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Abstract

This study investigates a practical framework for designing an effective hybrid model for teaching English
in higher education institutions. Hybrid instruction — combining face-to-face classroom interaction with
technology-mediated online activities — has emerged as a prominent pedagogical paradigm responding
to the diverse learning needs of 21st-century students. The purpose of this research is to examine the
impact of a structured hybrid model on English language learners' academic achievement, engagement,
and satisfaction. Using a mixed-methods research design that incorporates survey instruments, semi-
structured interviews, and a quasi-experimental approach, the study collected data from 120
undergraduate students over one academic semester. Quantitative findings reveal statistically significant
gains in post-test scores for the experimental group (M = 78.6%) compared to the control group (M =
64.2%), with a moderate-to-large effect size (Cohen's d = 0.74). Qualitative data from interviews further
corroborate that students perceived the hybrid format as more flexible and engaging than purely traditional
instruction. The paper concludes with a set of evidence-based recommendations for educators, curriculum
developers, and institutional administrators seeking to implement hybrid English language instruction
effectively.
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Introduction

The landscape of English language education has undergone dramatic transformation over the
past two decades, driven by rapid advances in digital technologies, shifting learner demographics,
and evolving pedagogical theories. Traditional face-to-face instruction, while still valued for its
interpersonal richness, has increasingly been complemented — and in some contexts replaced — by
technology-mediated approaches that offer unprecedented flexibility and resource diversity.
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Hybrid instruction, alternatively referred to as blended learning, represents a purposeful
integration of in-person and online educational modalities. Unlike fully online or purely traditional
formats, hybrid models seek to harness the complementary strengths of both environments: the social
interaction, immediate feedback, and affective engagement of the physical classroom on the one hand,
and the autonomy, accessibility, and multimedia richness of online platforms on the other.

Despite the growing body of research on blended learning, there remains a notable gap in the
literature regarding practically oriented, replicable frameworks specifically tailored to English as a
Foreign Language (EFL) contexts in developing-country higher education settings. Many existing
models are either theoretically abstract or were designed for resource-rich environments that may not
reflect the realities of institutions in Central Asia or similar regions.

This study addresses that gap by proposing and empirically testing a structured hybrid
framework for EFL instruction. The framework comprises three interconnected pillars: (1) a flipped
classroom design for grammar and vocabulary instruction, (2) synchronous online speaking practice
sessions, and (3) weekly in-person communicative tasks. The central research questions guiding this
investigation are:

e RQ1: Does the proposed hybrid model produce significantly greater gains in English
proficiency than traditional instruction alone?

e RQ2: How do students perceive the hybrid format in terms of motivation, engagement, and
satisfaction?

¢ RQ3: What pedagogical and institutional conditions are necessary for successful hybrid EFL
implementation?

The findings reported herein have both theoretical and practical implications. Theoretically,
they contribute to the growing body of knowledge on hybrid pedagogy in non-Western EFL contexts.
Practically, the proposed framework offers a transferable blueprint for instructors and curriculum
designers working under constraints of limited resources and varied learner preparedness.

Research methods

This study employed a sequential explanatory mixed-methods design (Creswell & Plano Clark,
2018), integrating quantitative and qualitative data collection procedures. The sequential design
allowed initial quantitative findings to be elaborated and contextualised by subsequent qualitative
inquiry. Participants consisted of 120 undergraduate students enrolled in an English for General
Academic Purposes course at a mid-sized state university. Participants were randomly assigned to
either the experimental group (n = 60), which received hybrid instruction, or the control group (n =
60), which received traditional face-to-face instruction. Both groups were taught by the same
instructor to control for teacher-effect variables. The study was conducted over 15 weeks during the
spring academic semester.

Survey Method

A structured questionnaire was administered to all 120 participants at the beginning and end of
the semester to measure changes in learning motivation, technology self-efficacy, and satisfaction
with instructional format. The instrument consisted of 32 Likert-scale items (1 = strongly disagree, 5
= strongly agree) organised across four subscales: (a) attitude toward online learning (8 items), (b)
engagement with classroom activities (8 items), (c) perceived autonomy in learning (8 items), and (d)
overall course satisfaction (8 items). The questionnaire was adapted from the Online Learning
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Perception Scale (OLPS) validated by Cigdem and Ozturk (2016) and further piloted with a separate
cohort of 25 students for reliability testing. Cronbach's alpha coefficients ranged from .81 to .87
across subscales, indicating good internal consistency. Data were analysed using descriptive statistics
and paired-samples t-tests in SPSS 26.

