98) as they were not sufficiently competent (M=3.38).
Additionally, they most likely adopted an authoritative teaching style by carefully
controlling all proceedings in the lessons (M=4.27), and by believing that their
principal responsibility was to transmit knowledge (M=4.1).

Table 5. Beliefs about teacher and learner roles
(M = mean; SD = standard deviation)

Roles M SD

TLT
It is almost impossible to teach English taking into account each
student’s interests and needs. It is too much of an imposition on the 3:34 t
teacher (asking too much of a teacher).
The teacher should carefully control the procedure of the lesson. 4.27 0.8
The teacher should carefully lead all discussions in the lesson. 3.83 0.9
The teacher knows better what students need to know and how they

3.52 0.98
should learn.
The teachers’ principal responsibility is to transmit knowledge, e.g.,
by explaining new material and directing activities. 41 0-89
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Roles M SD
The students are not competent enough to select the material and
tasks to work on in the lesson or as homework. 3.38 0.92
CLT
Learners should take responsibility for their learning. 4.14 0.91
The teachers’ principal role is to facilitate learning (help students learn). 4.33 0.87

The teacher should allow students to select what they want to learn
and do in the lessons.

Students learn best when they can explore the material for themselves. 3.73 0.98
The teacher should organize teaching taking into account students’
interests and needs.

2.98 1.18

4.05 0.92

The analysis of participants’ beliefs about language teaching approaches and
methods (Table 6) revealed a balanced stance. For one thing, students
unanimously support the belief that all language skills should be developed
holistically (M=4.55), respect for learners (M=4.59), cooperation among students
(M=4.02), and target language interaction as the foundation of language
acquisition (M=4.41). Moderate support was documented for task-based learning
(M=3.55), content-based instruction (M=3.38), and integration of technologies or
computer-assisted language learning (M=3.8). However, repetition and habit
formation underlying audiolingualism (M=4.31) and careful attention to
language forms as the basis of language teaching (grammar-translation)
(M=3.58) also indicate robust support.

Table 6. Attitudes towards approaches and methods
(M = mean; SD = standard deviation)

Approaches and methods M SD

TLT
Careful attention to language forms (e.g., grammatical structures, | 3.58 0.92
words, phrases) is the basis of language teaching.

Repetition is the basis of language learning, because it helps develop

language habits. 431 0-81
Reading comprehension is the main skill worth emphasizing.

3.1 0.88
CLT
Interaction (communication) in the target language is the basis of
language learning. 441 | 083
The teacher should provide a balanced practice in all four language
skills (speaking, writing, reading, and listening) 455 | 083
Language is best learned when one is solving meaningful tasks and 355 0.01

not analyzing language elements.
The class atmosphere is more important than activities in the lesson. | 3.42 0.92
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Approaches and methods M SD
Students learn the language best when the teacher shows respect
and cares for them. 459 077
Students’ cooperating and interacting with one another facilitates
language learning. 402 0-89
Language is learned effectively when dealing with the material from
other disciplines that interest students (e.g., history, literature,
geography). It is not necessary to make language forms (e.g., words, 3.38 1.05
grammar, pronunciation) the central focus of the lesson.
Modern technologies are indispensable in language teaching. 3.8 0.91

Figure 1 visualizes the results of the comparative analysis of student teachers’
beliefs about principles of language instruction.

Figure 1. Comparison of beliefs

?\\
-
o

Goals

Language
Procedures
focus Group work
and Language Rol
techniques use oles
B TLT=83,7600 CLT=89,0400

Overall, the summative findings indicate the participants’ preference for
contemporary language teaching approaches with selective endorsement of
TLT principles. Although authentic communication and interaction in the
target language were central to students’ understanding, linguistic accuracy
and attention to language forms also featured centrally. As such, the
participants’ beliefs tend to align with CLT, which advocates for eclectic and
adaptable teaching practices.
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4. Discussion

While the principles of contemporary language teaching are widely promoted in EFL
education, the extent of their endorsement by aspiring teachers remains
underexplored. Therefore, this study looked into the beliefs of EFL student teachers
about contemporary approaches as they intersect with traditional language teaching.

