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EDITORS’ NOTE

Welcometothefirstissue of OMNIALANG: International Journal of Language Continuum (OMNIA-
LC) The launch of a new academic publication is not an administrative act, but the beginning of a
new intellectual community and a conscious engagement in contemporary scientific discourse.
We didn't want to add yet another publication to the ever-expanding universe of academic
publishing; rather, we conceived of OMNIA-LC as addressing a fundamental and pressing need:
the need for a truly interdisciplinary space that perceives language, literature, linguistics, and
translation not as separate silos, but as spheres of human experience inextricably linked.

For decades, the architecture of academia has generally encouraged compartmentalisation.
Linguistics, literature, education and translation studies have often functioned inside their own
setborders, with their own methodology, theoretical frameworks and institutional structures. This
specialisation has certainly given us deep discoveries, but it has sometimes clouded the wider
and messier picture of how language truly functions in the real world. At the core of OMNIA-LC
this fragmentation is fundamentally rejected. We work on the basis that language is not a static,
inflexible system of laws to be dismembered in a vacuum. Rather, it is a vibrant and alive
continuum, a fluid reality that is constantly made and remade by culture, history, power relations
and the complex depths of human experience.

The idea of the “continuum” that proudly occupies the title of our journalis our guiding philosophy
and our epistemological standpoint. A continuum is the feeling of continual development, a
landscape where discrete features merge together without clear boundaries. When we interpret
language in this way established boundaries begin to blur. Literature is known as not merely an
aesthetic activity but also as applied linguistics and a historical account of social consciousness.
Translation becomes a mechanical act of equivalency of language and a significant site of cultural
negotiation. It is a bridge across the continuum facilitating or challenging the transmission of
power and ideology. Similarly, language education is seen as more than just the teaching of
grammar and vocabulary. It is also a socio-political act that gives people the power to discover
their voice within this wider spectrum.

Our main objective is to promote open and pluralistic academic dialogues by placing OMNIA-LC
at the confluence of humanities and social inquiry. The world today demands scholarship that
puts diversity, justice and ethical responsibility at the centre of knowledge production.
Historically, academic publishing has often been tilted toward certain hegemonic paradigms and
epistemologies flowing from particular geographic and intellectual hubs. OMNIA-LC is firmly
committed to opposing mainstream narratives. We welcome debate between different academic
traditions and are open to work that challenges established conventions and offers novelinsights
on how language functions in local and global, privileged and underprivileged situations.

To embrace epistemic variety is not to adopt one methodological or theoretical direction. We
believe that qualitative, quantitative, theoretical and applied approaches all have important
locations along the continuum. What counts is not the worship of any particular orthodoxy of
methodology but the critical and complete engagement with language in all its dimensions. We
seek research that challenges the bounds of traditional enquiry and explores the infinite
interconnections of language, literature, culture and society. Be it investigating the intricate
mechanics of linguistic systems, the profound depths of literary expression, the multi-faceted
processes of translation or the transformative potential of language education, we seek to
showcase scholarship that captures the true breadth, fluidity and limitless potential of human
communication.



The construction of a platform capable of answering such large questions is the work of a brave
and reflective academic community. The first issue’s launch is the first step in building that
community. OMNIA-LC is intended as a lively platform for the exchange of information and
viewpoints by early-career as well as senior researchers, a platform for discussion of competing
hypotheses and cross-disciplinary collaboration. We hope that the gathering of research from
different geographical, cultural and philosophical backgrounds will make a significant
contribution to current discussions which inform our understanding of human communication.

The realisation of this first edition was made possible by the tremendous effort of many people.
We thank our editorial and advisory boards for their expertise and support in shaping the vision
for this magazine. We also sincerely thank our rigorous peer reviewers, who have volunteered their
time to uphold the highest standards of academic integrity and provide critical feedback. Above
all, we would like to thank the contributing writers of our early issues, who believed in the concept
of a new journal and who shared their significant intellectual labour with OMNIA-LC.

As you open the pages of this first volume, we welcome you to enter the continuum. We call upon
researchers, educators, translators and literary scholars to participate in this continuous
discourse, to question the known limits of one’s speciality, and to delve into the endless and
interrelated aspects of language.

Prof. Dr. Yonca OZKAN Dr. Mustafa KARA

Editor-in-Chief Associate Editor



AIMS AND SCOPE

OMNIALANG: International Journal of Language Continuum (OMNIA-LC) aims to provide an
international and interdisciplinary scholarly platform for high-quality research that examines
language as a dynamic, relational, and socially embedded continuum. The journal seeks to
advance critical and innovative perspectives across the interconnected domains of language,
literature, linguistics, and translation studies.

OMNIA-LC is committed to fostering inclusive and pluralistic academic dialogue by encouraging
research that engages with issues of diversity, equity, voice, representation, power, and ethicsin
language-related inquiry. The journal welcomes contributions that challenge disciplinary
boundaries, question dominant paradigms, and offer reflective or critical insights into how
language functions within cultural, historical, educational, and global contexts.

The scope of the journal includes, but is not limited to, the following areas:

e English Language Teaching (ELT) and language education

e language education, curriculum studies, and teacher education

e Linguistics, including applied linguistics, sociolinguistics, discourse studies, pragmatics,
and critical linguistics

e English Language and Literature

e Comparative, World, and Transnational Literature

e Translation and Interpreting Studies

e Literary, cultural, and linguistic representations of identity, gender, power, and ideology

e Interdisciplinary studies bridging language, literature, culture, and education

OMNIA-LC particularly values interdisciplinary and cross-cultural research that situates
language within broader social and cultural frameworks and that contributes to international
scholarly conversations. The journal welcomes empirical, theoretical, and conceptually driven
studies that demonstrate academic rigor, originality, and a clear contribution to the field.

By bringing together scholars from diverse geographical, cultural, and intellectual traditions,
OMNIALANG: International Journal of Language Continuum aims to serve as a critical space for
dialogue and knowledge production on language and its multiple continuities across disciplines
and societies.



ETHICAL PRINCIPLES AND PUBLICATION POLICY

OMNIALANG: International Journal of Language Continuum (OMNIA-LC)is committed to
upholding the highest standards of publication ethics, academic integrity, and scholarly
responsibility. The journal recognizes ethical publishing as a fundamental component of credible
and sustainable academic knowledge production and expects all parties involved in the
publication process to adhere to ethical best practices.

Ethical Framework

OMNIA-LC follows internationally recognized ethical standards in academic publishing and
aligns its practices with the principles outlined by the Committee on Publication Ethics (COPE).
Ethical considerations guide all stages of the editorial and publication process, from manuscript
submission to post-publication conduct.

Responsibilities of Authors
Authors submitting manuscripts to OMNIA-LC are expected to ensure that their work:

e isoriginal and has not been published previously, noris it under consideration elsewhere

e accurately acknowledges all sources through appropriate citation and referencing

e avoids all forms of plagiarism, including self-plagiarism, data fabrication, falsification,
and misrepresentation

o properly credits all contributors and lists only those who have made a genuine scholarly
contribution as authors

e discloses any potential conflicts of interest that may influence the research or its
interpretation

For studies involving human participants or sensitive data, authors are expected to comply with
relevant ethical standards and regulations and to obtain necessary ethical approvals and
informed consent where applicable.

Responsibilities of Editors

Editors are responsible for ensuring a fair, transparent, and unbiased editorial process. Editorial
decisions are based solely on the academic merit, originality, relevance, and clarity of the
submitted work, without discrimination on the basis of gender, nationality, institutional
affiliation, political orientation, or personal beliefs.

Editors are also responsible for:

¢ maintaining the confidentiality of submitted manuscripts

e avoiding conflicts of interest

e taking appropriate action in cases of suspected ethical misconduct

e ensuringthat the peer review process is conducted objectively and responsibly

Responsibilities of Reviewers
Reviewers are expected to contribute to the editorial process through objective, constructive, and
timely evaluations of submitted manuscripts. Reviewers must:

e treatall manuscripts as confidential documents

e provide fair and scholarly assessments supported by clear reasoning

o identify relevant published work that has not been cited by the authors
e reportany suspected ethicalissues or conflicts of interest to the editors



Peer Review Policy

OMNIA-LC employs a double-blind peer review process in which the identities of both authors
and reviewers are concealed. Each manuscript is reviewed by at least two independent experts
in the relevant field. In cases of conflicting evaluations, additional reviewers may be consulted.
Final publication decisions rest with the Editor-in-Chief.

Plagiarism and Misconduct Policy

The journal operates azero-tolerance policy toward plagiarism and unethical publishing
practices. Allsubmissions may be screened using plagiarism detection software prior to or during
the review process. Manuscripts found to violate ethical standards may be rejected at any stage
of the editorial process.

In cases where ethical misconduct s identified after publication, OMNIA-LC reserves the right to
issue corrections, expressions of concern, or retractions in accordance with COPE guidelines.

Conflict of Interest

All authors, editors, and reviewers are required to disclose any financial, institutional, or personal
relationships that could be perceived as influencing the evaluation or interpretation of a
manuscript. Transparency in potential conflicts of interestis considered essential to maintaining
trustin the scholarly record.

Publication Policy

OMNIA-LC publishes original scholarly work that contributes meaningfully to international
academic discussions in the fields of language, literature, linguistics, and translation studies. By
submitting a manuscript to OMNIA-LC, authors acknowledge that they have read, understood,
and agreed to comply with the journal’s ethical principles and publication policies.



CONTENTS
Volume 1, Issue 1, 30.06.2026

Acknowledgements

Using Short Stories in EFL Classrooms for Teaching Practice 1
Aykut DEMIRYUREK
https://doi.org/10.5281/zenodo.20180557

Beyond the Partition of India and Pakistan: An Insight into Sensory Studies in Saadat Hasan
Manto’s Stories 13
Tanishka PATHANIA

https://doi.org/10.5281/zenodo.20181649

Teachers’ Views on Leadership and Management in Higher Education EFL Contexts: A Qualitative
Investigation in Tiirkiye 24
Cemile BUGRA & Sezer Alper ZEREYALP

https://doi.org/10.5281/zenodo.20182168

An Investigation of the Motivational Dynamics of Preparatory School Students Learning English as
a Foreign Language 49
Seda GULER & Hacer KACAR

https://doi.org/10.5281/zenodo.20207064

Think Like Them? A Self-Reflection on Teaching Culture in EFL Classes 62
Tolunay EKiz
https://doi.org/10.5281/zenodo.20244894

Expressing Negation During the Multiword Stage of Language Development 74
Meryem CALISKAN
https://doi.org/10.5281/zenodo.20616289

Inteligencia artificial y ensenanza del espafiol en las universidades eslovacas 87
Vivek CHATURVEDI
https://doi.org/10.5281/zenodo.21001456



https://doi.org/10.5281/zenodo.20180557
https://doi.org/10.5281/zenodo.20181649
https://doi.org/10.5281/zenodo.20182168
https://doi.org/10.5281/zenodo.20207064
https://doi.org/10.5281/zenodo.20244894
https://doi.org/10.5281/zenodo.20616289
https://doi.org/10.5281/zenodo.21001456

ACKNOWLEDGEMENTS

The editorial team of OMNIALANG: International Journal of Language Continuum (OMNIA-LC)
would like to express its sincere gratitude to everyone who contributed to the successful
publication of this inauguralissue.

We are deeply thankful to our authors for placing their trustin a newly established journal and for
sharing their valuable scholarly work.

We also extend our heartfelt appreciation to our reviewers, whose careful evaluations,
constructive feedback, and academic expertise have played a crucial role in ensuring the quality
and integrity of the publication.

Special thanks are due to the members of our Advisory Board for their guidance, encouragement,
and support during the establishment of OMNIA-LC.

Finally, we acknowledge the dedication of the editorial team and everyone who contributed to the
preparation and publication process of Volume 1, Issue 1.

We are grateful for this collective effort and look forward to the continued growth of OMNIA-LC as
an international platform for scholarly dialogue.

Prof. Dr. Yonca OZKAN Dr. Mustafa KARA

Editor-in-Chief Associate Editor



OMNIALANG

OMNIALANG: International Journal of Language Continuum
2026, Vol.1,n0.1,1-12

https://doi.org/10.5281/zenodo0.20180557 R
Research Article OMNIA-LC

Using Short Stories in EFL Classrooms for Teaching Practice

Aykut DEMIRYUREK' (® 0000-0003-1052-3588

ARTICLE HISTORY ABSTRACT
Received 24 Feb 2026 This study investigated the pedagogical benefits of short stories in English as a
Foreign Language (EFL) classrooms through a narrative literature review. The aim
of this research was to offer instructors and researchers a clear synthesis of
empirical findings on the use of short stories as instructional tools in EFL
KEYWORDS teaching. Results revealed that short stories could support language
short stories; EFL classrooms;  development across four domains: linguistic proficiency, cognitive

Accepted 7 May 2026

motivation; critical thinking; development, affective outcomes, and intercultural communicative
intercultural communicative  competence (ICC). Consistent improvements were observed in vocabulary
competence;.foreign retention, grammar awareness, reading comprehension, and productive skills
language anxiety when short stories were integrated into structured teaching. Short—story-based

EFL teaching was also associated with lower levels of foreign-language anxiety
and higher levels of learner motivation. In addition, short stories featuring diverse
cultures were found to contribute to intercultural awareness through careful text
selection and clear pedagogical purpose. Overall, the study suggests that short
stories can be regarded as integrated pedagogical resources that combine
language form, meaning construction, cognitive engagement, and cultural
reflection within a single instructional framework.

Introduction

Literature in English as a Foreign Language (EFL) classrooms is no longer limited to grammar-
translation methods. Instead, literary texts are increasingly integrated into communicative and
learner-centred approaches (Aguda & Delute, 2025; Susilowaty et al., 2025). In modern EFL
settings, instructional priorities include functional skills as well as critical thinking, cultural
awareness, and student engagement. This development has increased the pedagogical
relevance of literary genres that combine linguistic input with narrative meaning. Within this
framework, literature, particularly short stories, has attracted sustained pedagogical interest
(Collie & Slater, 1987; Hussein, 2025; Lazar, 1994; Maulidia, 2023; Pardede, 2021)

As Edgar Allan Poe described, the short story offers a unity of effect that can be experienced in
a single sitting (Abrams, 1971). This structural unity allows learners to follow a complete
narrative from beginning to end while engaging with authentic language in meaningful contexts
(Abdalrahman, 2022; Abdulrazzaq et al., 2024). Because short stories are shorter than other
literary texts, they reduce cognitive load and enable more focused instructional design.
Learners can process a full narrative arc within a manageable timeframe, which supports
classroom discussion, interpretation, and reflection (Pardede, 2011; Saadawi, 2024).

Research on the pedagogical use of short stories in EFL settings has expanded considerably,
yet studies often examine outcomes separately by domain, learner group, and teaching
context (Bhatti et al., 2022; Irhamni et al., 2025). Vocabulary development, reading
comprehension, critical thinking, anxiety reduction, and intercultural awareness have
frequently been studied as distinct outcomes (Garcia-Canarte & Ocafa, 2024; Mohamed,
2024; Tihal, 2025). The narrative structure of short stories allows learners to engage with
language through plot, character, and meaning in a manageable textual form (Shkarban, 2025;
Zhou & Li, 2025). However, linguistic complexity, cultural accessibility, curricular alignment,
and methodological variation can affect instructional decisions and make cumulative
interpretation difficult (Heidarian & Heydon, 2025). As a result, the field lacks an integrated

' Lect., Cukurova University, School of Foreign Languages, aykutdemiryurekk@gmail.com.
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synthesis of empirical findings on the role of short stories in multidimensional learning in EFL
practice. Few studies examine how these domains interact within a single teaching process
(Chen & Liu, 2023; Wati et al., 2025; Xu et al., 2025). This study synthesizes empirical findings
on the use of short stories in EFL contexts and identifies recurring pedagogical outcomes in
linguistic, cognitive, affective, and intercultural domains. Accordingly, the review was guided
by the following research questions:

1. What linguistic outcomes have been associated with the use of short stories in EFL
classrooms?

2. How do short stories contribute to learners’ cognitive engagement and critical thinking
in EFL classrooms?

3. What affective outcomes have been identified in studies on the use of short stories in
EFL classrooms?

4. How do short stories contribute to the development of intercultural communicative
competence in EFL classrooms?

Methodology
Research Design

This study employed a narrative literature review approach to analyse empirical research on
the use of short stories in EFL contexts. A narrative literature review is a qualitative approach
that interprets existing studies to develop a comprehensive understanding of a topic. It allows
the inclusion of studies with different research questions and methodologies (Baumeister &
Leary, 1997). A rigorous narrative review also requires defined study selection criteria related
to instructional focus, context, and empirical design (Pautasso, 2019). The aim of the study
was to integrate empirical findings on the use of short stories in EFL teaching, not to produce
statistical generalizations. For this reason, a narrative literature review was adopted instead of
meta-analysis. The focus was on recurring instructional features and shared findings in the
reviewed literature.

Data Collection and Procedure

Studies were identified through structured searches conducted in Google Scholar. Also,
reference lists of relevant studies were manually screened to identify further publications.
Searchtermsincluded combinations of short stories, EFL, English as a Second Language (ESL),
literature-based education, vocabulary development, grammar instruction, critical thinking,
intercultural competence, foreign language anxiety, and digital storytelling. In line with the
narrative literature review design, study selection followed an iterative and interpretive
process. Titles and abstracts were initially screened for relevance, followed by full-text
examination to assess empirical focus and pedagogical relevance. Studies were included if
they (a) examined short stories as a central instructional component, (b) focused on EFL/ESL
learners in non-native English contexts, and (c) included empirical findings through
quantitative, qualitative, or mixed-method designs. The review focused on identifying
conceptually relevant studies without attempting to cover all available studies. Studies
meeting these criteria were retained for qualitative synthesis.

Data Analysis

Each study was examined in full and coded according to research design, instructional focus,
intervention duration, and learning outcomes. The coding process involved repeated
comparison across studies to identify recurring themes. Cross-study analysis resulted in four
domains: (1) linguistic proficiency, (2) cognitive development, (3) affective outcomes, and (4)
Intercultural Communicative Competence (ICC). These domains were developed inductively
from the reviewed studies. Thematic grouping enabled a clearer interpretation of shared
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findings without reducing the analysis to numerical effect-size comparisons. The analysis
provides conceptual clarity and supports a consistent pedagogical interpretation across
diverse classroom contexts.

Results

The reviewed studies were grouped into four main areas, namely linguistic proficiency,
cognitive development, affective outcomes, and ICC. The results covered vocabulary,
grammar, reading comprehension, speaking, writing, critical engagement, anxiety, motivation,
and cultural awareness.

Linguistic Proficiency

Linguistic proficiency was the most frequently observed area in the reviewed studies. This area
included vocabulary acquisition, grammar proficiency, reading comprehension, and
productive skills. Contextualized exposure, narrative continuity, and task-based engagement
were especially prominent in these studies. Together, these aspects described how short-
story-based language teaching contributed to language development in the reviewed
literature.

Vocabulary Acquisition

Vocabulary acquisition was the most consistent outcome. The reviewed studies showed
repeated exposure to lexical items in coherent narrative contexts as a central factor in
vocabulary learning. Stronger vocabulary recall and retention were observed in studies on
short-story-based EFL teaching, particularly in relation to contextual and repetitive language
use (Abdalrahman, 2022; Ali Mansoor et al., 2023; Chusniawati et al., 2025). Other studies
examined characters, events, and narrative context as factors in lexical retention (Ghafar &
Zubaedah, 2023; Pham & Nguyen, 2023). Garcia-Cafiarte and Ocafa (2024) identified a
positive relation between learner motivation and vocabulary development in technology-
supported short story lessons, and Al-Othman (2025) reported incidental vocabulary
acquisition through online story listening. Nasyirah et al. (2023) described lexical development
in relation to increased reading volume. Further research examined collocations, phrasal
verbs, incidental vocabulary acquisition, vocabulary performance, and reading motivation in
EFL short story-based education (Lomi et al., 2024; Merga & Tegegne, 2025; Mohamned, 2022;
Pardede, 2011; Shkarban, 2025). The vocabulary findings highlighted repetition, contextual
meaning, and sustained exposure.

Grammar Proficiency

Grammar proficiency was another major area within the linguistic findings. Grammar learning
was mainly discussed in relation to meaningful discourse, narrative exposure, and
contextualized form recognition. Kahraman and $Senturk (2020) showed that learners in the
short story group achieved significantly higher grammatical accuracy than those in the
traditional coursebook group (p < 0.05). Kakar (2025) indicated a similar quantitative result,
with significantly higher grammar scores among intermediate EFL learners taught through
short stories than among those taught with non-literary materials (p < 0.05). A second set of
studies examined how narrative exposure contributed to grammar learning. Bhatti et al. (2022)
and Sedubun and Nurhayati (2024) revealed that short stories are relevant to the inductive
processing of syntactic structures. Pardede (2011) described tense shifts, clause
combinations, and sentence variation as grammatical features encountered in
communicative contexts. Khudriyah et al. (2024) demonstrated that grammar embedded in
narrative flow improved understanding of pragmatic and functional usage. Several studies also
examined grammar acquisition, written proficiency, grammatical accuracy, and error
reduction in structured, short-story-based teaching (Mustafa Kurdi, 2022; Pérez Agustin and
de-la-Pefia Alvarez, 2025; Wilang et al., 2026). The grammar findings, therefore, centred on



4 | OMNIALANG: International Journal of Language Continuum (OMNIA-LC)

contextualized exposure, discourse-based form recognition, and more controlled grammatical
production.

Reading Comprehension

Reading comprehension formed a distinct part of the linguistic findings. The reviewed studies
primarily discussed comprehension development in terms of narrative structure, strategy use,
and interpretive depth. Short stories guided learners through plot progression, prediction,
inference, and hypothesis formation about meaning. Barzani (2020) demonstrated perceived
progress in comprehension from both teacher and student perspectives, and Chusniawati et
al. (2025) identified stronger sentence-level understanding together with more developed
cultural interpretation. Strategy-based teaching added a second dimension to these findings.
Ustiindag-Algin (2025) found statistically significant improvement in comprehension after
questioning, visualising, and summarising activities. Irhamni et al. (2025) revealed that
previewing techniques reduced cognitive load and increased readiness for complex texts.
Studies on implicit and multicultural meaning also analysed deeper textual engagement,
interpretive ability, cultural awareness, and analytical processing (Flaifil & Alsalihi, 2026;
Mustafa & Jawad, 2024; Xu et al., 2025). Taken as a group, these findings highlight narrative
structure, guided strategy use, implicit meaning, and interpretive depth as the main elements
in reading comprehension development.

Speaking and Writing

Productive skills were the final area within linguistic proficiency. In speaking, the reviewed
studies addressed oral participation, post-reading discussion, and communicative response.
Shkarban (2025) examined meaning-focused engagement in relation to reduced error
monitoring and increased oral participation. Irhamni et al. (2025) found that post-reading
discussions and oral presentations enabled learners to articulate ideas and respond to others
in a coherent communicative context. In writing, the findings covered narrative continuation,
rewriting, textual organisation, and development of written expression. Fitria (2024)
demonstrated that creative rewriting tasks expanded the expressive range while maintaining
textual coherence. El-Mahdy et al. (2019) and Boumediene (2021) reported stronger content
organisation and improved writing performance in short-story-based educational settings.
Productive skill findings involved oral participation, communicative response, and more
coherent written production.

Cognitive Development

Cognitive development was addressed through interpretation, critical thinking, and structured
reading activities. Analytical and evaluative processing was most evident in tasks involving
implicit motives, conflicting perspectives, and unresolved tensions in short stories.
Experimental studies showed stronger critical thinking performance among learners working
with literary texts, including short stories, in comparison with learners using non-literary texts
(Sinaga et al., 2023; Kumarage, 2024). These textual features required learners to justify
interpretations and consider alternative meanings. Several studies connected literary
interpretation with higher-order thinking. For instance, Alimkhanova (2024) emphasised the
importance of reasoned interpretation in short-story reading. Firmansyah and Toyyibah (2025)
demonstrated that moral dilemmas in short stories stimulated ethical reasoning and complex
problem-solving. In these studies, ambiguity, conflict, and perspective-taking were central to
analytical engagement. Structured instructional design also contributed to cognitive
outcomes. Pardede (2019) showed that the before—during—after reading framework enhanced
learner engagement through schema activation, sustained attention, and interpretive follow-
up. Ustiindag-Algin (2025) found statistically significant improvement in comprehension after
explicit strategy teaching in short story lessons. Irhamni et al. (2025) indicated that previewing
strategies reduced cognitive load and improved the processing of complex texts. Other studies
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related instructional sequencing and manageable text length to analytical participation and
cognitive coherence (Chusniawati et al., 2025; Zhou & Li, 2025). The findings focused on
narrative complexity, interpretive reasoning, and structured instructional mediation.

Affective Outcomes

The affective findings were concentrated on anxiety reduction, learner engagement,
motivation, and self-confidence. Foreign Language Classroom Anxiety (FLCA) was treated in
this group of studies as a barrier to oral participation. Kasap et al. (2022) demonstrated that a
four-week short-story-based intervention reduced FLCA, as reflected in lower FLCAS scores (p
< 0.05). Heidarian and Heydon (2025) found that the use of short stories created a supportive,
low-stress classroom environment and increased learners’ self-confidence. Similarly,
engagementwith plotand character was related to reduced performance pressure (Rosemarie
et al., 2023), consistent with Krashen’s (1982) Affective Filter Hypothesis. A related set of
findings addressed participation and communicative risk-taking. Tihal (2025) indicated that
storytelling techniques lowered students’ affective filters and increased participation with less
fear of making mistakes. Olmez and Aran (2025) found that narrative and digital storytelling
reduced fear of ridicule by creating a safe and individualized learning environment, although
overall anxiety scores did not change significantly. Learner engagement and motivation were
examined in terms of interest, flow, self-efficacy, autonomy, and sustained attention. Lo and
Shi (2024) found that literary texts generated stronger interest than artificial coursebook
dialogues. Matsuoka et al. (2026) related emotionalidentification with characters to sustained
attention and participation. Zhou and Li (2025) described this engagement as flow, marked by
focused immersion in meaningful activity. Firmansyah and Toyyibah (2025) demonstrated that
completing short stories increased learners’ self-efficacy, particularly among lower-
proficiency learners. Wong et al. (2020) showed that blended learning environments using
short stories increased learner autonomy and sustained motivation.

Intercultural Communicative Competence

Intercultural Communicative Competence (ICC) was addressed through cultural awareness,
empathy, comparison, reflection on social practices, and pragmatic understanding. Hollé and
Karoly (2025) described the mirror-and-window role of literary texts, through which learners
consider familiar cultural experiences and unfamiliar perspectives. In a study comparing short
stories with inner-circle, outer-circle, and local (Turkic) content in English language learning,
Demirylrek and Bada (2022) found that culturally familiar stories were perceived as easier to
understand because they activated relevant schemata. The same study also showed that non-
Turkic stories enabled learners to understand other cultures, compare local and world
cultures, appreciate different viewpoints, and develop intercultural awareness and
competence. Tural and Cubukcu (2021) demonstrated increased empathy and cultural
sensitivity among learners engaging with multicultural short stories. Feeney and Gajaseni
(2020) found that multicultural short stories encouraged reflection on values, norms, and
social practices. In this way, Collie and Slater (1987) drew attention to dialogue, character
interaction, and social situations as sources of pragmatic and cultural knowledge. In addition,
Fauzi et al. (2025) emphasised the role of structured, reflective classroom activities in ICC-
oriented short-story teaching. Sariana et al. (2022) indicated that familiar cultural content
facilitated vocabulary learning and comprehension.

Discussion

This study explored short stories as structured instructional tools with an explicit pedagogical
role in EFL teaching. Their pedagogical value derives from their ability to integrate multiple
dimensions of language learning into a coherent classroom process. The discussion,
therefore, focuses on language development, interpretation, participation, and intercultural
understanding.
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The findings of this review indicated that contextualized exposure through short story-based
teaching in EFL classrooms benefited vocabulary development. Learners can encounter
lexical items through plot development, character interaction, and recurring narrative cues.
These findings are in line with Garcia-Cafarte and Ocafia (2024), who showed that short stories
facilitated incidental vocabulary learning by directing learners’ attention to meaning. Lomi et
al. (2024) also stressed that sustained attention to meaning is crucial for internalization. In
classroom terms, the present results suggest that repeated lexical exposure within a coherent
narrative context can make vocabulary teaching more meaningful and durable.

A further important finding concerned grammar learning through short stories. In narrative
contexts, learners can meet tense, dialogue, and clause structures as part of the text’s
meaning, not as separate rules. Such contextualized contact can help students move from
formal recognition to more accurate use. These results corroborate Kahraman and $Senturk
(2020), who similarly argued that short stories place grammatical forms within meaningful
discourse and communicative use. Similarly, Kakar (2025) documented improvement in
grammatical understanding and production. In the current study, it can thus be suggested that
grammar teaching can be more productive when form is examined in the context of dialogue
and narrative meaning.

Interpretation and cognitive engagement were also significant outcomes in EFL short -tory-
based teaching. Ambiguity, tension, and multiple perspectives, including in short stories, invite
learners to infer, evaluate, and justify meaning. These textual features require learners to
examine ideas, motives, and relationships in the text at a level deeper than sentence meaning.
This finding is consistent with Ustiindag-Algin (2025), who demonstrated that guided
questioning, discussion, summarising, and other structured reading tasks can deepen
classroom interpretation. In pedagogical terms, short-story-based reading tasks can foster
reasoned interpretation and analytical attention. In this respect, comprehension can be
connected with critical engagement.

Moreover, the results of the study identified oral and written production as a considerable area.
In speaking tasks, characters, motives, and conflict in short stories can become the basis for
purposeful communication. In writing tasks, continuation, rewriting, and reinterpretation of a
short story can make written production more focused. In accordance with these findings,
Fitria (2024) found that narrative-based writing tasks improved students’ written production
and textual structure. Likewise, Irhamni et al. (2025) reported increased oral participation
through short-story-based post-reading discussions and oral presentations. A shared text can
therefore establish a common point of reference for oral and written production.

Affective engagement was another recurring outcome. The review indicated that lower
speaking anxiety and greater participation occurred in short-story-based instruction. A
possible explanation is the meaning-focused nature of short-story-based tasks. Learners
attend to characters, events, and conflicts before focusing on linguistic accuracy. Kasap et al.
(2022) reached a comparable conclusion in relation to anxiety and classroom participation. Al-
Siyabi (2025) made a similar point by emphasizing the role of meaning and character
development in easing classroom pressure. One classroom implication is that story-based
instruction can foster a more supportive climate for learning and interaction.

The results also revealed that the cultural dimension necessitates careful text selection.
Familiar cultural content eased learners’ entry into the text, since prior knowledge reduced
processing demands and supported early engagement. Sariana et al. (2022) found that
culturally familiar texts were associated with stronger comprehension. However, an exclusive
focus on familiar contexts may restrict learners’ intercultural range. Tural and Cubukgu (2021)
examined culture-based short stories as a basis for empathy, comparison, and critical
reflection. For this reason, text selection should begin with accessible materials and then
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move gradually towards short stories with diverse content. Demirylrek and Bada (2022) are
especially relevant here, as learnersin their study perceived local-content stories as easier and
more motivating because of familiar schemata. Intercultural learning can be strengthened
through a gradual progression from accessible texts to materials that encourage comparison
and reflection.

Technology can play a more defined pedagogical role in short-story-based EFL teaching when
guided by specific instructional aims. Audio input, visual materials, and digital storytelling can
widen access and sustain attention, especially for learners who need scaffolding. Zhou and Li
(2025) discussed these advantages in the context of digitally supported short story education.
However, digital tools may also cause distraction and cognitive fatigue in some classroom
settings. For this reason, their use should be connected to the aims of the lesson and to the
progression from reading to listening, discussion, and retelling.

