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DEFINING PRE-SERVICE FOREIGN LANGUAGE TEACHERS’ PROFESSIONAL
COMPETENCE IN THE ERA OF DIGITAL TRANSFORMATION OF EDUCATION

Abstract

Digital transformation is rapidly reshaping the skills required of teachers, while existing international competence
frameworks do not fully reflect the realities of multilingual and technology-driven educational environments. This study
aims to identify the key competencies required of pre-service foreign language teachers in Kazakhstan and to compare
these needs with major international competence frameworks. The study employed an exploratory qualitative design
based on a survey of 43 language educators from Al-Farabi Kazakh National University and West Kazakhstan Innovative
and Technological University, combined with a comparative content analysis of major teacher competence frameworks,
including DigCompEdu, UNICEF’s Educators’ Digital Competence Framework, UNESCO ICT-CFT, and EPOSTL. The
results indicate that educators consider digital pedagogical competence, management of online interaction, multimodal
literacy, digital assessment, Al literacy, and intercultural digital mediation to be essential components of professional
competence. These competencies reveal important gaps in existing frameworks, particularly regarding Al-supported
language practices and multilingual digital communication. In response, the study proposes the Integrative Competence
Framework for Foreign Language Teachers, which conceptualizes teacher competence in digitally mediated language
education as an integrated system of pedagogical, linguistic, intercultural, and technological dimensions. The findings
highlight the need to update teacher education programs and suggest directions for further research to validate and refine
the proposed competence model.

Keywords: teacher competence, language education, digital transformation, multimodal literacy, online interaction,
intercultural digital communication, competence model.

Introduction. Digital transformation (DT) has become one of the defining trends in
contemporary education systems worldwide. In Kazakhstan, national initiatives such as the state
program Digital Kazakhstan and the educational reform agenda Quality Education — Educated Nation
promote the integration of digital technologies, learning management systems (LMS), artificial
intelligence (Al), and data-driven educational practices into higher education [1].

Within this rapidly evolving educational landscape, the professional role of foreign language
(FL) teachers is also transforming. Modern language educators increasingly operate in multilingual,
technologically mediated, and globally interconnected learning environments. As a result, the
preparation of pre-service foreign language teachers (PSFLT) requires not only linguistic and
methodological expertise, but also digital pedagogical competence, multimodal literacy, Al
awareness, and the ability to manage online communication and intercultural interaction.

International competence frameworks have attempted to address these challenges. Digital
competence models such as the Digital Competence Framework for Educators (DigCompEdu) [2],
UNICEF’s Educators’ Digital Competence Framework (EDCF) [3], and the UNESCO ICT
Competency Framework for Teachers (ICT-CFT) provide structured guidance for integrating digital
technologies into teaching practice. However, these frameworks are largely discipline-neutral and do
not explicitly address the communicative and discourse-pragmatic requirements specific to FL
teaching.

Conversely, language-specific frameworks such as the European Portfolio for Student Teachers
of Languages (EPOSTL) [4] and the European Profiling Grid (EPG) [5] provide detailed descriptors
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of pedagogical, linguistic, and intercultural competences, but offer limited guidance on digital
pedagogy (DP), Al integration, and multimodal communication in online learning environments.

This imbalance between digital and language-specific competence models reveals a significant
conceptual gap in the preparation of FL teachers for digitally mediated educational environments,
particularly in Kazakhstan’s multilingual, digitally transforming higher education context.
Consequently, there is a need to reconsider the professional competence profile of PSFLT and develop
a model that integrates digital, pedagogical, linguistic, and intercultural components.

The present study, therefore, aims to identify the key competences required of PSFLT in
Kazakhstan and to evaluate how existing international frameworks reflect these requirements. The
study addresses the following research questions:

- What essential skills and knowledge should PSFLT in Kazakhstan possess to teach effectively
in digitally mediated environments?

- To what extent do existing international and national competence frameworks reflect these
requirements?

Literature Review. The concept of ‘competence’ is widely understood as an integrated construct
comprising knowledge, skills, attitudes, and dispositions that enable effective performance in
complex contexts. Weinert defines competence as the cognitive abilities and skills individuals possess
or can develop, supported by motivational and social factors [6]. Competence is domain-specific and
demonstrated through performance in authentic situations. Similar interpretations emphasize
contextuality and the integration of psychosocial dimensions [7; 8].

At the policy level, the European Parliament’s Recommendation on Key Competences for
Lifelong Learning conceptualizes competence as a combination of knowledge, skills, and attitudes
essential for social inclusion and employability [9]. In post-Soviet discourse, competence is
understood as a shift from knowledge transmission to action-oriented problem-solving [10].

Professional competence is commonly understood as the integrated capacity of professionals to
effectively apply knowledge, skills, and attitudes in real professional contexts. In the field of teacher
education, professional competence therefore encompasses not only subject knowledge and
pedagogical skills but also reflective practice, communicative abilities, and the capacity to adapt
teaching strategies to diverse learning environments [10, p. 39]. Kunanbayeva conceptualizes FL
teacher preparation as the development of an intercultural communicative personality integrating
linguistic, cognitive, and sociocultural dimensions [11]. National methodological traditions
emphasize reflective pedagogy, communicative competence, and strategic flexibility [12].

However, the DT of education has expanded expectations for competence. Contemporary
research highlights the need to strategically integrate digital technologies in pedagogically
meaningful ways [13]. DigCompEdu [2, p. 1] structures digital educator competence across six areas,
while UNICEF’s EDCEF [3, p. 17] emphasizes ethical and inclusive digital practices. However, these
models do not sufficiently articulate discipline-specific communicative and multilingual
requirements inherent in FLT.

Similarly, EPOSTL [4, p. 21] provides strong pedagogical descriptors but does not integrate Al
literacy or the management of digital interactions. Thus, international and national frameworks
collectively provide valuable conceptual resources but fail to offer a unified model that integrates
linguistic, digital, intercultural, and Al-mediated competencies within a single framework adapted to
Kazakhstan’s higher education context.

