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Abstract. This study aims to develop and empirically validate an integrated model combining
immersive technologies, gamification mechanisms, and digital learning strategies to enhance
professional foreign language competence among future tourism specialists. The research was
conducted using a quasi-experimental design with 45 undergraduate tourism students divided into
control and experimental groups. The experimental group engaged in immersive VR-based
simulations and gamified scenario progression integrated into a digital learning environment, while
the control group followed traditional instruction.

Quantitative data were analyzed using IBM SPSS Statistics. Due to non-normal distribution of
several variables, the Mann—Whitney U test was applied. The experimental group demonstrated
statistically significant improvements in post-test scores (U = 128.5, p = 0.003), with a medium-to-
large effect size (r = 0.48). Gain analysis revealed that performance growth in the experimental group
(+11.42) was more than four times higher than in the control group (+2.46). Reliability analysis
confirmed good internal consistency of the professional competence test (Cronbach’s o = 0.81) and
substantial inter-rater agreement for speaking assessment (Cohen’s k = 0.76). Qualitative findings
indicated increased professional confidence, reduced communicative anxiety, and higher emotional
engagement among students in the immersive—gamified environment.

The study demonstrates that immersive simulation combined with structured gamification
produces multidimensional effects on cognitive, behavioral, and professional competence
development. The proposed integrated model provides a scalable framework for tourism language
education, particularly relevant for regions with limited access to authentic international practice.

Keywords: immersive learning; gamification; tourism education, professional foreign
language competence; virtual reality, digital pedagogy, intercultural communication.

Introduction
Higher education is undergoing rapid digital transformation, and tourism education is no
exception. Over the past decades, tourism programs have gradually shifted from knowledge
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transmission to competence-based and practice-oriented training models [16]. Today, future tourism
professionals are expected not only to master a foreign language but also to communicate confidently
across cultures, adapt to unpredictable service situations, and make decisions in real time.

Yet, in many cases, foreign language instruction still remains largely classroom-bound and text-
centered. Students practice dialogues, complete grammar exercises, and analyze texts, but they rarely
experience the dynamic and emotionally charged situations typical of real tourism settings. This gap
between academic preparation and professional reality becomes especially visible in tourism, where
communication unfolds in authentic intercultural encounters and service interactions [3; 11].

Recent technological advances offer new opportunities to address this challenge. Immersive
technologies such as virtual reality (VR) and augmented reality (AR) allow learners to “enter”
simulated environments that resemble real professional contexts. Immersive interfaces enhance
engagement and support situated learning experiences [5], while VR environments can recreate
complex service scenarios with a strong sense of presence [1]. Empirical evidence also suggests that
AR-based language instruction can improve both learner motivation and performance [9; 4].

At the same time, gamification has gained considerable attention as a strategy for increasing
engagement and sustaining learner motivation. Defined as the application of game design elements
in non-game contexts [6], gamification introduces elements such as points, challenges, narrative
scenarios, and feedback systems into instructional design. Research shows that these mechanisms can
positively influence motivation and learning outcomes [8; 17], especially when they are
systematically embedded rather than used superficially [10].

Parallel to these developments, online learning environments have become central to higher
education ecosystems. Effective digital instruction requires not only technological tools but also a
balance of cognitive, social, and teaching presence [7]. Motivation and sustained engagement in such
environments are strongly linked to learners’ sense of autonomy, competence, and self-efficacy, as
explained by self-determination theory and social cognitive theory [15; 2].

Despite the growing number of studies on immersive technologies, gamification, and online
learning strategies, these strands of research often develop independently. While each approach
demonstrates its own effectiveness, there is still a noticeable absence of integrated pedagogical
models that systematically combine immersive environments, gamified mechanisms, and digital
learning strategies within professional foreign language education for tourism — particularly in the
context of Central Asia.

Literature Gap

The literature provides convincing evidence that immersive technologies enhance engagement
and cognitive activation [5; 1; 13]. Gamification research similarly confirms its positive impact on
motivation and learner performance [8; 17]. In tourism education, scholars and international
organizations emphasize the importance of aligning curricula with industry needs and experiential
training formats [16; 12; 18].

However, several important issues remain insufficiently addressed.

First, technological approaches tend to be fragmented. Immersive tools, gamified elements, and
online strategies are frequently implemented as separate innovations rather than as interconnected
components of a unified instructional system.

Second, while digital transformation in general education has been widely discussed,
profession-oriented foreign language training for tourism specialists remains underexplored. Tourism
communication requires a specific blend of linguistic competence, intercultural sensitivity, and
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situational decision-making, yet few studies propose models tailored to this complexity.