Viewed as a whole, the evidence suggests that the classroom value of short stories cannot be
reduced to one outcome area. Their pedagogical relevance lies in integrating language
learning, interpretation, participation, and cultural engagement into a single instructional
process. This responds to the gap identified in the introduction: the limited integration of
linguistic, cognitive, affective, and intercultural domains in previous research (Wati et al.,
2025; Xu et al., 2025). On this basis, itis possible to state that short stories can offer a practical
and well-grounded framework for purposeful EFL teaching.

Conclusion

This narrative review examined empirical research on the use of short stories as instructional
tools in EFL teaching. The findings indicated that short stories can be employed as a compact
educational text in language education. Their manageable length, narrative unity, and
interpretive depth can allow focused attention to language, meaning, learner response, and
culture. In EFL classrooms, a single short story can therefore support several learning aims
together without losing pedagogical clarity. The main contribution of this review is its
pedagogical synthesis. Earlier studies often examined linguistic, cognitive, affective, and
intercultural outcomes separately. This study considers these areas in relation to one another
and reveals the role of short stories in EFL practice. For classroom teaching, short stories
should be planned as purposeful instructional units. Text choice, task design, and interaction
should follow clear pedagogical aims so that reading, discussion, and production develop as
connected stages of learning.

Limitations

This review has several limitations. First, it followed a narrative review design, enabling an
interpretive synthesis of the literature. The search process relied mainly on Google Scholar and
manual screening of reference lists, and some relevant studies may have fallen outside the
scope of the analysis. In addition, the studies reviewed varied in research design, instructional
duration, participant characteristics, and assessment procedures. This requires caution in
interpreting the overall conclusions. Many of the classroom applications were also conducted
over relatively short periods. Further empirical research with longer instructional periods and
more consistent assessment procedures is heeded to evaluate the long-term effects of short-
story-based EFL teaching.
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which the violence of Partition and colonial modernity is registered at the level of
the body’s most intimate perceptual capacities. Close readings of six stories—
Odour (Bu), Wet Afternoon, A Room with Bright Light, Colder than Ice, Mozail, and
The Return—attend to olfactory, tactile, visual, and auditory dimensions of
Manto’s prose, arguing that his sensory imagery is notincidental atmosphere but
a purposive narrative and epistemological instrument. The article contributes to
the growing intersection of sensory studies and postcolonial literary criticism
and offers a model for reading Urdu fiction through embodied experience.

Introduction

Saadat Hasan Manto, born into a middle-class Kashmiri family, spent much of his life in
Bombay before eventually moving to Lahore following the traumatic events of Partition in 1947.
Although he struggled with Urdu as a child, Manto grew to become a commanding figure in
Urdu literature, producing over two hundred and twenty short stories, as well as plays, radio
scripts, and personal sketches that remain vital contributions to South Asian literary history.
Known for his bold and unflinching prose, he was among the first to explore themes of sex and
desirein Urdufiction, challenging societal taboos in ways that earned him both recognition and
repeated prosecution. Few writers have depicted the horrors of the Partition of India and
Pakistan with as much visceral force as Manto, and his work goes beyond merely documenting
historical trauma. He sought to reveal humanity in its rawest and most unadorned forms.

For Manto, sensory experience was not merely descriptive background but a constitutive
narrative medium through which he immersed readers in the harsh, often brutal realities his
characters faced. His work raises an important question: what role did sensory perception,
consciously or unconsciously, play in Manto’s narratives, and how did he weave it into his
storytelling? His unique style, deeply shaped by the experiences of Partition and the
complexities of human desire, invites readers to engage with the bodily texture of sensationin
his work. Manto’s prose consistently foregrounds the body as both a site of meaning and a
medium of experience, making his fiction particularly amenable to phenomenological
analysis.

Sensory studies, which examine how sensory experience shapes human understanding,
memory, and cultural identity, offer a productive framework for analysing Manto’s narratives.
This interdisciplinary field draws upon philosophy, anthropology, history, and literary criticism
to investigate the role of the senses in cultural production and human identity. Maurice
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Merleau-Ponty, especially through his work Phenomenology of Perception, provides valuable
insights into the lived experience of the body, an approach that complements Manto’s sensory-
rich writing. By applying Merleau-Ponty’s theories, this study explores how Manto’s portrayal
of sensory perception not only reflects individual experience but also evokes collective trauma
and memory within the context of Partition.

Itis important to clarify at the outset what this article means by its title. To read Manto’s fiction
through a sensory and phenomenological framework is not to displace or supersede the rich
body of existing Partition-centred scholarship. That scholarship, from Ayesha Jalal’s
biographical criticism to Muhammad Umar Memon'’s literary-historical work, has illuminated
essential dimensions of Manto’s achievement and continues to provide the necessary
historical and political context for any reading of his stories. The present study proposes a
complementary approach. It argues that a phenomenological reading of Manto’s sensory
language opens dimensions of his literary art that have remained relatively underexplored and
that cannot be fully accounted for by historicist or sociological frameworks alone. The sensory
texture of his fiction—its deployment of smell, touch, sight, sound, and temperature as
vehicles of meaning—constitutes one such dimension. Situating his work within sensory
studies and Merleau-Ponty’s phenomenology, this paper aims to offer a richer and more
comprehensive reading of his literary achievement, one that acknowledges the full scope of
his narrative artistry and philosophical depth.

A preliminary note on language and translation is also necessary. The texts analysed in this
study are drawn from Aatish Taseer’s English translation of Manto’s stories, published as
Manto: Selected Stories (2008). Since the article is concerned with sensory and embodied
language, the implications of working through translation deserve acknowledgment. Taseer’s
translation has been praised for its fidelity to Manto’s cadences and its sensitivity to register,
but it inevitably involves choices that shape the sensory texture of the prose. Where possible,
the analysis attends to the formal properties of the translated text as a literary object in its own
right while remaining alert to the possibility that certain olfactory, tactile, or auditory qualities
of the original Urdu may be partially transformed in the English rendering. This limitation does
not invalidate the phenomenological reading but calls for appropriate scholarly caution in
attributing specific formal effects to the original authorial intention.

Literature Review

The scholarly conversation to which this article contributes spans several distinct but
intersecting fields: Manto studies, Urdu literary criticism, phenomenology, sensory studies,
and affect theory. A review of work in each of these areas establishes both the foundations of
the present study and the research gap it seeks to address. Within Manto studies, the dominant
critical tradition has been historical and biographical. Ayesha Jalal’s The Pity of Partition (2013)
offers the most comprehensive account of Manto’s life, times, and literary significance,
arguing that his stories reject nationalist narratives in favour of a raw portrayal of human
suffering and moral ambiguity. Jalal demonstrates that Manto’s work captures the violence of
Partition in a way that defies neat categorisation of victims and perpetrators, presenting
readers with a landscape of ethical complexity and physical devastation (p. 13). This ethical
complexity, as the present study argues, is inseparable from the sensory immediacy with
which Manto renders lived experience.

Alok Bhalla’s edited collection Stories about the Partition of India (1994) has similarly
foregrounded the documentary and testimonial dimensions of Partition fiction, locating Manto
within a tradition of writers who bear witness to atrocity through the particularity of embodied
suffering. Leslie Flemming’s foundational essay on Manto’s short stories (1979) laid important
groundwork by attending to the formal properties of his prose, including his use of concrete



Beyond the Partition of India and Pakistan: An Insight into Sensory Studies in ... | 15

sensory detail, though without developing a systematic sensory or phenomenological
framework.

Rakhshanda Jalil’s studies in Liking Progress, Loving Change (2014) further illuminate the
relationship between Manto’s sensory descriptions and the Progressive Writers’ Movement, of
which he was a complex and occasionally reluctant participant. Jalil argues that Manto’s
stories invite readers to experience the sensory disorientation and moral disintegration of
Partition through specific moments of smell, sound, and physical sensation (pp. 34-37).
Muhammad Umar Memon’s observations in his introduction to An Epic Unwritten (1998)
similarly note that Manto’s descriptions of bodily experience allow readers to feel the
immediate impact of violence, presenting a sensory-rich perspective that bridges personal and
collective trauma (p. xix). These formulations point towards a sensory reading without
developing one in sustained theoretical terms.

The field of Urdu literary criticism provides additional context. C.M. Naim’s work on Urdu
literary tradition and Frances Pritchett’s scholarship on the Urdu short story form have
established the genre-historical framework within which Manto’s innovations must be
understood. Naim (1992) and Pritchett (1994) both note that the Urdu short story, as it
developed inthe Progressive era, was particularly attentive to the somatic dimensions of social
experience, treating the body as a register of political and historical forces rather than merely
a site of individual psychology. This tradition provides the literary-historical ground on which
Manto’s sensory poetics was built.

The theoretical framework of sensory studies provides a second foundation for this study.
Maurice Merleau-Ponty’s Phenomenology of Perception (1945; 2012 trans.) has been
instrumental in shaping contemporary understandings of perception as an embodied,
contextually situated phenomenon. His concept of the phenomenal field—the fluid interaction
of Self-Others-things—provides a compelling framework for literary analysis, as it echoes the
way literary texts situate subjective experience within a broader, temporally and socially
influenced environment (Kern-Stahler and Robertson, 2014, p. 3). David Howes and Constance
Classen’s Ways of Sensing (2014) extend this framework in an anthropological direction,
arguing that sensory experience is not merely a passive recording of stimuli but an active,
culturally mediated process through which identity and community are constructed. Ralf
Hertel’s (2005) argument that literary texts function as technologies of sensation, producing
specific perceptual experiences in their readers rather than merely representing sensation
thematically, is particularly useful for reading a writer like Manto whose formal choices are
inseparable from their sensory effects.

Affect theory offers a third set of resources. Sara Ahmed’s The Cultural Politics of Emotion
(2004) argues that emotions and bodily sensations are not internal states but relational
phenomena that circulate between bodies and are shaped by social and political formations.
Thisrelational understanding of sensation connects productively with Manto’s fiction, in which
the senses are always already socially organised: who smells whom, who touches whom,
whose body is warm or cold, are questions that carry the full weight of colonial hierarchy,
communal violence, and gendered power. Ann Cvetkovich’s An Archive of Feelings (2003)
further develops the idea that sensation and affect constitute a form of cultural memory that
is not merely psychological but somatic, stored in the body’s habitual responses and reflexes.
This framework is directly applicable to stories like The Return, in which Sakina’s bodily
response to trauma is precisely such a somatic archive.

Despite this rich body of scholarship, the specifically sensory and phenomenological
dimensions of Manto’s literary craft have received comparatively limited sustained critical
attention. Existing work has noted the presence of sensory detail and bodily experience in his
stories without developing a systematic phenomenological reading that attends to the formal
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means by which these effects are produced. The present study addresses this gap by bringing
Merleau-Ponty’s phenomenology, Howes and Classen’s sensory anthropology, Hertel’s theory
of literary sensation, and Ahmed and Cvetkovich’s affect theory into sustained dialogue with
close readings of six selected stories.

Methodology

This study adopts a qualitative research methodology centred on in-depth close reading of
selected short stories by Saadat Hasan Manto, utilising the philosophy of sensory studies to
analyse how sensory imagery shapes human experience within the context of the Partition of
India and Pakistan. The primary aim is to explore how Manto’s narratives engage with sensory
perception, illuminating the emotional and psychological dimensions of his characters’
experiences through sustained attention to the formal properties of the literary text.

The selection of primary texts followed a principled procedure. Stories were chosen on the
basis of three overlapping criteria: first, the density and centrality of sensory description to the
narrative’s formal and thematic structure; second, the diversity of sensory domains
represented across the corpus (olfactory, tactile, visual, auditory, and thermal); and third, the
range of contexts and themes the stories engage, including desire, adolescent awakening,
communal violence, survival, and moral catastrophe. The six stories selected on these
grounds were Odour (Bu), Wet Afternoon, A Room with Bright Light, Colder than Ice, Mozail,
and The Return. Together they represent the principal sensory registers and narrative modes of
Manto’s fiction and permit a thematically coherent yet formally diverse analysis.

The analytical procedure was iterative and proceeded in two stages. In the first stage, each
story was read closely for sensory motifs, with particular attention to olfactory imagery (smell
and bodily scent), tactile experience (touch, pressure, temperature, and texture), visual
experience (light, colour, and spatial perception), and auditory dimensions (sound, silence,
and voice). In the second stage, the identified sensory elements were read through the
theoretical frameworks of Merleau-Ponty’s phenomenology, Howes and Classen’s cultural
sensory anthropology, Hertel’s theory of literary sensation, and the affect theory of Ahmed and
Cvetkovich, with the aim of demonstrating how these frameworks together account for the full
complexity of Manto’s sensory poetics.

Alltextual analysis in this study draws on Aatish Taseer’s English translation of Manto’s stories
(2008). Since the study is concerned with sensory and embodied language, the mediating role
of translation cannot be ignored. Translation inevitably transforms the phonological, rhythmic,
and lexical texture of the source text, and itis possible that certain sensory qualities of Manto’s
Urdu prose are partially altered in Taseer’s rendering. The analysis therefore proceeds with
appropriate caution, attending to the sensory architecture of the translated text as a literary
object while acknowledging that definitive claims about Manto’s formal intentions would
require engagement with the original Urdu. Future scholarship extending this
phenomenological approach would benefit from comparative analysis of the Urdu source texts
alongside multiple translations.

The theoretical framework is rooted primarily in Merleau-Ponty’s phenomenology, particularly
his concepts of the lived body and the phenomenal field. Merleau-Ponty is the most suitable
primary framework for this material for three reasons. First, his insistence that perception is
always already embodied and situated provides the philosophical foundation for reading
Manto’s sensory descriptions as epistemological statements rather than merely decorative
detail. Second, his account of how the body stores experience in its motor habits and pre-
reflective responses is directly applicable to Manto’s depictions of trauma, desire, and
conditioned bodily behaviour. Third, his concept of flesh as a shared element binding self to
world and to others provides a framework for analysing the relational and politically charged
dimensions of sensation in stories where bodies touch, smell, and encounter one another
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across lines of class, gender, caste, and communal identity. Howes and Classen, Ahmed,
Cvetkovich, and Hertel supplement Merleau-Ponty by providing the cultural, political, and
literary-theoretical dimensions that his primarily phenomenological framework does not fully
address.

Analysis

Saadat Hasan Manto crafted numerous stories throughout his career, leaving an indelible mark
on Urdu literature with his provocative and sensory-rich narratives. Many of his stories openin
ways that immediately engage the reader’s senses, often challenging preconceived notions
and unsettling comfortable perceptions. In his work, Manto uses sensory landscapes not as
atmospheric backdrop but as the primary medium through which his characters navigate
desire, violence, trauma, and identity. The following readings attend to the specific formal and
sensory properties of six selected stories.

Odour (Bu): Olfaction and the Politics of Desire

In Odour, the protagonist Randhir compares two women in his life through the primal sense of
smell, which becomes both a shared element and a distinguishing factor in each of his
relationships. Manto uses scent not merely as a device to establish atmosphere but as the
primary epistemological medium through which Randhir navigates class, desire, and identity.
The Ghatan woman’s bodily odour, described as simultaneously earthy and intoxicating,
functions aswhat Howes and Classen (2014) call a culturally marked sensory sign: a scent that
carries the social meaning of labour, poverty, and physical proximity that Randhir’s
respectable middle-class existence normally keeps at a distance.

Manto’s prose in this story is deliberately transgressive in its olfactory vocabulary. The word
choice consistently refuses the euphemisms through which polite literary tradition sanitises
bodily smell, insisting instead on the specificity and physicality of scent as it accumulates and
saturates a space. In the following passage, the narrator records Randhir’s experience with a
precision that moves from anatomical enumeration to existential absorption:

All through the night, Randhir remained aware of the odour that her body emitted, a smell both pleasant and
unpleasant, a smell he drank all night. The odour that came out of her armpits, her breasts, her hair, her
belly, infact, from every part of her body, was overwhelming. ... This odour had penetrated the innerrecesses
of his being and gone beyond anything he had ever experienced. It was the odour that had welded their two
bodies together. (Manto, 2008, p. 71)

The anatomical enumeration (armpits, breasts, hair, belly) refuses the metonymic reduction of
the woman to a single body part and insists on the totality of her corporeal presence. The verb
‘drank’ is formally significant: it converts olfactory experience into gustatory consumption,
collapsing the sensory boundary between smell and taste and suggesting a depth of absorption
that passive perception cannot account for. The phrase ‘penetrated the inner recesses of his
being’ then enacts a further collapse of boundary between perceiver and perceived, describing
olfactory experience in spatial and architectural terms that literalise Merleau-Ponty’s (2012)
account of perception as a mode of being-in-the-world rather than a detached registering of
external stimuli.

This depiction closely aligns with Merleau-Ponty’s argument that the body and mind are
intertwined and that sensory experiences are not merely received but actively lived through the
body (Merleau-Ponty, 2012). Randhir’s reaction to the woman’s scent demonstrates how
perception transcends passive observation; it becomes an intimate, embodied experience
that shapes his emotions, desires, and sense of self. For Merleau-Ponty (2012), perception is
a mode of being that dissolves the boundary between subject and object, and Manto’s prose
enacts this dissolution with formal economy: the odour that ‘welded their two bodies together’
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uses the industrial language of metalwork to convey a fusing of separate corporeal identities
into a temporary, sensory whole.

Ahmed’s (2004) framework of affective politics also illuminates this passage. The Ghatan
woman’s odour circulates as a social and affective sign: it is a smell that Randhir’s class
position has taught him to find transgressive, yet his body’s involuntary response refuses the
categories his social formation has tried to impose. The olfactory transgression enacts a
temporary subversion of class hierarchy through the body’s sensory openness. Manto’s
comparison of her scent to ‘the smell of dry earth when sprinkled with water’ is not merely a
simile for a pleasant odour but a precise cultural reference to petrichor, the smell of rain on
parched earth that carries in the South Asian cultural imagination connotations of relief,
fertility, and the breaking of long denial. The comparison thus gives the woman’s body an
elemental, almost cosmic significance that her social position as a poor labourer would
conventionally deny.

Wet Afternoon: Flesh, Adolescence, and Embodied Awakening

Manto’s stories often engage deeply with the physicality of human experience, with flesh as a
recurring symbol and a sensory gateway that allows readers to access layers of raw human
reality. In Wet Afternoon, flesh becomes the medium through which an adolescent’s
awakening sexuality and emerging self-consciousness are formally articulated. The story is
notable for the range of sensory registers it deploys: tactile, visual, thermal, and, significantly,
auditory.

The opening scene establishes the story’s sensory method. Manto writes:

On his way to school, Masood walked past a butcher carrying a huge basket on his head that contained two
recently slaughtered sheep. Their skins had been removed, and from the bare flesh rose a misty vapour. The
carcasses were so fresh that they were still throbbing. He saw it, and his body trembled, bringing a glow to
his cold cheeks and reminding him of the way one of his eyelids sometimes throbbed. (Manto, 2008, p. 1)

The passage activates multiple sensory channels simultaneously. Visually, the bare flesh is
foregrounded in its raw, exposed state, stripped of the covering that normally mediates our
encounter with animal bodies. Thermally, the misty vapour rising from the carcasses signals
the residual warmth of a recently living body escaping into cold morning air, and this thermal
detail is immediately transposed to Masood’s own body when his cold cheeks acquire a glow
in response. The verb ‘throbbing’, applied first to the carcasses and then to Masood’s eyelid,
creates aformal echo that implies physiological kinship between the dead flesh and the living
boy’s body, collapsing the boundary between the object perceived and the perceiving subject
in exactly the way Merleau-Ponty (2012) describes.

The auditory dimension of the story, while less immediately obvious than its tactile and visual
registers, is presentin the consistent motif of silence and near-sound. The narrative’s temporal
setting—a wet afternoon during which the normal sounds of school and street are muffled and
distant—creates an acoustic environment of suspension and enclosure that mirrors Masood’s
growing interiority. Wet afternoon rain systematically suppresses the ambient sounds that
ordinarily structure a schoolboy’s day: the street vendor’s calls, the clatter of the market, the
voices of other children. This enforced acoustic withdrawal produces a perceptual vacuum
that Masood’s body fills with intensified awareness of touch and temperature, so that tactile
and thermal stimuli register with an acuity they would not possess in a normally populated
soundscape. Hertel’s (2005) account of literary texts as technologies of sensation is instructive
here: Manto’s calibrated reduction of auditory stimuliis not merely a setting device but a formal
technique that heightens the reader’s embodied attunement to the remaining senses. In one
passage, Masood thinks to himself: “They had been skinned, and the flesh was sending up a
misty vapour just like my breath on cold mornings” (Manto, 2008, p. 4). The simile ‘just like my
breath on cold mornings’ performs a remarkable phenomenological operation. It does not
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merely compare the sheep’s vapour to Masood’s breath as a visual similarity but establishes
an identification between the two: both are warm bodies exuding visible traces of their warmth
into a cold atmosphere. The comparison invites the reader to experience the sheep’s flesh and
Masood’s body as belonging to the same phenomenological category, the warm and living
body whose inner heat is made visible at the boundary where it meets a cold world. This is
Merleau-Ponty’s concept of the body as a perceptual and existential horizon made literal.

In a later scene, Manto describes Masood’s tactile engagement with flesh in a passage that
brings together several of the story’s sensory threads:
He began to press her thighs dexterously as the flesh under his feet rippled from side to side. Masood

thought of the tightrope walker who had once come to perform at his school. He felt like one himself. (Manto,
2008, p. 6)

The simile of the tightrope walker is formally precise. A tightrope walker’s art consists in the
constant proprioceptive adjustment of the whole body to a surface that responds to every
pressure, a surface that is alive to touch in both directions. The image conveys Masood’s
simultaneous agency and vulnerability, his sense that he is both doing something and at risk of
losing control, while maintaining the story’s central metaphor of embodied experience as a
form of navigation through unstable terrain.

The Return (Khol Do): Somatic Memory and Trauma

In The Return, Manto presents a harrowing exploration of trauma, bodily conditioning, and the
permeability of the boundary between mind and flesh. Set against the backdrop of Partition
violence, the story recounts Sirajuddin’s desperate search for his daughter Sakina. Merleau-
Ponty’s concept of the lived body is particularly illuminating here. In Phenomenology of
Perception, Merleau-Ponty (2012) argues that the body is not merely a passive vehicle for the
mind but an active, perceptual entity through which we experience and interpret the world.
Crucially, he argues that the body stores experience in its motor habits and pre-reflective
responses, building up a bodily memory that can act independently of conscious volition.
Sakina’s automatic response to the word ‘open’ is precisely such a habituated bodily
response: it bypasses conscious intention entirely, revealing that her body has learned
compliance through repeated violation. Trauma, in this Merleau-Pontian reading, is not merely
psychological but deeply somatic, inscribed in the neuromuscular habits of a body that has
been forced to learn subjugation.

Cvetkovich’s (2003) concept of the somatic archive is equally relevant. Sakina’s body has
become an archive of what has been done to it: the command structure of her violation has
been absorbed into her bodily habits at a level that precedes conscious memory. What Manto
depicts in the story’s ending is not a character choosing to behave in a certain way but a body
betraying the history inscribed in it. The horror of the scene derives precisely from the gap
between the consciousness that has been damaged and the body that obeys a command the
conscious self cannot resist. Manto renders this scene with a clinical restraint that makes its
horror more, not less, devastating: the body’s conditioned response speaks where language
has failed.

Formally, the story’s sensory register is dominated by touch and temperature, but the auditory
dimension plays an equally significant structural role. Sound, or more precisely its violent
interruption, runs through the narrative as a counterpoint to the somatic imagery. The opening
pages establish a world in which the ordinary sounds of communal life—voices, movement,
the sounds of a populated train—are replaced by screams, then silence; the acoustic rupture
of Partition enacts itself at the level of the story’s sound world before it manifests in bodies.
Sirajuddin’s search for Sakina is articulated throughout through tactile and thermal terms—the
warmth he hopes to find in her body, the coldness of fear—butitis underpinned by an auditory
longing: to hear her voice, to receive a verbal confirmation of survival that the story withholds
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until the final scene replaces speech with an involuntary bodily act. The final scene’s power
depends on this accumulated sensory attunement across all registers. When Sakina’s body
obeys the command, what is revealed is not merely a narrative fact about what happened to
her but an embodied knowledge, a sensory memory inscribed in flesh, that no testimony or
record could communicate with equal force.

Colderthan Ice: Touch, Cold, and Moral Dissolution

Colderthanice confronts the reader with an unfiltered portrayal of brutality and self-reckoning.
Set amid the communal violence of Partition, the story revolves around Ishwar Singh, who,
driven by desire, kidnaps and murders a young girl, only to realise in horror that she is already
dead when he attempts to violate her. The story’s climax, in which Ishwar, frozen in revulsion,
asks Kalwant Kaur to touch his hand, now ‘colder than ice’, sighals a complete dissolution of
his identity. The tactile metaphor of coldness carries the entire weight of the narrative’s moral
and ontological argument: the body that perpetrated violence has been emptied of its own
humanity.

Merleau-Ponty’s account of flesh in The Visible and the Invisible (1968) provides a lens for
examining Ishwar’s transformation. Merleau-Ponty describes flesh as ‘not matter, mind, or
substance’ but an ‘element’ that binds the self to the world and to others. This notion signifies
a living, relational connection between one’s own body and the bodies of others, a mutual
participation in a shared sensory world. Ishwar’s encounter with the dead girl’s cold flesh
represents the catastrophic negation of this relational element. In touching a body that cannot
respond, that cannot return warmth or resistance, he encounters the limit of Merleau-Ponty’s
flesh: a body that has been wholly withdrawn from the relational world. The coldness that then
invades his own hand is not merely a thermal sensation but an ontological contamination. He
has touched what is beyond the relational, and the coldness has crossed the boundary of
touch and settled in his own flesh.

The thermal vocabulary of the story deserves sustained formal attention. The title’s
comparative construction, ‘colder than ice’, establishes a scale that exceeds the merely
meteorological. Ice is already beyond the living range of human thermal experience; to be
colder than ice is to be beyond the limit of what the living body can register. Manto uses this
superlative cold to signal that Ishwar’s hand has crossed into a domain of sensation that the
ordinary categories of bodily experience cannot contain. The story thus uses the thermal
dimension of sensory experience to articulate a moral and existential argument: violence
against the body of another reverses itself on the body of the perpetrator, inscribing its
consequences in flesh.

A Room with Bright Light: Vision, Dread, and the Limits of Perception

In A Room with Bright Light, Manto explores the politics of visual experience through the
sustained formal tension between the protagonist’s approach to a blinding light and the horror
it conceals. The story’s sensory method is almost exclusively visual, making it a formal
counterpoint to the olfactory and tactile emphasis of Odour and Colder than Ice, and thus
representative of the full spectrum of sensory registers that the corpus covers.

The protagonist’s cautious approach to the room, his instinctive aversion to the blinding white
light that floods the space, and his shocking encounter with the bloody scene within form a
sequence of visual experience that parallels the phenomenological account of perception as
both active and involuntary. The blinding light is not merely too bright for visual comfort; itis a
light that overwhelms the faculty of perception itself, preventing the protagonist from achieving
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the visual mastery over the scene that everyday experience normally affords. The light that
should reveal conceals through excess.

This scene can be read in relation to the broader argument of this study about the politics of
the sensorium. The blinding white light is a visual trope associated in the colonial cultural
imagination with the rational illumination of Western modernity: a light that claims to make
everything visible while actually imposing a specific visual order on what it illumines. In
Manto’s hands, the blinding light becomes an instrument of terror rather than of revelation, a
formal inversion that challenges the ocularcentric assumptions of the colonial
epistemological tradition. It is notable, too, that the story’s visual excess is accompanied by a
corresponding auditory void: the room is described without any sound, a silence that amplifies
the visual horror and registers the protagonist’s perceptual overload across the whole
sensorium. The total suppression of sound in the presence of blinding light produces a sensory
dissociation that Merleau-Ponty’s (2012) account of the phenomenal field helps to explain:
when one sensory channel is overwhelmed beyond its capacity to organise experience, the
body’s perceptual integration breaks down, and the protagonist is left without the coordinated
sensory world that normally grounds his ability to act and understand.

Mozail: Flesh, Defiance, and Embodied Resistance

Mozail presents the body not as a site of violation or dissolution but as an instrument of active
resistance and existential assertion. Mozail’s refusal to cover her bare body with a religious
cloth makes her physicality a political act, positioning her naked flesh as an assertion of
personal freedom and a challenge to the communal and religious codings through which
Partition violence organised bodies into categories of licit and illicit presence.

Merleau-Ponty’s (1968) view of the body, or flesh, as a medium for autonomy and self-
determination provides the philosophical framework for this reading. By refusing the covering
that social and religious authority demands, Mozail refuses the disciplinary inscription of her
body by external authority. Her bare skin is a sensory-political statement: the flesh that is
visible and exposed refuses the concealment through which patriarchal and communal
authority manages the female body. This scene echoes Ahmed’s (2004) account of how bodily
surfaces become sites where social norms are enforced and contested: Mozail’s bare body is
a surface that refuses the marking that social convention requires.

The visual dimension of this scene is notable. Unlike A Room with Bright Light, where visual
experience is a source of dread, in Mozail the visible body is an affirmation. The act of being
seen, of refusing invisibility, is itself a form of resistance. Manto’s prose here is unusually warm
in its sensory register: the flesh is not cold or threatening but present, alive, and assertive. The
tonal contrast between this story and Colder than Ice, where cold flesh signifies death and
moral catastrophe, illustrates the sophistication with which Manto deploys thermal and tactile
vocabulary across his corpus to carry distinct ethical and emotional arguments.

Conclusion

This study has argued that Saadat Hasan Manto’s short fiction constitutes a systematic and
purposive engagement with sensory experience as a formal and epistemological instrument.
Through close readings of six stories—QOdour, Wet Afternoon, A Room with Bright Light, Colder
than Ice, Mozail, and The Return—the analysis has demonstrated that Manto’s sensory
language operates across multiple registers: olfactory experience in Odour subverts class
hierarchy through the body’s pre-reflective desire; flesh in Wet Afternoon mediates adolescent
subjectivity through a chiasmic exchange between perceiver and perceived; somatic memory
in The Return reveals trauma as a bodily archive that bypasses conscious control; thermal
sensation in Colder than Ice carries moral and ontological weight; visual experience in A Room
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with Bright Light challenges ocularcentric assumptions; and bare flesh in Mozail functions as
an act of political and existential resistance.

The theoretical framework assembled for this purpose—drawing on Merleau-Ponty’s
phenomenology of the lived body, Howes and Classen’s cultural sensory anthropology,
Hertel’s theory of literary sensation, and Ahmed and Cvetkovich’s affect theory—has proven
productive precisely because it addresses different dimensions of Manto’s sensory poetics
that no single framework could illuminate alone. Merleau-Ponty provides the philosophical
account of embodied perception as a pre-reflective, relational, and historically situated mode
of being. Howes and Classen provide the cultural anthropological framework for
understanding sensory hierarchies as social formations. Hertel allows the literary text itself to
be analysed as atechnology that produces sensory experience in its readers rather than merely
representing it thematically. Ahmed and Cvetkovich provide the affective and political
dimension that grounds the analysis in the social formations of colonial modernity and
communalviolence within which Manto wrote.

The article’s specific contribution to existing scholarship is threefold. First, it offers a sustained
phenomenological reading of six Manto stories that goes beyond noting the presence of
sensory imagery to analyse the formal means by which that imagery is constructed and the
epistemological work it performs. Second, it establishes a methodological model for reading
South Asian Anglophone and Urdu fiction through the frameworks of sensory studies and
phenomenology, a model that may be extended to other writers in the tradition. Third, it
establishes a complementary relationship between existing Partition-centred approaches to
Manto and the phenomenological approach proposed here. These frameworks illuminate
different, but equally significant, dimensions of his literary achievement and are most powerful
when read in dialogue with one another.