Interview Method

Semi-structured interviews were conducted with a purposively selected subsample of 20
students (10 from each group) following the administration of the post-survey. Interview questions
probed participants' perceptions of instructional quality, technological barriers encountered, preferred
learning modalities, and recommendations for improving the hybrid model. Each interview lasted
approximately 25 to 35 minutes and was conducted in a combination of English and Kyrgyz to
accommodate varied language proficiency levels. Sessions were audio-recorded with participants'
informed consent and subsequently transcribed verbatim. Thematic analysis following Braun and
Clarke's (2006) six-phase framework was applied to identify recurring patterns and categories. Inter-
rater reliability was established through independent coding by a research colleague, yielding a
Cohen's kappa coefficient of .83, indicating strong agreement.

Experimental Method

A quasi-experimental pre-test/post-test control group design was employed to assess the
differential impact of hybrid versus traditional instruction on English proficiency. Both groups
completed equivalent pre-test and post-test assessments drawn from validated Cambridge English
placement materials and aligned with CEFR B1-B2 descriptors. The assessments measured reading
comprehension, writing, listening, and speaking skills, each weighted equally. The experimental
group participated in a redesigned hybrid curriculum featuring: (a) pre-recorded video lectures for
grammatical content delivery (flipped model), (b) weekly 45-minute synchronous online discussion
sessions via Microsoft Teams, and (c) 90-minute in-person communicative task sessions. The control
group received identical learning objectives through conventional 135-minute weekly face-to-face
lectures and practice exercises. Effect sizes were calculated using Cohen's d, and between-group score
differences were analysed using independent-samples t-tests with Bonferroni correction for multiple
comparisons.

Results

The analysis of pre-test scores confirmed that the two groups were not significantly different at
the outset of the study (experimental: M =57.9, SD = 8.3; control: M =58.4, SD = 7.9; t(118) = 0.35,
p = .73), establishing baseline equivalence. Post-test scores, however, revealed a significant
divergence. The experimental group demonstrated substantially higher mean performance (M = 78.6,
SD =7.1) relative to the control group (M = 64.2, SD = 8.8), with this difference being statistically
significant (t(118) = 9.82, p <.001, Cohen's d = 0.74), indicating a moderate-to-large practical effect.

Survey data indicated that experimental group students reported significantly higher end-of-
semester motivation scores (M = 4.21, SD = 0.54) compared to the control group (M = 3.47, SD =
0.61). Subscale analysis revealed particularly notable differences in perceived autonomy (Exp: M =
4.38; Control: M = 3.29) and overall satisfaction (Exp: M = 4.19; Control: M = 3.55). Technology
self-efficacy scores were moderately higher for the experimental group, with 78% of hybrid learners
rating their confidence in using digital tools as "high" or "very high" by semester's end.
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Figure 1 & 2. Pre/Post-test Mean Scores by Group and Student Satisfaction Ratings by
Learning Mode

Qualitative interview data enriched these quantitative findings by illuminating the mechanisms
behind improved outcomes. Four primary themes emerged from thematic analysis: (1) Flexibility and
Autonomy, (2) Enhanced Communicative Practice, (3) Technological Challenges, and (4) Instructor
Support as a Mediating Factor. Representative participant responses are summarised below. Students
in the hybrid group frequently cited the ability to review recorded lectures as particularly beneficial
for complex grammatical topics, with one participant noting that the ability to replay explanations as
many times as needed significantly reduced test anxiety. Conversely, several students reported initial
difficulties with the online platform, particularly those from rural backgrounds with limited prior
exposure to educational technology.

Discussion

The results of this investigation provide compelling empirical support for the efficacy of a
structured hybrid model in EFL higher education contexts. The significant proficiency gains observed
in the experimental group align with and extend the findings of prior studies conducted in different
cultural contexts (Bliuc et al., 2012; Graham, 2006; Means et al., 2013), suggesting that the
advantages of hybrid instruction may be broadly generalisable when implementation conditions are
carefully managed.