Third, existing research often concentrates on measuring effectiveness but rarely explains how
immersive and gamified components interact structurally to foster professional competence. The
dynamic relationship between cognitive activation, motivational mechanisms, and experiential
learning environments is still insufficiently conceptualized.

These gaps highlight the need for a comprehensive model that synthesizes empirical findings
and theoretical foundations into a coherent pedagogical framework adapted specifically to tourism
education.

Aim of the Study

The present study aims to develop and theoretically substantiate an integrated pedagogical
model that combines immersive technologies, gamification elements, and online learning strategies
to enhance professional foreign language competence among future tourism specialists.

More specifically, the study seeks to:

« synthesize empirical evidence from immersive and gamified interventions;

e integrate motivational and cognitive theories into technology-enhanced language
instruction;

« align foreign language training with the practical demands of the tourism industry;

e propose a scalable and adaptable framework suitable for higher education institutions.

Rather than treating immersive technologies and gamification as isolated innovations, this study
conceptualizes them as interconnected layers within a broader professional competence development
system. By doing so, it moves toward a more holistic understanding of how digital pedagogical tools
can transform tourism language education.

Methodology

Research Design

This study employed an integrative research design combining empirical investigation with
conceptual model development. The integrated pedagogical model was constructed on the basis of
previously conducted quasi-experimental and mixed-method studies focusing on immersive
technologies, gamification, and online learning strategies in tourism language education.

The research design incorporated both quantitative and qualitative data to ensure
methodological triangulation. Empirical findings served as the foundation for the structural synthesis
of immersive, gamified, and digital learning components within a unified professional competence
framework.

Research Context and Participants

The empirical phase of the study was conducted at the International University of Tourism and
Hospitality in Turkestan, Kazakhstan.

A total of 45 undergraduate students majoring in Tourism and Hospitality participated in the
research. The participants were enrolled in professionally oriented foreign language courses across
first to third academic years.

For the quasi-experimental component, students were divided into two groups.

The experimental group engaged in immersive and gamified learning activities, including VR
simulations, AR-supported tasks, 360° video scenarios, and role-based professional simulations.

The immersive component of the intervention employed semi-immersive virtual reality
environments using head-mounted displays and interactive 360° tourism scenarios. VR sessions were
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conducted once per week over a six-week instructional module. Each session lasted approximately
45 minutes and included scenario introduction, role-based interaction, and reflective discussion.
Students participated in simulated tourism service situations such as travel consultation, complaint
management, and itinerary adjustment. The level of interaction required learners to make real-time
communicative decisions, thereby approximating authentic professional communication conditions.

The control group received traditional instruction based on textbook-centered activities and
structured classroom discussions.

Participation was voluntary, and students were informed about the research objectives prior to
data collection.

Instruments and Validation Procedures

Professional Language Competence Test

The pre-test and post-test instruments were developed by the research team in alignment with
the curriculum objectives of professionally oriented foreign language training in tourism. The test
tasks were aligned with CEFR descriptors at the BI-B2 levels and were designed to assess:

e professional vocabulary range,

e communicative fluency,

o intercultural awareness,

o situational decision-making in tourism-related contexts.

To ensure content validity, the instruments were reviewed by three experts in foreign language
pedagogy and tourism education. Based on their feedback, several items were refined to improve
clarity and professional relevance.

The internal consistency of the test was evaluated using Cronbach’s alpha coefficient calculated
in IBM SPSS Statistics (o = 0.81), indicating acceptable reliability.

Speaking Performance Rubric

The speaking assessment rubric was developed based on CEFR performance descriptors and
adapted to reflect profession-specific communication tasks in tourism settings. The rubric included
four criteria:

o fluency and coherence,

o lexical range and accuracy,

e intercultural communicative competence,
o professional situational responsiveness.

To enhance scoring reliability, two independent evaluators assessed student performances.
Inter-rater reliability was examined using Cohen’s kappa coefficient in SPSS, demonstrating
satisfactory agreement between raters.

Digital Learning Strategy Assessment

Students’ online learning strategies were assessed using the Digital Reading Habits Scale. The
questionnaire measured frequency of digital engagement, strategy use, and attitudes toward screen-
based learning.

Gamification Mechanisms in the Instructional Design

The gamification design implemented in the experimental group was structured around several
core game mechanics integrated with professional language tasks. These elements were not used as
superficial motivational tools but were directly connected to competence development objectives.