Future scholarship would benefit from extending this phenomenological approach to Manto’s
lesser-studied stories and to his contemporaries in Urdu, Punjabi, and Bengali literature,
where the body and its sensations serve equally vital narrative and ethical functions.
Comparative analysis working directly with the Urdu source texts would also deepen the
methodological grounding of the approach by allowing questions of translation to be
addressed with greater precision. The interdisciplinary framework established here offers a
productive model for such future work.
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that all the participant EFL teachers have diverse perspectives about leadership
and management depending on their contexts, qualifications, backgrounds,
experiences, and the administrative guidance that they received. Even the
teachers who work in the same contexts have different views and perceptions
about the issue. It also shows that most of the participating EFL instructors are
aware of the importance of teacher leadership, management and
empowerment, even though some of them limit the dimensions of these
concepts to their classroom only, rather than approaching it from a broadened
perspective.

Introduction

The trends and needs are increasingly changing and expanding in the educational contexts so
fast, and teachers are expected to adapt to those changes in their profession as fast as
possible. (Ash & Persall, 2000). However, the development of these trends and processes
tends to be time-consuming, as they are affected by a number of factors such as teachers’
working conditions, professional roles and responsibilities, and willingness to participate. In
recent years, teacher leadership and teacher empowerment have therefore become central
topics closely associated with the teaching profession. The 19th-century factory model of
schools, in which decisions are made in a rigid and top-down fashion, identifies principals as
managers, teachers as workers and students as raw material has changed (Hynes et al., 1992).
Accordingly, the concept of teacher leadership and its importance for the improvement of the
schools have been publicly recognised since the beginning of the 20th century (Smylie et al.,
2002).

The importance of leadership has been highlighted in the literature since it leads to generating
and sustaining school improvement and change (Childs-Bowen et al., 2000; Day & Harris,
2003). In order to provide students with quality education to be successful in society and to
deal with complex changes, schools are required to adopt new approaches (Harris, 2002) and
teachers must expand their own capabilities, and undertake greater leadership roles (Ash &
Persall, 2000) because effective leadership can boost overall school performance, improve
instructional quality, and motivate teachers to realize their full potential (Andrianto et al.,
2023). Importantly, teacher leadership also has reciprocal effects on teachers themselves.
Katzenmeyer and Moller (2001) report that teacher leaders experience professional growth,
shifting collegial relationships, and enhanced leadership capacity, though sometimes
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accompanied by increased stress and role ambiguity. These findings indicate that teacher
leadership consists of identity negotiation and boundary crossing between peer and leadership
roles.

Recent academic studies mark the potential of teacher leadership as a key component in
discussions surrounding educational reform and change. A growing body of contemporary
literature argues that teachers should assume a more influential role in decision-making
processes and policy development within education systems. Within this perspective, the
concept of “flipping the system” has gained prominence, suggesting a transformation toward
positioning teachers as the primary drivers, designers, and implementers of educational
change (Netolicky et al., 2018; Rycroft-Smith & Dutaut, 2018).

Despite the growing body of research on educational leadership and teacher leadership,
relatively limited attention has been paid to how EFL instructors in higher education perceive
and interpret leadership and administrative practices within their institutional contexts. This is
especially important as tensions may arise when managerial expectations, accountability
mechanisms, and performance-oriented policies intersect with academic traditions that
emphasise collaboration and professional autonomy (Deem et al., 2007). The present study
aims to address this gap by exploring how EFL teachers in higher education define and
experience leadership and management, the leadership roles they fulfil, their perceptions of
teacher empowerment, and the ways in which they are allowed to develop leadership
capacities within their professional contexts.

Research Questions
The current study aims to address the following research questions:

1. Howdo EFL teachers define and perceive the concepts of leadership and management
in higher education contexts?

2. What kind of leadership roles do EFL teachers have in higher education contexts, and
how do they perceive these roles?

3. What kind of experiences do EFL teachers have regarding teacher empowerment in
higher education contexts?

Literature Review
Theoretical Framework

Educational leadership has been examined through several theoretical perspectives that
explain how leadership practices have an impact on organisational functioning and
educational outcomes. Early approaches were largely based on managerial and bureaucratic
models emphasising planning, coordination, and organisational efficiency (Bush, 2011).
Following theoretical developments shifted attention toward leadership as a process of
influence and change. Contemporary leadership theories have significantly reshaped and
reframed how educational leadership is perceived. One of the most influential perspectives is
transformational leadership, with the emphasis on the role of leaders in aligning followers
towards a shared vision, motivating members of the organisation, and fostering professional
commitment and collective capacity for change (Leithwood & Jantzi, 2000). Within this
framework, leadership is not limited to formal authority and involves inspiring followers and
developing their potential to achieve shared goals. In contrast, instructional leadership
predominantly focuses on improving teaching and learning processes by prioritising
curriculum coordination, instructional quality, and student achievement (Hallinger, 2003).

Another perspective that has gained attention in leadership literature is servant leadership,
which emphasises service, collaboration, and the development of others within the
organisation. Originally conceptualised by Greenleaf (1977), this approach positions the
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leader not at the top of a hierarchical structure but as an individual who works closely with
organisational members and prioritises their professional and personal needs (Northouse,
2019). In this sense, leadership is interpreted as a relational process that seeks to empower
followers and cultivate a supportive organisational climate. Similarly, situational leadership
theory suggests that effective leadership depends on the leader’s ability to adapt leadership
behaviours according to the competence, motivation, and needs of followers (Hersey,
Blanchard, & Johnson, 2013). Rather than relying on a single leadership style, this approach
underlines the importance of flexibility and responsiveness to contextual conditions, allowing
leadership roles to shift depending on the demands of particular situations.

More recent perspectives challenge leader-centred models and emphasise collaborative
forms of leadership. Distributed leadership theory, for example, conceptualises leadership as
a practice emerging through interactions among multiple actors within an organisation rather
than being confined to formal leadership positions (Spillane, 2006; Harris, 2008). In a similar
vein, teacher leadership perspectives highlight teachers’ roles as agents of change who
contribute to professional learning, decision-making, and school improvement beyond their
individual classrooms (York-Barr & Duke, 2004). All these theoretical perspectives indicate a
shiftin educational leadership from traditional hierarchical models toward more collaborative,
relational, and practice-oriented frameworks that recognise the contributions of multiple
actors within educational organisations.

Teacher Leadership

Although teacher leadership has attracted increasing attention over the past three decades,
the concept remains conceptually and theoretically fragmented. It has been noted that there
is still no clear consensus regarding how teacher leadership should be defined or framed
(Neumerski, 2012). Similarly, Harris (2003) points out that the term is often characterised by
overlapping interpretations and definitional ambiguity within the literature. This ambiguity may
result from the diverse roles associated with teacher leadership, including responsibilities
such as mentoring, coordinating, leading departments, coaching colleagues, and supporting
curriculum development (Mangin & Stoelinga, 2008). These varied titles reflect various
institutional arrangements, making teacher leadership a context-dependent phenomenon
rather than a standardised role. Hence, conceptualisations of teacher leadership are widely
varied. For instance, Wasley (1991) defines teacher leadership as the ability to lead colleagues
for change and to do things they would not usually consider without the support of the leader.
On the other hand, York-Barr and Duke (2004) claim that ‘teacher leadership is the process by
which teachers, individually or collectively, influence their colleagues, principals, and other
members of school communities to improve teaching and learning practices with the aim of
increased student learning and achievement’. Similarly, Katzenmeyer and Moller (2009) define
teacher leaders as teachers who not only lead within the classroom but also beyond the
classroom through contributing to a community of teacher learners and leaders, influencing
others towards improved educational practice, and accepting responsibility for achieving
outcomes. Teacher leadership refers to practices that go beyond teachers’ formally defined
responsibilities, including activities such as sharing professional knowledge and initiating
change within the school (Baker-Doyle, 2017). Transforming schools into professional learning
communities, which are basically associated with improved instruction and increased student
achievement, is also expected as an outcome of teacher leadership (Smylie & Wenzel, 2003).
Teacher leadership also includes influencing fellow teachers, students, and other school
stakeholders either individually or collectively in the direction of common goals regarding
teaching and learning improvements (Hairon et al., 2015). As teacher leaders influence other
colleagues to improve their teaching practices, they are also perceived as the change agents
(Cooper et al., 2016). Similarly, in teacher leadership, there is a redistribution of power in
schools that shifts from hierarchical control to peer control (Nafia & Suyatno, 2020). All these



Teachers’ Views on Leadership and Management Issues in Higher Education EFL Contexts... | 27

various definitions and descriptions focusing on different aspects highlight the necessity of
addressing teacher leadership through its various dimensions.

Frost and Durrant (2003) outline teacher leadership on normative grounds through four main
arguments: enhancing school effectiveness, supporting school improvement, strengthening
teacher morale and retention, and fostering democratic principles. These arguments portray
teacher leadership as both instrumentally beneficial, in terms of improving educational
outcomes, and normatively important, as it can encourage participation and empowerment.
Nevertheless, these claims are frequently based on the assumption that institutional cultures
are convenient for sharing power. Wenner and Campbell’s (2017) study demonstrated that
school norms and organisational structures can either empower or marginalise teacher
leaders. Thus, teacher leadershipis notjust anindividual capability but a structurally mediated
practice.

Leadership and Management in Educational Contexts

More recent perspectives challenge leader-centred models and emphasise collaborative
forms of leadership, which underlines the importance of interactions among teachers,
administrators, and other stakeholders in shaping educational improvement and
organisational learning. In particular, distributed leadership conceptualises leadership as a
practice emerging through interactions among multiple actors within an organisation rather
than being limited to formal positions (Spillane, 2006; Harris, 2008). Similarly, teacher
leadership perspectives highlight teachers’ roles as agents of change who contribute to
professional learning, decision-making, and school improvement outside their classrooms as
well (York-Barr & Duke, 2004). Taken together, these theoretical perspectives indicate a shift
in educational leadership from traditional hierarchical models to more collaborative and
practice-oriented frameworks.

Traditional models of school systems were largely influenced by bureaucratic and hierarchical
assumptions. What is often referred to as the “factory model” positions principals as
managers, teachers as practitioners, and students as outputs of a production system (Hynes
etal., 1992). This framework can be said to prioritise management efficiency over professional
agency. However, with the growing complexity of educational contexts affected by
globalisation, pedagogical innovation, and accountability-driven policies, leadership has
increasingly been understood as a transformative process rather than merely an
administrative function.” (Day & Harris, 2003). The distinction between leadership and
management has long been debated in organisational theory and educational administration.
While management is typically associated with planning, organising, coordinating, and
maintaining institutional stability, leadership is concerned with vision-building, influence, and
change (Bush, 2011; Northouse, 2019). This distinction has recently become particularly
significantin educational settings because schools and universities are not solely bureaucratic
structures but complex social organisations led by professional expectations and pedagogical
needs.

Leadership and Management in Higher Education

Leadership and management roles in higher education involve a complex combination of
managerial responsibilities and academic leadership functions. Universities are often
characterised as professional bureaucracies in which academic staff have considerable
autonomy while administrative leaders manage institutional processes and support teaching
and research activities (Bush, 2011). Within this organisational structure, administrators such
as department chairs, program coordinators, and directors of academic units undertake
multiple responsibilities including policy implementation, resource allocation, curriculum
coordination, and faculty support (Gmelch & Buller, 2015). These roles require balancing
managerial duties with academic leadership practices aimed at enhancing instructional
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quality and fostering professional collaboration among faculty members. In many cases, mid-
level administrators act as intermediaries between institutional leadership and academic
staff, communicating institutional goals and policies into everyday practices within
educational programs (Bryman, 2007).

Leadership and Management in Foreign Language Education

Leadership practices in language education programs share many characteristics with the
broader leadership context in higher education, but also involve context-dependent
responsibilities related to language teaching and curriculum programming. In university
language preparatory programs and EFL departments, administrators, program directors, or
coordinators are often responsible for organising curriculum development, establishing
assessment systems, supporting teacher professional development, and enabling
communication among instructors and institutional leadership (Bailey, 2006). These roles
require balancing managerial duties with pedagogical leadership to improve language
instruction and support teacher development. At the same time, language program leadership
typically operates in academic settings where instructors value professional autonomy and
disciplinary expertise (Knight, 2001). As a result, program administrators are frequently
expected to act as mediators who negotiate between institutional policies, quality assurance
processes, and instructors’ professional responsibilities. Effective leadership in language
programs often depends on collaborative and participative decision-making and supportive
professional cultures that encourage shared responsibility for the improvement of the
programs (Bailey, 2006). Thus, examining instructors’ perceptions of leadership and
administrative practices in EFL contexts can provide key insights into how leadership is
experienced and enacted within language education settings.

Methodology

The present study adopted a qualitative research design to explore EFL instructors’
perceptions of leadership and management in higher education contexts. A qualitative
approach was considered to be particularly appropriate to capture participants’ perspectives
and provide an in-depth understanding of the phenomenon (Creswell, 2013). In line with this,
Burn (1997) asserts that the purpose of the qualitative researcher is to conceptualise what
people say and do as a product of how they perceive the world and interpret the events from
the perspectives of the participants. Accordingly, this study adopted a qualitative research
design in order to gain an in-depth understanding of teachers' beliefs, views, and practices on
teacher leadership, as reflected in their own words and experiences. With these in mind, the
data were gathered through an open-ended survey and a focus group discussion.

Sampling

The current study applied purposive sampling to determine its participants. Purposive
samplingwas used in order to select the participants from whom the mostrelevantand reliable
information could be gathered (Patton, 2002). To apply this sampling, the criterion was that all
the teachers were EFL teachers who had different educational backgrounds, various years of
teaching experience, and were working in different Turkish university contexts. Additionally, it
was aimed to explore the experiences of educators who work in a variety of educational
settings. Therefore, several English language instructors employed by state universities were
contacted in order to reach the target audience as effectively as possible. Prior to the data
collection process, the participants were informed about the purpose of the study and their
consent was obtained for the use of the data for academic purposes. They were informed that
their names would be kept anonymous. To this end, the participants were EFL teachers who
worked at six different university contexts in Turkiye.
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Participants

This exploratory study was conducted with fifteen volunteer EFL teachers (13 female, 2 male)
from six different state university contexts in Turkiye. Thirteen of them were Turkish, while two
of them were from different nationalities, namely Polish and Ukrainian. They all had different
backgrounds. During the data collection process, four participants had PhD degrees, and the
other four teachers were PhD candidates. Five participants had an MA degree. However, only
two of the teachers had a BA degree. Whereas six of them had some kind of administrative role,
nine of them did not have any roles like this during their professional lives. Two of these
teachers had less than ten years of experience, and seven of them had more than ten years of
experience. However, six of them had more than twenty years of experience. Finally, ten
participants were working in the same context, while the five others were working in five
different university contexts. Detailed informationis shown in Table 1 below.

Table 1

Demographic Information

Teachers Origin Gender Degree Years of Administrative
Experience Role
T Turkish Male MA 27 No
T2 Turkish Female PhD 20 No
T3 Turkish Female PhD 8 Yes (Board
Candidate Member)
T4 Polish Female PhD 2 No
Candidate
T5 Turkish Female MA 29 Yes (Unit
Coordinator)
T6 Turkish Female PhD 25 No
Candidate
T7 Turkish Female PhD 10 Yes (Unit
Coordinator)
T8 Ukrainian Female MA 10 Yes (Unit
Coordinator)
T9 Turkish Female BA 29 No
T10 Turkish Female PhD 12 No
T11 Turkish Male PhD 17 Yes (Assistant
Candidate Director)
T12 Turkish Female BA 25 No
T13 Turkish Female MA 13 No
T14 Turkish Female MA 10 Yes (Unit

Coordinator)

T15 Turkish Male PhD 12 No

Data Collection Instruments and Procedure
Open-Ended Survey

First, primary data were collected through a survey consisting of open-ended questions to
allow participants to express their views in detail. The survey involves 9 open-ended questions,
and they were prepared by the first researcher. It was revised based on the comments and
expert opinions before it was given to all the participants. Open-ended survey questions were
used to identify teachers’ self-reported views, beliefs, experiences and practices about
leadership and management issues in EFL contexts. Demographic information was included
in the survey, which gives details about the nature of the study and asks for the consent of the
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participants in the following. The survey was shared as a hard copy with some of the
participants, while some of the participants preferred to answer via email.

Focus Group Discussion

Afocus group discussion was administered by the researchers with the participation of five EFL
teachers (T2, T3, T6, T8, T11) to ensure data triangulation. Data obtained from open-ended
surveys were followed by a focus group discussion to create an environment where
participants could express their perspectives transparently and elaborate on their opinions in
a comprehensive manner. Emerging themes from the primary findings were reevaluated and
discussed by the volunteer participants during the focus group discussion with the guidance
of the researchers. They reevaluated the emerging themes and tried to reflect on them one
more time with a broadened perspective to strengthen the data and make sure that various
perspectives were involved.

Data Analysis

Qualitative data were analysed using thematic analysis, drawing on the six steps of the
thematic analysis approach as suggested by Braun and Clarke (2006). To ensure the credibility
of the findings, member checking was conducted during initial data analysis to clarify
ambiguous responses and verify the accuracy of the researchers' interpretations. The
researcher asked some follow-up questions to the participants informally when some
clarification was needed to verify the data. By the time all these steps were completed, the data
were classified based on the aspects investigated in the study. As Creswell (2013) outlines,
data analysis entails a preliminary examination of the database, followed by coding, theme
organisation, representation, and interpretation (p. 195). In line with this framework, the
present study adopted a systematic and iterative approach to analysing the collected data. The
first researcher made the initial analysis while collecting the data. Later on, the initial findings
were checked and reevaluated by the second researcher. And then, the researchers negotiated
on the emerging themes a couple of times. The data analysis was conducted collaboratively
until the researchers reached an agreement on the emerging themes. However, they finalised
the analysis after a series of meetings.

Results
Teachers’ Definitions on Leadership and Management

Inthe present study, participant teachers were asked to define the concepts of leadership and
management in their own words. An analysis of their responses revealed that they approached
these concepts from a variety of perspectives. In particular, many participants elaborated
more extensively on the concept of leadership. The reason for that may be because they are
mostly interested in leadership rather than management. Many respondents describe
leadership as the ability to guide, inspire, and motivate others towards a common goal. There
is a strong emphasis on responsibility, role modelling, and empowering others. The participant
teachers’ views on leadership are like these:

T4: Leadership means that teachers can come up with their own ideas and take initiative to
solve problems that might occur in their job. It means that teachers can be active reformers
rather than passive implementers.

T7: Leaders become role models and are loved by their workers.

T10: Leadership means motivating and supporting a group of people to achieve a common goal
together, understanding people and tailoring work/responsibility accordingly.

On the other hand, managementis commonly viewed as the process of organising, controlling,
and administering tasks, resources, and people within an institution. Respondents describe it
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as a more structured and administrative function compared to leadership. The extracts below
reveal teachers’ ideas clearly:

T1: Management is having the assignment authority and applying it. However, this does not
mean that the person appointed has all the skills required for the post. It requires special
education and leadership skills.

T8: Management means finding rational and logical solutions for complex problems.

T11: Management is the act of using limited resources in the most effective way. It may be
managing people, an institution, or a business.

T15: Management is running “the engine”, which happens to be a school/institution in our field.
It necessitates a high level of professionalism, leadership and very meticulous prioritisation
skills.

The majority of teachers participating in this study conceptualised management
predominantly from an administrative standpoint, emphasising extrinsic dimensions rather
than approaching it as a personal matter shaped by intrinsic factors. Only a small group of
teachers evaluated management in relation to pedagogical concerns and classroom
practices. The following excerpts illustrate these perspectives in more detail:

T3: It is about being able to manage many things. There are different kinds of management. We
can talk about classroom management and time management.

However, clearly it was difficult for some participants to distinguish between leadership and
management, frequently including aspects of one concept within the definition of the other.
For example, while defining management, they included leadership skills. Most of the
participants made a clear distinction between the two concepts. Several respondents
differentiated between leadership and management, highlighting how both are crucial yet
distinct. While leadership is often linked to inspiration, vision, and empowering others,
management is associated with coordination, execution, and resource optimisation for EFL
teachers more. The views of some participants are provided below:

T5: Leadership means coordinating people’s activities and using their potential. Management
means managing people and problem-solving.

T7: Leadership is about leading the work by cooperating with the workers. Management is
related to organising, sourcing, staff, and materials.

T14: Leadership is taking initiative, being flexible, and guiding a team efficiently through
challenges. Management is checking and organising staff and work.

Teachers’ Views on the Leadership Roles

The results revealed that only six of the participants had administrative roles in their
professional lives. Teachers think that their responsibilities, other than teaching, such as
coordinating the Testing and Evaluation Office, Erasmus Office, Mevlana Office and
International Relations Office, are a part of administration. Three of the participants who have
these administrative roles talked about their general responsibilities. However, the others
reflect on the issue in detail. There is only one participant who works as the vice director in his
own context, and he focuses on communication issues as follows:

T11: I have an ongoing administrative role. | have been the vice director in my context. This
position requires a good amount of patience and communication skills.

Similarly, another participant touches upon the same issue, and she says:

T7: lworked as an Erasmus Coordinator at the department of the university, then | became the
Foreign Language Education Coordinator at the university. Since the workload and the
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responsibility have increased, it makes you feel a bit tense. However, | am very attentive to
listening to my colleagues and not to break anyone’s heatrt.

On the other hand, one participant focuses on the advantages of working as a coordinator
rather than talking about the challenges of that position, and she expresses this way:

T14:1worked at the International Relations Office for 4 years. At first, it was a bit challenging to
learn about the responsibilities because they are very different from those of a regular teacher’s
duties. Over time, | gained experience and learned how to work with a team effectively, guiding
them whenever necessary. | was able to foresee some problematic areas before they
happened, which was very beneficial and gained through experience.

As for the other participants, nine of them stated that they had never had an administrative
position before. Yet, they reflected on the issue from their point of view based on their personal
experiences in their own specific contexts. While some of them talk about general
administrative issues such as decision making, assignments, human relations, etc., some
others just focus on classroom management issues, professional development and social
organisations. Their views on the issue are like these:

T1: To make a change, | wouldn’t present the alternatives and ask the employees to make a
choice. I would present the issue and ask for their ideas, and have a discussion on these.

T12: | would first ask the team about their opinions and act accordingly. Sharing ideas and
applying a mixture to make it work well is the best way.

T13: If | had an administrative role, | would inform the people around me about the incoming
duties and responsibilities as early as | can. | would distribute the duties equally. | would get
different opinions before making significant decisions.

T15: If | had an administrative role within my context, I'd definitely go for an increased amount
of transparency. Since most administrators nowadays skip assigning duties in writing, they
cannot be held accountable in the case of mistakes/problems, which is a serious problem.
Transparency would increase accountability, making everyone more careful.

T2: | would like to change task sharing. | would choose the people for a task according to their
qualifications and adequacy. Because | think people have different weaknesses or strengths.

T6: I would bring some strict rules for students to deserve their places in the class. These rules
would stop them from participating in the class activities, and they will also prevent
misbehaviour in the classroom. | would also reduce the workload of teachers to spare more
time for their professional development.

T4: I think | would offer that teachers have some professional development courses. We could
learn new techniques of teaching, classroom management, and the use of technology in the
classroom.

T9: I would like to arrange social organisations or seminars which help people get together.

As reflected in the teachers’ excerpts, participants tended to emphasise certain issues they
considered to be more significant, often mentioning them in relation to their personal
experiences and the challenges they encounter in their professional lives and current work
environments.

Teachers’ Views on Their Own Leadership and Management Skills

Twelve of the participants believe that teachers should have leadership skills for some
reasons, such as motivating the students, controlling the class, managing the class, and
directing the students. Additionally, some of the teachers reflect more on this as shared below:
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T2: They should have leadership skills since they are the maestro (leader) of the class, and they
are also part of a teaching team. Because they conduct their own teaching, students’ learning,
and information exchange with their colleagues and administration. They have to contribute to
a change/changes in their teaching environment so as to make an improvement for both
themselves and the education context they work in.

T14: I believe they should have leadership skills because teachers always deal with groups of
students. Being a teacher does not only mean teaching the lesson to those students. On the
contrary, it means being a facilitator, guide, counsellor, leader, and many more things at the
same time. It is important to be able to guide students according to their needs, and this
sometimes calls for leadership skills.

On the contrary, while one of the participant teachers finds it impossible for all teachers to
have leadership skills, two of the participants do not agree with the others on this issue for the
following reasons they shared:

T7: | think some teachers are not grown in this way within their family or during their school
years.

T15: | think leadership is not a priority for teachers unless they are the policy makers
themselves. Essentially, a teacher is expected to apply the teaching policy of an
institution/country as is, and adherence to the policy is a more important part of teaching than
leading. However, classroom management may require a certain extent of leadership skills, so
a total absence of them would not be desirable in the case of teaching.

Allthings considered, almost all of the participating teachers believe that teachers should have
leadership skills, whereas a few of them find it difficult because of the reasons they gave above.
They try to comment on the issue objectively, and they evaluate the issue from a critical
perspective, but this does not mean that they totally disagree on the issue.

Teachers’ Approaches Towards Leadership

EFL teachers approached leadership from four different aspects, such as student-centred
leadership, collaborative skills, problem-solving and analytical skills, communication skills
and resistance to formal leadership roles.

Student-Centred Leadership

Many teachers see leadership as guiding and motivating students rather than administrative
roles, since they do not think that they are expected to have leadership skills. Leadership is
expressed through fairness, encouragement, and fostering active participation in the
classroom. For these participants, leadership is about teaching and guiding students, not
taking on extra responsibilities and preferring instead to focus on leadership within the
classroom. Below are some excerpts from instructors’ responses:

T1: Itry to involve as many of the students as possible to actively take part during the lesson (in
fact, all of them!).

T4: 1 don’t think that | have leadership skills. If we are talking about being a leader as a part of
being a teacher, since | am a leader in my classroom, | think that caring for the students is
important. | care about their progress and that they actually learn something. | encourage them,
but I try to make them study as well. As for qualities it requires, | think it is being committed,
helpful, encouraging, and strict.

T6: 1am not sure if | have good leadership skills, but | am fair and respectful to all my students.
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Collaborative Skills

Several responses underline the importance of cooperation with colleagues and the value of
collective work. Most of the teachers associate leadership with building collaborative
environments and valuing teamwork. Effective teaching and leadership involve working
together with colleagues and fostering a team-oriented environment. The quotations below
provide a summary of the responses in this regard:

T3: There are lots of opportunities to learn from others in any condition. | believe in the power
of cooperation and collaboration. If we work on sth. altogether, the outcomes will be richer and
fruitful but while working alone, everything is limited.

T7: 1 am good at teamwork and act cooperatively. | think they are very important. We observe
what terrible consequences there might be when the administrators lack these skills. They like
giving orders and making you have hard times.

T12: Leadership is related to joining people together and encouraging them to do the task
enthusiastically.

Problem-Solving and Analytical Skills

Participants’ views suggest that effective leadership requires the ability to solve problems
proactively and make informed decisions that support the learning environment. Some
participants emphasise the importance of analytical thinking and problem-solving as
leadership skills. Leadership involves anticipating challenges and finding constructive
solutions, especially during decision-making processes. Some excerpts are shared below:

T9: I have a good relationship with people, and I like focusing on solutions.

T11: In my case, | suppose my ability to compromise and convince people to help me. When
you make a decision, you should apply your decision by persuading your subordinates on the
usefulness of that decision. | believe that these are required skills for leaders.

T14:1am a good observer. | try to solve potential problems before they occur. If | encounter a
problem or challenge, I try to find the best solution. | focus on how to best solve a problem or
overcome an issue instead of stressing myself and others out.

Communication Skills

Effective communication, both verbal and non-verbal, and interpersonal skills are considered
to bevitalfor leadership in education. Thisrefers to the capacity to communicate ideas clearly,
practice active listening, and promote the sharing of ideas among subordinates. Some
excerpts to support these views are provided below:

T3: | believe that | am good at listening to people and understanding them and helping them in
case they have a problem about their personal or professional lives. Even if | do not agree with
my friends, | always create space for them to share their personal opinions and experiences.

T5: | think | am good at listening to people, which is important if you want to understand and
motivate them.

T10: I try to be understanding and kind, and to motivate people to share ideas.
Resistance to Formal Leadership Roles

Some respondents express reluctance toward formal leadership roles, particularly
administrative positions, for some other reasons. Participants’ views on this issue are
demonstrated by the following excerpts:

T2: | do not think that | have leadership skills because | do not like to convey my thoughts or
ideas verbally much. However, | think | am hardworking and determined; | do not easily give up.
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| definitely believe that they help me in my profession. | guess | can be a good role model for my
students.

T4: | don’t want to be a leader (meaning an administrator). In our institution being a leader
means doing extra work without getting any benefits from it.

T15: | do not consider myself having leadership skills as | prefer to work alone and
independently whenever possible.

Teachers’ Views on Key Characteristics of a Successful School Leader/Administrator

Participants were asked to reflect on the key characteristics of a successful school
leader/administrator. Five sub-themes emerged as a result of the analysis. These themes are
professional competence and experience, interpersonal skills, organisation and managerial
skills, problem-solving skills, consistency and accountability.

Professional Competence and Experience

Most of the teachers believe that school administrators should be open to new ideas,
innovations, and ongoing professional development. Their comments are presented below:

T1: S/he should have sufficient teaching experience in the related context. S/he should have
formal training and administrative skills.

T5: They also need to set a good example so that others would follow them.
T13: They need to follow new trends.
T6: They should be well-informed about innovations about education.

Nevertheless, one participant compares the state universities with the private universities and
talks about what makes them successful in the following excerpt:

T8: | observe general static dogmatic ambiance at state universities in Turkey. No way to
provide high standards, leadership and professional management. Private universities are
more dynamic, trendy and modern institutions. The administration is younger and more skilful
in management there.

Interpersonal Skills

A widely shared view among participants was that effective administrators should
demonstrate strong interpersonal skills, show respect toward others, and treat all individuals
fairly. Effective administrators should possess strong interpersonal skills, be respectful, and
treat everyone fairly. The reflections of the respondents are presented below:

T1: S/he should treat others in a respectful manner and speak in a respectable tone of voice.
Also, s/he should have good interpersonal skills.

T6: They should be fair, respectful, know how to listen and make fair judgements.

T7: They should be kind, smiling, making good compliments to their teachers and giving
appraisals and gifts to their teachers, keeping justice.

T9: Agood administrator should interact with the staff well and try to understand him/her. | think
empathy is really precious.

T12: Being close to the teachers and students, sharing ideas and informing them are crucial.

T14: They should also be in contact with their teacher teams all the time and should listen to
them regarding issues related to education and students.
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Organisational and Managerial Skills

EFL teachers propose that effective school administrators must be highly organised,
disciplined, and capable of managing multiple tasks and responsibilities. The following
excerpts illustrate participants’ views:

T2: A successful administrator must be farsighted, intelligent, flexible, well-organized.

T4: A good school principal should be organized and disciplined because usually they have a
lot of things to take care of.

T2: They must choose the right people for the tasks to be held. Based on the needs, they must
select the person having the required qualifications.

T9: Planning ability, responsibility and ability to make good decisions are important.

T10: They should be motivating, understanding, showing what to do, tracking the process,
taking part in the process actively.

T5: They also need to set a good example so that others would follow them.
Problem-Solving Skills

Most of the teachers agree that administrators need to be excellent problem solvers, flexible,
and they should be able to make sound decisions in complex situations. The following
statements exemplify these views:

T3: They should be open-minded, understanding, critical and good at problem solving. Mostly,
they face lots of problems and they need to be patient and tolerant while solving the problems
and they need to focus on solutions rather than problems.

T2: A successful administrator must foresee possible problems that may occur beforehand
and think/find solutions for them.

T4: They have to have strong work ethics as well since they have to deal with different types of
problems.

T14: I mean they should understand the necessities and challenges they come across and act
accordingly.

Consistency and Accountability

Consistency in leadership is accepted to be essential for a stable learning environment since
it leads to clear communication of rules and expectations. Fairness, justice, and equity are
believed to be crucial as they maintain authority and morale, ensuring that all individuals are
treated equally and justly. The respondents’ views are shared below:

T2: They must behave with every member equally.