The effect size of Cohen's d = 0.74 is particularly noteworthy, as it surpasses the threshold of
0.5 widely regarded in educational research as indicative of meaningful instructional impact. This
finding suggests that the specific design features of the framework — notably the flipped classroom
component for content delivery and the synchronous online speaking sessions — may have
synergistic effects on language acquisition that neither modality alone would produce.

The enhanced learner autonomy reported in survey data resonates with self-determination
theory (Deci & Ryan, 2000), which posits that educational environments supporting learners' sense
of agency and control over their learning contribute significantly to intrinsic motivation and deeper
cognitive engagement. The hybrid model's combination of asynchronous content access (fostering
autonomy) with structured synchronous interaction (maintaining social connectedness) appears to
create a motivational environment conducive to sustained effort and improved outcomes.
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However, the qualitative data also surface important cautions. Technological disparities among
learners, particularly those from lower socioeconomic backgrounds or rural areas, represent a genuine
equity concern that institutions must address proactively. Without deliberate attention to digital access
and readiness, hybrid models risk widening rather than narrowing the achievement gap. Furthermore,
interview data highlight that instructor facilitation skills — specifically the ability to coordinate and
integrate online and face-to-face components coherently — were perceived by students as a critical
determinant of hybrid course quality.

These findings collectively suggest that the success of hybrid EFL instruction is contingent not
merely on the adoption of digital tools, but on thoughtful framework design, instructor competence,
and institutional support structures. A checklist-based implementation guide derived from this study's
framework is presented in the conclusion section.

Conclusion

This study has proposed, implemented, and empirically validated a three-pillar hybrid
framework for English language instruction in a higher education context. The evidence gathered
through quantitative assessment, survey instruments, and qualitative interviews consistently points to
the superior effectiveness of the hybrid model relative to conventional face-to-face instruction across
multiple dimensions: proficiency gains, learner motivation, autonomy, and overall satisfaction.

On the basis of these findings, the following practical recommendations are offered to educators
and institutional decision-makers:

e Design hybrid courses around clearly defined learning outcomes for each modality, ensuring
that online components are not merely supplementary but structurally integrated into the
learning sequence.

e Invest in faculty development programmes that build instructors’ competence in digital
pedagogy, learning management systems, and the facilitation of synchronous online
interaction.

e Assess students' digital readiness at the beginning of the course and provide targeted
technical onboarding support to reduce technology-related anxiety and attrition.

e Leverage the flipped classroom model for grammar and vocabulary instruction to free in-
person session time for high-value communicative and collaborative activities.

e Establish regular feedback loops — through brief weekly reflections or pulse surveys — to
monitor student engagement and address emerging concerns in a timely manner.

While this study offers a robust empirical foundation, it is not without limitations. The single-
institution, single-semester design limits the generalisability of findings across diverse institutional
and cultural contexts. Future research should replicate and extend this framework in multi-site studies,
explore its applicability to specific language skill areas (e.g., academic writing), and investigate the
long-term retention of gains achieved through hybrid instruction. Additionally, longitudinal
investigation of how hybrid EFL experience influences students' self-directed learning habits after
course completion represents a promising avenue for future inquiry.
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AHIIVC TWIWH OKYTYYHYH HaThIM;KAITYy TUOPUAIHNK
MOJieJIMH UIITeM YbITYY: IPaKTHUKAIBIK alTKaK

McmannoBa AguHa PeicliaeBHa
MmazucmpaHm, Ow mamaekemmuk yHusepcumemu, Kelpebiscmad, adinaismailovaa22@gmail.com