The specific gamification elements used in the intervention are summarized in Table 1.
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Table 1 — Gamification Mechanisms and Learning Outcomes
Game Element Psychological Mechanism Competence Outcome

Immediate feedback and

Points and scoring )
competence reinforcement

Increased task engagement

Goal orientation and narrative

Scenario progression Sustained learning persistence

motivation
. o . Professional communication
Role-based missions Identity immersion .
skills
Decision-making quests Cognitive challenge Situational responsiveness
Leaderboard (optional) Social comparison Increased participation

The table demonstrates how specific gamification elements were intentionally aligned with
psychological mechanisms and competence outcomes. Rather than functioning as superficial
motivational tools, these elements were embedded within professional communication scenarios.
Such alignment ensured that gamified activities supported not only engagement but also the
development of situational responsiveness and professional communication skills.

Qualitative Instruments

Semi-structured interviews were conducted with students and instructors to explore perceptions
of immersive and gamified learning environments. Structured classroom observations were also
carried out to document behavioral engagement and participation patterns during immersive
activities.

Data Analysis

Quantitative data were analyzed using IBM SPSS Statistics software. Prior to statistical testing,
data were screened for completeness and distribution characteristics.

Due to the sample size and non-normal distribution of several variables, non-parametric
statistical tests were applied. Differences between the experimental and control groups were
examined using the Mann—Whitney U test. Comparisons across multiple subgroups were conducted
using the Kruskal-Wallis H test.

Descriptive statistics, including medians, mean ranks, and standard deviations, were calculated
to summarize performance levels. The level of statistical significance was set at p < 0.05.

Qualitative data obtained from interviews and observations were analyzed using thematic
coding. Recurring patterns related to motivation, engagement, cognitive activation, and professional
confidence were identified and categorized.

Model Development Procedure

The integrated pedagogical model was developed through a three-stage analytical process:

1. Empirical synthesis of quantitative and qualitative findings;
2. Thematic clustering of immersive, gamified, and digital learning components;
3. Structural mapping of these components onto professional competence outcomes.

This systematic procedure ensured that the proposed model was grounded in empirical evidence
rather than being purely theoretical.

The structural relationships between immersive technologies, gamification mechanisms, and
digital learning strategies are illustrated in the integrated model presented in Figure 1.
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Professional Foreign Language Competence
(Tounsm Communication Skills)

PEDAGOGICAL IMPACT MECHANISMS
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DIGITAL STRATEGY LAYER
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GAMIFICATION LAYER

points | progression | scenarlo auests | role missions

IMMERSIVE LAYER
VR simulations | AR tasks | 3607 tounism scenatios

Figure 1 — Integrated Model of Immersive and Gamified Language Training

The proposed model illustrates the structural integration of immersive technologies,
gamification mechanisms, and digital learning strategies within a unified pedagogical system. The
immersive layer provides experiential professional scenarios, while the gamification layer supports
motivation and cognitive engagement through structured progression and feedback mechanisms. The
digital strategy layer ensures learning continuity through LMS-based monitoring, analytics, and
instructional guidance. Together, these components generate pedagogical impact mechanisms that
ultimately contribute to the development of professional foreign language competence.

Results

Baseline Equivalence of Groups

Before evaluating the effectiveness of the integrated immersive—gamified model, it was
necessary to ensure that the control and experimental groups were comparable at the initial stage of
the study. Therefore, a comparative analysis of pre-test indicators of professional foreign language
competence was conducted.

All data were processed using IBM SPSS Statistics. The dataset was first examined for
completeness and outliers. Normality testing (Shapiro—Wilk test) indicated slight deviations from
normal distribution in several variables; therefore, non-parametric procedures were considered
appropriate for subsequent analysis.

Descriptive statistics for pre-test results are presented in Table 2.

Table 2 — Pre-Test Indicators of Professional Foreign Language Competence

Group Mean (M) SD Median N
Control 65.12 6.88 64.90 22
Experimental 66.03 6.55 65.70 23
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As shown in Table 2, the mean values of both groups are nearly identical at the baseline stage.
The Mann—Whitney U test confirmed that no statistically significant differences existed between the
groups prior to the intervention (p > 0.05).

This result confirms the validity of the quasi-experimental design and allows subsequent
performance differences to be interpreted as the effect of the pedagogical intervention rather than
initial group disparities.

Post-Test Comparative Analysis

To evaluate the effectiveness of the integrated model, a comparative analysis of post-test
indicators was conducted between the control and experimental groups.

Prior to statistical testing, distribution characteristics were re-examined. Given the sample size
(N = 45) and the non-normal distribution of several variables, the non-parametric Mann—Whitney U
test was applied.

Descriptive statistics for post-test results are presented in Table 3.