T11: The key characteristic for a school leader is being just, tolerant and predictable. All rules
and regulations should be equally applied. Everyone needs to know what they are expected to
do and what administrative sanctions are to be applied if they fail to fulfil their responsibilities.

T8: To keep the balance in everything and avoid double standards are important.

Furthermore, some teachers suggest that successful administrators must be transparent in
their actions and decisions, fostering accountability and trust within the school. Their
quotations are as follows:

T15: Asuccessfulleader should be transparent before everything else because itis what makes
them accountable for what happens in an institution. Without transparency, there is no reason
to trust an administrator. And without trust, there is no way to be intrinsically motivated to
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improve the teaching/learning context. More transparency and accountability are all we need
for effective leaders and managers.

T1: If an administration senses that there is growing dissatisfaction about and opposition to
them, it should be involved in the self-evaluation process, or perhaps display the dignity to
announce that it is doing sth. wrong. At this stage, it is better for them to leave the post and
support those who will embrace all those involved with fresh energy and enthusiasm. “Mental
fatigue” is the worst risk in a working apparatus.

Supports of School Management

EFL teachers were asked to share whether they are supported by their administration in terms
of leadership and management issues. Four sub-themes emerged

Support for Professional Development

Most of the teachers report that school management supports teachers' professional growth
by providing opportunities for further education and participation in academic events. The
quotations below exemplify this:

T3: They support teachers if the teachers try to do projects or research.

T11: Our School Management tries to support teachers in their academic work by being flexible
in their timetables and allocating some money for their travel expenses.

T14: Our school regularly provides us with teacher training programmes, seminars and
workshops. Sometimes, they invite experts in the field to our institution.

T15: Academic work is always encouraged through making it possible to attend conferences,
congresses or professional courses.

T6: School management allows teachers to do their MA and PHD degrees and attend
conferences provided that teachers have make-up classes after the conference or find a
teacher who will act as a substitute.

Recognition and Appreciation

School managements acknowledge and appreciate teachers' efforts, particularly in academic
and extracurricular contributions. Teachers feel valued when contributions are recognised,
though sometimes this support is conditional. Some EFL instructors reflected on the issue
below:

T2: If the teachers make any contribution to education, such as attending conferences, writing
articles, doing projects, they appraise them.

T7: As long as | obey the rules and do not act with a bad intention, they stand by me, | guess.
T9: They listen to the problems and try to find solutions.
Emotional and Personal Support

Effective communication and responsiveness to teacher concerns are seen as supportive
actions. Beyond academics, some managements provide support in personal and family
matters, showing empathy and understanding. Participants’ experiences are shared below:

T3: They try to create a friendly atmosphere for sharing and contributing to the development of
the school and the program.

T5: The management is supportive when teachers have health and family issues.

T13: It has a sense of understanding, sees the needs and tries to solve problems, supports the
efforts of change and development.
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Limited Support

Some responses indicate that support from school management is not always consistent or
equal for all teachers. Because of this, some teachers feel excluded, unsupported, or only
helped under strict conditions. Their statements are provided in the following excerpts:

T4:1don’t feel supported by the school management at all.
T8: Our school management does not support teachers. They support some teachers.

T10: There are rules actually, and everyone acts accordingly, | do not feel or need any extra
support from my manager.

T12:1don’t think | get enough support from my school management. | feel like my suggestions
are not taken into consideration.

Teachers’ Views on Teacher Empowerment

Participants were also requested to reflect on teacher empowerment on the survey. They were
expected to share their experiences on whether they were allowed to take the responsibility of
their teaching, student learning, their professional development and growth by the school
management.

Teachers’ Views on Teacher Empowerment for Teaching and Learning
Autonomy in Teaching

Some teachers are of the opinion that school management allows them autonomy in their
teaching practices and student learning, fostering a sense of responsibility. They feel
empowered with freedom in classroom management and teaching methods. Their views are
presented as follows:

T2: They do not interfere with our in-class teaching.
T13: They trust teachers and do not interfere with their teaching.

T14: Each teacher is responsible for their own classes and is allowed to guide students
according to their needs and wants.

T15: The responsibility is totally yours since no one really interferes with what you do in the
class.

Limited Empowerment

Empowerment is sometimes viewed as delegated responsibilities without real decision-
making power. Some teachers feel that the empowerment they receive is limited, conditional,
or superficial, particularly in terms of autonomy over curriculum or teaching methods. The
responses of the participants are like this:

T4: 1don’t think that they care about it a lot. As teachers, we make decisions about the content
of exams and exam dates. | don’t think that giving those responsibilities to us was meant as
increasing our agency. It was a simple delegation of duties.

T11: Recently, we’ve started using pop quizzes prepared by our teachers. By doing this, we
aimed at giving the teachers the responsibility of their teaching and assessing it.

T5: Not much because the school makes centrally based decisions.

Consequently, autonomy exists at the micro level (lesson delivery), but macro-level decisions
(curriculum, structure) are controlled. Teachers report autonomy inside the classroom, but
they must follow a centrally designed syllabus. On the other hand, teachers talk about
responsibilities like preparing exams or quizzes, but see them as workload delegation rather
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than empowerment. Tasks are assigned without genuine trust or professional recognition. In
brief, it seems that teachers feel burdened rather than empowered.

Inequities in Empowerment

Participants also perceived disparities in the distribution of empowerment among teachers
and departments. Some respondents indicate that certain teachers or units appear to receive
greater support or autonomy than others and empowerment is not always equally shared. The
excerpts below illustrate these perceptions:

T8: | believe that our school management does not establish equality and they are not
interested in creative and talented teachers.

T15: It depends on which part of the university you work at. In faculties, the responsibility is
totally yours since no one really interferes with what you do in the class.

In short, teacher empowerment depends on the type of institution or level (faculties vs.
primary/high schools). Context matters since different parts of the university or school system
grant different levels of autonomy.

Collaboration and Support

Some participants report that school management fosters collaboration by involving teachers
in decision-making processes. They think that such practices promote shared responsibility
for teaching and student learning. Their reflections are presented below:

T7: They enhance my skills by giving responsibilities because someone has to share all these
workloads.

T14: Teachers not only get to cooperate with each other but also make decisions concerning
their own classes both through others’ feedback and independently.

T9: They encourage people and arrange meetings to talk about education and students.

Teachers highlight positive aspects such as being involved in syllabus/testing, gaining varied
experiences, collaborating, and having counsellor support. Responsibilities can enhance
skills, encourage cooperation, and foster professional growth. Empowerment is linked to
collaboration and professional development opportunities.

Centralized Control

Some teachers feel disempowered by centralised decision-making and a lack of autonomy.
Some teachers claim that school management’s centralised decision-making limits their
ability to take responsibility for their teaching. The following excerpts explain this:

T1: They formulate something in their mind and regard teachers as those who are negligent of
their duties or skip them.

T5: The school makes centrally based decisions.

Teachers perceive that management is top-down, distrusting, or uninterested in teacher
creativity. Decisions are centralised, teachers are seen as negligent, or equality is not
established. Teachers feel disempowered and undervalued.

Responsibility without Support

Teachers feel they have a responsibility but lack sufficient support to fully take ownership of
their teaching. Some teachers note that they have responsibility but lack the support or
resources to manage it effectively, creating a mismatch between accountability and
empowerment.
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T15: The responsibility is totally yours since no one really interferes with what you do in the
class. The downside of this is that there is no monitoring of what you do there.

T9: They listen to the problems and try to find solutions.
Teachers’ Views on Teacher Empowerment for Professional Development
Institutional Support for Professional Development

Some schools provide support for professional development, especially through opportunities
for further education. Some respondents report that their school management does provide
support, particularly in terms of facilitating access to professional development opportunities
like advanced degrees or external events. The excerpts below illustrate these views:

T1: They support it because teachers'individual development and growth also contribute to the
development and growth and most importantly to the publicity of the institution.

T9: They support teachers and give responsibility in their professional development.

T14: Our school management encourages each teaching staff member to find, arrange, and
follow events and opportunities for professional development and growth.

T13: They inform teachers about some research, seminars, and congresses so that they can
join in new areas of research.

Self-Driven Professional Development

Many teachers note that they take responsibility for their own growth, as the institution
provides limited guidance or structured opportunities. Some teachers believe that although
school management offers a certain level of support, the primary responsibility for
professionaldevelopmentis largely leftto the teachers themselves. Teachers who seek further
growth have to take initiative without significant institutional encouragement or support. They
reflect on the issue as follows:

T6: Very few people in my institution try to take the responsibility of their professional
development with their own effort rather than their institution.

T7: After graduating, the institutions do not care about the professional development compared
to private companies, universities, etc.

T15: You usually don't face any problems when you want to attend an MA, PhD or professional
development program.

Lack of Structured Programs

Teachers express dissatisfaction with the lack of organised seminars, workshops, or training
opportunities. Many respondents note that the school management lacks structured,
consistent programs to actively support professional development, such as workshops,
seminars, or in-house training sessions. Some responses are like this:

T4: Some people are doing their degrees and our administrators change schedules according
to that. But we never have any seminars or training organized for us.

T8: Nothing is done for professional development.
Support in Higher Education

The data shows that EFL teachers tend to feel more empowered in their professional
development due to institutional goals and academic culture. They tend to feel more
supported, mainly due to the academic nature of their work and institutional goals that align
with continuing education in higher education settings. Some quotations are demonstrated
below:
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T10: Universities have some academic goals to achieve.

T14: Everybody shares information and experiences with each other on a regular basis, which
has been very beneficial regarding both professional development and networking.

Organizational Constraints

Some teachers acknowledge that while school management might not directly hinder their
professional development, the overall institutional environment, such as high workload and
rigid schedules, presents significant obstacles to teacher empowerment in this area.

T2: Most of the time we have a very busy schedule.

As a result, partial empowerment and freedom occur with such constraints. High workloads
and busy schedules prevent many teachers from engaging in professional development, even
if they are interested.

Discussion

The findings of the study mainly indicate that participants conceptualise leadership in
relational and interpersonal terms, whereas management is mostly associated with
administrative and organisational functions. This perception is consistent with contemporary
studies emphasising thatteacher leadership contributes to collaborative professional cultures
and supports school improvement endeavour (Ghamrawi et al., 2024; Wenner & Campbell,
2017) and some other studies which commonly link leadership to creating vision and
motivation, while management is related to coordination and the efficient use of resources
(Bush, 2011; Northouse, 2019). In the present study, teachers emphasised the roles of
guidance, motivation and interpersonal influence when defining leadership, which aligns with
transformational leadership perspectives highlighting the role of leaders in inspiring and
empowering their subordinates (Leithwood & Jantzi, 2000).

Another important finding is the participants’ emphasis on emotional and relational aspects of
leadership, which are motivating and supporting colleagues. These perceptions align with
previous research suggesting that effective educational leadership involves strong
interpersonal relationships and the ability to build trust and collaboration within professional
communities (Day & Harris, 2003; Harris, 2008). In particular, the participants’ emphasis on
cooperation and teamwork reflects the principles of distributed leadership, which
conceptualises leadership as a shared practice emerging from interactions among members
of an organisation rather than from formal authority alone (Spillane, 2006). Such perspectives
are also compatible with teacher leadership frameworks that emphasise teachers’ influence
beyond the classroom and their contributions to school improvement and professional
learning (York-Barr & Duke, 2004). Empirical studies consistently demonstrate that leadership
indirectly affects student achievement through mediating variables such as school climate,
teacher collaboration, and instructional quality (Cheng, 1994; Sebastian et al., 2016)).
Leadership effects are therefore rarely direct; rather, they operate through organisational
conditions that shape teaching and learning. This indirect influence strengthens the argument
that leadership must be understood as embedded in everyday professional practice rather
than isolated within administrative offices.

In contrast, participants tended to define management in more structural and administrative
terms. Management was frequently associated with organising resources, controlling
processes, solving problems, and ensuring the efficient functioning of the institution. These
findings correspond with traditional conceptualisations of management that emphasise
planning, coordination, and organisational efficiency (Bush, 2011). The participants’ views
suggest that teachers perceive management primarily as an institutional responsibility linked
to administrative authority rather than as a pedagogical or instructional practice. Only a limited
number of participants referred to classroom management or teaching-related aspects when
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discussing management. This distinction between leadership and management is consistent
with previous studies indicating that educators often perceive leadership as inspirational and
people-oriented, whereas management is viewed as procedural and task-oriented (Kotter,
1990; Bush, 2011). However, recent studies suggest that these roles are increasingly
interconnected in contemporary educational institutions, particularly in higher education
environments where leadership practices often emerge through collaboration among faculty
members rather than through hierarchical authority structures (Ghamrawi et al., 2024).

Another noteworthy finding concerns teachers’ perceptions of their own leadership roles. Most
participants believed that it is essential for teachers to have leadership skills, particularly in
relation to motivating students, guiding classroom activities, and supporting student learning.
These views correspond with the growing emphasis on teacher leadership in educational
research, which highlights teachers’ potential to act as facilitators of change, mentors, and
contributors to professional learning communities (Katzenmeyer & Moller, 2009; Wenner &
Campbell, 2017). Similarly, there are some studies emphasising that teacher leadership can
strengthen professional learning communities and improve instructional capacity when
teachers are actively involved in organisational processes (Nguyen, Harris, & Ng, 2020; Wenner
& Campbell, 2017). However, some participants expressed reservations regarding formal
leadership roles, especially administrative positions. Their reluctance was often related to
increased workload, limited incentives, or a preference for maintaining professional
autonomy. The participants’ emphasis on leadership within classroom settings also suggests
that teachers often interpret leadership in relation to their instructional responsibilities rather
than formal administrative roles. However, limiting teacher leadership to classroom
effectiveness may narrow the scope of the concept and overlook its broader organisational
implications. Frost and Durrant (2003) caution against restricting teacher leadership to
classroom-level practices, emphasising its strategic and developmental contributions across
the institution. Similar concerns have been reported in previous studies, which indicate that
teachers may hesitate to take on formal leadership responsibilities when such roles are
perceived as bureaucratic or disconnected from teaching practices (Mangin & Stoelinga,
2008).

The emerging results also reveal that participants associate effective school leadership with a
combination of professional competence, interpersonal skills, organisational ability, and
problem-solving capacity. In particular, respondents emphasised the importance of fairness,
transparency, communication, and accountability in leadership practices. These expectations
correspond with contemporary leadership models that stress ethical leadership, relational
trust, and collaborative decision-making within educational organisations (Bryk & Schneider,
2002; Harris, 2008). Teachers’ emphasis on transparency and fairness also suggests that trust
plays a crucial role in shaping positive perceptions of leadership within educational
institutions.

One of the most significant aspects emerging from the findings relates to teachers’ perceptions
onteacher empowerment. While some participants reported having considerable autonomy in
classroom practices, many indicated that decision-making processes related to curriculum
design and institutional policies remained centralised. This situation reflects a common
tensionin educational organisations between professional autonomy and institutional control.
Research on teacher empowerment indicates that teachers are more likely to feel
professionally motivated and committed when they are actively involved in decision-making
processes and when their professional expertise is recognised by institutional leadership
(Bogler & Somech, 2004; Lee & Nie, 2021). However, when responsibilities are delegated
without genuine participation in decision-making, teachers may perceive such practices as
increased workload rather than as meaningful empowerment. In the present study, several
participants perceived certain responsibilities, such as preparing exams or quizzes, as
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delegated tasks rather than genuine opportunities for professional empowerment. This means
that empowerment may sometimes be conceived as an increased workload rather than as
enhanced professional agency.

The findings of this study also highlight the role of institutional support in teachers’
professional development. Although some participants reported receiving support from
school management in the form of flexible schedules, conference participation, or training
opportunities, others perceived such support as limited or inconsistent. These mixed
perceptions are consistent with previous research suggesting that institutional culture and
leadership practices play a crucial role in shaping opportunities for teacher learning and
professional growth (Day, 1999; Opfer & Pedder, 2011). In particular, the presence of
supportive leadership and collaborative professional cultures has been identified as a key
factor in promoting continuous professional development among teachers.

Overall, the results of this study demonstrate that EFL instructors tend to conceptualise
leadership as arelational and collaborative process focused on guiding and motivating others,
while management is perceived as a more formal and administrative function. Furthermore,
teachers recognise the importance of leadership skills in their professional roles. However,
their willingness to engage in formal leadership positions may depend on contextual factors
such as institutional support, workload, and organisational culture. In a similar vein, Siddiqui
etal. (2021) identified several barriers to teacher leadership, such as a lack of time, insufficient
administrative support, and organisational structures that limit teacher agency, although
teacher leadership development is influenced by teachers' own beliefs, principals' support,
and access to professional development opportunities. As suggested by Kasapoglu and
Karaca (2021), to foster teacher leadership in schools, teachers should be given professional
development opportunities, particularly through training that focuses on improving leadership
skills, since the results of the teachers' perspectives revealed that administration, colleagues,
and the hierarchical structure of the system pose significant obstacles for teacher leaders. In
line with this, the results of another study yielded a variety of leadership techniques and
abilities which would have a positive impact on teachers' well-being such as encouraging
cooperation and teamwork, adjusting to changes, respecting teachers' professional
judgement, offering emotional support and equitable workload distribution, encouraging work-
life balance, offering ongoing feedback and opportunities for professional development,
guaranteeing clear communication, empowering and valuing teachers, resolving conflicts, and
building trust (Le et al., 2025).

Conclusion

This exploratory study aimed to investigate EFL instructors’ perceptions of leadership and
management in higher education contexts and to gain a deeper understanding of how these
concepts are interpreted based on teachers’ professional experiences and institutional
environments. The findings of the study provided rich qualitative insights into teachers’
definitions of leadership and management, their perceptions of their own leadership roles,
their perceptions of teacher empowerment, and the ways in which they develop leadership and
management skills within their professional practice. The results indicate that EFL instructors
tend to conceptualise leadership primarily as a relational and collaborative process
characterised by guidance, motivation, communication, and interpersonal influence. In
contrast, management is largely perceived as an administrative and organisational function
associated with coordination, control, and resource management within institutional
structures. This distinction reflects teachers’ tendency to view leadership as a more
inspirational and people-oriented process, while management is interpreted as a structural
and procedural responsibility. At the same time, the findings suggest that these two concepts
are not entirely separate in practice, as leadership and management responsibilities often
intersect within educational institutions.



44 | OMNIALANG: International Journal of Language Continuum (OMNIA-LC)

Another important finding concerns teachers’ perceptions of their own leadership roles.
Although data obtained demonstrated the importance of leadership skills in participants'
professional lives, leadership skills are often associated primarily with classroom practices
such as guiding students, motivating learners, and facilitating learning processes. The study
also put forward important insights regarding teacher empowerment. While many participants
reported having a certain level of autonomy in their classroom practices, decision-making
processes related to curriculum design, assessment policies, and institutional planning were
often perceived as centralised and top-down processes. In this sense, the importance of
participatory leadership practices that genuinely involve teachers in institutional decision-
making is highlighted. In addition, the findings emphasise the significant role of institutional
support in teachers’ professional development. Even though some participants reported
receiving support from school management in the form of flexible schedules, opportunities to
attend conferences, and training programs, others perceived such support as limited or
inconsistent. This suggests that leadership practices and institutional culture play a critical
role in shaping opportunities for teacher learning, collaboration, and professional growth.
Accordingly, such opportunities not only support individual development but also create the
structural conditions through which teacher leadership can be enacted and encouraged. It can
be concluded that institutional context is a crucial factor in understanding how EFL teachers
develop and exercise leadership in higher education.

Furthermore, the results of this study contribute to the growing body of literature on teacher
leadership by providing context-specific insights into how EFL instructors perceive leadership
and management in higher education environments. The study underlines the importance of
fostering collaborative leadership practices, strengthening teacher empowerment, and
creating supportive institutional cultures that encourage teachers to take active roles in
organisational administrative operations. From a practical perspective, the findings suggest
that educationalinstitutions should provide greater opportunities for teachers to participate in
decision-making processes and leadership development initiatives. In the context of higher
education EFL settings, it may be a good strategy for institutions to implement concrete
empowerment strategies such as distributing leadership responsibilities across teaching staff,
supporting collaborative professional development, and creating psychologically safe
environments where teachers could feel free to voice their perspectives and take initiative so
that teacher leadership is not left to chance but becomes a structurally supported institutional
priority. Professional development programs focusing on leadership skills and reflective
teaching may help teachers expand their leadership capacities beyond classroom settings. In
addition, creating transparent and supportive organisational environments may enhance
teachers’ motivation, professional commitment, and willingness to take responsibilities of
leadership roles.

Limitations and Suggestions

This study was conducted with a relatively small group of participants from specific higher
education contexts in Turkiye, so the findings should be interpreted within these contextual
limitations. Although participants were drawn from multiple institutions, the inclusion of
several instructors from the same context may have influenced the representation of the
findings. Future research could examine teachers' perceptions of leadership and management
across different institutional settings with a larger and equal number of participants, or
comparative international contexts. Further studies may also explore how institutional
policies, organisational cultures and leadership development programs influence the way
teachers perceive teacher leadership practices and professional agency in higher education
settings.
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KEYWORDS the educational process. However, the literature reveals only a limited number
foreign language learning; of studies that comprehensively examine the motivational dynamics of
language learning motivation;  preparatory school students. Therefore, this study aims to examine the
EFL learn'ers; English motivational dynamics of students who are enrolled in university English
preparation programs; preparatory programs and the factors that increase or decrease their motivation.
motivation dynamics The research was conducted using a mixed-methods design. In the quantitative

phase, a Likert-type questionnaire was administered to 219 students, while in
the qualitative phase, semi-structured focus group interviews were conducted
with 50 students. Quantitative data were analysed using descriptive statistics,
while qualitative data were examined using thematic analysis. The findings
revealed that the vast majority of students had a strong motivation to learn
English and considered it important, particularly in terms of career
opportunities, international communication, and personal development.
However, intensive course programs, exam pressures, and language learning
difficulties were identified as the main factors that negatively affect motivation.
The results obtained indicate that creating more interactive and student-centred
learning environments in preparatory programs could positively support
students' motivation and language learning processes.

Introduction

Foreign language learning is a complex process that offers significant opportunities in
individuals' academic, social and professional lives. Many factors influence learners' success
in this process, and motivation is considered among the most decisive ones. Motivation is a
fundamental psychological factor that influences individuals' desire to learn a language, the
effort they put into the learning process and their determination in the face of difficulties
encountered during the learning process. Research shows that highly motivated students
participate more actively in the language learning process, use more learning strategies and
are more successful in language learning (Dornyei, 2020; Othman, 2025).

The importance of motivation in foreign language learning becomes even more apparent when
it comes to a global communication language, such as English. Today, English plays a
significant role in academic studies, international communication and career opportunities.
For this reason, many universities offer preparatory programmes to ensure that students
acquire the necessary language skills before they begin their academic education. Preparatory
schools provide a significant learning environment for students to develop their academic
English proficiency. However, the intensive and demanding nature of these programmes can
cause changes in students' motivation levels over time. Research shows that many students
start learning English with high motivation, but this motivation can decrease for various
reasons as the learning process progresses (Dornyei, 2020; Matsuda & Gobel, 2004). It is
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particularly noted that students in university preparatory programmes can experience a
significant loss of motivation, which negatively affects their learning process.

Language learning motivation is influenced by numerous factors, including students' personal
goals, perceptions of self-efficacy, teaching methods, classroom environment and teacher-
student interaction. Furthermore, students' perceptions of how much they will use English in
their academic and professional lives can also shape their motivation. Students' perceptions
and experiences of the learning environment can also play animportant role in their motivation.
Indeed, research shows that the learning environment, teaching strategies and students'
attitudes towards language learning directly affect motivation (Kayir et al., 2025).

Recent developments in the field of education, and particularly global events such as the
COVID-19 pandemic, have significantly impacted language learning processes and student
motivation. During the pandemic, many educationalinstitutions transitioned to online learning
environments, leading to changes in students' learning experiences. Research indicates that
online learning environments can have a significantimpact on students' motivation and anxiety
levels (Maclntyre et al., 2020). This process has highlighted how sensitive language learning
motivation is to contextual factors.

Although there are numerous studies on language learning motivation, a significant portion of
this research has focused on general English as a Foreign Language (EFL) learners. Studies
examining the motivational dynamics of students attending university preparatory schools are
relatively limited. Furthermore, some of the existing studies focus solely on quantitative data
and do not sufficiently address qualitative data that would reveal students' motivational
experiences in more depth. In this context, examining the motivation of students enrolled in
English preparatory programmes at universities is important from both a theoretical and
practical perspective. Identifying the factors that influence student motivation can help
teachers develop more effective teaching strategies and encourage students to participate
more actively in the learning process. Furthermore, such studies can help preparatory
programmes to create a more student-centred and motivating learning environment.

In line with this, this study aims to examine the motivational dynamics of university English
preparatory school students, identifying the elements that increase and decrease students'
motivation in the learning process. Simply, the research seeks to answer the following
questions:

1. What are the motivational dynamics of English preparatory school students towards
learning English?

2. What factors increase and decrease the motivation of English preparatory school
students to learn English?

Literature Review

Foreign language learning is a multidimensional process in which many cognitive, affective and
social factors play a role. Among these factors, motivation is considered one of the most
important variables affecting students' participation in the learning process, their learning
efforts and their success in language learning. Motivation is a fundamental psychological
factor that determines students' desire to learn a language, the time they devote to the learning
process and their determination to continue learning despite the difficulties they encounter
(Dornyei, 2020; Gardner, 2010). Research on language learning motivation shows that students
with high levels of motivation participate more actively in the learning process, use more
learning strategies and are more successfulin language learning (Ushioda, 2011; Lamb, 2017).

One of the first comprehensive theoretical frameworks to explain language learning motivation
is the socio-educational model developed by R.C. Gardner. According to Gardner, motivation
is related to an individual's desire to learn a language, the effort they put into the process, and
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their positive attitude towards the learning process (Gardner, 1985). In Gardner's model,
motivation is addressed under two basic dimensions: intrinsic motivation and instrumental
motivation. Intrinsic motivation is related to the individual's self-desire to connect with the
culture where the target language is spoken. Whereas instrumental motivation refers to the
individual's desire to learn the language for pragmatic purposes such as academic success
and career opportunities (Gardner, 2010). This model has formed the basic theoretical
framework for foreign language motivation research for many years.

Research on motivation has been approached through various theoretical frameworks over
time. In this context, the Second Language Motivational Self-System developed by Dérnyei has
emerged as an important model for explaining language learning motivation (Do6rnyei, 2009).
This model consists of three main components: the ideal second language (L2) self, the
obligatory L2 self and the learning experience. The ideal L2 expresses the individual's dream of
becoming a person who can use the language effectively in the future, while the obligatory L2
expresses the individual's responsibility to learn the language due to their social environment
or academic requirements. The learning experience encompasses factors such as the
classroom environment, teaching methods and teacher-student interaction (Dérnyei, 2020).
This model emphasises that motivation is not a static trait, but a dynamic process that can
change over time.

A significant portion of studies on language learning motivation are also addressed within the
framework of Self-Determination Theory. According to this theory, developed by Ryan and
Deci, individuals' motivations are divided into two basic categories: intrinsic and extrinsic
motivation (Ryan and Deci, 2017). Intrinsic motivation is related to an individual performing an
activity solely because they are interested in it and enjoy it. Extrinsic motivation, on the other
hand, is explained as an individual performing an activity due to external factors such as
rewards, success, or social expectations. Research conducted in the context of language
learning shows that intrinsic motivation contributes to students' more active participation in
the learning process and to their achieving more lasting success in learning (Ryan and Deci,
2017; Noels, 2013).

Numerous studies examining the role of motivation in the language learning process have
revealed a strong relationship between motivation and academic achievement. Students with
high levels of motivation participate more actively in the learning process and are more resilient
in the face of challenges encountered during learning (Dérnyei and Ushioda, 2011).
Furthermore, students' perceptions of self-efficacy, attitudes towards learning and future
goals also have a significant impact on motivation (Bandura, 1997; Ushioda, 2011). Therefore,
motivation is considered as one of the key factors determining success in foreign language
learning.

Certain studies have shown that motivation is not merely an individual trait, but rather a
dynamic process influenced by social and contextual factors (Ddornyei and Ryan, 2015).
Students' motivation can change over time, and this change can be influenced by various
factors such as learning experiences, success or failure. In particular, the classroom
environment, teaching methods and teacher-student interaction are among the factors that
directly affect students' motivation. Student-centred teaching approaches and interaction-
based learning activities increase student motivation, while monotonous teaching methods
and exam-focused education can negatively affect motivation (Lamb, 2017; Dérnyei and Ryan,
2015).

Studies conducted in the context of EFL indicate that students' motivation to learn English is
influenced by various individual and environmental factors. Students' perception of English as
an international language of communication and their need for English in line with their
academic and professional goals are among the important factors that increase motivation
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(Kormos and Csizér, 2008). However, exam anxiety, low self-efficacy perceptions and limited
opportunities for students to use the language in their daily lives can negatively affect
motivation (Maclntyre, 2002; Oztiirk & Giirbiiz, 2013).

Research conducted in the Turkish context also indicates that the motivation levels of
university preparatory school students are closely related to their language learning success.
Studies conducted on university students’ perceptions about motivational strategies could be
different according to various factors (Erdil-Moody & Thompson, 2020). In particular, students'
perception of English as an important tool for international communication and academic
success is among the factors that increase motivation. However, an intensive course
programme, exam pressure and limited opportunities for students to use the language in their
daily lives can have negative effects on motivation (Oztiirk & Giirbiiz, 2013).

In conclusion, studies in the field reveal that motivation plays a centralrole in foreign language
learning and directly influences the learning process. However, there is still a need forresearch
into how motivation is shaped in different learning contexts and among different groups of
students. Studies examining the motivational dynamics of students attending university
preparatory schools are particularly limited. Therefore, research examining the motivation of
preparatory school students towards learning English and the factors influencing this
motivation is expected to make significant contributions to the field.

Methodology

This research adopted a mixed-methods design, combining quantitative and qualitative data
collection approaches to investigate motivational dynamics in the EFL learning context. This
design was adopted to maintain a holistic and comprehensive understanding of the
motivational orientations of learners, integrating statistical data with rich contextual
narratives. This approach aligns with the growing use in educational research to justify
knowledge assertions and enhance the credibility and richness of findings (Subedi, 2016).
Similarly, in line with Creswell (2012), this study strengthens its credibility through explicit
assertions. In this two-phase analysis, quantitative data were collected in the first phase
through a large-scale survey to reveal general ideas and perceptions about the research
problem. Qualitative data were collected through focus group interviews conducted with a
smaller subset of participants to explore the research problem in depth during the second
phase of this study.

Data Collection Instruments and Procedure

This study was conducted at a state university in Tlrkiye during the 2024-2025 academic year.
The participants were EFL learners enrolled in the preparatory English program. Their
proficiency levels varied from elementary (A1) to intermediate (B1), as defined by the CEFR. A
total of 219 learners participated in the first phase of the study. 102 (46.6%) of the learners
were female, and 117 (53.4%) of them were male. The ratio of women to menis relatively close.
For the qualitative strand, 50 learners were chosen according to a convenience sampling
method proposed by Etikan (2016), due to its accessibility to the participants and its
appropriateness for this research study. Ethical approval was obtained, and all participants
provided informed consent.

A structured survey, which included 5 Likert-scale to capture learners’ motivational beliefs,
attitudes, effort regulation and perceived challenges in language learning, was performed. The
survey was piloted to enhance clarity and internal consistency. It was sentto 219 learners, and
responses were collected anonymously via mail to promote integrity and reduce response
bias. For the qualitative process, a semi-structured focus group interview using thematic
prompts aligned with theoretical literature on L2 motivation was conducted.
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Data Analysis

In the data analysis process, survey data were analysed using descriptive statistics.
Frequencies and percentages were used to reveal learners’ motivational patterns and
preliminary themes. The qualitative data obtained from the focus group interviews, which were
held with a small group, were analysed thematically, based on Braun and Clarke’s (2006) six-
step framework to increase interaction and reflection. The integration of findings allowed a
meta-level conclusion that enabled a more comprehensible and reliable understanding of the
motivational trajectories of EFL learners.