The findings reveal that though the participants mainly favored principles of
contemporary approaches by fostering fluency, meaningful interactions in the
target language, and collaborative learning, they also moderately supported
features of TLT like grammar-focused instruction, accuracy, repetition, and
teacher-centeredness. Given this, student teachers’ responses may reflect
openness to a balanced approach and eclecticism, where both innovation and
adherence to verified through time traditional practices are combined.

As such, these results echo prior research demonstrating that language
teachers tend to combine the strengths of CLT and TLT to meet diverse learner
needs (e.g., Scheffler, 2013; Ellis, 2016; Lérincz, 2023, 2025). The findings also
align with Borg (2003), who studied the interplay between pre-existing beliefs
and professional growth during teacher education and development. The moderate
support for traditional practices like drills, accuracy, and translation may also point
to the influence of prior language learning experiences or classroom realities. Such
persistence of traditional beliefs corroborates the observations of Tang et al.
(2012), who noted a deep-rooted impact of learning experiences.

Interestingly, the participants’ beliefs about teacher and learner roles
disclosed a tension between learner autonomy central to CLT and traditional
views of teacher authority. Even though they were convinced that teachers
should act as facilitators of language learning, they were reluctant to relinquish
control, showing their reservations about learner-centeredness. Such a duality of
views reflects Farrell’s (2019) observations regarding the gap between course
content delivered at universities and its practical construal in the classroom by
novices. Accordingly, to bridge this gap, teacher education programs should
encourage student teachers to use aspects of traditional approaches more
judiciously, leveraging their strengths while prioritizing communicative goals.

5. Conclusions

The study looked into EFL student teachers’ beliefs about contemporary and
traditional language teaching, with the aim of disclosing their instructional
preferences. The findings provided insights into how prospective teachers
perceived and reconciled the principles of CLT with those of TLT. Although the
participants demonstrated a strong inclination toward contemporary
methodology, including meaningful target language interactions, focus on
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fluency, and collaborative learning, they also partly believed in the utility of
traditional aspects, especially emphasizing accuracy, focus on grammar, and
teacher-centeredness. While these may appear as conflicting views, their
preferences may reflect an acceptance of post-methodology and an openness to
eclectic principles founded on informed decision-making by teachers in selecting
context-bound teaching approaches. The participants underscored holistic
language instruction and the utility of communicative competence, as shown by
their support of target-language interactions, contextualized grammar instruction,
and cooperative learning. At the same time, the persistence of traditional beliefs
points to the impact of prior learning experiences and classroom realities.
Encouraging prospective teachers to critically evaluate the principles of traditional
and contemporary approaches can support the goals of the New Ukrainian school
reform of fostering communicative, learner-centered instruction adapted to
Ukrainian educational realities. Future research could look into cross-cultural
differences between student teachers’ beliefs to understand how contextual factors
affect the adoption of the principles of CLT and TLT in language education.
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EFL student teachers’ beliefs about contemporary language teaching approaches
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Marianna Ldérincz, DSc, professor. Ferenc Ré&kdczi II Transcarpathian Hungarian
University, Department of Philology, full professor. lorinc.marianna@kmf.org.ua,
ORCID: 0000-0002-2206-7113.

Beliefs held by aspiring EFL teachers are foundational to their pedagogical practices,
affecting their conceptualization, evaluation, and implementation of contemporary
language teaching approaches. In the context of the reform movement “New Ukrainian
School,” disclosing the nature of these beliefs is critical to implementing the stipulated
innovations into classroom practices. Therefore, this study explored prospective
language teachers’ beliefs regarding contemporary and traditional language teaching.

A survey was conducted among 64 final-year undergraduate students enrolled in an
English Language and Literature education program. The questionnaire assessed their
beliefs across domains of language instruction, such as goals, classroom procedures,
language use, and teacher/learner roles. Quantitative data analysis revealed a strong
preference for principles underlying contemporary language teaching, particularly
those emphasizing fluency, target language use, and cooperative learning. However,
the respondents also expressed moderate support for aspects of traditional language
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teaching, such as explicit grammar instruction, accuracy, repetition, and teacher-
centeredness. Such duality suggests students’ inclination for eclecticism and post-
method pedagogy, where pre-service teachers selectively apply principles from both
instructional paradigms to suit specific contexts. The findings point to the complexity
of beliefs development during initial teacher education, underscoring the need for
targeted methodological intervention to raise students’ awareness of their tacit beliefs.