Table 3 — Post-Test Indicators

Group Mean (M) SD Median N
Control 67.58 6.34 67.93 22
Experimental 77.45 5.74 76.65 23

The experimental group demonstrated a mean score 9.87 points higher than the control group.

The Mann—Whitney U test revealed statistically significant differences:

U =128.5, p=0.003.

The calculated effect size (r = 0.48) indicates a medium-to-large pedagogical impact of the
intervention.

Importantly, the standard deviation in the experimental group is lower than in the control group.
This suggests not only improved average performance but also greater consistency among
participants, indicating a systemic rather than isolated effect of the integrated model.

Gain Analysis (Pre—Post Learning Dynamics)

To further examine learning progress, gain scores were calculated for each group.

Table 4 — Pre—Post Gain Comparison

Group Pre-Test (M) Post-Test (M) Gain
Control 65.12 67.58 +2.46
Experimental 66.03 77.45 +11.42

The experimental group demonstrated a gain more than four times greater than that of the
control group.

Such a difference indicates that the integration of immersive simulations and gamified
mechanisms substantially accelerates the development of professional foreign language competence
within a single instructional module.

Moreover, the improvement trend was consistent across nearly all participants in the
experimental group, suggesting that the model benefits learners with varying initial proficiency
levels.

Component-Level Analysis of Professional Competence

To better understand which aspects of competence were most affected, a detailed analysis was

conducted based on the speaking assessment rubric.
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Each criterion was rated on a 5-point scale.

Table 5 — Post-Test Scores by Rubric Criteria

Criterion Control Experimental
Situational responsiveness 3.1 4.3
Fluency 3.2 4.1
Professional vocabulary use 3.0 4.2
Intercultural adaptability 2.9 4.0

The most significant improvement was observed in situational responsiveness (+1.2 points).
During immersive VR scenarios, students simulated:
- handling client complaints,
- adjusting travel itineraries,
- resolving service conflicts,
- presenting tourism products to international clients.
The experimental group demonstrated:
- faster decision-making,
- structured and coherent responses,
- increased use of politeness strategies,
- greater confidence in professional interaction.

Notably, intercultural adaptability also improved significantly, indicating that immersive
simulations effectively support intercultural communicative competence — a critical component of

tourism education.
Reliability of Measurement Instruments
Before interpreting the results, the psychometric quality of the instruments was examined.

Table 6 — Internal Consistency of the Professional Competence Test

Indicator Value
Number of items 24
Participants 45
Cronbach’s alpha 0.81

The obtained o = 0.81 indicates good internal consistency. This confirms that the test reliably

measures a unified construct of professional foreign language competence.

The “alpha if item deleted” analysis showed no significant increase in reliability when removing

individual items, indicating balanced test construction.

Table 7 — Inter-Rater Reliability of Speaking Rubric

Criterion Cohen’s Kappa
Situational responsiveness 0.79
Fluency 0.74
Professional vocabulary 0.76
Intercultural adaptability 0.73
Average 0.76
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The average « = 0.76 reflects substantial agreement between raters, confirming the reliability
of performance assessment.

Survey Results: Digital Engagement and Motivation

Students’ perceptions of immersive and gamified learning were assessed through a structured
questionnaire.

Table 8 — Digital Engagement Indicators

Indicator Mean (1-5)
Convenience of digital resources 4.2
Preference for online format 3.4
Digital autonomy 3.8
Motivation when using VR 4.5

The highest rating was recorded for motivation when using VR (4.5), indicating strong
acceptance of immersive tools.

Although preference for fully online learning remained moderate (3.4), students reported that
immersive environments significantly enhanced engagement and realism.

Qualitative Findings

Semi-structured interviews were conducted to explore student experiences.

Table 9 — Frequency of Positive Responses

Category % of Students
Increased confidence 82%
Reduced anxiety 76%
Increased motivation 88%
Emotional engagement 91%

Students frequently stated that immersive scenarios “felt close to real professional situations.”
Observation data further revealed:
e 35% increase in voluntary responses,
o longer spoken turns,
e more initiative in role-play interactions.
These qualitative findings reinforce quantitative results and demonstrate that the integrated
model produces cognitive, behavioral, and emotional impact simultaneously.
Integrated Interpretation
The combined quantitative and qualitative evidence demonstrates that the immersive—gamified
model produces multidimensional outcomes:
e cognitive growth (higher competence scores),
e behavioral activation (increased participation),
e emotional stabilization (reduced anxiety),
o professional skill development (situational adaptability).
The results confirm that immersive simulation combined with structured gamification
mechanisms enhances not only language performance but also professional readiness in tourism
education.
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Discussion

Theoretical Contribution

The findings of this study contribute to the growing body of research on technology-enhanced
language learning by demonstrating that immersive technologies and gamification are most effective
when implemented as a unified pedagogical system rather than isolated instructional tools.