Results

In this section, the qualitative and quantitative findings were presented under two subtitles.
The first part presents data from the survey questions, and the second part presents the
analysis of the focus group interviews.

Table 1

Data Analysis of Survey Questions

Items Strongly Disagree Neutral Agree Strongly
Disagree Agree
N N N N N
% % % % %
1. Iwould like to speak English 2 0 2 19 196
fluently. 0.9% 0% 0.9% 8.7% 89.5%
2. | would like to have English- 5 3 15 55 141
speaking friends. 2.3% 1.4% 6.8% 25.1% 64.4%
3. I would like to communicate 3 3 17 59 137
with someone who uses English. 1.4% 1.4% 7.8% 26.9% 62.6%
4.1 would like to travel to English- 3 1 9 16 190
speaking countries. 1.4% 0.5% 4.1% 7.3% 86.8%
5. | enjoy attending English 11 12 70 66 60
classes. 5% 5.5% 32% 30.1% 27.4%
6. The subjects | learn in English 17 17 85 58 42
classes are fun. 7.8% 7.8% 38.8% 26.5% 19.2%
7.1don't want to miss English 20 15 68 62 54
classes. 9.1% 6.8% 31.1% 28.3% 24.7%
8. If | had the opportunity, | would 38 30 54 38 59
take English lessons outside of 17.4% 13.7% 24.7% 17.14 26.9%
school. %
9. English course topics are 18 27 75 55 44
interesting. 8.2% 12.3% 34.2% 25.1% 20.1%
10. English lessons are necessary 2 1 6 18 192
for me to find a job. 0.9% 0.5% 2.7% 8.2% 87.7%
11. Learning English will help me 2 0 7 11 199
advance in my career. 0.9% 0% 3.2% 5% 90.9%
12. | believe that learning English 2 0 8 21 188
will help me find a job abroad. 0.9% 0% 3.7% 9.6% 85.8%
13. I believe that | am skilled at 18 18 68 49 66
communicating in English. 8.2% 8.2% 31.1% 22.4% 30.1%
14. | believe that | will be 7 11 50 72 79
competent in communicating 3.2% 5% 22.8% 32.9% 36.6%
effectively in English.
15. | believe that | am capable of 7 1" 43 77 81
understanding what is taughtin 3.2% 5% 19.6 35.2% 37%

class.

These results reveal that the majority of the learners (around 90% total for agree and strongly
agree combined) have the motivation to learn and communicate in English. They are eager to
interact with English-speaking people. However, their motivation level decreases in the
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classroom setting, as evidenced by the reduced agree and strongly agree responses regarding
classes (less than 60% combined). The responses to questions, related to the English
classroom atmosphere, the subjects and the methods, are scattered among neutral to strongly
agree, which means that although they are highly motivated in learning English, they are less
motivated to attend English classes.

The majority of the learners believe in the necessity of learning English in their career paths
(90.9%) and in finding a good job (85.8%). On the other hand, the percentages of their
responses to the questions related to their perceived competency in communicating in English
and understanding English courses are again scattered among the options.

A remarkable inference from the responses of the learners is that even though they do not find
English courses fun and are not so eager to attend the lessons, their responses to question 8
(If I had the opportunity, | would take English lessons outside of school) may show that their
lack of motivation is not due to classes at school, but to the English teaching methods and
contentin general. Their responses to question 8, from strongly disagree to agree strongly, are
17.4%, 13.7%, 24.7%, 17.14% and 26.9%, respectively. This demonstrates that the way the
English lesson is conducted, independent of the classroom atmosphere, decreases their
motivation.

Data Analysis of Focus Group Interviews

Inthis study, focus group interviews were chosen as the qualitative method in order to evaluate
the learners’ motivations in learning English. Thematic analysis of the learners’ responses
provided a deeper understanding of the underlying dynamics that shape their motivation. The
learners’ responses were first coded and then categorised into themes and subthemes, which
will be presented in this section.

Table 2
Data Analysis of Interview Question 1

Q1. Please explain your motivation for learning English.

Themes Sub-themes
High motivation Career aspirations
27% International opportunities
Desire for personal development
Moderate motivation Demanding course schedule
44% Time management challenge
Fluctuating interest
Low motivation Monotony-boredom in classrooms
27% Lack of internal and external motivational support

The data derived from the responses to the first question were categorised into three
overarching categories: high motivation, moderate motivation and low motivation.
Subsequently, several subthemes within each category emerged during the analysis, providing
a clear and detailed explanation of the factors that shape learners’ motivation.

Learners demonstrating high motivation tended to have forward-looking goals such as career
goals, international opportunities and a desire for personal development. These motivational
drivers emphasise the strong connection between long-term goals related to professional
development and high motivation.

On the other hand, learners with moderate motivation showed a fluctuating motivation that is
more dynamic and context-dependent. Their responses showed that they have the motivation
to learn English, yet this motivation may be influenced by institutional and academic factors.
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Responses associated with low motivation indicate the demotivating factors, which are
monotony and boredom in classroom routines and a lack of internal and external motivational
support. These responses show the influence of classroom dynamics and insufficient
encouragement on learners’ motivational levels. Some learners’ verbatim driven from the data

as an example of low motivation are: “There is nothing that motivates me”, “l am reluctant to
attend lessons. There are no external factors that challenge me”, “l would like to learn, but
there isn’t a clear goal that guides me”.

Table 3

Data Analysis of Interview Question 2

Q2. What are the factors that motivate you in learning English?

Themes %
Career opportunities 35
International job opportunities 20
Personal Development 15
Instructor and classroom support 10

The second interview question examines the factors that motivate learners in learning English
and from the data, four essential themes emerged. As shown in the table, career opportunities
were the top motivator with 35%. As one of the learners mentioned, “English will help to
increase my opportunity to find ajob”. In addition, international job opportunities follow it with
20%, which reflects the desire for global career advancements. For instance, one of the
learners mentioned this as “Working abroad is very critical for my career.” Personal
development was another motivator mentioned by 15% of the learners. An example excerpt
from the learners is: “Learning a new language improves my confidence.” Finally, 10% of the
learners highlighted the role of the instructor and classroom support as important factors in
creating a positive learning environment.

Table 4
Data Analysis of Interview Question 3

Q3. Please explain the factors that decrease your motivation.

Themes %
Excessive class hours 30
Exam difficulty and low marks 20
Complexity of language and vocabulary learning 16
Instructor attitude 10
Social pressure and absenteeism 8

The most demotivating factor mentioned by the learners was excessive class hours, with 30%.
This reveals that learners are overwhelmed with long and intense classroom schedules, which
negatively affect their motivation. Example excerpts from the learners are “Long hours of
lessons are tiring” or “Long hours of classroom schedule lower my motivation”. Another crucial
factor that undermines motivation is exam difficulty and low marks, with 20%. This anxiety
diminishes their self-efficacy and intrinsic motivation. As one of the learners said, “My
motivation decreases, especially when my scores are low in exams”.

The challenge of learning a new language, especially vocabulary learning, emerged as another
theme mentioned by 16% of the learners. Some learners struggle with the memorisation of new
vocabulary, which directly affects their fluency in language and hinders their motivation in the
learning process. As one of the learners mentioned, “The number of words that | don’t know is
too high, and this demotivates me”.
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10% learners expressed the instructor's attitude as another factor that diminishes motivation.
The role of instructors in establishing an inclusive and supportive learning environment and in
providing positive reinforcement is crucial in the engagement of the learners. Finally, social
pressure and absenteeism are other factors mentioned by 8% of the learners that stress the
importance of a sense of belonging in the learning process.

Table 5
Data Analysis of Interview Question 4

Q4. What do you think will increase your motivation level?

Themes %
Reduction of class hours 20
Entertaining- fun activities 18
Speaking practice 16
Instructor attitude 12
Collaboration and peer interaction 10

The results of question four indicate that structural and pedagogical factors impact learners’
motivation. The reduction of class hours (20%) was the most prominent theme that emerged
from the data, showing that excessive class hours are perceived as demanding and cause
motivational decline. For instance, one of the learners attributed, “I feel more motivated if my
classroom hours are fewer.” Furthermore, entertaining and fun classroom activities were
highlighted by 18% of the learners, which stresses the importance of interactive pedagogical
approaches in creating a more stimulating and highly participatory atmosphere. As one of the
learners said, “Games like Kahoot increase my motivation”. 16% of the learners emphasised
their need for speaking practice to actively use the language. An example from the learners’
excerptis “If we make more speaking practice, | would express myself better”. This shows that
learners need a more communicative and interactive learning atmosphere. Instructor attitude
12% and collaboration and peer interaction 10% were also reported as motivational
contributors that clearly put forth the significance of instructional practices and positive,
supportive classroom atmosphere.

Table 6
Data Analysis of Interview Question 5

Q5. Please explain the factors that negatively affect your motivation in the classroom.

Themes %
An excessive number of class hours 15
Instructors' fast pace of lessons 11
Lack of participation in the classroom 10
Anxiety of exams and falling behind in the classroom 9

Accordingtothe learners, several key factors negatively influence motivation in the classroom.
Notably, an excessive number of class hours emerged as learners felt overwhelmed. As one of
the learners mentioned, “The sheer number of class hours makes it difficult for me to follow
my daily plan and decreases my motivation.” In addition, instructors’ fast pace of lessons
creates the feeling of falling behind. An example from an excerpt of one of the learners is
“Intense and quick lesson process makes it harder for me to understand, and this lowers my
motivation”. Furthermore, lack of participation and anxiety about exams and falling behind
diminishes motivation as they feel disconnected and experience anxiety and lack of
confidence. Some of the learners' excerpts are “When my friends do not participate in the
classroom, | feel like I'm falling behind”, “Getting low marks in the exams undermines my self-
confidence, and that affects my motivation negatively”.
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Discussion

The aim of this study is to examine the dynamics of motivation towards learning English among
students enrolled in a university English preparatory programme, as well as the factors that
increase or decrease motivation. The research findings indicate that students generally
possess strong motivation to learn English, but this motivation can be influenced by various
individual and contextual factors. These results largely correspond with previous research
emphasising the central role of motivation in foreign language learning (Dornyei, 2020;
Gardner, 2010).

When quantitative data is examined, it is evident that the vast majority of students wish to
speak English fluently, desire to communicate with English speakers and aim to travel to
English-speaking countries. This finding indicates that students possess a significant degree
of integrated motivation. According to Gardner's socio-educational model, integrated
motivation is related to students' interest in the culture and society where the target language
is spoken (Gardner, 1985; Gardner, 2010). The findings obtained in this study reveal that
students view English not only as an academic requirement but also as an important tool for
international communication and cultural interaction. This result is also consistent with
studies showing that EFL learners perceive English as a global language of communication
(Kormos & Csizér, 2008).

However, the findings reveal that students' motivation is also influenced significantly by
instrumental factors. The vast majority of students believe that English will increase their job
opportunities and contribute to their career development. This indicates that instrumental
motivation plays an important role in students' motivation to learn English. According to
Gardner's model, instrumental motivation is related to individuals learning a language for
pragmatic purposes such as career opportunities or academic success (Gardner, 2010). The
findings of this study also show that students directly associate English with future
professional opportunities. Similarly, Kormos and Csizér (2008) state that students' future
career goals significantly influence their motivation to learn a language.

The qualitative findings of the study also revealed that students' motivation levels varied. While
some participants reported having high motivation, a significant proportion stated that their
motivation was at a moderate level. This finding is consistent with studies emphasising that
motivation is a dynamic process that can change over time rather than a fixed characteristic
(Dornyei, 2009; Dornyei and Ryan, 2015). It appears that students' motivation can vary
depending on their learning experiences, the classroom environment and their personal goals.

The qualitative findings also indicate that career opportunities, opportunities to work abroad
and personal development goals are among the primary factors that increase students'
motivation. These results are consistent with studies emphasising that language learning
motivation is closely related to individuals' future goals and self-concept (Doérnyei, 2009;
Ushioda, 2011). In particular, students' perception of English as being important for
international communication and career opportunities emerged as a significant factor in
increasing motivation. This can be explained by students' belief that English, as a global
language of communication, will play an important role in their future social and professional
lives.

On the other hand, research findings indicate that certain factors negatively affect students'
motivation. In particular, excessive class hours, difficult examinations and the difficulty of
learning vocabulary are among the significant factors that reduce student motivation. These
findings are consistent with studies indicating that exam anxiety and learning difficulties can
negatively affect motivation in the language learning process (Maclntyre, 2002; Oztirk and
Gurbuz, 2013). In particular, it has been observed that receiving low grades on exams damages
students' self-confidence and reduces their motivation. This situation can also be linked to
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Bandura's (1997) self-efficacy theory, which emphasises that students' perceptions of self-
efficacy play an important role in motivation.

In addition, factors related to the classroom environment have been found to have a significant
impact on motivation. Students have stated that factors such as the intensity of class hours,
teachers covering topics too quickly and low levels of classroom participation negatively affect
their motivation. This finding is consistent with studies emphasising the impact of teaching
methods and the classroom environment on motivation (Lamb, 2017; Dérnyei and Ushioda,
2011). It is known that students have higher levels of motivation in more interactive and
student-centred learning environments. Therefore, it can be said that communication-based
activities and practices that increase student participation in the classroom can boost
motivation.

Another important finding of the study is that students indicated they would like to engage in
more speaking practices, participate in enjoyable learning activities and be in learning
environments that involve social interaction in order to increase their motivation. This result is
consistent with studies indicating that student-centred teaching approaches have positive
effects on motivation (Lamb, 2017). In particular, gamification, group work and
communication-based activities have been found to increase student motivation. In this
context, teachers using methods that encourage active student participation in the classroom
environment can play an important role in increasing motivation.

Overall, the findings of this study indicate that language learning motivation is a
multidimensional construct influenced by individual, academic and social factors. Students'
motivation is affected by both internal and external factors. This result is consistent with
studies that reveal the internal and external dimensions of motivation working together within
the framework of Self-Determination Theory (Ryan and Deci, 2017; Noels, 2013). In this
context, it is important to develop teaching strategies that both support students' intrinsic
interests and strengthen their future-oriented goals in order to increase their motivation.

In conclusion, the results of this study demonstrate that the motivation of university
preparatory school students to learn English is closely related to both individual goals and the
learning environment. To increase student motivation, it may be advisable for teaching
programmes to include more interactive, student-centred and communication-focused
activities. Furthermore, increasing opportunities for students to use English in real-life
contexts may also be important for sustaining motivation. These findings suggest that creating
learning environments that support motivation in university preparatory programmes can
positively influence students' language learning processes.

Conclusion

This study aimed to examine the dynamics of motivation towards learning English among
students enrolled in a university English preparatory programme and the factors influencing
this motivation. The research findings reveal that students generally have a high level of
motivation to learn English. In particular, the desire to speak English fluently, the desire to
communicate with English speakers, and the desire to visit English-speaking countries
indicate that students have a strong motivation to learn the language. Furthermore, the
majority of students believe that learning English will increase their career opportunities and
contribute to their future professional development. This indicates that students' motivation
includes both intrinsic and instrumental motivation elements.

However, the research findings also revealed that certain factors can negatively affect
students' motivation. In particular, the intensity of class hours, the difficulty of exams, the
difficulty of learning vocabulary and in some cases, the rapid pace of teaching processes are
among the factors that reduce student motivation. Qualitative data also showed that
classroom environments based on interactive and enjoyable learning activities, where
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students can practise speaking more, canincrease their motivation. These findings reveal that
language learning motivation is significantly influenced not only by individual factors but also
by contextual elements such as the learning environment and teaching methods.

Based on the findings of this research, certain pedagogical conclusions can be drawn. First, it
can be recommended that teachers utilise student-centred and interaction-based teaching
methods more frequently to increase student motivation. In particular, conversation-focused
activities, group work, gamification applications and communication-based activities can
increase student participation in lessons. Furthermore, increasing learning opportunities,
where students can use English in real-life contexts, may be important for sustaining
motivation. In this context, preparatory programmes that include learning activities related to
students' academic and professional goals can support motivation.

This study also has certain limitations. The research was conducted only with students
enrolled in the preparatory programme at a single university. This may limit the generalisability
of the findings. Furthermore, quantitative data were analysed using descriptive statistics, and
more comprehensive statistical analyses were not performed. In addition, the qualitative data
collection process was limited to focus group discussions with a smaller number of
participants.

Future research conducted with larger samples from different universities could increase the
generalisability of the findings. Also, longitudinal studies examining how students' motivation
changes over time can contribute to a better understanding of the dynamic nature of
motivation. In addition, research examining the effects of teaching methods, teacher
motivation strategies and the classroom environment on student motivation can also make
important contributions to the literature. Such studies can help develop more effective
teaching practices that support student motivation in university preparatory programmes.
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Introduction

The current literature emphasises the importance of cultural awareness in language learning
as engagement with culturally embedded texts can foster empathy, tolerance, and
intercultural understanding among learners. While reading in a second language requires
students to decode unfamiliar cultural systems, it also offers opportunities to compare,
question, and reinterpret their own cultural assumptions. Over the past few decades, research
and attention have been directed toward the effects of reading on gaining insight into cultural
values. When language learners read a text that includes cultural aspects, they have an
increasing chance to sympathise with individuals and societies from diverse cultures and
strengthen their tolerance towards them (Goézpinar, 2018).

Despite these affective gains, Wu (2011) notes that while reading texts in a second language,
readers attempt to “decode unfamiliar scripts, writing systems, and cultural materials” (p.
279), which could make language acquisition more challenging. Nonetheless, Lou and Chism
(2011) believe that studying foreign cultures offers a foundation for contrasting and comparing
them to one’s own. Research studies by Cakir (2006) and Peck (1984) have also demonstrated
that cultural misconceptions and misinterpretations can be avoided by teaching about the
target language culture. As a result, language learners may have the chance to develop
empathy, tolerance and intercultural awareness through a language. Teaching a
“standardised” version of a culture, on the other hand, is believed to run the risk of ignoring the
variety within that community or encouraging stereotyping. Despite these difficulties, it is
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thesis titled “Increasing Self-Efficacy in Reading Skill Through Use of Native Culture in Turkish ELT Prep Classes”,
supervised by Asst. Prof. Dr. Ebru Sire Kaya at Cukurova University, Social Sciences Institute, Department of English
Language Education, 2013.

2 Lect., Cukurova University, School of Foreign Languages, tekiz@cu.edu.tr.
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emphasised that understanding language as a cultural instrument is a prerequisite for
authentic learning (Gozpinar, 2018; Kramsch, 1993; Krasner, 1999).

As a teacher-researcher, reading international classroom research sparked curiosity into the
integration of cultural components within my own teaching context. This led to a specific
interest in the intersection of three key factors: the student, the teacher, and the target
language culture. Instead of focusing on cultural conflict, the goal was to foster a classroom
setting where these components coexisted. Initial research in this subject highlighted the
applicability of Jill Hadfield’s (1992, 2013) Classroom Dynamics, which provides structured
group and pair-work activities intended to create and sustain a coherent learning environment
at various language proficiency levels. These exercises seemed especially well-suited for
fostering creative thought and the exchange of cultural knowledge, which in turn strengthened
students’ tolerance for different viewpoints. Based on these considerations, a study to explore
student perceptions of the target culture and the dynamics of cultural exchange within the
classroom was initiated.

Due to unfavourable prior experiences during English classes, some students were not very
motivated to study the target language. During informal conversations within the classroom, it
was revealed that target language acquisition was hindered by low motivation of teachers,
favouritism among students, and the assignment of non-specialist instructors to English
classrooms as substitutes. Paramount to this issue were religious reasons. Even though we
studied an English textbook rather than an American one, the students believed the language
learning system of the institution was attempting to influence them through exposure to
Christianity or American culture. One very striking instance occurred in the textbook when a
foreign female student stayed with an English family to assist their son in practising Spanish.
The male students from the eastern parts of Turkiye, where people may appear to be more
conservative and religious, were particularly the ones who reacted negatively. Because they
believed this to be unethicalin Islam, many of them responded negatively to this. They pointed
out that only if the international student was also a boy would it be morally right for them to
stay under the same roof. This is reinforced by Kilickaya (2004), who also states that students
are unwilling to learn the target culture due to ‘the fear of assimilation into what they perceived
as something strange to them’ as well as by Alptekin and Alptekin (1984), who claim that
language learners worry that their native cultures could be submerged.

Lamb (2017) states that teachers’ values and beliefs have a significant impact on their work
and would influence any efforts to improve the motivation of their instruction. Since language
and culture are viewed as the two sides of a coin, | thus made the decision to delve into how
language learners at the tertiary level perceive other cultures, their own culture and reading
about their own culture in the target language.

Literature Review

In a globalised context where languages like English function as a lingua franca, traditional
pedagogical models centred on the “idealised native speaker” have become inadequate.
Effective language instruction requires a move toward a more balanced representation of
native, target, and international cultures since teaching culture is a vital and inseparable
component of foreign language instruction (Kim, 2020; Krasner, 1999) and a language ‘cannot
be used if itis emptied of its cultural content’ (Alptekin & Alptekin, 1984).

Developed primarily by Byram (1997), Intercultural Communicative Competence (ICC)
suggests that linguistic competence (grammar and vocabulary) is not useful enough if the
speaker is unable to understand the cultural context of the interaction. ICC is essential to
teaching foreign languages as it shifts the emphasis from mimicking native speakers to
developing into an intercultural speaker who can function in a variety of cultural contexts. It
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also entails teaching strategies that combine language learning with cultural studies,
encouraging empathy, curiosity, and the capacity to contrast multiple cultural perspectives.

Byram’s (1997) model is often visualized as a set of five “Savoirs” (p.56), or knowledges, which
primarily focus on attitudes (curiosity and openness), knowledge of social groups in different
countries, the skill of interpreting an event from another culture and relating it to one’s own
culture, the skill of discovering and acquiring new knowledge of culture and the ability to
evaluate cultures critically, including one’s own.

In contrast to this view, alternative perspectives consider that culture is dynamic (Kim, 2020;
Kovacs, 2017; Kramsch, 2013; Paige et al., 2000), that culture learning is a developmental
process that engages students cognitively, behaviourally, and affectively (Paige et al., 2000),
and that identity is complex (Kovacs, 2017). Specifically, Kramsch (1993) navigates Byram’s
(1997) pedagogical tools of “Savoirs” (p.56) to describe a mental and social territory that
language learners inhabit during language learning as their intercultural position, commonly
referred to as “Third Space” (p.62), where the learners try to view their native culture (C1) and
the target culture (C2) objectively and create a new hybrid identity to understand the reasons
behind a cultural behaviour.

Kovacs (2017) distinguishes between four paradigms that represent the historical shift in how
cultural content has been integrated into language education:

e The Traditional Approach: With little expectation for using the target language to
communicate with people from the target culture, this initial paradigm mostly
concentrates on teaching literature.

e The “Culture Studies” Approach: Emerging in the 1970s, this paradigm focuses on
information on the target country’s institutions, history, and geography instead of the
traditional focus.

e The Culture as Practices Approach: According to this perspective, popularin the 1980s,
culture is a mechanism for people to act collectively through language. In this approach,
students stay within their own cultural paradigm while mainly observing and interpreting
the behaviours of the target culture.

e Intercultural Language Teaching: This is identified as the new paradigm for the future. It
highlights the connections between language and culture (linguaculture), contrasting
the student’s home culture with the target culture, and promoting intercultural inquiry
to discover a “third place” between the two.

Together with the new paradigm for the future, cultural content is accepted to serve as a
significant motivating factor for language learners, providing a reason to study the target
language, as studying a language seems pointless if they have no knowledge of the target
language speakers or the country where the target language is spoken (Genc¢ & Bada, 2005).
Communicative activities and authentic materials (Gézpinar, 2018) such as newspapers,
films, restaurant menus, and proverbs (Paige et al., 2000) in addition to video materials
(Bajrami & Ismaili, 2016), the internet (Kim, 2020; Krasner, 1999) and role-play (Krasner, 1999)
are recommended to provide students with motivational sources (Lamb, 2017), direct
experiences, and genuine cultural insights to fill the gap between their native heritage and the
target society. However, although the new cultural paradigm seems to have identified the real
needs for language learners, intercultural language teaching is not without challenges.

Most importantly, the globalised and decentred world makes the job of a language instructor
more difficult than before (Kramsch, 2013). Byram and Kramsch (2008) argue that one difficulty
in teaching culture stems from treating grammar and culture as separate entities. Their study
suggests that if culture is viewed as an additional skill, learners will struggle to achieve true
Intercultural Communicative Competence (ICC). Gozpinar (2018) also emphasises the exam-
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oriented system and time constraints that English teachers face, especially at the secondary
level. He argues that teaching culture is an essential part of language that minimises
misunderstandings and promotes empathy for every individual, rather than just an optional
skill, supporting Kramsch’s (1993) suggestion that language should first be learned as a
culturaltool.

However, there also seems to be an apparent gap between theoretical expectations and
classroom practices when looking at the integration of the cultural factor in foreign language
instruction in the Turkish context. According to Tasdemir and Gurbuz (2021), Turkish EFL
teachers place a high importance on teaching culture; however, they mostly focus on “Big C”
culture—literature, history, and traditional elements—while ignoring “little c¢” cultural
dynamics that focus on daily interactions. This situation suggests that teachers’ lack of
pedagogical preparation prevents the goal of Byram’s (1997) “intercultural communicative
competence” (p. 56) from being completely reflected in the classroom setting. Consequently,
this gap in the literature shows that to become cultural mediators able to guide their students
to the “Third Space,” educators need both methodological and content direction (Kramsch,
1993).

Methodology

This is an action research study conducted in order to explore language learners’ views on
learning about culture. It also aimed to find out the impacts of reading about the native and
target culture in English. The study employed a qualitative approach to identify how
preparatory students of English as a foreign language at the tertiary level would think about
reading cultural texts; therefore, the results were analysed thematically.

A convenience sampling method was employed for the study. The participants in my classroom
consisted of 19 students, two females and 17 males. They were from various areas and regions
of Turkiye and attended the foreign language school in a southern state university for their
English preparatory year before they went to their English-medium departments. They ranged
in age from 19 to 22, and their CEFR English proficiency level was A2. They were placed to this
level following the placement test conducted at the beginning of the academic year. This test
is taken by the students who could not pass the language proficiency test required to start
coursework in their English-medium departments.

Data Collection Instruments and Procedure

The 19 participants completed a questionnaire created by the teacher researcher, structured
to align with the specific cultural themes presented in the selected texts. It consisted of five
open-ended questions in a semi-structured approach to enable the participants to write
reflections on their attitude towards other cultures. The participants were also involved in a
semi-structured focus group interview. The notes from the interview were written down on
paper. They completed another open-ended questionnaire of five items three months after the
initial study to identify any changes in their attitude towards cultural texts.

For the study, the students studied two cultural texts: the first one about Thanksgiving Day in
America and the second on Eid al-Adha in Turkiye, as both occasions were approaching. Both
texts were accessed via their respective domains thanksgiving-day.org and turkeycentral.com,
during the data collection phase. The texts were selected and adapted by the teacher
researcher for the language level of the students.

The first cultural text was about Thanksgiving Day for Americans, which coincided with the
study’s timeframe, occurring three days after reading the text. After the warm-up, the students
discussed as a whole class what they knew about the occasion. Cooking turkey and family get-
togethers, which were usually depicted in movies and cartoons, were the most frequent
responses. The Thanksgiving text was then read individually. They shared during the post-
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reading session that they had trouble understanding because of the unfamiliar vocabulary.
Together, each paragraph of the material was examined, supported with clarification,
explanations, and occasionally translations. Words like “celebration,” “pilgrimage,” “feast,”
“harvest,” “goat,” and “roast” were reviewed. When the students learned about the turkey
song in the text, they were surprised to learn that Americans had a song to sing on that day.

In the post-reading session, how unfamiliar cultures used their unique beliefs to show their
appreciation and thankfulness was discussed as a whole class activity. It seemed that the
students put real effort into understanding many cultures and traditions. One student stated
that he assumed some people give fruits to the Buddhist gods. Another student expressed his
desire to witness a Thanksgiving celebration.

Following the discussion, the students were asked to make a list of the words in the text in two
groups: words they were familiar with and those they were interested in learning. The goal was
to find out if they could guess any words related to culture based on their previous knowledge,
and if they were curious about terms associated with culture. The lists were collected in hard
copies for analysis.

As the second cultural text, shortly after Eid al-Adha in Turkiye, the passage about the Feast of
Sacrifice was studied. As a warm-up activity, the following important terms regarding the
incident on the board were scribbled after explaining the English origin of this occasion: ram,
sacrifice, devotion to God, Gabriel, Abraham, and Ishmael.

Prior to the reading, one student immediately inquired as to whether the text was the Islamic
or Christian interpretation of the incident. It was clarified that it was a foreigner’s observation
about the Eid al-Adha celebrations in Turkiye.

Then the students were encouraged to read the text without worrying about the unknown
vocabulary items. One student commented that if he had not heard the narrative, he would not
have understood a word. They were then asked to list the words in the text that they could
readily guess. The lists were collected in tangible forms for analysis.

In the post-reading session, the students shared their previous knowledge of the history of the
event and some memories of Eid al-Adha. It occurred that some practices during the festival
differed based on families, regions, and cities.

Following the study on the cultural texts, the students were invited to a focus group interview
to elaborate on their views on integrating culture into language learning classes. Notes were
taken during the interviews, and they were reorganised in tangible form for qualitative analysis.

Three months after the initial study, the second open-ended questionnaire was given to the
students, and the answers were collected physically for data analysis.

Data Analysis

The responses to the questionnaires given following the reading texts, the vocabulary lists, and
the notes from the focus group interview were analysed qualitatively. Thematic analysis of the
data was conducted using the methods described by Braun and Clarke (2006), which consist
of arecursive, six-phase process rather than a strict linear path to ensure rigour. The steps are
reading and rereading the data for familiarisation, generating initial codes, identifying potential
themes, generating them into maps to visualise the relationship between them, refining each
theme and finally, writing up the analysis. As a consequence, to enable immersion in the data,
each response in the study was read multiple times. In addition, the themes were coded at
least twice at separate times to confirm consistency in topic identification as well as in order
to provide credibility and dependability.
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Results

In the post-reading sessions of both cultural texts, the students were asked to list the words
that they were interested in learning and those that they could easily guess from the context
based on prior knowledge. The objective was to discover whether they were interested in terms
connected to culture and whether they could guess any terms based on prior knowledge.

The students initially read a cultural text about Thanksgiving Day in America. When asked to list
the words that were familiar to them, most students were able to identify a few Thanksgiving-
related terms. The terms that were most often encountered were feast, turkey, harvest, dinner,
goose, and remind. However, there were problems with words like pilgrim, customary, and
celebration, so they wanted to elaborate on those words.

The second cultural text was about Eid al-Adha in the Turkish context. When asked about the
easy-to-guess vocabulary items, among the frequently implied terms were cologne, throat,
pilgrim, sacrifice, Mecca, Hajj, Muslim, wrap, and pillar. The students could readily deduce the
meanings from the religious context even if they rarely encountered these terms in other
contexts. One student said that he would hardly have guessed the meanings if he had seen the
terms separately.

The results obtained from the questionnaires were analysed thematically. The students
primarily read a cultural text about Thanksgiving Day in America. When the reading task was
completed, they were given the questionnaire to complete. Table 1 displays the replies to how
learning about other cultures would contribute.

Table 1

Benefits of learning about other cultures

Comments by students N=19

Itincreases our general knowledge. 5

We can make friends from other cultures.

We can communicate better and think like them.

We can understand why they behave so.

We can benefit from it if we are going to live in that culture.

We can understand foreign films better.

NI N[ N B B

We don’t have to learn about other cultures if we aren’t going to live in them.