blcmauinoBa PalikaH
¢.u.k., doyeHm, Ow mamiekemmuk yHusepcumemu, Kelpzbl3cmaH

AHHOTaUAa

Byn u3unneene >KOTOPKY OKYY >KAMIapblH[A aHTINUC TUIWH OKYTYYHYH HATBIMKANYy TUOPUIIUK
MOIEJTMH MIIITEI YBITYYHYH MPAaKTUKAIBIK aJIKarbl KapanaT. ITnopuaauK oryTyy — 6y oddaatit skaHa
OHJIAMH (hOpMATTAP/bl AMKANBIIITHIPTAaH 3aMaHOal MefaroruKanbiK bIKMAa. U3UIIO6HYH MAaKCaThl —
CTY[IEHTTEPIUH aHIVIUC TWIWH YHPOHYYAOTY J>KETUIIKEHIUKTEPUHE J>KaHa MOTHBAIIUSICHIHA
rUOpUAIUK MOTEIIUH TaaCUPUH aHBIKT00. U3UIHeene CypaMyKbUIOO, MHTEPBBIO jKaHa dKCIIEPUMEHT
BIKMaJIapbl KONAOHYNIraH. JKbIMBIHTHIKTAD TMOPUAIUK MOJEN KOIJOHYITaH TONTO OMIMM GepyyHYH
HaTBIMIKAIYYIAYTY OJYTTYY KOTOpPYJIaraHbiH (78,6% IMOCTECTKE KapIIbl 57,9% algblH aja TeCT) >KaHa
CTYLEeHTTEePANH KaHAaaTTaHVy JeHr33]IM JKaKIIbIPraHblH KOPCOTYII TypaT. I3MiIfee meaarorgopro sKaHa
OKYY KypPYMY afIMUHUCTPATOPJIOPYHA TUEIIENTYY MPAKTUKAIBIK CYHYIIITApAbl KAMTBINT.

AYKBIY CO376D: TUOPUAAUK OKYTYY, aHTJIMC THIN, TPAaKTHUKAJIBIK aJIKAK, apaalliMa OKYTYY, CAHapUIITHUK
mmefjaroruka, TWiI YUPeHYY, OHIaiH 6vriuM 6epyy, SKOropKy OMInM
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Pa3paboTka 3pPeKTUBHOM ruOpUIHON MOeT! 00yUeHUS
AHTTTUMCKOMY SI3BIKY: IPaKTHUYeCKass CTPYKTYypa

McmannoBa AguHa PeicliaeBHa
MmazucmpaHm, Ouickuli 20ocydapcmeeHHslii yHusepcumem, Kvlpebidacmat, adinaismailovaa22@gmail.com

blcmaunrnoBa PaiikaH
K.¢h.H., doyeHm, Owickuli 2ocydapcmeeHHblli yHUsepcumem, Kvlpzbl3cmaH

AHHOTaUAa

B [aHHOM MCCIeIOBaHWK pPacCMATPUBAETCs MMPAKTHUYECKasl CTPYKTypa paspaboTku 3 HeRTUBHOMI
TUOPUIHON MOMenrn OOyUeHHS aHIVIMMCKOMY SI3bIKY B BBICIIMX YueOHBIX 3aBeJeHHsX. [MOpumgHoe
obyueHure MpencTaBisgeT co00M COBPEMEHHBIM IIeIarOTMYecKAi IOgXof, OO0BemUHSIOIMI
TPAJUIIMOHHOE ayJUTOpPHOEe O0OyueHNWe C OHJIAMH-KOMIIOHEHTAMU. llebi0 paboThl SIBISETCS
oTmpefeieHYe BIUSTHUS THOPUIHOM MOZENIU Ha YCIIeBaeMOCTh CTYAEHTOB 1 MX MOTHUBAIINIO K M3YUEeHUIO
AHITIUMCKOTO $3bIKA. B HCC/IeNOBAaHWM HCIIONIh30BaHbl METONbl AHKETHUPOBAHMS, HWHTEPBBIO U
MeJJaTOTUYECKOT0  3KCIIEPUMEHTA. Pe3yabTaThl [EeMOHCTPDUDPYIOT 3HAUMTENbHOE IOBHIIMIEHUE
apperTUBHOCTY 00YUEHUS B 9KCIIEPUMEHTAIBHOM rpyiire (78,6% I10 NTOram II0CTECTa IPOTUB 57,9%
B IIpeNTecTe) U YIy4IllIeHWe YPOBHS YIOBJIETBOPEHHOCTH CTYAEHTOB. VCCIe[OBaHUE COMEPSKUT
MPAaKTUYEeCKKUe PEKOMEHIAIIUY IS IIpenofjaBaTeel U afMUHNUCTPATOPOB YUeOHbIX 3aBeIeHUH.

KitroueBble ClI0Ba: rubpuHoe ofyueHMe, aHITIMHACKUIN SI3BIK, MIPaKTUYeCcKasi CTPYKTYPa, CMeIIaHHoe
obyuenwue, 1udpoBast NeJaror1uka, u3yueHue s3biKa, OHIAlH-06pa3oBaHme, BICIIee 06pa30BaHUe
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