Keywords: English as a foreign language, learning, teaching, approaches, methods,
contemporary vs. traditional, teacher beliefs, EFL student teachers.

IMorssiayu Mai6yTHIX yunTesIiB iHO3eMHMX MOB Ha Cy4JacHi
JIHTBOAMIAKTUYHI IiIX0IM

JleBpinn, IOpiit. 3akaprmaTcbkuili yropcbkmii yHiBepcuTeT iMeHi ®epenna Paxomi II,
Kadenpa ¢inosorii, 3mobyBau mepiioro (6aKasaBpChKOTO) PpiBHS BUIIOI OCBITH.
lorincz.gyorgy.bl21an@kmf.org.ua, ORCID: 0009-0005-6725-5213.

JleBpinn MapiaHHa, JJOKTOP IeIarorivHMUX HayK, Mpodecop. 3aKaprinaTChbKuii yTOPChKUI
yHiBepcuTeT iMeHi ®epenma  Pakomi I, kadempa  disosorii, mpodecop.
lorinc.marianna@kmf.org.ua, ORCID: 0000-0002-2206-7113.

CTaTTsI IPUCBSIYEHA TOCITI/HKEHHIO TOTJISIZIIB MAaOYTHIX YIUTETiB aHTJTiICBKOI MOBM SIK
1HO3eMHOI 100 TPAAULIIMHUX i Cy4aCHMX IMiAXO/IIB /0 BUK/IQJaHHS iHO3eMHMX MOB. 3
ypaxyBaHHSIM IIPIOPUTETIB OCBITHHOI TOJIITUKY YKpaiHu, BU3HaYeHuX pepopmoro «Hosa
YKpalHCbKa IIKOJIa», sIKa OPi€EHTYEThCS Ha GOPMYBAHHS iHIIOMOBHOI KOMYHiKaTUBHOI
KOMITETEHTHOCTI, aKTya/Ti3yEThCsI HEOOXiJIHICTh BUBUEHHS PiBHS TOTOBHOCTI CTYZIEHTIB
JT0 BIIPOBADKEHHS iHHOBAIIMHUX 3MiH y MpodeciiiHiil AisUTbHOCTI. Y 3B’I3Ky 3 IUM
MeTOI0 JIOCJTi/DKEHHS € 3’sICYBaHHSI CTaBJIEHHS 37100yBaviB BUIIOI OCBITH JI0 JTOLIBHOCTI
3aCTOCYBaHHSI CyYaCHMX JIHTBOJAMAAKTUYIHUX IIAXO/B 1 METO/IiB, @ TaKOXX BUSIBJIECHHS
IxHiX IpodeciiiHNX yI10/106aHb.

Y [OCTHiDKeHHI BMKOPMCTAHO MeTOJ, aHKeTYBaHHSI 3 IOJasblIO CTaTUCTUYHOIO
00poOKOI0  JaHMX. BUMOIpKY CTaHOBWIM INNCTZECSIT YOTMPHM 37100yBadi IepIoro
(baxaytaBpCHKOTrO) PiBHS BUILOL OCBITH, SIKi 3aBepIUM/IM BUPOOHNIY IeZaroriqHy IpaKTUKY
Ha 4eTBepTOMYy Kypci. Pe3ysbTaTy aHaslizy 3acBiAUMIN IepeBaKHY IATPUMKY CydacHUX
JHHTBOAVIAKTUYIHMX TIPUHLMIIB, TaKMX SIK OpIi€HTAIisT Ha (OpPMYyBaHHS iHITOMOBHOL
KOMYHIKaTMBHOI KOMITETEHTHOCTI, BUKOPVMCTAHHSI aHTJICHKOI MOBM SIK OCHOBHOT'O 3aC00y
KOMYHIKaIlii i 4ac 3aHsITh, @ TaKOXX OpraHisalis poboTH y rpymax i mapax. BogHouac
PECHOH/IEHTH YaCTKOBO BM3HAIOTh JOLUIBHICTD BUKOPUCTAHHS TPAAMLIMHMUX IMiAXOMAIB —
30KpeMa, Yepe3 aklleHT Ha I'paMaTH4Hil TOYHOCTI, eKCIUTILMTHE HaBYaHHS 'paMaTUKY Ta
TIPOBiAHY POJIb BUKJIaava.