Table 1 presents the responses of 19 students to the question of how learning about other
cultures would contribute to them. Overall, the results indicate that students typically link
cultural study to cognitive enrichment. The most frequently stated contribution, learning about
other cultures, “increases our general knowledge” (f = 5), suggests that culture was primarily
viewed by students as a source of knowledge. This suggests that the students primarily view
culture as a means of broadening their intellectual horizons. Closely related to this, several
responses emphasised friendship and communication, highlighting the social, practical,
emotional, and cognitive facets of intercultural competency. From a self-reflective
perspective, these results are encouraging as they demonstrate that students were already
aware of many of the benefits that intercultural learning aims to foster. However, the existence
of a minor negative viewpoint served as a gentle reminder that it was the teachers’ ongoing
pedagogical duty to make the value and purpose of cultural learning clear.

In the focus group interviews, the students expressed that such readings were ‘engaging and
inspiring’, and one student claimed that the information would be ‘long-lasting’. The interview
groups also mentioned their enthusiasm engage in cultural readings more regularly.
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The next cultural reading was about Eid al-Adha in Turkiye. The students were given the
questionnaire to fill out after finishing the reading task. Table 2 shows the responses to the
questions about the potential benefits of reading about their native culture in the target
language.

Table 2

Benefits of reading about native culture in the target language

Comments by students N=19
We can talk and inform foreign people about our culture. 8
Vocabulary items and sentence patterns will be of great use. 3
It will be easier for us to exchange culturalinformation. 3
We can guess new words more easily. 1
We can see how they describe our culture in English. 1

Upon examining the findings, it was clear that the students perceived reading about their native
culture in the target language as beneficial not only linguistically but also interculturally. The
responses indicated a clear inclination to use English as a means of articulating and sharing
their own cultural practices in international platforms. This finding resulted in reconsidering
the positioning of English in a language learning classroom—not solely as a vehicle for
accessing the target culture, but also as a medium through which learners can represent their
own culturalidentities.

Several students also suggested that familiarity with the cultural content facilitated production
of the target language and supported vocabulary guessing. Overall, these insights encouraged
the teacherresearcher to reflect on the potential of culturally familiar texts to reduce cognitive
load, create more accessible learning conditions and adopt a more balanced pedagogical
approach that acknowledges the reciprocal relationship between native and target cultures.
The aim should be to integrate them in a complementary rather than oppositional manner
within the language classroom.

In the focus group interview following the second cultural reading, two students expressed a
desire to read more about their native culture in English. A student claimed that the text’s
language level was challenging for them because there were various unfamiliar words, but
some students disagreed, claiming they could figure them out from the context.

When asked which of the two texts appealed more to them, many of the students replied,
“both”. A small number of students were more eager to expand their knowledge by studying
different cultures.

After three months of coursework, the students still seemed interested in learning about
cultural differences in English. Then, another questionnaire was administered to see if their
perspectives on learning about culture had changed. When asked whether language reflected
culture, 16 students out of 19 responded positively. However, when asked whether their views
about learning about other cultures had changed or not at the end of a three-month period,
nine students responded positively, whereas eight of them gave negative responses. This
showed that the students’ opinions about delving into different cultures did not significantly
change, despite their agreement that language represents culture. The students who declined,
however, added in the focus group interviews that they had gained a great deal of knowledge
about diverse cultures in the class discussions and the coursebook units throughout the
academic semester.
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The last questions were about key takeaways in cultural interaction. When asked about the key
takeaways from other cultures, the most common answers were respect and politeness, their
way of living, technology, education system, and scientific developments.

The question ‘Which aspects of our culture would you like to share with other cultures?’ aimed
to find out which cultural values they would like to share with other nations. The list included
respect for the elderly, cleanness, sincerity, helpfulness and friendliness, hospitality, family
life, marriage life, moral values, manners, Islamic values, and Bayrams. Instead of importing
from other cultures, the students seemed eager to impart their cultural values. They preferred
to share their own moral and cultural values and cleanliness, but also wished to accept
scientific advancements, respect, and civility from other cultures.

Discussion

The goalin this self-reflective study was to find out how tertiary-level students learning English
as a foreign language in their preparatory year before going to their English-medium
department would react to reading about the target culture and their native culture in English.
The results of the study demonstrate the participants’ favourable opinions of embedding
cultural information into language instruction while also revealing diverse viewpoints on the
function of culture in the classroom.

Raising language learners’ awareness of the target language culture was one of the primary
goals of this study, and the course objective was largely met. This awareness was experienced
by the majority of the students. A growing awareness of intercultural communicative
competencyis evidentin most of the participants’ emphasis onimproving communication with
individuals from diverse cultural backgrounds and broadening general knowledge. These
results support the idea that cultural learning enhances social and cognitive enrichment in
addition to language development. These views align with Byram’s (1997) idea of intercultural
communicative competence (ICC), which stresses cultural practices in addition to language
proficiency. The students’ focus on recognising the reasons behind the actions of individuals
from unfamiliar cultures is an indication of a growing grasp of the interpretive aspect of
intercultural communicative competency.

However, the existence of a few sceptical answers—such as the notion that learning about
other cultures is pointless unless one plans to live there—shows that students might not
always realise the wider significance of intercultural awareness. Nevertheless, the focus group
interviews proved that the cultural readings were thought to be interesting and memorable,
indicating that exposure to culturally rich materials may increase motivation and curiosity in
language classes. Thisis in line with Gen¢ and Bada’s (2005) study, in which studying culture
was found to boost students’ motivation as well as their interest in and curiosity about the
target nations. From this perspective, classroom activities or a curriculum that incorporates
cultural texts may serve as a starting point for fostering intercultural reflection.

The responses to the second reading assignment, which concentrated on Eid al-Adha in the
Turkish context, further highlight the complex role that culture plays in language acquisition.
The majority of the students stressed how importantitis to describe their own cultural customs
in English, especially when interacting with foreigners. According to the results of this study,
the participants see English as a tool for sharing and representing their own cultural identities
as well as a means of accessing other cultures. This finding is consistent with the research of
Hossain (2024), who implies that students who embrace the cultural nuances of the language
develop a profound respect for English as a tool for global communication, viewing it as a
gateway to a range of perspectives and cultures as well as a way of expressing their language.
These findings support the pedagogical potential of integrating the native and target cultures
in language education, enabling students to participate in a more balanced process of cultural
exchange.
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Furthermore, the participants reported that the cultural frameworks provided by the texts
aided in the learning of domain-specific vocabulary, thereby bridging the gap between word
recognition and conceptual comprehension. The students also suggested that culturally
familiar texts may lessen cognitive load and facilitate vocabulary development. Malik (1990)
also carried out a study in which the findings demonstrated that EFL proficient readers’ reading
comprehension and methods when reading expository texts were greatly impacted by cultural
schemata. However, more research is needed to prove how retention of the newly learned
vocabulary items is affected by culturally familiar texts.

The questionnaire, given three months following the cultural reading exercises, which
represents the study’s longitudinal component, also sheds light on how stable students’
attitudes toward cultural learning are. The results show that over the course of three months,
the participants’ opinions about the significance of learning about diverse cultures remained
unchanged. This finding contrasts with Gen¢ and Bada (2005), who found that 75% of
participants reported a positive change in their attitude toward the target culture, which the
researchers described as a “humanising effect” (p.78). However, the majority of the
participants in this study recognised that language reflects cultural beliefs and behaviours and
that language and culture are closely related. Furthermore, qualitative evaluations of the study
indicated that the students felt they had learned a great deal about different cultures
throughout the semester via the coursebook content and class discussions. This notion is
consistent with Kim’s (2020) vision that language learning can promote intercultural
understanding by allowing students to encounter culture through language and language
through culture. From this perspective, increased exposure to culturally meaningful content
may contribute to the development of individuals who are better equipped to communicate
constructively across linguistic and cultural boundaries.

Finally, the students’ remarks about cultural interaction show an interesting pattern. The
students showed a powerful desire to share moral and social values from their own culture,
such as respect for the elderly, hospitality, and family life, even though they were open to
adopting only certain aspects of other cultures, i.e. technological, educational, and scientific
advancements. This tendency implies that cultural education in language classrooms may
inspire students to compare their own cultural identities while exploring cultural differences.
This is supported by Kramsch (2013), who suggests that through their interactions with other
individuals, language learners discover who they are. She also adds that without an
understanding of the subjective and historical events that have shaped them, individuals are
unable to comprehend “the Other” (p.61).

Conclusion

This self-reflective study demonstrated my students’ receptivity to learning about the culture
of the language they were learning, their native culture and other cultures. Nonetheless, they
typically studied English as a tool rather than as a means of assimilating into a foreign culture.
They were more interested in reading about their own culture in English, even though they
enjoyed the reading material from a different culture. Additionally, the students performed
better when predicting terminology in texts that highlighted a familiar culture.

The study showed how incorporating texts from both the target and native cultures might
promote vocabulary development and intercultural awareness. The results imply that a more
balanced cultural approach can be advantageous for language classrooms.

Even though we reside in the same part of the nation, even family cultures appear to be
different; therefore, a language teacher’s job is to improve classroom interactions and to help
the students become more adaptable thinkers, more empathetic, and more tolerant of various
cultures.
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In this sense, the title ‘Think Like Them?’ is ironic. What does ‘Them’ refer to? It might be used
to describe our students, the people whose culture we are teaching, or language teachers who
attempt to integrate culture into their curricula. The question mark indicates that we are still
debating whether we should adopt other people’s viewpoints or demonstrate empathy for
them. It is obvious that if a meaningful learning environment is intended for the language
learners, it must be remembered that culture is a significant factor in EFL instruction.
Additionally, the personality attributes of the teacher hold the key to creating such an
environment. A more meaningful and reliable learning environment for our students can be
created if we are more accepting of other cultures and have a deeper understanding of the
target culture. It is the responsibility of educators to help learners recognise, value, and
embrace the uniqueness of societies, respect and accept them.

Limitations

The study was limited to 19 tertiary-level English preparatory students at a state university in
southern Turkiye. Also, only two cultural texts were studied and discussed. Some students
noted that because the Thanksgiving text was shorter, it was simpler to comprehend; as a
result, the lengths of the texts and their language proficiency seemed to differ. In a similar vein,
there were unequal numbers of unknown words. While this self-reflective study was designed
to measure general student opinions of cultural education, the results show that subsequent
research needs a more rigorous methodological framework and a methodically planned
experimental methodology. Last but not least, because of the length of time since data
collection, the exact original questionnaire validation data was no longer accessible.
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Introduction

Language acquisition is a complex and dynamic process that goes through significant
developmental stages during early childhood. One important aspect of language development
is the acquisition and expression of negation, which plays a crucial role in conveying meaning
and expressing negated structures and sentences. Previous research has mainly investigated
the acquisition of negation in children, focusing on the early single-word stage (e.g., Brown,
1973; Choi, 1988). However, the transition to the multiword stage shows an important period
when children expand their linguistic repertoire and begin constructing more complex and
syntactically varied utterances. Understanding how negation is expressed during this stage is
essential for gaining a comprehensive understanding of language development.

One of the earliest systematic investigations of negation in child language was conducted by
Bellugi (1967), who identified developmental stages in children's use of negative constructions
in English. Bellugi demonstrated that children initially express negation through external
negative markers such as no placed before an utterance (e.g., no eat cookie). As their
grammatical knowledge develops, children begin to incorporate negation within the sentence
structure and eventually acquire adult-like forms involving auxiliary verbs and correct syntactic
placement. This developmental sequence suggests that children gradually internalise the
grammatical rules governing negation as their linguistic competence increases.

Based on the previous discussion regarding the development of negation in the multi-word
stage of children, three research questions were formulated:

1. Howdo childreninthe multiword stage express negation in their language production?
2. What are the common syntactic structures or word combinations used by children in
the multiword stage to convey negation?

' This study was originally conducted in 2023 within the scope of the doctoral course “First Language Acquisition” at
the Institute of English and American Studies, University of Hildesheim, Germany.

2 Lect., Adana Alparslan Turkes Science and Technology University, School of Foreign Languages,
mcaliskan@atu.edu.tr.
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3. What types of errors do children produce when expressing negation during the
multiword stage?

The first research question in this study intends to explore how children in the multiword stage
express negation in their language production. By investigating the different strategies and
forms employed by children, we can explain the variations in their use of negation during this
stage. This analysis contributes to our understanding of how negation is acquired and
expressed as children progress in their language acquisition.

The second research question seeks to explore the common syntactic structures or word
combinations utilised by children in the multiword stage to convey negation. By investigating
the specific syntactic patterns and word combinations used by children, we can develop a
deeper understanding of the emerging grammatical structures and syntactic rules shaping
their negation expressions. This exploration enlightens the syntactic development and
strategies employed by children during the multiword stage.

The third research question focuses on the types of errors children produce while using
negation during the multiword stage. By identifying patterns such as overgeneralization,
incorrect placement, and misuse of auxiliary verbs, this study aims to provide insights into the
developmental challenges children encounter. Examining these errors contributes to a deeper
understanding of how children gradually refine their grammatical competence and move
toward target-like negation structures.

With the intention of addressing these research questions, this study draws on the literature
on language acquisition, specifically focusing on the multiword stage of negation
development.

Literature Review

The acquisition of negation in early language development is an essential aspect of linguistic
growth, as it plays a substantial role in shaping children's communicative abilities. Research
in the field of language acquisition has highlighted the significance of negation as a necessary
grammatical and semantic feature in several languages. During the early stages of language
development, children gradually learn to express negation using a wide range of strategies,
starting from single negative words like "no" and "not" and improving to more complex
multiword expressions involving auxiliary verbs (Bloom, 1990).

From another perspective, Bloom (1970) emphasised the semantic functions of negation in
early child language. Her research showed that children use negative forms to express a variety
of meanings, including rejection, denial, nonexistence, and prohibition. Bloom argued that the
emergence of negation reflects both cognitive development and communicative needs, as
children begin to express disagreement, refusal, and absence through linguistic means. These
findings highlight the close relationship between conceptual development and the acquisition
of grammatical structures.

Further insights into the development of negation were provided by Brown (1973) in his
influential longitudinal study of early language development. Brown identified stages of
grammatical development in children and observed that negative constructions evolve
alongside other syntactic structures. According to Brown, children initially rely on simple
negative markers but gradually acquire more complex constructions involving auxiliaries such
as do and be. This progression reflects the broader development of grammatical competence
during early childhood.

During the early stages of language development, children begin by using single negative
words, such as "no" or "not," to convey negation in meaning (Brown, 1973). However, as
children move into the multiword stage, they demonstrate a shift in their use of negation,



76 | OMNIALANG: International Journal of Language Continuum (OMNIA-LC)

involving syntactic structures and combining multiple words to express negation more
effectively (Crain & Thornton, 1998).

The acquisition of negation has been widely recognised as a cognitively and linguistically
demanding aspect of early language development. Recent research suggests that
understanding and processing negation involves complex mapping between linguistic form
and conceptual meaning, which can pose difficulties for young learners (Gomes et al., 2023).
From a psycholinguistic perspective, children must not only learn the lexical forms of negation
but also integrate them into appropriate syntactic and semantic structures. Dudschig et al.
(2021) further emphasise that the processing of negation is closely tied to broader
mechanisms of language comprehension and polarity interpretation, highlighting that even
seemingly simple negative constructions require advanced cognitive operations. These
findings suggest that the acquisition of negation cannot be separated from general
developmental changes in cognitive processing and language comprehension abilities.

Choi (2000) conducted longitudinal research analysing spontaneous language samples of
children in the multiword stage. The findings indicated that children employ a variety of
strategies to express negation, including the use of negative words (e.g., "no," "not") together
with auxiliary verbs (e.g., "don't," "can't"). It is supported in this study that the combination of
words allows children to convey negation more accurately and similar to the adult-like
expressions observed in the language of parents, caregivers and the surrounding linguistic
source.

Investigation by Abdulkarim et al. (1997) focused on the emergence of more complex syntactic
features in the multiword stage of negation acquisition. Their findings showed that children
start incorporating negation with auxiliary verbs (e.g., "don't," "can't") and engage in subject-
verb combinations (e.g., "can't | go?") to express negation more effectively. This syntactic
improvement demonstrates the progression of the syntactic abilities of children as they
develop more sophisticated means of negation expression.

From a developmental standpoint, children’s use of negation evolves in systematic stages,
particularly during the transition into multiword speech. Early usage-based research shows
that children initially rely on single-word negatives before gradually expanding into multiword
constructions that reflect more adult-like syntactic patterns (Cameron-Faulkner et al., 2007).
This progression is not uniform across languages; instead, cross-linguistic evidence indicates
that the trajectory of negation acquisition is influenced by both universal developmental
constraints and language-specific input patterns (Cabuk-Balli et al., 2025). During the
multiword stage, children often exhibit overgeneralization and non-target-like forms, which are
considered important indicators of emerging grammatical knowledge. These systematic error
patterns provide valuable insight into how children construct and refine their understanding of
negation within developing grammatical systems.

Ultimately, these studies highlight the shift in negation expression during the multiword stage
of language development. Children move from using single negative words to employing
multiword expressions, integrating negative words with auxiliary verbs and showing syntactic
flexibility in word order and subject-verb combinations. While the mentioned studies provide
rewarding insights into negation acquisition in the multiword stage, further investigation is
required to take the individual differences into account, to explore pragmatic aspects of
negation, and to examine the cognitive elements in the development of negation during this
stage.

Methodology

This section outlines the methodological framework adopted in the present study, which
investigates how children in the multiword stage utilise negation during English language
development. The study employs a qualitative document analysis approach by examining
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previously collected child language data and relevant scholarly literature. Such an approach
allows the researcher to explore patterns of negation use and developmental tendencies
without conducting primary data collection.

Qualitative document analysis has been widely used in language acquisition research,
particularly when researchers aim to examine naturally occurring language data collected in
established corpora. Child language databases provide valuable longitudinal and cross-
sectional records of children’s spontaneous speech, allowing researchers to observe
developmental patterns across different stages of language acquisition. Such data offer
authentic examples of how children produce language in natural contexts, which helps
researchers identify recurring linguistic structures and developmental tendencies in early
speech production.

The research is grounded in the field of child language acquisition and focuses on identifying
developmental patterns in children's use of negation. By analysing existing language corpora
and peer-reviewed studies, the study aims to trace how children move from simple negative
expressions to more complex multiword negation structures. This design enables the
researcher toinvestigate linguistic forms, developmental sequences, and common patterns of
error in children’s early negation use.

Child language corpora provide an important resource for examining developmental patterns
in naturalistic speech. One of the most widely used databases in this field is the CHILDES
(Child Language Data Exchange System), which offers a large collection of transcribed
interactions between children and their caregivers across different languages and
developmental stages. The availability of such corpora allows researchers to analyse authentic
language use and track linguistic development over time. As noted by MacWhinney (2000),
corpus-based resources like CHILDES enable systematic investigation of children's speech
while supporting reproducibility and comparative analysis across studies.

Corpus-based approaches are especially useful in studies of early language development
because they allow researchers to analyse real-life language use rather than elicited
responses in controlled experimental settings. By examining recorded child—caregiver
interactions and previously documented linguistic data, researchers can gain insight into how
children naturally acquire grammatical structures over time. This approach also enables the
identification of frequent patterns, variations, and errors in children's speech, which are
important indicators of the developmental processes underlying language acquisition.

The methodological approach is descriptive and analytical in nature. It emphasises identifying
linguistic patterns within authentic child language data and interpreting these patterns in light
of established theories of language acquisition. Special attention is given to the forms of
negation used by children, the structural complexity of their utterances, and the types of errors
observed during the developmental process.

Overall, the methodology is designed to provide a systematic examination of negation
development in early language acquisition. By integrating corpus-based observations with
insights from previous research, the study aims to offer a comprehensive understanding of how
children develop the ability to express negation during the multiword stage.

Data Collection Instruments and Procedure

The data for this study were collected from multiple sources, including databases and
academic journals. The primary sources of data were TalkBank and CHILDES, which are widely
recognised repositories of conversational data used in research on language acquisition
(MacWhinney, 2000). These databases contain extensive collections of transcripts and audio
recordings of children's language development. The English section of the CHILDES database,
in particular, was explored to access relevant corpora and transcripts.



78 | OMNIALANG: International Journal of Language Continuum (OMNIA-LC)

In order to enhance methodological transparency, the data selection followed a purposive
sampling strategy rather than relying on a fixed dataset. The analysis focused on a
representative subset of transcripts drawn from the CHILDES and TalkBank corpora that
included childrenin the multiword stage of language development. The selected data primarily
involved children approximately between the ages of 2;0 and 3;6, a developmental period
commonly associated with the emergence of multiword utterances and increasing syntactic
complexity. Instead of limiting the analysis to a predetermined number of participants or
transcripts, the study aimed to capture a range of naturally occurring negation patterns across
different speakers and contexts. Transcripts were selected based on the presence of clear
instances of negation use, ensuring that the dataset was sufficiently rich to illustrate both
structural patterns and common error types in children’s language production.

To access the TalkBank and CHILDES databases, permissions and guidelines for data access
were followed, ensuring compliance with the terms of use and ethical considerations. The data
retrieved from these databases consisted of transcripts and recordings of children's language
production during the multiword stage, specifically focusing on instances of negation
expression.

In order to ensure the relevance of the data to the aims of the study, the analysis focused
specifically on transcripts representing children in the multiword stage of language
development. The multiword stage is typically characterised by the production of two- or three-
word combinations that reflect the emergence of basic grammatical relations. Therefore, the
selected corpus data included utterances produced by children who were beginning to
combine words into short phrases or sentences. This selection criterion allowed the study to
focus on the developmental stage in which negation structures start to become more
syntactically organised.

In addition to database sources, academic journals were consulted to supplement the
dataset. The Education Resources Information Centre (ERIC), a comprehensive digital library
of education research, was particularly valuable for accessing relevant studies and articles on
negation acquisition in early language development. The articles retrieved from ERIC provided
additionalinsights and perspectives on the topic, contributing to the breadth and depth of the
study.

During the analysis process, particular attention was given to identifying instances in which
children used negative markers such as no, not, don't, can't, and other forms expressing
negation. These utterances were examined in order to observe patterns in their structural use,
placement within sentences, and level of grammatical complexity. By categorising these
examples and comparing them with patterns reported in previous research, the study aimed to
identify common developmental tendencies and typical errors associated with the acquisition
of negation in early child language.

Since the study relied on previously collected and publicly available language corpora, no
direct interaction with participants was involved. The CHILDES and TalkBank databases
contain anonymised transcripts of child-caregiver interactions that have been collected with
appropriate consent procedures by the original researchers. All data used in this study were
accessed and utilised in accordance with the ethical guidelines and terms of use of the
respective databases. Consequently, the study adhered to standard ethical practices in
corpus-based research, ensuring that the privacy and confidentiality of the child participants
were fully protected.

Data Analysis

The analysis was conducted on a purposively selected subset of corpus data, with a focus on
identifying recurring patterns rather than quantifying frequency across a fixed sample. The
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collected data was subjected to a comprehensive analysis to address the research questions
of the study. The analysis involved a combination of quantitative and qualitative approachesto
examine the strategies and syntactic structures employed by children during the multiword
stage to express negation.

Quantitative analysis focused on identifying patterns of negation expressions, including the
types of multiword expressions used and their distribution across different age groups.
Qualitative analysis involved a close examination of the selected data samples, paying
attention to the context and pragmatic functions of negation expressions. The analysis aimed
to identify developmental patterns, errors, and variations in the use of negation during the
multiword stage. Transcripts and recordings were carefully reviewed, and relevant examples
of negation expressions were extracted for further analysis and discussion.

The order in which negation markers occur in a child's first language development can vary, but
there are some general trends observed in the acquisition of negation. It's important to note
that individual children may exhibit variations in their specific language development. Here is
a generalised sequence often observed:

1. Early Single Negative Words: Children often begin by using single negative words like
"no" or "not" to express negation in their early language development (Brown, 1973).
These words typically serve as simple markers of negation.

2. Early Use of "No" and "Not": "No" and "not" are among the earliest negation markers
children acquire. They may use these markers in isolation or in combination with other
words to convey negation (Crain & Thornton, 1998).

3. Expansion to Multiword Expressions: As children progress into the multiword stage,
they start incorporating multiword expressions to convey negation more effectively.
This includes combining negative words like "no" or "not" with auxiliary verbs (e.g.,
"don't", "can't") (Choi, 1988). The use of multiword negation expressions allows
children to express more nuanced negation.

4. Syntactic Modifications: Children also begin to modify word order to mark negation
more accurately. For instance, they may place negation words before the verb, such as
"not want" or "no eat", reflecting emerging syntactic knowledge and flexibility (Gerken
& Mclntosh, 1993).

5. Complex Syntactic Structures: As children further develop their language skills, they
incorporate more complex syntactic structures to express negation. This may involve
subject-verb inversions (e.g., "can't1 go?") and the integration of negation with auxiliary
verbs (e.g., "don't," "can't") (Abdulkarim et al., 1997).

Syntactic Structures and Word Combinations Expressing Negations in the Multiword Stage:

1. "ldon'twantto go." - Children often utilize the negation marker "don't" followed by the
verb to express refusal or lack of desire.

2. "Shecan'tfind her toy." - The negation marker "can't" combined with the verb indicates
the inability or restriction to perform an action.

3. "Theywon'tlet me play." - The negation marker "won't" conveys a future negated action
or the denial of permission.

4. "ldidn't see anything." - The negation marker "didn't" followed by the verb indicates the
absence or non-occurrence of an action in the past.

5. "No, I'm not finished." - Children may use the single-word negation "no" to express
disagreement or denial, followed by a negated statement.
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6. "She doesn't like broccoli." - The negation marker "doesn't" combined with the verb
expresses the absence of a particular liking or preference.

7. "We aren't going anywhere." - The negation marker "aren't" combined with the verb
indicates the negation of an action or movement.

8. "He hasn'tdone his homeworkyet." - The negation marker "hasn't" followed by the verb
conveys the absence or non-completion of an action up to the present moment.

These examples demonstrate how children in the multiword stage incorporate negation
markers like "don't," "can't," "won't," "didn't," "no," "doesn't," "aren't," and "hasn't" to express
negation in various contexts and verb tenses. The use of these multiword negation expressions
allows children to convey negated propositions and demonstrate their developing grammatical
and syntactic abilities.

Here are some more examples of negation words:
"Never" - "| have never been there before."
"Nothing" - "There is nothing in the box."
"Nowhere" - "He is nowhere to be found."
"Neither" - "Neither of them wants to go."
"Nobody" - "Nobody knows the answer."
"None" - "There are none left."

"No one" - "No one came to the party."

"No way" - "There is no way | can do that."
"Nix" - "He gave a nix to the idea."
"Non-existent" - "The unicorn is non-existent."

These additional examples demonstrate the diversity of negation words in English, each
serving different functions and contexts to express negation in various ways (Chouinard &
Clark, 2003). They contribute to the rich array of negation markers available to children during
their language development (Choi, 1988).

Children in the multiword stage can use many of these negation words to express negation in
their language (Brown, 1973). As children progress beyond the single-word stage and into the
multiword stage, their language abilities become more sophisticated, allowing them to
incorporate a broader range of negation markers (Gerken & Mcintosh, 1993).

During the multiword stage, children typically start using multiword expressions and more
complex syntactic structures to convey negation (Crain & Thornton, 1998). They begin to
experiment with various negation words like "never", "nothing", "nowhere", “neither” ,
"nobody", "none", "no one", "no way", "nix" and "non-existent" in their language production
(Lieven & Pine, 1993).

During the multiword stage, children typically start using multiword expressions and more
complex syntactic structures to convey negation. They begin to experiment with various
negation words like "never", "nothing", "nowhere", "neither", "nobody", "none", "no one", and
"no way" in their language production. For example:

"I never want to go there again."
"There is nothing in the box."

"He is nowhere to be found."
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"Neither of them wants to go."
"Nobody knows the answer."
"There are none left."

"No one came to the party."
"There is noway | can do that.”

By incorporating these negation words into their speech, children can express a wider range of
negated propositions, indicating absence, denial, lack, or negation of certain actions, objects,
or qualities. Their growing language abilities during the multiword stage enable them to use
these negation words effectively and contextually.

Errors in Negation

Children may make errors while using negations during their language development. These
errors can occur due to the complexity of negation structures and the ongoing process of
language acquisition. Here are some examples of common errors children may make:

1. Overgeneralization of Negation: Children may overgeneralize the use of negation,
leading to errors in contextually appropriate situations. For example, they might say
"nobody doesn't like ice cream" instead of "nobody likes ice cream," mistakenly using
a double negative.

2. Incorrect Placement of Negation Words: Children may place negation words in
incorrect positions within the sentence. For example, they might say "l not want this"
instead of "l don't want this."

3. Incorrect Use of Auxiliary Verbs: Children might use auxiliary verbs incorrectly in
negation expressions, leading to errors like "l don't can go" instead of "l can't go."

4. Incorrect Form of Negation Words: Children may produce negation words with
incorrect forms or inflections. For example, they might say "nones" instead of "none" or
"nothsing" instead of "nothing."

5. Difficulty with Double Negatives: Children may struggle with double negatives, leading
to errors like "l don't have nothing" instead of "l don't have anything."

6. Misuse of "Never": Children might misapply "never" by saying "l never don't want to go"
instead of "l never want to go."

7. Difficulty with Negative Questions: Children may struggle with forming negative
questions, resulting in errors like "Can't you don't go?" instead of "Can't you go?"

These errors are mainly seen as a normal part of the language learning process, and children
typically outgrow them as they continue to develop their language skills. Caregivers and
educators play a crucial role in providing supportive language input and modelling correct
negation structures to facilitate the child's language development and understanding of
negation. These examplesillustrate some of the common errors children may make while using
negations in their language development. As children continue to refine their language skills,
they typically correct these errors with exposure to language models and further language
experience. Table 1 demonstrates particular examples of negation errors children in the
multiword stage may make while using negations.
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Table 1

Examples of Errors of Negation Commonly Made by Children in Multiword Stage

Type of Error Incorrect Sentence Correct Sentence
Overgeneralization of “Nobody doesn’t like ice cream.” “Nobody likes ice cream.”
Negation
Incorrect Placement “I not want this.” “ldon’t want this.”
Incorrect Use of “ldon’tcan go.” “lcan’tgo.”
Auxiliary
Incorrect Form of “l have none toys.” “I have no toys.”
Negation
Difficulty with Double “l didn’t see nobody.” “l didn’t see anybody.”
Negatives
Misuse of “never” “I never don’t want to go.” “I never want to go.”
Difficulty with negative “Can’tyou don’t go?” “Can’tyou go?”
questions

Results

This study aimed to investigate how children in the multiword stage utilize negations in English
language development. The analysis was conducted using data retrieved from databases such
as TalkBank and CHILDES, along with relevant studies from academic journals like ERIC.

The study's findings underscore the significance of environmental influences on language
acquisition during the multiword stage. Research has shown that the language input children
receive from caregivers, family members, and their linguistic environment shapes their
understanding and use of negation markers (Hoff, 2006; Huttenlocher et al., 2007). Exposure
to diverse language structures and frequent engagement in conversations involving negation
positively impact children's language development (Weizman & Snow, 2001; Hart et al., 1995).
Cultural and sociolinguistic factors may also influence variation in negation expression (Lieven
& Pine, 1993). Understanding these influences can aid in creating language-rich environments
to supportoptimallanguage development during this stage. Further research could explore the
interplay between environmental factors, language input, and children's language outcomes
(Bornstein & Putnick, 2012).

The findings revealed a clear developmental progression in the use of negation markers during
the multiword stage. At the initial stage, children predominantly employed single negative
words, such as "no" and "not," to express negation. As they progressed, they started
incorporating more complex structures, combining negative words with auxiliary verbs like
"don't," "can't," and "won't," to convey negation more effectively. Additionally, children
demonstrated increasing syntactic flexibility, modifying word order to mark negation
accurately.

Children’s utterances in the corpus data illustrate this developmental progression. In early
stages, children frequently produced simple negation forms such as “no eat,” “no want,” or
“not go.” These constructions typically involved the placement of a negative marker before the
verb or noun phrase without auxiliary support. As children’s linguistic competence developed,
more complex structures began to emerge, including utterances such as “/ don’t want it,” “I
can’tdo it,” or “He won’t go.” These examples demonstrate how children gradually integrate
negation into more syntactically complete sentence structures during the multiword stage.