Methods and materials. The study employed an exploratory qualitative design based on a survey
of language educators from Al-Farabi Kazakh National University (KazNU) and West Kazakhstan
Innovative and Technological University (WKITU), combined with a comparative content analysis
of major teacher competence frameworks. This methodological approach enabled the identification
of both empirically perceived competence needs and their alignment with existing theoretical
frameworks.

The empirical component of the study consisted of a structured qualitative survey conducted
among university language educators involved in the preparation of PSFLT. The purpose of the survey
was to collect expert perspectives on the professional competences required for foreign language
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teaching in digitally mediated learning environments. The survey included open-ended questions
inviting participants to describe the knowledge, skills, and professional abilities that future language
teachers should possess when working with digital technologies in multilingual educational contexts.

The responses were analyzed using thematic analysis. Individual competencies mentioned by
participants were coded and subsequently grouped into broader conceptual categories representing
key competence domains. Frequency counts were also used to illustrate the relative prominence of
the identified competencies across respondents.

The analytical component of the study involved a systematic comparative examination of widely
recognized international competence frameworks. The analysis included digital competence (DC)
frameworks such as DigCompEdu, UNICEF’s Educators’ Digital Competence Framework (EDCF),
and UNESCO's ICT Competency Framework for Teachers (ICT-CFT). In addition, language-specific
professional competence frameworks such as the European Portfolio for Student Teachers of
Languages (EPOSTL) and the European Profiling Grid (EPG) were examined.

The purpose of this comparative analysis was to determine the extent to which existing
international frameworks reflect the competence needs identified by educators working in
Kazakhstan’s multilingual, digitally transforming higher education system.

Participants. The group included 43 university language educators responsible for training
future FL teachers; 14 were from KazNU in Almaty and 29 from WKITU in Uralsk. These
universities were selected because they represent diverse regions and institutional profiles within
KZ’s higher education system, thereby offering a broader perspective on the digital pedagogical skills
required for PSFLT. Their involvement was secured through professional contracts with researchers
at both institutions, thereby ensuring access to participants in FL teacher training. Participants had
experience in digital teaching, LMS use, online conferencing, and PSFLT training and have been
involved in designing or delivering courses for pre-service FL teachers. Participation was voluntary,
and informed consent was obtained from all participants. Responses were anonymized, and
institutional review procedures were followed in accordance with the ethical guidelines of both
universities.

Data Collection. Data were collected using a structured qualitative questionnaire designed to
explore educators’ perceptions of professional competence in DT. The questionnaire included open-
ended questions addressing:

- The essential knowledge and skills PSFLT require for effective teaching in digital learning
environments;

- Perceived gaps in current teacher training related to DP, online interaction, and Al integration;

- Strengths and limitations of existing competence frameworks recognized within their
institutions;

- Competence domains that should be strengthened in national teacher education programs.

The questionnaire was distributed electronically, allowing participants to provide reflective
responses at their convenience. Open-ended items enabled the collection of nuanced, experience-
based insights into DP, communicative challenges, and ethical considerations.

Data Analysis. The survey responses were analyzed using thematic analysis. This method was
selected because it allows researchers to identify recurring patterns of meaning within qualitative data
and to organize them into conceptual themes.

The analysis followed several stages. First, all responses were carefully reviewed to identify
meaningful units related to the competence requirements for PSFLT. During this stage, open coding
was used to generate preliminary categories that reflected educators’ perceptions of essential
professional skills. Second, the identified codes were grouped into broader conceptual categories
through iterative comparison of responses. Similar codes were merged, while conceptually distinct
ideas were preserved as separate analytical categories. Third, the categories were refined into
overarching competence domains representing recurring patterns across participants’ responses.
Finally, the identified competence domains were compared with descriptors from international
competence frameworks to determine areas of alignment, partial correspondence, and conceptual
gaps.
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This analytical procedure enabled the development of a context-sensitive competence model
reflecting both empirical data and theoretical frameworks.

Results and their Discussion. This section presents the study's findings regarding the two
research questions outlined earlier. The results combine educators' survey insights with a comparative
analysis of existing frameworks.

Research Question 1: What essential skills and knowledge should PSFLT in Kazakhstan possess
to teach effectively in digitally mediated environments?

The analysis of language educators’ responses revealed a comprehensive understanding of the
expectations for PSFLT as teaching environments become increasingly digital. Participants viewed
competence not as a set of isolated technical skills, but as a cohesive professional ability that enables
teachers to create, implement, and assess meaningful language learning with digital tools. This
analysis also revealed a wide range of specific professional skills and knowledge areas that future
foreign language teachers are expected to possess in digitally mediated learning environments. The
competencies mentioned by respondents are summarized in Table 1, which presents the main skills
and knowledge areas identified during the survey.

Table 1. Essential skills and knowledge identified by educators for teaching in digitally
mediated foreign language learning environments

Ability to design and structure online and blended language lessons.

Skills in selecting and using digital learning platforms and educational technologies.
Ability to integrate digital tools into communicative language teaching tasks.

Competence in organizing collaborative online learning activities.
Skills in facilitating interaction during videoconferencing and virtual classrooms.

Ability to manage student participation and maintain engagement in online learning environments.
Competence in providing clear digital instructions and scaffolding communication tasks.

Ability to select and adapt digital learning materials and multimedia resources.

Skills in working with multimodal texts, including videos, podcasts, and social media content.

Ability to guide students in interpreting and producing multimodal communication.
Competence in designing digital assessment tasks and alternative assessment strategies.

Skills in providing effective online feedback through digital platforms.

Ability to monitor academic integrity and prevent plagiarism in digital learning environments.

Knowledge of ethical principles related to the use of digital technologies in education.
Understanding pedagogical possibilities and limitations of Al-based tools in language learning.