OTpyMaHi pe3y/ibTaTM CBiAYaTh IpPO IIParHEHHSI CTYAEHTIB [0 eKJIeKTUYHOro
MiJIX0y y BMKJIQJaHHI iHO3EMHMX MOB, IO Iepefbadae THYUKe IOE€JHAHHS Pi3HUX
MeTO/MK 3aJIeXKHO Bif] OCBITHBOTO KOHTEKCTY Ta ITOTped 300yBadiB OCBITH.

Knrouoei cnoea: aHenilicbka M08a SIK IHO3eMHA, 3aC80EHHS MO8U, BUKAA0aHHS THO3EMHUX
Mo8, nidxid, memood, cydyacHull, mpaduyiliHuil, mMalubymHi yuumeni aH21ilicbkoi MO8,
nozaa0u euumenis.



66 Gyorgy Lérincz, Marianna Lérincz

Az angol szakos tanarjeloltek nézetei a modern nyelvoktatasi megkozelitésekr6l

Lérincz Gyorgy. II. Rakoczi Ferenc Kérpataljai Magyar Egyetem, Filolgia Tanszék, BA-
hallgaté. lorincz.gyorgy.bl2ian@kmf.org.ua, ORCID: 0009-0005-6725-5213.

Lérincz Marianna, a pedagégiai tudomanyok doktora, professzor. II. Rakéczi Ferenc
Karpéataljai Magyar Egyetem, Filol6gia Tanszék, professzor. lorinc.marianna@kmf.org.ua,
ORCID: 0000-0002-2206-7113.

A leend6 angol mint idegen nyelv tandrok véleményei és attitlidjei alapvetSen
meghatarozzak pedagogiai gyakorlatukat, ezaltal befolyasolva a kortars nyelvoktatasi
megkozelitések értelmezését, értékelését és hasznalatét. Az ,Uj ukran iskola” oktatasi
reform kontextusdban e vélekedések természetének feltdrasa kulcsfontossagti az el6irt
innovéacidk tantermi gyakorlatba val6 bevezetéséhez. Ennek megfelelSen a kutatas a leendd
nyelvtanarok kortars és hagyomanyos nyelvoktatassal kapcsolatos nézeteit vizsgalta.

A felmérést 64 végzGs BA-hallgaté korében végeztiikk el, akik angol nyelv és
irodalom tanarképzésben vettek részt. A kérd6iv a nyelvoktatas kiilonbozd teriileteire
vonatkoz6 nézeteket mérte fel, mint példaul az oktatds céljai, a tandrai eljarasok, a
nyelvhasznalat, valamint a tanar és a tanulé szerepkorei. A kvantitativ adatelemzés
erfs preferenciat mutatott a modern nyelvoktatds alapelvei irant, kiilonosen a
folyékony nyelvhasznalat, a célnyelv alkalmazdsa és az egytittmtikodésen alapuld
tanulds hangstlyozasa tekintetében. Ugyanakkor a véalaszadék mérsékelt tdmogatast
fejeztek ki a hagyomanyos nyelvoktatds egyes elemei irant is, mint az explicit
nyelvtanoktatds, a grammatikai pontossag, az ismétlés és a tanarkozpontasag. Ez a
kett6sség a hallgatok eklektikus szemléletére és a posztmetédus pedagodgia iranti
nyitottsdgara utal, amelyben a tanarjeloltek mindkét oktatasi paradigmabdl szelektiven
alkalmaznak elveket az adott kontextushoz igazodva. Az eredmények réavilagitanak a
tanarszakos hallgatok nézeteinek Osszetettségére a tandrképzés soran, és
hangstlyozzak a célzott mddszertani beavatkozasok sziikségességét a hallgatok rejtett
attitdjeinek tudatositasa érdekében.

Kulcsszavak: angol mint idegen nyelv, tanulds, tanitds, megkozelitések, mddszerek,
kortars vs. hagyomanyos, tanari nézetek, tanarjeloltek.
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