However, the analysis also identified common errors made by children while using negations.
These errors included overgeneralization of negation, omission of negation markers, incorrect
placement of negation words, misuse of negation forms, and difficulties with double negatives.
Nevertheless, these errors are a natural part of language development, and children typically
outgrow them as they refine their language skills with exposure to language models.
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A closer examination of the data indicates that these errors can be grouped into several
categories. One frequent pattern involves the overgeneralization of negative forms, where
children apply a single negation structure across different contexts (e.g., “no like it” instead of
“I don’t like it”). Another common pattern is the omission of auxiliary verbs, which results in
simplified constructions. Some children also demonstrated incorrect placement of negation
markers, positioning not or no in non-target-like positions within the sentence. These patterns
reflect children’s ongoing attempts to internalise the grammatical rules governing negation.

Overall, the results suggest that the acquisition of negation during the multiword stage follows
a gradual and systematic developmental trajectory. Children move from simple lexical
negation to more complex grammatical constructions involving auxiliary verbs and syntactic
rules. At the same time, the presence of recurring errors highlights the transitional nature of
this stage, as children experiment with different linguistic forms while developing their
grammatical competence.

Discussion

The present study set out to examine how children in the multiword stage utilise negations in
English language development. Through the analysis of data obtained from databases such as
TalkBank and CHILDES, together with findings from relevant studies in academic journals, the
study provided insights into the developmental trajectory of negation during an important stage
of language acquisition.

The findings indicate a clear developmental progression in children's use of negation markers.
In the early stages, children predominantly rely on single negative words such as “no” and
“not” to express negation. As their linguistic abilities develop, they begin to produce more
complex structures by combining negative words with auxiliary verbs such as “don’t,” “can’t,”
and “won’t.” This development reflects a growing understanding of grammatical structures
and the ability to use negation more accurately in multiword utterances. In addition, children
demonstrate increasing syntactic flexibility, adjusting word order to mark negation
appropriately.

These findings align with established theories of language acquisition, which emphasise the
progressive nature of grammatical development in children (Brown, 1973; Bowerman, 1988).
The transition from single-word negation to more complex multiword constructions reflects
children’s growing mastery of syntactic rules and morphological markers. The results also
support usage-based accounts of language learning, which suggest that repeated exposure to
negation structures in meaningful communicative contexts facilitates the internalisation of
grammatical patterns (Tomasello, 2006). By situating these findings within existing theoretical
frameworks, the study confirms that early negation acquisition is both systematic and
predictable across diverse linguistic environments.

The analysis also revealed common errors in children's use of negation, including
overgeneralization, omission of negation markers, incorrect placement of negative forms, and
difficulties with double negatives. Such errors are widely recognised in the literature as a
natural part of the language acquisition process. As children are exposed to more language
input and interaction, they gradually refine their linguistic competence and overcome these
developmental errors.

A more detailed consideration of these errors reveals that they are not random but reflect
systematic stages in children’s grammatical development. For instance, overgeneralization
errors indicate that children are actively forming rules and extending them across contexts,
even when such extensions result in non-target-like forms. Similarly, errors in auxiliary usage
and negation placement suggest that children are still in the process of acquiring the syntactic
constraints governing negation in English. These patterns support the view that language
acquisition involves hypothesis testing, where children construct and gradually refine internal
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grammatical rules based on linguistic input. Therefore, the observed error types provide
valuable evidence of the transitional nature of the multiword stage and highlight the
developmental processes underlying negation acquisition.

The developmental patterns identified in this study have implications for both research and
practice. For researchers, the findings highlight the value of corpus-based analysis in
identifying subtle grammatical patterns and transitional errors in children’s speech
(MacWhinney, 2000). For educators and clinicians, understanding the typical trajectory of
negation acquisition can inform early language assessment and intervention, particularly for
children at risk of delayed language development. Future studies could examine cross-
linguistic differences in negation acquisition or investigate the impact of specific caregiver
strategies on the emergence of multiword negation.

Conclusion

This study advances our knowledge of how kids communicate negation when they are in the
multiword stage of language development. The results show that the use of single negative
words gradually gives way to more intricate negation structures with auxiliary verbs and
syntactic modifications.

In addition, the study highlights that the errors children produce while using negation, such as
overgeneralization, incorrect placement, and misuse of auxiliary verbs, are an integral part of
the developmental process rather than mere deficiencies. These error patterns reflect
children’s active engagement with language and their attempts to internalise grammatical
rules. Recognising the systematic nature of these errors provides important insights into the
mechanisms of language acquisition and reinforces the idea that linguistic development
progresses through stages of approximation toward adult-like competence.

By clarifying the typical trajectory of negation acquisition, they can inform early language
assessment, teaching strategies, and interventions for children who may experience delays in
language development. Future research could examine cross-linguistic differences in
negation, investigate how specific caregiver interactions shape early language use, or explore
the impact of digital and social environments on language acquisition. By connecting
developmental patterns to practical applications, this study contributes to a more nuanced
understanding of how children acquire critical grammatical skills during the early stages of
language development.

Overall, the findings highlight how early language development is dynamic and show how
children progressively pick up the language skills required to successfully express negation.
The significance of rich linguistic input and interaction in promoting children's language
development during the early stages of acquisition is further highlighted by these findings.
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Recibido: 25 de marzo de 2026 La incorporaciéon de la inteligencia artificial generativa (IAG) en la educacion
Aceptado: 9 de junio de 2026 superior esta reconfigurando no solo las practicas docentes, sino también las
formas de aprender, producir conocimiento y ejercer la responsabilidad
académica. En el contexto de las universidades eslovacas donde se ensefa
espafol como lengua extranjera (ELE), la IAG no se limita a una funcién
instrumental orientada a la eficiencia, sino que interviene en procesos
cognitivos, decisiones académicas y percepciones sobre la equidad y la
integridad educativa. Este estudio amplia el modelo Unified Theory of
Acceptance and Use of Technology (UTAUT) mediante la incorporaciéon de
dimensiones cognitivas, éticas y distributivas, con el fin de ofrecer un marco
mas comprensivo para analizar la adopcidon de la IAG en la ensefianza de
idiomas. A partir de un disefio cuantitativo transversaly del uso de modelos de
ecuaciones estructurales (SEM), se examinan las percepciones de 200
estudiantes y docentes universitarios. Los resultados evidencian una valoracion
favorable de la utilidad percibida y una significativa activacion de procesos
metacognitivos, junto con una marcada sensibilidad hacia la gobernanza
algoritmica y la justicia digital. No obstante, también emergen reservas
relacionadas con la posible dependencia cognitiva, la autoria académicay las
desigualdades en el acceso y uso de estas tecnologias. En conjunto, los
hallazgos sugieren que la adopcién de la IAG en la ensefianza de ELE constituye
un proceso socioinstitucionalmente mediado, mas que una aceptacion
meramente instrumental. En consecuencia, el estudio propone un modelo
socioepistémico ampliado para explicar la adopcién de la IAG en contextos
universitarios multilingues.

PALABRAS CLAVE

inteligencia artificial
generativa; UTAUT; espanol
como lengua extranjera;
educacion superior;
regulacion metacognitiva

Introduccion

La expansiéon de la inteligencia artificial generativa (IAG) en la educacién superior esta
reconfigurando de manera acelerada las practicas de ensefianza, las dinamicas de
aprendizaje y los marcos institucionales que regulan la produccién de conocimiento. En lugar
de operar Unicamente como una herramienta de apoyo técnico, la IAG interviene cada vez mas
en procesos de redaccidn, resolucién de problemas, retroalimentacién y organizacion del
aprendizaje, lo que obliga a reconsiderar nociones tradicionales de autoria, agencia cognitiva
e integridad académica. Organismos internacionales como la UNESCO han subrayado que la
integracion educativa de la IAG debe abordarse desde un enfoque centrado en el ser humano,
atento a la supervisiéon humana, la equidad, la transparencia y la gobernanza ética de los
sistemas algoritmicos (Miao & Holmes, 2023; UNESCO, 2021).

En el ambito de la ensefianza de lenguas extranjeras, estas transformaciones resultan
especialmente significativas. La investigacion reciente muestra que la IAG se esta
incorporando con rapidez a la educacidon linglistica por su capacidad para apoyar la
produccién textual, la retroalimentacién inmediata, la personalizaciéon y la practica
interactiva; sin embargo, también plantea interrogantes sobre dependencia cognitiva, validez
de la evaluacién, autenticidad del desempefio linglistico y formacion de competencias
criticas. La literatura emergente sobre educacion linglistica asistida por IA indica, ademas,
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que estudiantes y docentes suelen mantener posturas matizadas: reconocen beneficios
pedagdgicos relevantes, pero expresan reservas respecto ala calidad de las respuestas, eluso
en evaluacion y las implicaciones éticas de su integracion (Bundgaard & Mgller, 2025; Kilde,
2024; Lee et al., 2025).

En este contexto, el modelo Unified Theory of Acceptance and Use of Technology (UTAUT)
sigue siendo una referencia sdlida para explicar la adopcion tecnoldgica a partir de variables
como la expectativa de rendimiento, la expectativa de esfuerzo y la influencia social. No
obstante, la IAG introduce desafios que exceden una légica puramente instrumental. A
diferencia de tecnologias educativas anteriores, los sistemas generativos no solo median
tareas, sino que participan activamente en la construccién de textos, ideas y decisiones
académicas. Por ello, limitar el analisis a variables clasicas de aceptacién tecnolégica puede
resultar insuficiente para comprender formas contemporaneas de interacciéon humano-
algoritmo en entornos universitarios (Venkatesh et al., 2003; Zhang & Dong, 2024).

Sobre esta base, el presente estudio propone una extensién socioepistémica del marco
UTAUT para analizar la adopcién de la IAG en la ensefianza del espafiol como lengua extranjera
(ELE) en wuniversidades eslovacas. En concreto, se incorporan tres dimensiones
complementarias. La primera es la dimensidon cognitiva, compuesta por la cognicién
distribuida y la regulacién metacognitiva. Esta dimensidn permite examinar hasta qué punto
la IAG funciona como apoyo para el pensamiento, la planificacion y la autorregulacion.
Asimismo, permite analizar si estos sistemas desplazan procesos intelectuales que antes
recaian exclusivamente en el estudiante. La segunda es la dimensién institucional-normativa,
operacionalizada mediante la ética y la gobernanza algoritmica, indispensable para
comprender cémo la confianza, la responsabilidad, la transparencia y la supervision
institucional condicionan la aceptacidon educativa de la IAG. La tercera es la dimensién
estructural, articulada a través de la justicia digital y la transformacion pedagdgica sistémica,
con elfin de evaluar si la integracidon de estas tecnologias reproduce desigualdades existentes
o, por el contrario, favorece formas mas inclusivas y reflexivas de innovacion pedagogica. Esta
ampliacion resulta coherente con los marcos internacionales que insisten en que la adopcion
de lA en educacién debe evaluarse no solo por su utilidad, sino también por sus implicaciones
en equidad, derechos, inclusion y agencia humana (Miao & Holmes, 2023; UNESCO, 2021;
Zhang & Dong, 2024).

Desde esta perspectiva, la adopcion de la IAG en educacién superior no puede entenderse
como una simple decision individual de uso, sino como un proceso mediado por factores
cognitivos, éticos, sociales e institucionales. Esta premisa es especialmente relevante en el
caso del ELE universitario, donde la escritura, la interaccién y la construccién discursiva
ocupan un lugar central en el aprendizaje. En tales contextos, la IAG no solo influye en la
eficiencia académica, sino también en la naturaleza del trabajo linglistico, la autoria del texto
y la distribucién de la responsabilidad intelectual. La evidencia reciente sugiere que, aunque
la IAG puede mejorar ciertos resultados de aprendizaje y apoyar habilidades lingliisticas, su
efecto depende fuertemente del contexto pedagégico, de los disefios de evaluaciéon y del
modo en que estudiantes e instituciones negocian sus usos legitimos (Bundgaard & Mgller,
2025; Lee et al., 2025; Zhang & Dong, 2024).

Metodolégicamente, este estudio adopta un disefio cuantitativo transversaly emplea modelos
de ecuaciones estructurales (SEM) para analizar una muestra de 200 participantes vinculados
a universidades eslovacas. El objetivo no es unicamente identificar predictores de intencién
de uso, sino evaluar en qué medida las dimensiones cognitivas, éticas e institucionales
amplian la capacidad explicativa del modelo UTAUT en el contexto de la IAG aplicada a la
ensefanza de idiomas. En consecuencia, la contribucién del estudio es doble. En el plano
tedrico, se propone un modelo de adopcién tecnolégica mas adecuado para escenarios en los
que los sistemas algoritmicos intervienen en la producciéon de conocimiento. En el plano
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empirico, se aporta evidencia situada desde un contexto centroeuropeo aun escasamente
representado en la investigacion internacional sobre |A y ensefianza de lenguas (Kildé, 2024,
Venkatesh et al., 2003; Zhang & Dong, 2024).

Desarrollo de hipétesis

H1. La expectativa de rendimiento influye positivamente en la intencién de uso de la IAG
(Venkatesh et al., 2003).

H2. La expectativa de esfuerzo influye positivamente en la intencidon de uso de la IAG
(Venkatesh et al., 20083).

H3. La influencia social influye positivamente en la intencién de uso de la IAG (Venkatesh et
al., 2003).

H4. La cognicién distribuida influye positivamente en laintenciéon de uso de la IAG, alfavorecer
formas de co-agencia cognitiva entre usuario y sistema (Hutchins, 1995; Zhang & Dong, 2024).

H5. La regulacidon metacognitiva influye positivamente en la intenciéon de uso de la IAG, en la
medida en que facilita la planificacion, el monitoreo y la evaluacién del propio aprendizaje
(Kildé, 2024; Lee et al., 2025).

H6. La ética y la gobernanza algoritmica influyen positivamente en la intencion de uso de la
IAG, al reforzar percepciones de legitimidad, confianza y supervision institucional (Aloysius et
al., 2025; UNESCO, 2021).

H7. La justicia digital influye positivamente en la transformacion pedagdgica sistémica, al
promover una integracién mas inclusiva y equitativa de la IAG en la educacion superior (Miao
& Holmes, 2023; UNESCO, 2021).

H8. La transformacién pedagdgica sistémica influye positivamente en la intencion de uso de
la IAG (Lee et al., 2025; Zhang & Dong, 2024).

H9. Elriesgo percibido de desplazamiento cognitivo influye negativamente en la intencién de
uso de la IAG (Lee et al., 2025; Skulmowski, 2023).

Revision de la literatura
Aceptacion tecnolégica en la educacion superior: hacia una ampliacion del modelo UTAUT

La Unified Theory of Acceptance and Use of Technology (UTAUT) propuesta por Venkatesh et
al. se ha consolidado como uno de los marcos mas influyentes para explicar la adopcién
tecnoldgica en contextos organizativos y educativos. Su fortaleza reside en que integra
variables predictivas clave —como la expectativa de rendimiento, la expectativa de esfuerzoy
lainfluencia social— para modelar la intencion de uso y el comportamiento tecnolégico. En el
ambito de la educacién superior, este marco ha sido ampliamente utilizado para analizar la
aceptacion de plataformas digitales, sistemas de a prendizaje y herramientas emergentes,
debido a su elevada capacidad explicativa y a su flexibilidad para ser adaptado a distintos
contextos institucionales (Venkatesh et al., 2003).

Sin embargo, la incorporacion de la inteligencia artificial generativa (IAG) plantea retos que
exceden la légica instrumental en la que se apoyan los modelos clasicos de aceptacién
tecnoldgica. A diferencia de otras herramientas educativas, la IAG no solo facilita tareas o
mejora la eficiencia, sino que participa directamente en la produccién de texto, la formulacion
de ideas, la organizacion del conocimiento y la mediacion de decisiones académicas. Por ello,
analizar su adopcidn Unicamente a partir de la utilidad percibida o la facilidad de uso resulta
conceptualmente insuficiente, especialmente en contextos como la ensefianza de lenguas,
donde la produccién discursiva, la autoria y la reflexion metalinglistica son centrales. La
literatura reciente sobre GenAl en educacién linglistica confirma, de hecho, que sus usos
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pedagdégicos combinan oportunidades de apoyo cognitivo con riesgos asociados a la
dependencia, la integridad académicay la calidad del aprendizaje (Lee et al., 2025).

En consecuencia, diversos trabajos recientes sostienen que la adopcién de la IAG debe
entenderse como un fendmeno socio-técnico y socio-epistémico, en el que intervienen no
solo percepciones de utilidad, sino también consideraciones sobre agencia humana,
legitimidad institucional, equidad y gobernanza. Desde esta perspectiva, la ampliacion del
modelo UTAUT se justifica teéricamente como una respuesta a la transformacién cualitativa
que introduce la IAG en la educacién superior (Miao & Holmes, 2023; Zhang & Dong, 2024).

Cognicion distribuida y co-agencia epistémica

La teoria de la cognicion distribuida, formulada por Hutchins, cuestiona la idea de que el
pensamiento sea un proceso exclusivamente interno e individual. En su lugar, sostiene que la
cognicion emerge de la interaccidon entre personas, artefactos, representaciones externas 'y
contextos socioculturales. Este enfoque resulta especialmente pertinente para estudiar la
IAG, ya que los sistemas generativos no actian como herramientas pasivas, sino como
artefactos capaces de intervenir en la elaboracién de respuestas, en la estructuracién del
razonamientoy en la co-produccion de significados (Hutchins, 1995).

Aplicada a la ensefanza de lenguas, esta perspectiva permite interpretar la IAG como un
agente de co-agencia epistémica, es decir, como un participante en la construccién del
conocimiento linglistico y discursivo. La literatura reciente sobre GenAl en educacion de
lenguas sefiala precisamente que estas herramientas pueden desempenar funciones de tutor,
generador de retroalimentacién, facilitador de interaccion y estimulador cognitivo,
configurando entornos hibridos de aprendizaje en los que la produccién linglistica se
distribuye entre el estudiante y el sistema (Lee et al., 2025; Zhang & Dong, 2024).

Esta reconfiguracion tiene implicaciones directas para la ensefianza de ELE. Cuando el texto
académico o la produccion escrita emergen del didlogo con un sistema algoritmico, se vuelve
necesario replantear categorias tradicionales como autoria, competencia y autonomia. En
este sentido, la cognicién distribuida aporta una base tedrica sélida para ampliar los modelos
de aceptacion tecnolégicay reconocer que, en la era de la IAG, la adopcion no se refiere solo
al uso de una herramienta, sino a la incorporacion de un nuevo actor en el ecosistema
cognitivo del aprendizaje (Hutchins, 1995).

Regulacion metacognitiva y agencia critica

La investigacién sobre aprendizaje autorregulado ha mostrado de manera consistente que el
rendimiento académico no depende uUnicamente del acceso a la informacién, sino de la
capacidad del estudiante para planificar, supervisar y evaluar conscientemente su propio
proceso de aprendizaje. En otras palabras, la metacognicion constituye una dimension
esencial de la agencia académica, ya que permite controlar el uso estratégico de recursos,
ajustar decisiones y valorar criticamente los resultados obtenidos (Miao & Holmes, 2023).

En el contexto de la IAG, esta dimensidn resulta particularmente relevante. Aunque en el
debate publico suele asumirse que estas herramientas favorecen una dependencia
automatica, la evidencia empirica reciente sugiere un panorama mas matizado. En educacion
linglistica, varios estudios describen interacciones en las que los estudiantes comparan
respuestas, verifican sugerencias, revisan borradores y utilizan la IA como apoyo estratégico
mas que como sustituto completo del pensamiento. De este modo, la relacién con la
herramienta puede estar mediada por formas de agencia critica, donde el estudiante mantiene
control evaluativo sobre el contenido generado (Bundgaard & Mgller, 2025; Lee et al., 2025).

Desde un punto de vista tedrico, incorporar la regulaciéon metacognitiva al modelo UTAUT
permite enlazar los estudios de aceptacién tecnolégica con la psicologia del aprendizaje. Esta
integracion es especialmente pertinente en entornos universitarios, donde la calidad del uso
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de la IAG no depende solo de que la herramienta sea aceptada, sino de como los usuarios
supervisan, interpretany delimitan suintervencion en tareas cognitivamente complejas (Kildé,
2024; Miao & Holmes, 2023).

Riesgo de desplazamiento cognitivo

Junto con sus beneficios potenciales, la literatura también ha identificado riesgos asociados
al uso intensivo de sistemas digitales para externalizar procesos mentales. Las
investigaciones sobre cognitive offloading y externalizacion cognitiva muestran que delegar
ciertas operaciones en artefactos externos puede reducir carga mental en el corto plazo, pero
también afectar la consolidacion de la memoria, la profundidad del procesamiento y la
internalizacién del aprendizaje cuando esa delegacion se vuelve excesiva o acritica
(Skulmowski, 2023).

En el caso de la IAG, este debate adquiere una nueva intensidad porque los sistemas no solo
almacenan o recuperan informacién, sino que generan respuestas completas, reformulan
argumentos y producen textos con apariencia de competencia experta. Por ello, algunos
autores advierten sobre el riesgo de una “externalizacién cognitiva” ampliada, en la que la
facilidad de acceso a respuestas bien formuladas podria desincentivar la elaboracion
profunda, el juicio independiente y el desarrollo de habilidades de orden superior. Asimismo,
la literatura reciente sobre el uso de GenAl en aulas de lenguas también ha identificado
preocupaciones relacionadas con sobre-dependencia, superficialidad del aprendizaje y
disrupciones en la evaluacién auténtica (Lee et al., 2025; Skulmowski, 2023).

No obstante, la evidencia disponible no respalda una interpretacién determinista. Mas bien,
sugiere que el efecto de la IAG depende del disefio pedagdgico, de las tareas propuestas y del
grado de mediacién critica del usuario. En consecuencia, el riesgo de desplazamiento
cognitivo debe ser tratado no como una consecuencia automatica del uso de IA, sino como
una variable perceptiva y pedagdégica capaz de modular la intenciéon de uso y la calidad del
aprendizaje (Lee et al., 2025; Skulmowski, 2023).

Etica algoritmicay gobernanza institucional

La rapida adopcidén de la IAG en educacidon superior ha intensificado el debate sobre ética
algoritmica, transparencia, privacidad, sesgos y responsabilidad académica. Organismos
internacionales como la UNESCO han insistido en que la integracion de la IA en educacién
debe desarrollarse desde un enfoque human-centred, sustentado en la supervision humana,
la proteccion de datos, la equidad, la rendicion de cuentas y la definicion clara de marcos
normativos institucionales. Esta orientacién es especialmente relevante en contextos
universitarios, donde el uso de la IA afecta la evaluacidn, la autoria, la integridad académicay
la legitimidad de los procesos formativos (Miao & Holmes, 2023; UNESCO, 2021).

La literatura reciente en educacioén superior confirma que la aceptacion de la IAG no depende
solo de su funcionalidad, sino también de la confianza que generan las reglas que regulan su
uso. Los estudiantes suelen valorar positivamente la integracion de estas herramientas, pero
al mismo tiempo demandan directrices claras, formacion ética, protocolos de declaraciéon de
uso y mecanismos para prevenir el abuso o la desinformacién. Desde esta perspectiva, la
gobernanza institucional emerge como una condicién de legitimidad para la adopcidn
tecnologica (Aloysius et al., 2025).

Por ello, ampliar UTAUT mediante una dimension de ética y gobernanza algoritmica permite
reconocer que la adopcion de la IAG no es un proceso meramente individual, sino
normativamente estructurado. En otras palabras, la aceptacion tecnolégica se ve influida por
la medida en que los usuarios perciben que la institucién posee politicas claras, criterios de
uso justificados y capacidad de supervisidon responsable (Aloysius et al., 2025; UNESCO,
2021).
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Justicia digital y equidad estructural

La incorporacidn de tecnologias digitales en educacién nunca ocurre en un vacio social. La
literatura sobre justicia digital ha mostrado que el acceso desigual a dispositivos,
conectividad, alfabetizacidon digital y apoyos institucionales puede convertir innovaciones
prometedoras en mecanismos de reproduccién de brechas preexistentes. En el caso de la IA,
esta preocupacion seintensifica porque los beneficios potenciales de personalizaciéony apoyo
pueden coexistir con nuevas formas de exclusiéon derivadas de la infraestructura, del costo,
del idioma, de la calidad de los datos y de la disponibilidad desigual de competencias para
usar criticamente estas herramientas (Miao & Holmes, 2023; UNESCO, 2021).

UNESCO ha advertido explicitamente que la adopcidon de IA en educaciéon debe evaluarse
también en términos de inclusiény equidad, para evitar que la llamada “Al divide” profundice
desigualdades entre contextos, institucionesy grupos de estudiantes. En esta linea, la justicia
digital no se limita al acceso técnico, sino que incluye la distribucion justa de oportunidades
de aprendizaje, la representacion de lenguas y culturas diversas, y la capacidad de participar
criticamente en entornos mediados por algoritmos (Miao & Holmes, 2023; UNESCO, 2021).

Desde una perspectiva analitica, incorporar la justicia digital al modelo de adopcion permite
desplazar el foco desde el usuario individual hacia las condiciones estructurales que habilitan
o restringen la integracion significativa de la IAG. Esto es particularmente relevante en la
enseflanza de lenguas, donde la promesa de democratizacidon del aprendizaje solo puede
sostenerse si existe un acceso equitativo a recursos, formacidon y marcos institucionales de
apoyo (Miao & Holmes, 2023; UNESCO, 2021).

Transformacion pedagdgica sistémica

La literatura sobre innovacion educativa distingue entre la mera incorporacion de
herramientas y la transformacion pedagégica sistémica, entendida como un cambio que
afecta curriculo, evaluacion, roles docentes, practicas de aprendizaje y concepciones del
conocimiento. En este sentido, la IAG no representa Unicamente una nueva tecnologia de
apoyo; por su capacidad para generar texto, ofrecer retroalimentacién compleja y participar
en tareas cognitivas avanzadas, introduce presiones para reconsiderar qué se ensefa, cOmo
se evallay qué formas de desempefio siguen siendo consideradas auténticamente humanas
(Lee et al., 2025; Zhang & Dong, 2024).

Los estudios recientes sobre GenAl en educacion de lenguas muestran precisamente que su
integracion puede alterar la organizacion didactica del aula, favorecer nuevas formas de
tutoria, ampliar oportunidades de practica y modificar los criterios de evaluacién,
especialmente en tareas de escrituray produccion discursiva. Sin embargo, también advierten
que estas transformaciones requieren redisefios pedagdgicos deliberados y no pueden
reducirse a una simple adopcion tecnolégica espontanea (Lee et al., 2025).

Por ello, la transformacién pedagégica sistémica puede conceptualizarse como una variable
mediadora entre condiciones estructurales —como la justicia digital o la gobernanza— y la
intencién de uso de la IAG. Esta formulacion permite comprender la adopcién no solo como
aceptacién de una herramienta, sino como disposicion a integrarla dentro de un cambio mas
amplio del ecosistema universitario (Zhang & Dong, 2024).

Contribucién tedricay modelo conceptual propuesto

A partir de esta revisiéon, puede afirmarse que los enfoques tradicionales de aceptacién
tecnolégica siguen siendo necesarios, pero ya no son suficientes para explicar la integracion
de la IAG en la educacioén superior. Mientras el UTAUT conserva valor explicativo para analizar
dimensiones instrumentales de adopcion, la literatura reciente muestra que la IAG activa
simultaneamente procesos de co-agencia cognitiva, autorregulacion, preocupacion por
desplazamiento cognitivo, exigencias de gobernanza ética, demandas de justicia digital y
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dindmicas de transformacion pedagogica (Hutchins, 1995; Lee et al., 2025; Skulmowski,
2023).

La principal contribucién tedrica de este estudio consiste, por tanto, en proponer una
extension socio-epistémica del modelo UTAUT para el analisis de la IAG en la ensefianza
universitaria de ELE. Este modelo ampliado integra tres grandes bloques: (a) factores
instrumentales, representados por la expectativa de rendimiento, la expectativa de esfuerzoy
la influencia social; (b) factores cognitivos, integrados por la cognicién distribuida, la
regulacién metacognitiva y el riesgo percibido de desplazamiento cognitivo; y (c) factores
institucionalesy estructurales, representados por la éticay gobernanza algoritmica, la justicia
digital y la transformacién pedagdgica sistémica. En conjunto, estas dimensiones permiten
conceptualizar la adopcidén de la IAG como un proceso no solo tecnoldgico, sino también
cognitivo, normativo e institucionalmente situado (Miao & Holmes, 2023; Venkatesh et al.,
2003; Zhang & Dong, 2024).

Metodologia
Disefo de la investigacion

El presente estudio adopté un disefio cuantitativo, transversal y basado en encuesta,
orientado a examinar los factores que explican la adopcion de la inteligencia artificial
generativa (IAG) en la ensefanza del espafol como lengua extranjera (ELE) en universidades
eslovacas. La estrategia analitica se apoyé en modelos de ecuaciones estructurales (SEM),
una aproximacién adecuada cuando el objetivo es estimar de manera simultanea relaciones
entre constructos latentes y evaluar tanto el modelo de medicién como el modelo estructural.
La eleccion de este enfoque resulta coherente con investigaciones previas sobre aceptacion
tecnologicay con latradiciéon metodoldgica derivada del marco UTAUT (Kline, 2016; Venkatesh
et al., 2003; Wang & Wang, 2012).

Elmodelo conceptual se fundamenté en una extensidon socioepistémica del UTAUT, en la que,
ademas de los constructos instrumentales clasicos —expectativa de rendimiento, expectativa
de esfuerzo e influencia social—, se incorporaron dimensiones cognitivas, éticas e
institucionales: cognicion distribuida, regulacién metacognitiva, riesgo percibido de
desplazamiento cognitivo, ética y gobernanza algoritmica, justicia digital y transformacion
pedagdgica sistémica. Esta ampliacidon responde a la necesidad de analizar la IAG no solo
como tecnologia de apoyo, sino como mediacién que interviene en la produccién de
conocimiento, la autorregulacion del aprendizaje y la legitimidad institucional de sus usos
educativos (Miao & Holmes, 2023; Zhang & Dong, 2024).

Se optd porundiseno transversal porque permitia captar, en un momento especifico de rapida
expansioén de la IAG en la educacién superior, las percepciones de estudiantes y docentes
respecto a su utilidad, legitimidad, riesgos cognitivos e implicaciones pedagdégicas. Aunque
este disefo no permite establecer causalidad temporal estricta, si resulta apropiado para
contrastar modelos tedricos de relaciones latentes y para explorar patrones de aceptacion
tecnoldgica en fases tempranas de normalizacidn institucional (Kline, 2016; Wang & Wang,
2012).

Participantes y procedimiento de muestreo

Se utilizé un muestreo no probabilistico por conveniencia, condicionado por la accesibilidad
institucionaly por la disponibilidad de participantes en programas especificos de ELE. Aunque
este tipo de muestreo limita la generalizacion estadistica estricta, es frecuente en estudios
aplicados en educacion superior y resulta metodolégicamente aceptable en SEM cuando el
tamafo muestral es suficiente para estimar modelos de complejidad media. La literatura
metodolégica sefala que, para modelos de complejidad moderada, muestras en torno a 150-
200 casos suelen considerarse adecuadas, y que una relacién aproximada de 5 a 10 casos por
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indicador puede ofrecer una base razonable para analisis factoriales confirmatoriosy modelos
estructurales, siempre que la calidad de los datos sea satisfactoria (Hair et al., 2019; Kline,
2016; Wang & Wang, 2012).

Dado que el cuestionario incluyé 45 items observados, el tamafio muestral alcanzado se situd
dentro de los rangos comunmente aceptados para este tipo de modelizacién y permitié
proceder con la estimacién del modelo de medicién y del modelo estructural bajo supuestos
de complejidad media (Hair et al., 2019; Kline, 2016).