Previous studies have confirmed the motivational and engagement-related benefits of
immersive environments. For example, research on immersive interfaces has emphasized their
capacity to increase learner involvement and support situated cognition. Similarly, virtual reality has
been described as a medium capable of creating psychological presence and experiential realism.
However, much of this literature has focused primarily on engagement rather than measurable
professional competence development.

The structure of the integrated model also reflects key principles of Self-Determination Theory.
Scenario choice within immersive simulations supports learner autonomy. The feedback and scoring
system reinforces perceived competence, while collaborative role interactions foster relatedness
among participants. In addition, simulated decision-making situations strengthen learners’ self-
efficacy, consistent with the assumptions of Social Cognitive Theory.

The present study extends this line of research by showing that immersive simulation not only
enhances engagement but significantly improves situational responsiveness and professional
decision-making in tourism-specific contexts. Unlike general EFL studies that focus on vocabulary
acquisition or reading comprehension, this research situates immersive learning within profession-
oriented language training, demonstrating its direct contribution to applied competence formation.

The findings also resonate with multimedia learning theory, which suggests that structured
multimodal environments facilitate deeper cognitive processing. The improvement observed across
multiple competence dimensions — including fluency, professional vocabulary, and intercultural
adaptability — suggests that immersive contexts may reduce cognitive fragmentation and promote
integrated skill activation.

Regarding gamification, earlier empirical reviews have concluded that game elements can
positively affect motivation and persistence. However, several scholars have cautioned that
gamification alone does not automatically improve learning outcomes. The current study supports
this nuanced view. The results suggest that gamification functions most effectively when embedded
within meaningful professional scenarios. In other words, points and progression systems amplify
learning impact only when attached to authentic tasks.

Furthermore, the relationship between motivation and competence observed in this study aligns
with self-determination theory. Increased autonomy and perceived competence in immersive tasks
corresponded with measurable growth in communicative performance. Reduced anxiety and higher
emotional engagement were not merely subjective perceptions; they were accompanied by
statistically significant improvements in fluency and situational performance.

In this sense, the study contributes theoretically by demonstrating that immersive realism,
gamified motivation, and cognitive activation are interdependent components of professional
language development.

Practical Implications

Beyond its theoretical significance, the findings offer concrete directions for curriculum
development and institutional practice in tourism education.

The findings suggest that immersive and gamified strategies should be structurally integrated
into curriculum architecture. Rather than treating VR simulations as supplementary activities,
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curriculum designers can organize entire modules around professional scenario progression. For
example, a semester-long course might simulate the lifecycle of tourist interaction — from inquiry
handling to post-service evaluation — allowing students to develop cumulative competence.

Such curriculum design aligns language learning more closely with industry expectations in
tourism education.

LMS Integration

The study also highlights the role of digital platforms in sustaining engagement. Consistent with
the Community of Inquiry framework, meaningful online learning requires cognitive, social, and
teaching presence. By embedding scenario progression, feedback systems, and performance tracking
within LMS environments, institutions can transform passive platforms into active competence
development systems.

The results indicate that structured gamified progression supports sustained engagement more
effectively than isolated digital tasks.

Teacher Professional Development

The findings emphasize that technology alone does not produce transformation. Teachers must
be trained in immersive pedagogy, scenario scripting, intercultural facilitation, and rubric-based
performance evaluation. Without methodological preparation, immersive tools risk being reduced to
visual enhancements rather than pedagogical mechanisms.

Thus, institutional investment in professional development is critical for successful
implementation.

Tourism Simulation Laboratories

In line with experiential learning principles, tourism faculties may consider establishing
simulation laboratories. Even modest VR environments can replicate service desks, travel
consultations, or guided tour contexts. This aligns with global trends in hospitality education, where
experiential labs increasingly supplement theoretical instruction.

Regional Significance

The regional dimension of this study deserves particular attention. Tourism development in
Kazakhstan and Central Asia has intensified in recent years, yet access to authentic international
practice remains uneven. Students often complete language training without extensive exposure to
intercultural professional interaction.

In this context, immersive simulation serves not as a technological luxury but as a compensatory
educational mechanism. By creating structured intercultural encounters within the classroom,
institutions can approximate real-world complexity in a controlled environment.

To our knowledge, empirical research integrating immersive technologies and gamification
within tourism language education remains limited in the Central Asian context. Therefore, this study
contributes regionally by offering a scalable and context-sensitive model aligned with emerging
educational modernization initiatives.