Ability to guide students in the responsible and critical use of Al-assisted writing and translation tools.

Competence in supporting intercultural communication in digital environments.

Ability to help students interpret culturally specific communication norms in online environments.
Ability to critically evaluate digital information and media sources used in language learning.

Source: developed by the authors.

Although educators mentioned a large number of specific professional competencies, thematic
analysis revealed that many of these skills were conceptually related. Therefore, the identified
competencies were grouped into broader competence domains representing the most consistently
emphasized areas of professional competence.

A dominant theme concerned the ability to design, implement, and evaluate pedagogically
coherent digital learning experiences. Educators emphasized that technical familiarity with digital
tools is insufficient without understanding their pedagogical function. Participants highlighted the
importance of structuring online lessons, selecting appropriate platforms, and aligning digital tools
with communicative language learning objectives.

Across the dataset, educators repeatedly noted that PSFLT need to be able to plan and deliver
lessons that are pedagogically coherent in online and blended formats, showing a well-developed
level of digital pedagogical competence. Participants explained that familiarity with digital tools by
itself is insufficient. Instead, teachers need to understand the pedagogical intent behind specific tools,
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carefully decide when and how to employ them, organize learning tasks coherently, and keep
language learners engaged in online classrooms. Several respondents highlighted the importance of
interactive activities like breakout rooms, collaborative digital spaces, and live polling for enhancing
and adapting traditional classroom methods to the digital environment.

These findings align with the “Teaching and Learning” and “Digital Resources” dimensions of
DigCompEdu [2, p. 1], yet they extend beyond general digital integration by emphasizing
communicative specificity in FL contexts.

Participants stressed the complexity of managing interaction in online classrooms, particularly
due to reduced non-verbal cues and uneven participation. Effective digital teaching was associated
with discourse scaffolding, structured turn-taking, and explicit communicative modeling. They
advocate that teaching online requires additional interactional skills, including managing turn-taking
during videoconferences, supporting less confident or engaged learners, coordinating remote group
work, and sustaining clear, task-focused communication. Several participants noted that the reduced
availability of nonverbal cues in online interactions places greater responsibility on FL teachers to
model appropriate communicative behavior, formulate instructions more explicitly, and provide
feedback in a more deliberate, structured manner.

While digital frameworks acknowledge learner engagement [2, p. 1; 3, p. 17], they do not
explicitly conceptualize discourse-pragmatic management in multilingual online environments.

Another key theme involved working with multimodal texts and digital genres. Educators
emphasized that contemporary language learning increasingly occurs through digital media,
including videos, podcasts, social networks, and Al-generated content. Participants noted that digital
media, including videos, podcasts, infographics, animations, and social media content, increasingly
shape students’ language input. Consequently, teachers need to select, adapt, and critically evaluate
these materials and assist learners in creating their own multimodal texts. Several educators
emphasized that this skill is especially vital because digital texts often combine linguistic, visual, and
auditory elements, making meaning more complex and less immediately clear to learners.

Although multimodality is indirectly recognized in digital frameworks, it is not positioned as a
central competence domain within FL.

Many respondents also highlighted shifts in assignments and feedback strategies within digital
FLT settings. They noted an increase in learners' reliance on digital tools such as automated testing,
e-portfolios, and learning management systems to track their progress. Simultaneously, educators
voiced ongoing concerns about academic honesty and the difficulty of maintaining authentic
assessments in digital environments. Delivering online feedback (whether live or asynchronous) was
identified as a crucial professional skill, with clarity, timeliness, and motivational potential being key
elements of effective digital feedback.

Although digital assessment is addressed in DigCompEdu, participants emphasized the need for
discipline-specific assessment literacy in Al-influenced environments.

Although discussed less frequently than issues related to DP, Al literacy and ethical digital
behavior were nevertheless identified as areas of increasing relevance. Educators noted that students
are widely using Al-assisted writing tools and online translation services, which place new demands
on teachers’ professional knowledge. Participants noted the need for teachers to understand both the
affordances and limitations of such tools. Instructing students toward responsible, transparent, and
ethical engagement with Al was seen as part of an emerging framework of professional digital ethics.
Current frameworks provide limited explicit attention to Al integration [14-15], indicating a
conceptual gap.

Finally, respondents emphasized that online communication skills can strengthen the
intercultural dimension of FL learning. Through intercultural and linguacultural mediation in digital
contexts, teachers can facilitate interaction among learners from different linguistic and cultural
backgrounds and introduce students to a range of global digital discourse practices. Some mentioned
that online platforms expose students to new communication norms, different politeness strategies,
and culturally specific interaction patterns — all of which teachers need to help interpret. This skill
was considered especially important in KZ’s multilingual, culturally diverse academic environment.
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Research Question 2: To what extent do existing international and national competence
frameworks reflect these requirements?

The comparative analysis revealed a complex picture of how well current international
frameworks align with the competence needs expressed by KZ educators. Overall, the data indicate
that existing frameworks provide valuable guidance for certain aspects of DP and teacher
professionalism; however, they do not fully address the hybrid, multilingual, and digitally mediated
expectations that FL teachers encounter in KZ’s higher education system.

Areas of Agreement. Several competence areas identified by educators closely match specific
domains in international frameworks. Initially, the focus on DP, especially on designing interactive
tasks, effectively integrating digital tools, and managing online learning, aligns well with the main
goals of DigCompEdu. Teachers’ explanations of lesson planning, the selection of digital resources,
and student engagement in online activities align with DigCompEdu’s areas of “Teaching and
Learning,” “Digital Resources,” and “Assessment.” Second, educators’ concerns about ethical,
responsible, and safe digital behavior align with the priorities outlined in the UNICEF EDCF. This
framework emphasizes digital safety, online well-being, inclusivity, and responsible technology use
as key parts of teacher competence. The respondents’ mentions of preventing plagiarism, guiding
ethical Al use, and fostering respectful online communication directly relate to these areas. Third,
expectations regarding basic ICT skills, including navigating learning management systems and
organizing online learning tasks, align with the basic levels of UNESCO’s ICT-CET, which outlines
core technological functions in relation to teaching practice [15, p. 3]. In addition, participants noted
a range of professional skills that are not inherently digital, including lesson planning, assessment
literacy, reflective practice, and the scaffolding of communicative activities. These skills closely align
with the EPOSTL descriptors and shape PSFLT identity. The emphasis on preserving core
methodological skills, even in digital contexts, underscores the enduring significance of EPOSTL.