Desarrollo del instrumento
Fundamentos tedricos

Elinstrumento fue disefiado a partir de una integracién de marcos teéricos complementarios.
En primer lugar, se adoptaron los constructos nucleares del UTAUT, ampliamente utilizados
para explicar la aceptacion tecnoldgica: expectativa de rendimiento, expectativa de esfuerzo
e influencia social (Venkatesh et al., 2003). En segundo lugar, se incorporaron aportes de la
literatura sobre cognicién distribuida, metacognicién y agencia critica, con el fin de captar la
relacion entre IAG y procesos de apoyo o desplazamiento cognitivo (Hutchins, 1995; Kilde,
2024; Lee et al., 2025). En tercer lugar, se integraron perspectivas sobre ética algoritmica,
gobernanza institucionaly justicia digital, en consonancia con los marcos internacionales que
subrayan la necesidad de evaluar la IA educativa también desde la equidad, la transparencia,
la rendiciéon de cuentas y la proteccion de derechos (Aloysius et al., 2025; Miao & Holmes,
2023; UNESCO, 2021).

El cuestionario final estuvo integrado por 45 items medidos mediante una escala Likert de
siete puntos (1 = totalmente en desacuerdo; 7 = totalmente de acuerdo). La escala de siete
categorias fue seleccionada por su capacidad para recoger gradaciones finas de percepciény
por su uso extendido en estudios de aceptacién tecnoldgica y validacién psicométrica de
constructos latentes (Hair et al., 2019; Kline, 2016).

Estructura del modelo

Los items fueron elaborados y adaptados con el objetivo de asegurar coherencia conceptual,
delimitacion semantica y alineacion con el modelo tedrico propuesto. La construccion del
instrumento siguié el principio de correspondencia entre definicion conceptual y
operacionalizacion empirica, requisito central en la validacion de modelos con variables
latentes (Fornell & Larcker, 1981; Hair et al., 2019).

Validez de contenido y prueba piloto

Posteriormente, se llevd a cabo una prueba piloto con 30 participantes para examinar la
comprension de los items, la consistencia interna preliminar y la distribuciéon general de
respuestas. A partir de esta fase se introdujeron ajustes menores de formulacién para mejorar
precisién semanticay legibilidad, sin alterar la estructura conceptual del instrumento. El uso
de evaluacién experta y pilotaje previo es consistente con buenas practicas de desarrollo de
instrumentos en investigacion educativa y psicométrica (Hair et al., 2019).

Procedimiento de recopilacion de datos

En este estudio, el término inteligencia artificial generativa se definié operativamente como
sistemas capaces de producir, reformular o mejorar texto en tareas académicas, por ejemplo,
chatbots basados en grandes modelos de lenguaje, traductores neuronales avanzados y
asistentes de escritura con IA. Sobre esta base, se solicitd a los participantes que indicaran
qué herramientas utilizaban —por ejemplo, ChatGPT, DeepL o Grammarly— y con qué
frecuencia las empleaban en tareas de redaccion, traduccidén o revision textual. La precision
conceptual en la definicién del constructo de referencia es especialmente importante en
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estudios sobre IA educativa, dado que los usos y percepciones pueden variar segun el tipo de
herramientay la funcién asignada (Miao & Holmes, 2023; Podsakoff et al., 2024).

Evaluacion del modelo de medicion

Antes de contrastar las relaciones estructurales, se evaluaron las propiedades psicométricas
del instrumento mediante analisis factorial confirmatorio (AFC/CFA). Este procedimiento
permitié verificar si los items representaban adecuadamente los constructos tedricos y
comprobar la fiabilidad, la validez convergente y la validez discriminante del modelo de
medicién (Fornell & Larcker, 1981; Hair et al., 2019; Henseler et al., 2015).

Fiabilidad

La consistencia interna se examiné mediante alfa de Cronbach y fiabilidad compuesta (CR).
De acuerdo con criterios ampliamente utilizados, se consideraron aceptables valores de 0.70
0 superiores para ambos indicadores. La utilizacion conjunta de alfa y CR resulta
recomendable porque la fiabilidad compuesta ofrece una estimacion mas adecuada en
modelos latentes con cargas factoriales no equivalentes (Hair et al., 2019).

Validez convergente

La validez convergente se evalud a partir de las cargas factoriales estandarizadas y de la
varianza media extraida (AVE). Se adoptdé como criterio general que las cargas fueran
sustanciales y estadisticamente significativas, y que la AVE alcanzara al menos 0.50, lo que
indica que el constructo explica una proporcion suficiente de la varianza de sus indicadores
(Fornell & Larcker, 1981; Hair et al., 2019).

Validez discriminante

La validez discriminante se examiné mediante dos procedimientos complementarios. En
primer lugar, se utilizé el criterio de Fornell-Larcker, segln el cual la raiz cuadrada de la AVE
de cada constructo debe ser mayor que sus correlaciones con los demas constructos. En
segundo lugar, se calculd el indice heterotrait-monotrait (HTMT), considerando como
referencia valores inferiores a 0.85 para evidenciar una discriminaciéon adecuada entre
constructos cercanos. La combinacién de ambos métodos se recomienda porque el HTMT
ofrece mayor sensibilidad que los criterios tradicionales cuando se evalia discriminacion
entre variables latentes (Fornell & Larcker, 1981; Henseler et al., 2015).

Analisis del modelo estructural

Una vez validado el modelo de medicién, se procedié al anélisis del modelo estructural
mediante SEM de covarianzas, estimado con el método de maxima verosimilitud en AMOS 28.
Este enfoque permitié evaluar simultaneamente los efectos directos entre constructos y
contrastar las hipoétesis planteadas en elmodelo teérico ampliado. Para mejorar la estabilidad
de las estimaciones y obtener intervalos de confianza robustos para los coeficientes, se utilizd
un procedimiento de bootstrap con 5,000 remuestras, practica ampliamente extendida en
SEM para reforzar la inferencia paramétrica (Hu & Bentler, 1999; Kline, 2016; Wang & Wang,
2012).

El ajuste global del modelo se examind mediante multiples indices, siguiendo el principio de
que ningun estadistico aislado resulta suficiente para valorar adecuadamente la calidad del
ajuste. En particular, se consideraron x2/df, CFIl, TLI, RMSEA y SRMR. La literatura
metodolégica ha propuesto como referencias habituales valores de CFl y TLI cercanos o
superiores a 0.90-0.95, RMSEA < 0.08 y SRMR = 0.08, aungue se reconoce que estos puntos
de corte deben interpretarse con prudenciay en relacion con la complejidad del modelo y las
caracteristicas de los datos (Hu & Bentler, 1999; Kline, 2016).
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Comprobaciones preliminares y sesgo del método comun

Asimismo, dado que los datos procedian de una Unica fuente autoinformada, se evalué la
posibilidad de sesgo del método comun. Para ello, ademas de las medidas procedimentales
adoptadas —anonimato, redaccion clara de los items y reduccidn de presion evaluativa—, se
aplicé como diagndstico complementario la prueba del factor unico de Harman. El primer
factor no explicé la mayor parte de la varianza total observada, lo que sugiere que el sesgo del
meétodo comun no constituia una amenaza dominante en los datos. No obstante, esta
evidencia se interpretd con cautela, ya que revisiones recientes han advertido que la prueba
de Harman, por si sola, no basta para descartar de forma concluyente el common method bias
y debe entenderse Unicamente como una comprobacién preliminar y no definitiva (Podsakoff
etal., 2024).

Resultados
Tabla1.1

Perfil demografico y académico

Variable Categoria N %
Rol Estudiantes 162 81%
Profesores 38 19%
Institucion Publico 142 71%
Privado 58 29%
Nivel de Espanol A1-A2 46 23%
B1-B2 98 49%
C1-C2 56 28%
UsodelA Frecuente o muy frecuente 120 60%
Ocasional 62 31%
Nunca 18 9%

Como se muestra en la Tabla 1.1, la muestra estuvo compuesta por 200 participantes, de los
cuales 162 eran estudiantes (81%) y 38 docentes (19%). En cuanto al tipo de institucién, 142
participantes (71%) pertenecian a universidades publicas y 58 (29%) a instituciones privadas.
Respecto al nivel de competencia en espanol, 46 participantes (23%) se situaban en los
niveles A1-A2, 98 (49%) en B1-B2y 56 (28%) en C1-C2. Enrelacion con el uso de herramientas
deinteligencia artificial, 120 participantes (60%) informaron un uso frecuente o muy frecuente,
62 (31%) unuso ocasionaly 18 (9%) indicaron no utilizarlas. En conjunto, estos datos muestran
una muestra con una elevada exposicidon tecnolégica y una variabilidad institucional y
linglistica suficiente para el analisis del modelo propuesto.

Tabla1.2

Fiabilidad y validez convergente

Constructo a CR AVE Rango de carga
Expectativa de rendimiento .88 91 .65 .72-.84
Expectativa de esfuerzo .82 .87 .58 .68-.81
Influencia social .85 .89 .60 .70-.83
Cognicion distribuida .86 .90 .62 .71-.85
Regulacion metacognitiva .90 .93 .69 .75-.88
Etica y gobernanza algoritmicas .92 .94 .72 .78-.90
Justicia digital .89 .92 .68 .74-.87
Riesgo de desplazamiento cognitivo .81 .86 .57 .67-.80
Transformacion pedagogica sistémica .88 91 .66 .73-.85
Intencién de uso .91 .94 .75 .80-.92

La Tabla 1.2 presenta los indicadores de fiabilidad y validez convergente de los constructos
incluidos en el modelo. Los valores de alfa de Cronbach oscilaron entre .81y .92, mientras que
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la fiabilidad compuesta (CR) varié entre .86 y .94, superando en todos los casos el umbral
recomendado de .70. Asimismo, los valores de varianza media extraida (AVE) se situaron entre
.57 y .75, por encima del criterio minimo de .50. Las cargas factoriales estandarizadas
oscilaron entre .67 y .92, y todas resultaron estadisticamente significativas (p < .001). En
conjunto, estos resultados respaldan una adecuada consistencia interna y una sélida validez
convergente paratodas las dimensiones latentes del modelo.

Tabla1.3
Matriz HTMT
PE EE ] DC MR AEG DJ RIESGO SPT BI
PE — 63 55 .49 52 61 .58 34 57 .68
EE — .48 44 46 53 .50 29 49 .59
sl — 51 54 .60 .56 31 55 63
DC — .59 .58 52 .36 .60 64
MR — 62 55 A1 .66 .70
AEG — 67 .38 .69 72
DJ — .35 74 .65
RIESGO — 42 .33
SPT — .76
BI —

Lavalidez discriminante fue evaluada mediante la matriz HTMT, cuyos resultados se presentan
en la Tabla 1.3. Todos los coeficientes se mantuvieron por debajo del umbral conservador de
.85, lo que respalda una diferenciacion adecuada entre los constructos. Este hallazgo resulta
especialmente relevante dada la proximidad conceptual entre algunas dimensiones del
modelo, particularmente las asociadas a los dominios cognitivo, normativo y sistémico. En
consecuencia, puede afirmarse que las variables latentes incluidas conservan una identidad
conceptual diferenciada y empiricamente distinguible.

Tabla1.4.

Indices de ajuste del modelo de medicién

Indice ajuste valor Umbral recomendado Interpretacion
%2 (515) 1102.10 p<.001 Significativo
X2/ df 2.14 <3.00 Aceptable
CFI .93 > .90 Bueno
TLI .92 > .90 Bueno
RMSEA .067 <.08 Aceptable
SRMR .054 <.08 Bueno

La Tabla 1.4 muestra que el modelo de medicion presenta un ajuste global satisfactorio.
Aunque el estadistico )(2 fue significativo, x2(51 5)=1102.10, p<.001, esteresultado es habitual
en modelos con multiples indicadores. En cambio, los indices complementarios respaldan la
adecuacién del modelo: x*/df = 2.14, CFl = .93, TLI = .92, RMSEA = .067 y SRMR = .054. En
conjunto, estos valores indican que la estructura propuesta reproduce de manera aceptable
los datos observados y confirma la solidez del modelo de medicién previa al analisis
estructural.
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Tabla1.5.

Resultados del modelo estructural

Ruta B SE P f? Resultados

PE > BI 41 .05 <.001 .22 Soportado
EE ~> BI 14 .04 .012 .04 Soportado
Si~> Bl .18 .05 .003 .06 Soportado
DC ~» BI .16 .05 .009 .05 Soportado
MR ~> BI .21 .06 .001 .08 Soportado
AEG ~» BI .32 .05 <.001 A7 Soportado
DJ-> SPT .59 .06 <.001 .35 Soportado
SPT~> BI .24 .05 <.001 .10 Soportado
RIESGO ~ BI -.09 .03 .048 .02 Soportado

La Tabla 1.5 muestra que todas las relaciones hipotetizadas fueron estadisticamente
significativas. La expectativa de rendimiento fue el predictor mas fuerte de la intencidon de uso
(B = .41, p < .001), seguida por la ética y gobernanza algoritmica (B = .32, p < .001) y la
transformacion pedagodgica sistémica (B = .24, p < .001). La regulacion metacognitiva, la
influencia social, la cognicién distribuida y la expectativa de esfuerzo también presentaron
efectos positivos significativos. En contraste, el riesgo percibido de desplazamiento cognitivo
mostré un efecto negativo, aunque reducido (B = —.09, p = .048). Ademas, la justicia digital
ejercié un efecto positivo sustancial sobre la transformacidon pedagégica sistémica (B = .59, p
<.001), constituyéndose como la relacién mas fuerte del modelo.

Tabla1.6.

Coeficientes de determinacién (R

Variable enddégena R?
Intencién de comportamiento .68
Transformacion pedagégica sistémica .52

La Tabla 1.6 muestra que el modelo alcanzé una capacidad explicativa sustancial. En
particular, explicé el 68% de la varianza en la intencién de comportamiento (R2 =.68)yel52%
en la transformacion pedagégica sistémica (R*=.52), lo que indica un poder predictivo elevado
para ambas variables endégenas.

Patrones estructurales descriptivos

El andlisis descriptivo indica que la integracion de la inteligencia artificial en la ensefanza
superior eslovaca estd mediada no solo por criterios instrumentales, sino también por
factores normativos, pedagégicos y cognitivos. Las puntuaciones medias mas altas
correspondieron a Etica y Gobernanza Algoritmica (M = 5.69), Justicia Digital (M = 5.16),
Expectativa de Rendimiento (M = 5.11), Transformacién Pedagégica Sistémica (M = 5.10) y
Regulacién Metacognitiva (M = 5.09), lo que refleja una percepcioén favorable de la IAG junto
con una fuerte sensibilidad hacia la legitimidad institucional, la equidad y la autorregulacién
del aprendizaje.

En contraste, el Riesgo Percibido de Desplazamiento Cognitivo mostré un nivel moderado (M
= 4.50), mientras que la Expectativa de Esfuerzo presentdé una valoracién positiva, aunque
comparativamente menor (M = 4.53). La Influencia Social alcanzé una media intermedia (M =
4.83), lo que evidencia que el entorno académico también contribuye a la disposicién hacia
estas herramientas. En conjunto, estos resultados perfilan una adopcion de la IAG
caracterizada por apertura funcional, vigilancia ética y reflexividad pedagdgica.
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Resultados del modelo estructural

El analisis del modelo estructural confirmé que la adopcién de la inteligencia artificial
generativa en la ensefianza universitaria de ELE responde a una configuracién explicativa
compleja, en la que convergen factores instrumentales, cognitivos e institucionales. En
consonancia con el marco UTAUT, la Expectativa de Rendimiento se mantuvo como el
predictor directo mas fuerte de la Intencién de Uso, lo que reafirma el peso central de la
utilidad percibida en la aceptacién tecnoldgica. No obstante, los resultados muestran que
esta relacién no agota la explicacion del fenédmeno.

En particular, la Regulacién Metacognitiva ejercié un efecto positivo y significativo sobre la
intencion de uso, lo que sugiere que la adopcion de la IAG esta asociada a formas activas de
monitoreo, evaluacidn y control del propio proceso de aprendizaje. Este hallazgo refuerza la
idea de que el uso de estas herramientas no debe interpretarse necesariamente como
dependencia cognitiva, sino como una practica potencialmente mediada por agencia criticay
autorregulacion.

Asimismo, la dimensién de Etica y Gobernanza Algoritmica mostré efectos estructurales
relevantes, tanto directos como indirectos, indicando que la legitimidad institucional, la
claridad normativa y la confianza en los marcos de supervision constituyen condiciones
significativas para la aceptacion educativa de la IAG. De manera complementaria, la Justicia
Digital influyd positivamente en la Transformacién Pedagdgica Sistémica, lo que pone de
relieve que las percepciones de equidady acceso no solo tienen valor normativo en si mismas,
sino que también configuran la disposicion a concebir la IAG como parte de un cambio
educativo mas amplio.

Por el contrario, el Riesgo Percibido de Desplazamiento Cognitivo presentd un efecto negativo
y estadisticamente significativo sobre la intenciéon de uso, confirmando que las
preocupaciones relacionadas con la externalizacién excesiva del pensamiento, la
superficialidad del aprendizaje o la pérdida de autonomia intelectual pueden limitar la
aceptacion de estas tecnologias.

En conjunto, el patrén estructural respalda la interpretacion de que la adopcion de la IAG en
contextos universitarios de ELE no constituye un proceso meramente técnico o utilitario, sino
un fendmeno socioepistémico mediado por la interaccion entre expectativas de desempefio,
autorregulacion cognitiva, legitimidad institucionaly condiciones estructurales de equidad.
Discusidn

Los hallazgos de este estudio amplian el alcance explicativo del modelo UTAUT al mostrar que
la adopcion de la inteligencia artificial generativa (IAG) en la ensefianza universitaria del
espafiol no puede entenderse Unicamente desde una légica instrumental. Aunque la
expectativa de rendimiento se confirmdé como el predictor mas fuerte de la intencion de uso,
los resultados indican que la adopcidén de la IAG también esta profundamente condicionada
por dimensiones cognitivas, normativas e institucionales. En este sentido, elmodelo ampliado
propuesto permite interpretar la aceptacién tecnolégica como un proceso socioepistémico en
el que convergen utilidad percibida, autorregulaciéon del aprendizaje, legitimidad institucional
y condiciones estructurales de equidad.

Mas alla de la utilidad instrumental: aceptacion tecnolégica y legitimidad institucional

En consonancia con la formulacidn clasica del UTAUT, la expectativa de rendimiento mantuvo
un papel central en la explicacién de la intenciéon de uso, lo que confirma que la utilidad
percibida continta siendo una condicién fundamental de aceptacién tecnolégica (Venkatesh
et al., 2003). Este resultado sugiere que los participantes valoran la IAG principalmente por su
potencial para optimizar tareas académicas, mejorar la produccion textual y apoyar el
desempenfo en contextos universitarios. Sin embargo, los resultados también muestran que
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esta dimensién no basta por si sola para explicar la integracion de la IAG en el ambito
educativo.

En particular, el peso de la éticay la gobernanza algoritmica pone de relieve que la aceptacion
de estas herramientas depende también de la confianza en las condiciones institucionales
que regulan su uso. A diferencia de tecnologias educativas anteriores, la IAG no se limita a
facilitar procesos de acceso o gestion de informacion, sino que interviene directamente en la
elaboracién de textos, ideas y decisiones académicas. Por ello, la claridad normativa, la
transparencia, la supervision institucional y la legitimidad ética emergen como condiciones
relevantes para una integracion sostenible. Este hallazgo es coherente con investigaciones
recientes que subrayan que la aceptacion de la IA en educacién superior no depende
Unicamente de la funcionalidad, sino también de la confianza, la rendicién de cuentas y la
gobernanza de sus usos (Aloysius et al., 2025; Miao & Holmes, 2023; UNESCO, 2021).

IA, cognicién distribuida y agencia metacognitiva

Otro hallazgo relevante es el papel positivo de la cognicidn distribuida y de la regulacion
metacognitiva en la intencidon de uso. Estos resultados respaldan la idea de que la IAG puede
ser percibida no solo como una herramienta operativa, sino también como un recurso
integrado en procesos de apoyo cognitivo y autorregulaciéon del aprendizaje. Desde esta
perspectiva, la adopcién de la IA no implica necesariamente una delegacion pasiva del
pensamiento, sino que puede estar asociada a practicas de verificacion, filtrado, monitoreoy
uso estratégico de las respuestas generadas.

Este patron resulta consistente con enfoques que entienden la cognicion como un proceso
distribuido entre sujetos, artefactos y contextos de actividad (Hutchins, 1995). En el ambito de
la ensefianza de lenguas, esta interpretacion adquiere especial relevancia, ya que la IAG
interviene en actividades centrales como la escritura, la revision discursiva y la formulacion
de significados. Los resultados sugieren, por tanto, que la integracién de la IAG puede
configurarse como una forma de co-agencia cognitiva, siempre que el usuario mantenga
control critico sobre el proceso. En lugar de confirmar visiones deterministas de sustitucién
cognitiva, los hallazgos apuntan hacia una relacion mas compleja, mediada por la
autorregulacién y la evaluacidn reflexiva del contenido generado.

Riesgo cognitivoy adopcidn critica

El efecto negativo del riesgo percibido de desplazamiento cognitivo sobre la intencién de uso
indica que los participantes reconocen posibles efectos adversos asociados a la
externalizacién excesiva del pensamiento. En particular, las preocupaciones vinculadas a la
superficialidad del aprendizaje, la dependencia tecnolégica o la pérdida de autonomia
intelectual parecen actuar como un freno parcial a la aceptaciéon de la IAG. Este resultado
converge con la literatura sobre cognitive offloading, que advierte que la delegacion de ciertas
operaciones cognitivas en sistemas externos puede afectar la profundidad del procesamiento
y la consolidacién del aprendizaje cuando no media una supervisiéon critica (Skulmowski,
2023).

No obstante, el efecto observado fue comparativamente menor que el de otras variables
positivas del modelo. Ello sugiere que, en este contexto, las preocupaciones cognitivas no
anulan la disposicion a utilizar la IAG, sino que coexisten con una valoracion favorable de sus
beneficios. Mas que una postura de rechazo, los resultados parecen reflejar una forma de
adopcion critica, caracterizada por apertura funcional, pero también por cautela reflexiva.
Esta combinacion puede interpretarse como un indicador de madurez académica en la
relacion con tecnologias emergentes, en la medida en que evita tanto la tecnofilia acritica
como la tecnofobia.
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Justicia digital y transformacién pedagoégica sistémica

Los resultados también muestran que la justicia digital desempena un papel decisivo en la
explicaciéon de la transformacidn pedagdgica sistémica. Este hallazgo indica que las
percepciones de acceso equitativo, disponibilidad de recursos y condiciones justas de
integracion tecnoldgica no solo tienen relevancia normativa, sino que influyen directamente
en la forma en que los participantes conciben el potencial transformador de la IAG en la
educacion superior. En otras palabras, lainnovacién pedagégica asociada alalAno se percibe
como un proceso neutral, sino como una dindmica estrechamente vinculada a las
condiciones estructurales en que dicha tecnologia se implementa.

Asimismo, la relacidn positiva entre transformacion pedagdgica sistémica e intencion de uso
sugiere que los participantes no entienden la IAG como una mera herramienta adicional, sino
como un factor potencial de cambio en el diseno curricular, la evaluacion, el rol docente y las
practicas de aprendizaje. Este resultado se alinea con trabajos recientes que sehalan que la
GenAl puede introducir modificaciones mas profundas en el ecosistema educativo que otras
tecnologias digitales previas, precisamente por su capacidad para intervenir en tareas de alta
densidad cognitivay discursiva (Lee et al., 2025; Zhang & Dong, 2024). Desde esta perspectiva,
la adopcioén de la IAG en la ensefanza universitaria de ELE aparece vinculada no solo a
beneficios inmediatos de uso, sino también a imaginarios de transformacion institucional y
pedagdgica.

Aportacion teodrica del estudio

En conjunto, los hallazgos permiten sostener que la extensiéon socioepistémica del UTAUT
propuesta en este estudio ofrece un marco mas adecuado para analizar la adopcién de la IAG
en contextos universitarios de ensefianza de lenguas. Mientras que la formulacién clasica del
modelo explica de manera robusta la dimensién instrumental de la aceptacidn tecnoldgica, el
contexto de la IAG exige incorporar también variables relacionadas con la co-agencia
cognitiva, la legitimidad institucional, la justicia digital y el cambio pedagégico. La principal
contribucién del estudio consiste, por tanto, en mostrar que la aceptaciéon de la IAG debe
entenderse como un fendmeno multidimensional, en el que la utilidad percibida convive con
estructuras de regulacion, reflexividad cognitivay condiciones sistémicas de integracion.

Conclusion

Este estudio examind la adopcién de la inteligencia artificial generativa en la ensefianza
universitaria del espafiol como lengua extranjera en universidades eslovacas a partir de una
extensioén socioepistémica del modelo UTAUT. Los resultados muestran que la intencién de
uso esta explicada no solo por factores instrumentales, sino también por dimensiones
cognitivas, éticas e institucionales, lo que confirma que la integracién de la IAG en educacién
superior constituye un proceso mas complejo que la simple aceptacion de una herramienta
tecnolégica.

En primer lugar, la expectativa de rendimiento se mantuvo como el predictor mas fuerte de la
intencion de uso, confirmando la vigencia del supuesto central del UTAUT segun el cual la
utilidad percibida sigue siendo una condicion fundamental de adopcién tecnoldgica. En
segundo lugar, la regulacién metacognitiva y la cognicion distribuida mostraron efectos
positivos significativos, lo que sugiere que la IAG puede integrarse en practicas de aprendizaje
autorregulado y de apoyo cognitivo, mas que en patrones automaticos de dependencia. En
tercer lugar, la ética y la gobernanza algoritmica emergieron como una dimensién clave,
evidenciando que la confianza institucional, la claridad normativa y la legitimidad del uso
constituyen elementos centrales para la aceptacién educativa de la IAG.

En cuarto lugar, la justicia digital explicd de manera sustancial la transformacion pedagdgica
sistémica, mostrando que la percepcién del potencial transformador de la IA depende
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también de condiciones estructurales de equidad y acceso. En quinto lugar, el riesgo percibido
de desplazamiento cognitivo tuvo un efecto negativo, aunque reducido, sobre la intencién de
uso, lo que indica que las preocupaciones sobre superficialidad del aprendizaje o pérdida de
autonomia intelectual siguen siendo relevantes, aunque no dominantes. Finalmente, desde
un punto de vista tedrico, el estudio aporta evidencia a favor de una ampliacion del UTAUT
sensible a la cognicién, la gobernanza y la equidad, mientras que, desde un punto de vista
empirico, contribuye con datos situados de un contexto centroeuropeo aln escasamente
representado en la literatura sobre IAy ensefianza de lenguas.

En suma, los resultados muestran que la integracién de la IAG en la educacién superior no
puede reducirse a una cuestion de eficiencia técnica. Se trata, mas bien, de un proceso en el
que se reconfiguran simultaneamente la utilidad percibida, la agencia cognitiva, la legitimidad
institucional y las condiciones estructurales de innovacién pedagogica.

Implicaciones practicas

Desde una perspectiva aplicada, los hallazgos sugieren que las universidades deberian
adoptar estrategias de integracion de la IAG que vayan mas alla de su disponibilidad técnica.
En primer lugar, resulta necesario desarrollar marcos normativos claros y transparentes sobre
usos permitidos, criterios de autoria, declaracién de uso y responsabilidad académica. En
segundo lugar, conviene promover programas de alfabetizacién en IA que no se limiten a
competencias operativas, sino que fortalezcan la regulacion metacognitiva, la evaluacién
critica de respuestas y el uso éticamente responsable de estas herramientas. En tercer lugar,
los resultados subrayan la importancia de disenar politicas de acceso equitativo, dado que la
justicia digital no solo constituye un principio normativo, sino también una condicion que
favorece procesos mas amplios de transformacién pedagdgica.

Limitaciones y futuras lineas de investigacion
Limitaciones del estudio

Este estudio presenta varias limitaciones que deben considerarse al interpretar los
resultados. En primer lugar, el disefo transversal permite captar percepciones en un momento
especifico, pero no posibilita examinar cambios temporales en la relacidon entre utilidad,
gobernanza, riesgo cognitivo y transformacién pedagégica. En segundo lugar, los datos se
basan en medidas autoinformadas, lo que puede introducir sesgos asociados a la
deseabilidad social y al método comun, aunque se aplicaron controles procedimentales y
estadisticos para mitigar este riesgo. En tercer lugar, aunque el modelo mostré adecuados
indicadores psicométricos y estructurales, el analisis se centré en percepciones y no en
medidas directas de rendimiento linglistico, calidad textual o efectos cognitivos a largo plazo.

Asimismo, la utilizaciéon de un muestreo no probabilistico por conveniencia limita la
generalizacién de los hallazgos a otros contextos de educacién superior. Del mismo modo,
dado que la investigacidon se desarrollé en universidades eslovacas, los resultados pueden
estar influidos por caracteristicas especificas del entorno institucional, cultural o regulatorio.
Finalmente, aunque la muestra incluyé tanto estudiantes como docentes, el presente estudio
no desarrollé pruebas de invariancia de medida ni analisis multigrupo, por lo que no puede
determinarse con precision si la estructura explicativa del modelo difiere segun el rol
académico.

Limitaciones tedricas

Desde un punto de vista tedrico, aunque el estudio amplia el UTAUT alincorporar gobernanza
algoritmica, justicia digital y cognicién distribuida, persisten algunos limites conceptuales. En
primer lugar, el modelo no integra de manera explicita enfoques criticos sobre poder,
autoridad y produccién de conocimiento que permitan examinar cémo la IAG puede
reproducir jerarquias epistémicas o desigualdades discursivas. En segundo lugar, la cognicion
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distribuida se aborda a nivel perceptivo, sin distinguir empiricamente entre diferentes
modalidades de relacién con la IA, como apoyo, colaboracién o sustitucion cognitiva. En
tercer lugar, el disefio cuantitativo no permite captar con suficiente profundidad la
transformacion de la identidad profesional docente ni las negociaciones institucionales que
acompanan la incorporacion de estas herramientas.

Futuras lineas de investigacion

A partir de estas limitaciones, se abren varias lineas prometedoras de investigacion. En primer
lugar, los estudios longitudinales permitirian examinar la evolucién temporal de percepciones
vinculadas al riesgo, la gobernanza, la confianza y la autorregulacion. En segundo lugar, los
disefos experimentales o cuasi experimentales podrian evaluar el efecto real de la IAG sobre
variables de desempefio, como calidad de escritura, precision linglistica, aprendizaje
autonomo oretencion a largo plazo. Entercer lugar, los estudios comparativos internacionales
permitirian analizar en qué medida los factores de adopcioén varian segin contexto cultural,
institucional o regulatorio.

Ademas, futuras investigaciones podrian incorporar analisis multigrupo para comparar
estudiantes y docentes, asi como pruebas de invarianza de medida que permitan verificar la
estabilidad del modelo entre subpoblaciones. Finalmente, los enfoques mixtos, combinando
encuestas con entrevistas, observacion de aula o anélisis discursivo, serian especialmente
utiles para comprender como se negocian en la practica cuestiones como la autoria, la
autenticidad académica, la agencia cognitivay la legitimidad del uso de la IA en la ensefanza
de lenguas.

Perspectiva final

La integracion de la inteligencia artificial generativa en la educacion superior no representa
Unicamente la incorporacion de una nueva tecnologia, sino una transformacién mas amplia
en la manera de producir, mediar y legitimar conocimiento en el aula universitaria. Por ello,
avanzar en la comprension de la educacion linglistica mediada por IA exige ir mas alla de
modelos centrados exclusivamente en la aceptacion tecnoldgica y considerar también las
dimensiones cognitivas, normativas, institucionales y estructurales que configuran su uso. En
este sentido, el presente estudio constituye un paso hacia una comprensiéon mas integral de
la adopcién de la IAG en la ensefianza universitaria del espafol.
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