Limitations and Future Directions

Despite its contributions, the study has limitations that warrant consideration.

First, the sample size (N = 45) restricts broad generalization. Replication across multiple
institutions and larger cohorts would enhance external validity.

Second, technological accessibility varies across institutions. Infrastructure limitations may
influence implementation feasibility. Future research could explore low-cost immersive alternatives
or hybrid simulation models.

Third, the study examined short-term outcomes within a single instructional module.

68



Bulletin of the IUTH, Volume 1(11), 2026

Longitudinal research is necessary to determine whether competence gains persist over time and
translate into workplace performance.

Finally, while the integrated model demonstrates effectiveness in tourism language education,
future studies could explore its applicability to other vocational domains such as hospitality
management, international business, or aviation communication.

Overall, the discussion confirms that immersive—gamified instruction, when structurally
integrated and professionally contextualized, represents more than technological enhancement. It
functions as a competence development ecosystem that activates cognitive, motivational, and
situational dimensions simultaneously.

By bridging empirical evidence, theoretical grounding, and regional applicability, the study
advances both the conceptual and practical understanding of professional foreign language education
in tourism.

Another limitation concerns the absence of a delayed post-test measurement. The current
research focused on immediate learning outcomes following the intervention. Future studies should
incorporate longitudinal assessment to determine whether competence gains remain stable over
extended periods and transfer to real professional practice.

Conclusion

The present study set out to develop and empirically substantiate an integrated pedagogical
model that combines immersive technologies, gamification mechanisms, and digital learning
strategies for professionally oriented foreign language education in tourism. The findings demonstrate
that such integration produces measurable and multidimensional effects on students’ professional
competence development.

The results confirm that immersive simulation enhances situational responsiveness and
intercultural adaptability, while gamified structuring sustains motivation and reduces communicative
anxiety. When embedded within a coherent digital learning framework, these components
collectively contribute to significant gains in professional language performance. The improvement
observed in the experimental group was not limited to isolated indicators but extended across
cognitive, behavioral, and emotional dimensions of learning.

Importantly, the study shows that immersive and gamified approaches are most effective when
they are not treated as technological supplements but as structural elements of curriculum design. The
integrated model operates as a competence-development ecosystem, where experiential realism,
motivational reinforcement, and autonomous learning strategies reinforce one another.

From a regional perspective, the findings hold particular relevance for tourism education
systems in Kazakhstan and Central Asia, where opportunities for authentic international practice
remain limited. Immersive simulation environments offer a pedagogically grounded way to
approximate professional reality within academic settings, thereby strengthening students’ readiness
for real-world service contexts.

At the same time, the study highlights the need for further research. Larger samples,
longitudinal designs, and cross-institutional replication would strengthen the generalizability of the
model. Future investigations may also explore how immersive—gamified instruction influences long-
term professional performance and career readiness.

Overall, this research contributes to the ongoing transformation of vocational language
education by demonstrating that meaningful technological integration must be pedagogically
structured, professionally contextualized, and empirically validated. The integrated immersive—
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gamified model proposed in this study provides a scalable and theoretically grounded framework for
advancing tourism language education in digitally evolving higher education environments.

This research is funded by the Science Committee of the Ministry of Science and
Higher Education of the Republic of Kazakhstan (Grant No. AP26100839)
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M. AKEIIIOBA', H. CAT/1Y/IVTAEB’, /]. CAPJKAHOBA’=
XanmpIKapablK TypU3M )KOHE MEUMaH/IOCTBIK YHUBEPCUTETI

(Kazakcran, Typkicran), e-mail: m.akeshova@iuth.edu.kz

?Kosxa Axmet Slcayu aTeiHaarsl XanbIKapaiblK Ka3aK-TYpiK YHHBEPCUTETI
(Kazakcran, TypkicTaH)

BOJIALLIAK TYPU3M MAMAH/IAPBIHA APHAJIFAH HMMEPCHBTI J7KOHE
TEUMH®HKAI[HAFA HETI3JEJATEH TUINIK JAAPTAYIBIH HHTEIPAIIHAIBIK
MOJEJIT