Areas with Partial Agreement. Some competence components clearly overlap, while others are
only partially represented in the examined frameworks. For instance, educators emphasized skills
such as managing online interactions, moderating discussions, supporting participation, and
compensating for the lack of nonverbal cues in digital FLT. DigCompEdu indirectly addresses learner
engagement; however, none of the examined models provide specific guidance on managing online
interactions at the discourse-pragmatic level, particularly in multilingual or multicultural classrooms.

Similarly, multimodal literacy, including the ability to interpret and produce digital genres,
integrate videos and podcasts, and guide students in multimodal tasks, is acknowledged in broad
terms across the examined models but not developed into a specific competence. Since multimodal
communication influences modern FL learning, this disparity shapes a gap.

Furthermore, digital assessment is addressed more explicitly in DigCompEdu, while the
UNICEF and UNESCO frameworks view assessment as an integrated rather than a central domain.
Participants’ focus on authentic assessment, academic integrity, and meaningful feedback notes the
need for more discipline-specific, context-aware guidance.

Areas of Disagreement. Several competence areas identified by educators are largely missing
from current frameworks, highlighting a significant gap between international standards and local
expectations.

The most significant gap is in Al literacy. None of the reviewed frameworks shows teachers how
to integrate generative Al into learning, spot inappropriate Al use, or teach students to use Al tools
ethically. Educators raised concerns about academic honesty, the critical evaluation of Al-generated
content, and the support for students in adapting to rapidly evolving Al-driven language practices.
These skills are absent from the international frameworks discussed.

Another gap concerns digital intercultural and linguacultural mediation. Although EPOSTL
generally addresses intercultural competence, educators identified new challenges specific to digital
settings, including establishing communication norms in global online communities, interpreting
culturally shaped online discourse, and guiding students through diverse digital interactions. These
requirements extend beyond what existing frameworks address. Educators also highlighted the need
for skills to operate in KZ's multilingual environment, where teachers must assist students in
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navigating digital spaces in Kazakh, Russian, and English simultaneously. The international
frameworks discussed are not designed for these specific contexts and therefore lack mechanisms to
manage multilingual digital communication or to address trilingual education policies affecting KZ
higher education. Lastly, the frameworks offer limited discipline-specific guidance for FLT in digital
settings. They fail to address language-specific themes, such as facilitating online pronunciation
support, providing linguistic scaffolding on digital platforms, or teaching pragmatic and discourse
skills via videoconferencing.

The thematic analysis of educators’ responses revealed several recurring competence areas
consistently emphasized across participants. Although respondents used different terminology, their
answers clustered around several conceptually related competence domains. Through iterative
comparison and conceptual grouping of codes, six major competence domains were identified. These
domains represent the professional skills educators consider essential for preparing future FL teachers
for digitally mediated educational environments, as presented in Figure 1. The framework
conceptualizes professional competence as a multidimensional system in which DP, linguistic
expertise, intercultural mediation, assessment literacy, multimodal communication, and Al awareness
function as interconnected components of foreign language teaching competence.

Dol Pedgosial Compoinee ,
R Vanazement of Onln Intrction i Commuricaion ,
— R R ,
— T T ,
— ,
— T ,

Figure 1. Integrative Competence Framework for Foreign Language Teachers in KZ
Source: developed by the authors.

1. Digital Pedagogical Competence is a dominant theme across participants’ responses,
concerned with the ability to design, implement, and evaluate pedagogically coherent digital learning
experiences. Educators emphasized that familiarity with digital tools alone is insufficient; future
teachers must also understand the pedagogical rationale for technology use. Respondents highlighted
the importance of structuring online lessons, selecting appropriate digital platforms, integrating
breakout discussions, collaborative tools, and interactive polling to support communicative language
learning objectives.

These findings align with the “Teaching and Learning” and ‘“Digital Resources” areas of
DigCompEdu. However, they extend beyond general digital integration by emphasizing discipline-
specific communicative aims in FL contexts.

2. For Management of Online Interaction and Communication, participants repeatedly referred
to the complexity of managing interaction in online environments. They noted challenges such as
reduced non-verbal cues, uneven student participation, and difficulties in monitoring group work in
virtual settings. Educators stressed the importance of explicitly modeling discourse strategies,
clarifying instructions, scaffolding turn-taking, and maintaining communicative coherence during
videoconferencing.

While digital frameworks acknowledge learner engagement [16], they do not explicitly address
discourse-pragmatic management in multilingual online language classrooms. This theme reflects the
discipline-specific communicative dimension of DC in FLT.

3. Multimodal and Digital Literacy is another area that involves the ability to work with
multimodal texts and digital genres. Educators have observed that contemporary learners are
primarily exposed to language through digital media, including videos, podcasts, social media
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discourse, and Al-generated texts. Therefore, PSFLT must be capable of critically selecting, adapting,
and producing multimodal learning materials.

Although multimodal elements are indirectly recognized in DC frameworks [17], they are not
conceptualized as a central competence in FL education. The findings indicate that multimodal
literacy is becoming foundational rather than supplementary in FLT.

4. To gain Digital Assessment and Academic Integrity, participants also emphasized shifts in
assessment practices. They highlighted the need to design authentic digital tasks, monitor academic
honesty, and provide constructive online feedback. Educators expressed concerns regarding
plagiarism, Al-assisted writing tools, and over-reliance on automated systems.

Digital assessment is acknowledged in DigCompEdu. However, respondents’ reflections suggest
that discipline-specific assessment literacy in digital FL contexts requires further elaboration,
particularly regarding the ethical use of Al and the maintenance of linguistic authenticity.

5. Al Literacy and Ethical Digital Behavior involves Al literacy, which has emerged as an
increasingly significant competence (although less frequently mentioned than pedagogical themes).
Educators reported that students regularly use Al-based translation tools, generative writing systems,
and automated feedback platforms. Participants emphasized that future teachers must understand both
the affordances and limitations of such tools and guide students toward responsible, transparent use.

Current frameworks provide limited explicit guidance on Al integration [18], indicating a gap
between emerging technological realities and established competence models.

6. For Intercultural and Multilingual Digital Mediation, respondents underscored the
importance of mediating communication across linguistic and cultural boundaries in digital
environments. In Kazakhstan’s trilingual context, teachers often operate simultaneously in Kazakh,
Russian, and English digital spaces. Educators highlighted the need to interpret culturally specific
norms of online discourse and to guide students in navigating global communication platforms.

While EPOSTL addresses intercultural competence [4, p. 23], it does not fully conceptualize
intercultural mediation within digitally mediated multilingual communication. This illustrates the
contextual specificity of competence demands in KZ [19].

Discussion. The findings highlight several important implications for the conceptualization of
teacher competence in the digital era. Existing competence frameworks tend to conceptualize DC
primarily as technological proficiency or as a general pedagogical resource. However, the results of
this study suggest that in FL education, DC becomes inseparable from communicative, linguistic, and
intercultural dimensions of teaching practice. This idea aligns with Limbong and his contributors'
concept, who advocate that, in digitally mediated language learning environments, teachers must
simultaneously manage technological tools, online discourse, intercultural communication, and
linguistic scaffolding [13, p.67]. Consequently, professional competence in FL teaching can be
conceptualized as a hybrid system that integrates the technological, pedagogical, linguistic,
intercultural, and sociocultural dimensions of language education.

These findings partially align with existing frameworks, such as DigCompEdu, and with broader
interpretations of teacher knowledge integration proposed in educational research [16, p.4]. However,
the empirical evidence collected in this study indicates that these frameworks do not sufficiently
account for the discipline-specific communicative requirements of FL teaching in multilingual digital
environments.

The proposed Integrative Competence Framework for Foreign Language Teachers expands on
existing competence models by including areas identified through educators’ experiences in
Kazakhstan’s higher education system. While international frameworks such as DigCompEdu,
UNESCO ICT-CFT, and EPOSTL provide valuable guidance for developing digital and pedagogical
skills, this study’s results show that several competence areas remain unclear in the context of
digitally mediated foreign language teaching. Specifically, educators emphasized the importance of
multimodal literacy, managing online interactions, Al literacy, and intercultural digital mediation,
reflecting the evolving landscape of modern language education.

The ICF-FLT framework combines insights from international competence models with the
empirically identified needs of teacher educators working in Kazakhstan’s multilingual and digitally
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evolving educational environment. Instead of replacing existing frameworks, the model expands
them by applying teacher competence within the context of multilingual education, digital change,
and the growing role of Al-supported language practices.

The competence domains identified through the thematic analysis of educators’ responses form
the empirical basis of the framework. These domains represent an integrated system of professional
skills that combine digital, pedagogical, linguistic, and intercultural aspects of foreign language
teaching. As shown in Figure 1, the framework views teacher competence as a unified professional
ability rather than a collection of separate skills.

This study contributes to the ongoing discussion on teacher competence in digitally mediated
language education in three ways. First, it identifies competence domains considered essential by
university educators who prepare future foreign language teachers. Second, it demonstrates that
existing international competence frameworks only partially reflect the professional realities of
multilingual digital learning environments. Third, it proposes an integrative competence framework
that situates global competence models within the specific context of Kazakhstan’s multilingual and
digitally evolving higher education system.

Conclusion. This study explored the competence requirements of PSFLT in the context of the
DT of higher education in Kazakhstan. By combining empirical insights from university educators
with a comparative analysis of international competence frameworks, the research identified several
competence areas that are insufficiently represented in existing models.

The findings demonstrate that contemporary FL teaching requires a hybrid competence profile
integrating DP, linguistic expertise, multimodal literacy, online interaction management, intercultural
mediation, and Al-related ethical awareness.

To address these challenges, the study proposes the ICF-FLT, which conceptualizes professional
competence as an integrated system of digital, pedagogical, linguistic, intercultural, and ethical
dimensions.

The proposed framework contributes to the theoretical discussion on teacher competence by
reconceptualizing DC in FL education as an integrated system of pedagogical, linguistic,
intercultural, and technological dimensions. From a practical perspective, the framework may support
the modernization of teacher education curricula and professional development programs within
Kazakhstan’s higher education system.

At the same time, the study's empirical scope remains limited to a relatively small sample of
university educators. Future research would focus on validating the proposed competence domains
through larger-scale empirical studies and exploring their application across diverse educational
contexts in Central Asia.