Anoamna. byn 3epmmeyoiy makcamol — 601aUaAK MYPUIM MAMAHOAPBIHbIY KaCIOU wiem mini
KY3blpemminicin ~ oamvimyaa  0agblmmanean UMMepPCUSmi  MexXHONIo2UusNap, —2eumMupurayus
aeMeHmmepi JHcone YUDpavlk oKy cmpameusnapvi OIpiKmipemin UHmMezpayusivlk Mooenboi
azipney OicoHe  OHblY  MUIMOLNICIH  IMRUPUKANLIK —MYpPbloan Heeizoey. 3epmmey  Keasu-
9IKCNEPUMEHMMIK 20iC apKblibl HCYPII3iNin, 08aH Mypusm MamMaHowlebl OOUbIHWA OLNiM aramvin 45
cmyodenm Kamvicmol. Cmyoenmmep 0axbliay JHCOHE IKCNEPUMEHMMIK MONmapea O6iHOI.
Oxcnepumenmmix mon VR mnecizinoezi ummepcusmi CUMYIAYUALAD MeH 2eUMUDPUKAYUAIAHEAH
cyeHapuiinepoi KammumolH YUu@pvlk oKy OpmacblHOa OKblmMbLIObl, al OaKbliay moodvl 0acmypii
adicmep OotUbIHWA OINiM AN0bL.

Canovix oepexmep IBM SPSS Statistics 6bagoapramacvinoa eyoenodi. Aunvimanviiapovly Oip
benicinoe HOPMANObLIbIKMbIY OY3bLIYbIHA batinanvicmol monmap apacviHoazel
aublpmMawbliblkmaposl awvikmay yuin Maun—Yumnu U kpumeputii Konoanwvinoel. Homuoicenep
9KCNEepUMEHMMIK MONMbIY, NOCMMecm Kepcemxiuimepi OOUbIHUA CMAMUCMUKATLIK MYPeblOaH
MaHOI ecim kepcemkenin danendedi (U = 128.5, p = 0.003), acep xonemi opmawia mMeH Ho2apul
Oeneeul apanvievinoa (r = 0.48). Ilpupocmmur manday sxcnepumenmmix monmaavl ocim (+11.42)
bakviiay mobvimen canvicmuipeanoa (+2.46) mepm ecedeH apmulK OONAHBIH KOPCEMM.
Kypanoapowiy cenimoiniei kaciou Kyzvipemminixk mecminiy iwki kenicimoiniei (Cronbach’s o = 0.81)
JHcoHe ayvizula coulneyoi 6a2anay0azvl capanuibliap apacblHOadbl KeliCIMHIY JHcoeapbl OeHeelimeH
(Cohen’s k¥ = 0.76) pacmanov. Cananvly manoay Hamudicenrepi cmyoenmmepoiy Kaciou
CEHIMOILNIZIHIY ApMKAHBIH, KOMMYHUKAMUBMIK MA3ACbI30bIKMbIY MOMEHOE2eHIH JHCaHe OK) yoepicite
IMOYUOHANOBIK MYPELIOAH OelceHOT KamblCYbIHbIH KYUelieeHiH KOpCcemmi.

3epmmey Homudcenepi ummepcuemi CUMYIAYUL MeH KYPbLIbIMOANZAH 2eUMUPUKAYUAHBIY

yilnecimi maHvIMObIK, MIHe3-KYIbIKMbIK JHCoHe Kaciou oamy Kepcemkiwmepine KeuleHOi acep
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ememinin 0anendeidi. ¥ColHbIIZAH UHMePAYUsIbIK MOOelb MYPU3M CAlACbIHOAgbl MINJIK OiliM
bepydi dlcayblpmyea apHanaH MAacuimaOmaiamvli HCoHe NPAKMUKAIbK MYpeblOaH MaHbl30bl
wewim 06onbin maodwliaosl, acipece XANbIKAPANLIK MadACIpUbe MyMKIHOIZI wekmeyii oHipiep Yuli
e3eKmi.

Kinm ce30ep: ummepcusmi oxwvimy, eeumugpuxayus, mypusm O0inimi;, Kaciou wem mini
KY3blpemminici; upmyanobl WblHObIK, YUDPIbIK Ne0a202uKa, Ma0eHuemapanivlk KOMMYHUKAYU.

M. AKELIIOBA', H. CAT/1YJUIAEB’, ]I. CAP2KAHOBA=

'"Mex1yHapOIHBIH YHUBEPCUTET TypHU3Ma U TOCTEIPHHMCTBA

(Kazaxcran, Typkectan), e-mail: m.akeshova@iuth.edu.kz

*MesxryHapOIHbIH Ka3aXCKO-TypelKHil yHHBepCcHTET UMeHH Xoku Axmena ScaBu
(Kazaxcran, TypkecTaH)