REFERENCES

1 “Tsifrlyk Kazakstan” memlekettik bagdarlamasy [State program "Digital Kazakhstan"].
(2017). Astana: Kazakstan Respublikasynyn Ukimeti [Astana: Government of the Republic of
Kazakhstan], 95 p. [Electronic resource] — URL: https://www.gov.kz/memleket/entities/maidd/
activities/147647lang=kk (date of access: September 1, 2025) [In Kazakh]

2 European Commission. (2021). Digital Competence Framework for Educators (DigCompEdu
framework). The Joint Research Centre: EU Science Hub. [Electronic resource] — URL: https://joint-
research-centre.ec.europa.eu/digcompedu/digcompedu-framework _en (date of access: September 1,
2025)

3 Redecker, Ch. (2017). European Framework for the Digital Competence of Educators:
DigCompEdu, Punie, Y.(editor), Publications Office of the European Union. [Electronic resource]. —
URL: https://publications.jrc.ec.europa.eu/repository/handle/JRC107466 (date of access: September
1, 2025)

4 Tapasco, A.R. (2017). European Portfolio for Student Teachers of Languages. Universidad
Tecnoldgica De Pereira, Facultad De Bellas Artes Y Humanidades, Licenciatura En Bilinguismo Con
Enfasis En Inglés, Pereira [Technological University of Pereira, Faculty of Fine Arts and Humanities,

67


https://www.gov.kz/memleket/entities/maidd/%20activities/14764?lang=kk%20
https://www.gov.kz/memleket/entities/maidd/%20activities/14764?lang=kk%20
https://joint-research-centre.ec.europa.eu/digcompedu/digcompedu-framework_en
https://joint-research-centre.ec.europa.eu/digcompedu/digcompedu-framework_en
https://publications.jrc.ec.europa.eu/repository/handle/JRC107466

©pney. Y3gikci3 6inim »xapubicbl — Oprey. Bectn HenpepbiBHOro obpasoBaHms. Ne1(52)/2026

Degree in Bilingualism with Emphasis in English, Pereira]. [Electronic resource] — URL:
https://filesO1.core.ac.uk/download/pdf/148624614.pdf (date of access: September 21, 2025)

5 Rossner, R. (2013). The European Profiling Grid: Using the e-Grid. International Conference
“ICT for Language Learning”. [Electronic resource] — URL: https://conference.pixel-
online.net/conferences/ICT4L1.2013/common/download/Abstract pdf/096-LTT03-ABS-Rossner-
ICT2013.pdf (date of access: September 21, 2025)

6 Weinert, F. E. (2001). Concept of competence: A conceptual clarification. In D. S. Rychen &
L. H. Salganik (Eds.), Defining and selecting key competencies (pp. 45—65). Seattle, WA: Hogrefe &
Huber Publishers. [Electronic resource] — URL: https://www.scirp.org/reference/referencespapers?
referenceid=2101394 (date of access: September &, 2025)

7 Kiithnhardt, L., Mayer, T. (2019). The Bonn Handbook of Globality, Volume 1, Springer Cham.
DOI: https://doi.org/10.1007/978-3-319-90377-4

8 Vitello, S., Greatorex, J., Shaw, S. (2021). What is competence? A shared interpretation of
competence to support teaching, learning, and assessment (22 pages). Cambridge: Cambridge
University Press and Assessment. [Electronic resource] — URL:
https://www.cambridgeassessment.org.uk/Images/645254-what-is-competence-a-shared-
interpretation-of-competence-to-support-teaching-learning-and-assessment.pdf (date of access:
October 15, 2025)

9 European Education Area. (2025). Council Recommendation on Key Competences for Lifelong
Learning. [Electronic resource] — URL: https://education.ec.europa.cu/focus-topics/improving-
quality/key-competences (date of access: October 15, 2025)

10 Zimnyaya, I. A. (2009). Klyuchevye kompetentsii — novaia paradigma rezul'tatov
obrazovaniia [Key competencies: A new paradigm of educational outcomes]. Eksperiment i
innovatsii v shkole [Experimentation and Innovation in School], (5), 34—42. [Electronic resource] —
URL: https://cyberleninka.ru/article/n/klyuchevye-kompetentsii-novaya-paradigma-rezultata-
obrazovaniya (date of access: October 15, 2025) [In Russian]

11 Kunanbayeva, S. S. (2021). Competence-based modelling of professional foreign language
education. Almaty: Polilingva Publishing House. ISBN 978-601-270-505-8. [Electronic resource] —
URL: https://www.iprbookshop.ru/157560.html (date of access: January 11, 2026)

12 Yelubayeva, P., Gabdullina, Z., Yelubayeva, A. (2025). Teoriya i praktika integratsii
mediaobrazovaniya v yazykovoe obuchenie v kontekste TsUR [Theory and practice of integrating
media education into language learning in the context of SDGs]. Almaty: Qazaq Universiteti, 274 p.
[In Russian]

13 Limbong, E., Setiawan, 1., Hamilton, A. (2024). Bridging the gap: The reality of digital
technology integration by Indonesian pre-service EFL teachers. Journal of Linguistic and English
Teaching, 9(1), 58-78. DOI: https://doi.org/10.24903/sj.v9i1.1524

14 Edmett, A., Ichaporia, N., Crompton, H., Crichton, R. (2024). Artificial intelligence and
English language teaching: Preparing for the future (2nd ed.). London: British Council, 82 p. DOI:
https://doi.org/10.57884/78EA-3C69

15 Koehler, M. J., Mishra, P., Akcaoglu, M., Rosenberg, J. (2013). The technological
pedagogical content knowledge framework for teachers and teacher educators. In M. R. Panigrahi
(Ed.), ICT integrated teacher education models (pp. 2—8). New Delhi: Commonwealth Educational
Media  Centre  for  Asia.  [Electronic = resource] —  URL:  https:/www.matt-
koehler.com/publications/Koehler_et_al 2013.pdf

16 Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform. Harvard
Educational Review, 57(1), 1-22. [Electronic resource] — URL:
https://people.ucsc.edu/~ktellez/shulman.pdf

17 Darling-Hammond, L. (2017). Teacher education around the world: What can we learn from
international practice? European Journal of Teacher Education, 40(3), 291-309. DOI:
https://doi.org/10.1080/02619768.2017.1315399