HHTETPAITHOHHAA MOJEJIb HMMEPCHBHOI' O H TEHMH®HI[HPOBAHHOI' O
A3BIKOBOI'O OBYYEHHA bY/IYIIIUX CIIEIITHAJIHCTOB TYPU3MA

Annomauusn. lLlenv uccnedosanus 3akiouaemcs 6 paspadbomke u IMAUPUYECKOU NpOoGepKe
UHMe2payuoHHOU MoOenu, 00beOUHAIOWel UMMEPCUBHbIE MEXHOI02UL, eMeHMblL eUMUupuKayuu u
yugpposvie cmpamezuu 00yueHUs 0Jisl pA3UMUsL NPOPDECCUOHATLHOU UHOAZLIYHOU KOMNEMEHMHOCIU
0yoywux cneyuanucmos mypusma. Hccnedosanue 6vi10 npogedeHo 8 Gopmame Keazu-
9KCnepumMenma c¢ yyacmuem 45 cmyoenmos mypucmcko2o HanpasieHusi NO020Mo8KU, Pa30elEHHbIX
Ha KOHMPOIbHYIO U IKCNEPUMEHMANbHYIO 2PYANbl. DKCNEepUMEHMANbHAs 2PYNna 00y4andacs 6
yugposoii  cpede ¢ ucnonvzoganuem VR-cumynayuti u - eeUMU@UUUPOBAHHLIX CYeHapues
npogeccuoHaNbHbIX — cumyayull, moe0a Kak KOHMPOJbHASL 2PYANA NpoXoouia ooOyuenue
MPAOUYUOHHBIMU MEMOOAMU.

Konuuecmeennvie dannvie ananusuposanucey ¢ npumenenuem npoepammol IBM SPSS Statistics.
B ceasu ¢ Henopmanvmocmvio pacnpeodenenus psaoa NepemMeHHulX Ol OYEHKU Pa3iudull
ucnonvsosancs  Henapamempudeckuu  kpumepuu  Manna—Yumuu.  Pe3ynemamul  nokazanu
CMAmMUCmMuyecky 3HAYUMOe NpPeuMyWecmseo 3IKCNePUMEHMATbHOU 2PYNNbl  NO  UMO208bIM
noxazamensam (U = 128.5, p = 0.003) npu cpednem u gviute cpeonezo pasmepe sgpgpexma (v = 0.48).
Ananuz npupocma npooemMoHCmpupo8ai, Ymo OUHAMUKA PA3BUMUS 8 IKCNEPUMEHMAbHOU 2pynne
(+11.42) bonee uem 6 uemvipe paza npesvicula NOKA3AMeNU KOHMPOIbHOU epynnvl (+2.46).
Haoéxcnocmos uncmpymenmos noomeepoicoena xopouieli 6HympeHHell co2naco8aHHOCmbio mecma
(Cronbach’s oo = 0.81) u 8vbicoKUM YpOGHEM MENCIKCNEPMHO20 CO2NACUSL NPU OYeHKe YCMHOU peyu
(Cohen’s k = 0.76). Kauecmeennvie Oanuvie c8UOemerbCmeyiom o pocme NpogeccuoHarbHou
VBEPEHHOCMU — CMYOEeHMO8, CHUNCEHUU KOMMYHUKAMUBHOU MPEBON’CHOCMU U  HOBbIUEHUU
IMOYUOHATLHOU BOBILEYEHHOCU 8 Y4eOHbLLL NPoYecc.

Ilonyuennvle pezynbmamsi NOOMEEPIHCOAIOM, UMO COUEMAHUe UMMEPCUBHBIX CUMYIAYUL U
CMPYKMYPUPOBAHHOU  2eUMUPUKAYUU OKA3bleaem KOMNJIEKCHOe GIUsHUe HaA KOZHUMUBHOe,
nosedenueckoe u npogeccuonanvHoe pazgumue obyuarowuxca. Ilpednodxcennas unmezpayuoHHas
MoOenb npedcmasisiem cobou macumadupyemulil. U Memoouyecku 0OO0CHOBAHHBIL NOOX00 K
COBEPULEHCINBOBAHUIO SA3LIKOBOU NOO20MOBKU 8 cghepe mypusma, 0COOEHHO AKMYANbHbll O
PE2UOHOB C 02PAHUYEHHBIMU BO3MOACHOCTNAMU MEHCOYHAPOOHOU NPAKMUKU.

Knrouesvie cnoea: ummepcusnoe obyueHue, 2eumuguxayus, mypucmckoe o0pazosauue;
npogheccuoHanvbHas UHOA3LIYHAA KOMNEMEHMHOCMb, BUPMYAIbHASL  PealbHOCMb,  Yudposas
neoazo2uKa; MexicKy1bmypHas KOMMYHUKAYUSL.
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