68


https://files01.core.ac.uk/download/pdf/148624614.pdf
https://conference.pixel-online.net/conferences/ICT4LL2013/common/download/Abstract_pdf/096-LTT03-ABS-Rossner-ICT2013.pdf
https://conference.pixel-online.net/conferences/ICT4LL2013/common/download/Abstract_pdf/096-LTT03-ABS-Rossner-ICT2013.pdf
https://conference.pixel-online.net/conferences/ICT4LL2013/common/download/Abstract_pdf/096-LTT03-ABS-Rossner-ICT2013.pdf
https://www.scirp.org/reference/referencespapers?%20referenceid=2101394
https://www.scirp.org/reference/referencespapers?%20referenceid=2101394
https://doi.org/10.1007/978-3-319-90377-4
https://www.cambridgeassessment.org.uk/Images/645254-what-is-competence-a-shared-interpretation-of-competence-to-support-teaching-learning-and-assessment.pdf
https://www.cambridgeassessment.org.uk/Images/645254-what-is-competence-a-shared-interpretation-of-competence-to-support-teaching-learning-and-assessment.pdf
https://education.ec.europa.eu/focus-topics/improving-quality/key-competences
https://education.ec.europa.eu/focus-topics/improving-quality/key-competences
https://cyberleninka.ru/article/n/klyuchevye-kompetentsii-novaya-paradigma-rezultata-obrazovaniya
https://cyberleninka.ru/article/n/klyuchevye-kompetentsii-novaya-paradigma-rezultata-obrazovaniya
https://www.iprbookshop.ru/157560.html
https://doi.org/10.24903/sj.v9i1.1524
https://doi.org/10.57884/78EA-3C69
https://www.matt-koehler.com/publications/Koehler_et_al_2013.pdf
https://www.matt-koehler.com/publications/Koehler_et_al_2013.pdf
https://people.ucsc.edu/~ktellez/shulman.pdf
https://doi.org/10.1080/02619768.2017.1315399

©pney. Y3gikci3 6inim »xapubicbl — Oprey. Bectn HenpepbiBHOro obpasoBaHms. Ne1(52)/2026

18 Falloon, G. (2020). From digital literacy to digital competence: The teacher digital
competency (TDC) framework. Educational Technology Research and Development, 68, 2449-2472.
DOI: https://doi.org/10.1007/s11423-020-09767-4

19 Tulekenova, D., Kulgildinova, T., Zhumabekova, G., Yerzhanova, A., Zhussupova, R. (2023).
Formation of professional cognitive and communicative competencies of future primary school
foreign language teachers through information-communicative technologies. XLinguae, 16(2), 264—
285. DOI: https://doi.org/10.18355/X1..2023.16.02.20

Eny6aesa I1.K.!, Jlxonncosa I".K.2, *Jlxonncosa I'.B.%, Makamesa ®.H.*
1,3 On-Dapabu amuvinoazel Kasax ynmmolx yHugepcumemi
24 Bamwic Kaszaxcman unno6ayusaiblk-mexHono2usIblK YHUEepCUumemi
1,3 Kazaxcman, Aaimameol
2.4 Kazaxcman, Opan

BLJIIM BEPYIIH IIU®PIBIK TPAHC®OPMAIMUACHI KAF JAUBIHIA
BOJTAINAK HIET TIJII M¥YFAJIIMJAEPIHIH KOCIBU K¥3bIPETTIVIII'TH AHBIKTAY

Anoamna

Hudpneik Tpanchopmamms MyraimiMaepre KaKeT MaFAbUIapAbl KbUITAM ©3TepPTIN JKaThIp, OWTKeHi Kasipri
XaBIKapaJIbIK KY3BIPET MICHOepIIepi KONTUI, TEXHONIOTHUSIIBIK TYPFBIIaH KaHBIKKaH OiTiM Oepy OpTAaCHIHBIH JKaHApFaH
TaJanTapblH TOJIBIK KeJieMJe KaMTbIMaiabel. byn 3eprrey Kaszakcranmarbl Oomamiak IIeT TiMi MyFaliMIEpiHE KaKeT
HETI3ri KY3bIpeTTep/ii alKbIHAAYIbl XKOHE OJIapJIbl JKETEKII XaJIbIKapallblK MOIEJIBACPMEH CAIBICTHIPYIbI MaKcaT eTei.
3eprreyne apanac oxmic KonmaHbuiabl: on-Dapabu areiHparbl Kasak yiarTeik yHuBepcuteri MeH barbic Kasakcran
MHHOBAIMSUIBIK-TCX HOJIOTUSJIBIK  YHUBEPCUTETIHIH 43 TN OKBITYHIBICHIHA JKYprisuireH cayamHamaa DigCompEdu,
UNICEF Educators’ Digital Competence Framework, UNESCO ICT-CFT xone EPOSTL ky»xaTTapbiHa caibICThIpMaIbl
KOHTEHT-Taliay skacajiasl. HoTmxkenepre colikec, OKbITYHIbUIAP HUGPIBIK MearorukaHbl, OHIAHH e3apa opeKeTTecy/li
Oackapyabl, MyJbTHMOIAIIBIBI CAyaTTHUIBIKTBI, HU(PIBIK Oaranay narapuiapbi, JKM-cayaTThUIBIKTBI JKoHE LH(PPIBIK
MEXKYJIBTYpIIbIK MEIUALMSHBI Ka3ipri MoIeIbAepaAeri OJMKbUIBIKTapAbl XKOK YIIIH aca MaHbI3IbI 1SN CaHal bl Ocipece
KU-nennanaplk TIAIK NpaKTUKaIap, KONTUIA HHPPIBIK KOMMYHHKALHUS JKOHE MYITBTUMOIAJBIBI TUCKYPC Macelenepi
JKETKUTIKTI JeHrelae KepiHic TammaraH. Byn HoTWKedep KepriliKTi KOHTEKCTKe OeHiMaenreH, KeIIeHIl KY3BIpeT
MOJIEIiHIH KQKETTUTITiH alKbIHnaiinel. Oceirad OaitnaHeIicThl 3eprTey LleT Tinmi MmyraniMaepiHe apHaJIFaH HHTETPATHBTI
KY3BbIPET WIEHOEPIH YCBhIHAIBI, O HUQPIBIK, MMEAarorHKajbIK, JHHIBUCTHKAIBIK, MEXKYIbTYPIBIK OHE 3THKAJIbBIK
enieMaepai OIpiKTipe OTHIPHIN, Oojamak MyramiMaepai mupiablK Adyipre THIMII HaiblHIayFa MYMKIHIIK Oepei.
KopsIThiHIBI O6iriHIe MyFamiMaepai naspiay OarnapiamMaiapblH )KaHApTy KaKETTUIIr KOHE YChIHBUIFAH MOJEIbi
BaIMAaNMsIIAY YIIIH KOCBIMINIA 3ePTTEYJIep JKYPri3ydiH MaHbI3bUIBIFbI aTall OTiIe .

Tyuinoi co30ep: MyFajgiMHIH KociOM Ky3bIpeTTimiri, Tiamik OimiM Oepy, 1mdpiablKk TpaHcdopmarus,
MYJIBTUMOJINIB/IBI CayaTThUIBIK, OHJIAWH ©3apa OpeKeTTeCy, MOJCHUAPAbIK LHUQPIIbIK KOMMYHHUKALUS, KY3bIPETTED
KYPBUIBIMBL.
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1,3 Kazaxcman, Aimamor
2,* Kazaxcman, Ypanvck

ONPEAEJIEHUE NPOPECCHUOHAJIBHBIX KOMHETE}IIII/II\/'I bYAYIIUX
YUYUTEJIEHN NHHOCTPAHHOI'O SA3bIKA B 3I1OXY HU®POBOU TPAHC®OPMALINHN
OBPA30OBAHMUA

Annomayus

Hudposas Tparchopmalyis CTpeMUTETFHO U3MEHSIET HA0Op HABBHIKOB, HEOOXOAMMBIX COBPEMEHHBIM II€aroram,
MOCKOJIBKY CYIIECTBYIOIINE MEKAyHAPOJHbIE PAMKH KOMIETEHIHI e He B ITOTHOH Mepe OTPaskaroT M3MEHSIOIINECS
peanuu MHOTOS3BIYHOM, TEXHOJOTHYECKH HACHIIICHHOH oOpa3oBaTelbHON cpenbl. Hacrosiee wccnenoBaHue
HANpaBJICHO Ha OMpEEJICHHE KIIFOUEBBIX KOMIICTCHINH, HEOOXOAMMBIX OyAyIIMM YYUTENSIM HHOCTPAHHOTO SI3BIKA B
Kazaxcrane, u comocraBieHne 3TUX TpeOOBaHMI C BEAYLIMMH MEXIYHapOAHBIMH MozeiasiMu. B pabore nmpumenéH
CMEILAHHBII METOZ HCCIENOBAaHUS, BKIIOYAIOUINH ompoc 43 mpenonaBareneil sI3bIKOBBIX AUCLHUILIMH K3 Kazaxckoro
HalMOHAJIILHOTO yHUBepcUTeTa MMeHH anb-Papabu u 3ananHo-KazaxcTaHCKOro MHHOBALMOHHO-TEXHOJOTHYECKOTO
YHUBEPCHUTETA, a TAK)Ke CPaBHUTEbHBIH KoHTeHT-aHain3 DigCompEdu, Pamku nudpoBoii KOMIIETEHTHOCTH TIEJaroros
UNICEF, UNESCO ICT-CFT u EPOSTL. Pe3ynbrarsl NHOKa3bIBalOT, YTO MpENOAABATENM CUHUTAIOT LHU(POBYIO
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MIEIarOTUKY, YIPABICHUC OHJIAMH-B3aUMOACUCTBUECM, MYJIBTUMOAATIBHYIO IPaMOTHOCTh, HU(ppPOBOE olecHuBaHue, M-
IPaMOTHOCTh M HAaBBIKH MEXKKYJIBTYPHOTO HU(GPOBOTO TOCPESTHUYCCTBA KPUTUYCCKH BaXKHBIMH I YCTPaHCHHS
MPOOEIIOB B TEKYIIMX MOJEIAX, 0COOCHHO B yacT MI-0mocpe1oBaHHBIX SA3bIKOBBIX PAKTHK, MHOTOSI3BIYHOMN ITU(PPOBOH
KOMMYHUKAIIMH U MYJIBTUMOJAIEHOTO AUCKypCca. DTH BBIBOIBI MOAUEPKUBAIOT HEOOXOIMMOCTH JIOKAJIFHO PEIeBaHTHOM,
KOMILJIEKCHOM MOZEIN KOMIIETeHIMil. B OTBET Ha 3TO HccienoBaHue npeayaraet MHTerpaTuBHY0 paMKy KOMIIETEHLIUN
yUHTENIeH HHOCTPAHHOTO SI3bIKa, OOBEAMHAIONIYIO H(POBEIE, IEJarorndecKie, JHHIBUCTHICCKIE, MEKKYIETYPHBIC U
STHYECKUE M3MEPEeHHs Uil Ooinee >(PQEKTHBHON MOATOTOBKH OymymIMX yduTeled K pabdoTe B mHU(POBYIO 310Xy. B
3aKITIOUEHIH MOAYEPKUBACTCS BAKHOCTh OOHOBJICHHS IPOTPAaMM I1€IarOTHYECKOI IMOATOTOBKH M HEOOXOINMOCTH
JanbHEUIINX UCCIENOBAHNUMN U1 BaJUAaLUU IPEUIOKEHHON MOZIETH.

Knoueswie cnosa: npodheccuoHanbHas KOMICTCHITHS YIUTENS, S36IKOBOE 00pa3oBanue, nudpoBas TpaHchopMarus,
MYJIBTHMOJIATbHAS TPaMOTHOCTh, OHJIAWH-B3aUMOJCHCTBHE, MEXKKYIbTypHas IM(poBas KOMMYHHUKAIUS, pPaMKH
KOMIIETEHITUH.
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