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STUDY OF FUTURE TEACHERS’ READINESS TO INTERACT
WITH CHILDREN EXHIBITING DEVIANT BEHAVIOUR

Abstract

This study investigates the professional readiness of future teachers enrolled in different teacher education
programmes to interact with children exhibiting deviant behaviour. The study addresses the important role of teachers in
preventing deviant behaviour, identifying early signs of psychological maladjustment, and recognising risks associated
with problem behaviour among learners. The aim of the study was to examine and compare self-reported indicators of
the cognitive and operational-activity components of professional readiness among future teachers from different fields
of teacher education for working with children exhibiting deviant behaviour. Data were collected using an author-
developed self-report questionnaire assessing professional knowledge and skills. Statistical analyses were performed
using Jamovi (version 2.6). Between-group differences were examined using the Mann-Whitney U test, and the rank-
biserial correlation coefficient was additionally calculated to estimate effect size. The results revealed statistically
significant between-group differences in several overall and specific self-reported measures. Students enrolled in
psychological and pedagogical support programmes reported higher levels of professional knowledge and skills, as well
as higher scores on the overall measure. Among the specific skills assessed, the largest between-group difference was
observed in instructional design skills (r = 0.44). However, statistically significant differences were not observed across
all measures, indicating that the differences between the groups were selective and providing only partial support for the
study hypothesis. These findings suggest that strengthening the operational-activity component of teacher education may
represent a promising avenue for enhancing the professional preparation of future teachers. The self-report nature of the
instrument should be considered when interpreting the findings: the observed differences reflect participants’ perceptions
of their own professional readiness and should not be interpreted as objective differences in their actual level of
professional competence.

Keywords: professional readiness, future teachers, self-assessment, psychological and pedagogical support, children
exhibiting deviant behaviour, prevention of deviant behaviour, deviantological competence.

Introduction. Many global challenges facing society today are widely discussed in academic
research. One of the most important is the education and upbringing of the younger generation. The
significance of this issue for Kazakhstan has been emphasised by the Head of State, K.-J. Tokayev,
who identified quality education and proper upbringing as key priorities of Kazakhstani society. In
this context, teachers have an important role in preventing inappropriate and harmful behaviour
among adolescents and young people [1]. Education and upbringing provide young people with
important values and guidelines for personal and social development. They help prepare responsible
citizens, employees and family members. However, negative behavioural changes are increasingly
observed among adolescents and young people. Such changes may affect their thinking, emotions
and ability to control their behaviour.

Deviant behaviour among children and young people has become a global concern. This issue
affects teachers, psychologists, sociologists, parents and the international community. The authors’
study of international approaches to the prevention of deviant behaviour, conducted during research
visits to Poland, Slovakia and the United States, as well as an analysis of academic literature, shows
that schools in many countries face various forms of problematic behaviour.

Common problems among adolescents include aggression, suicidal behaviour, bullying,
violence, vandalism and different forms of addiction, such as drug, alcohol, and internet addiction.
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The rapid spread of digital technologies has also created new risks related to dangerous forms of
online behaviour and digital deviance. Under these conditions, teachers and trainee teachers need to
understand their role in preventing deviant behaviour among children and adolescents. They must
also be prepared to respond to the challenges created by a changing social and digital environment.
Teachers are in a particularly critical position because they interact with children regularly and may
notice early signs of psychological distress or risky behaviour. To identify and prevent such problems
effectively, teachers need relevant knowledge, practical skills, and professional competence. The
development of this competence should begin during teacher training at university.

The aim of the study is to examine and compare self-assessment indicators of the cognitive and
operational-activity components of future teachers’ professional readiness to interact with children
demonstrating deviant behaviour across different fields of teacher education. The need for this study
is driven by the necessity to improve teacher education programs in preparing future teachers to work
with children exhibiting deviant behaviour in school.

In the present study, professional readiness is conceptualised in terms of professional knowledge
and skills, operationalised through the cognitive and operational-activity blocks of the author-
developed questionnaire, designed on the basis of a structural model of teachers’ deviantological
competence.

The research hypothesis was based on the assumption that there are intergroup differences in
self-assessed indicators of professional knowledge and skills among future teachers from different
fields of teacher education. It was hypothesised that students enrolled in educational programmes
focused on psychological and pedagogical support may demonstrate higher levels of certain
indicators of the cognitive and operational-activity components of professional readiness than
students enrolled in general teacher education programmes.

The research question was formulated as follows: “What are the characteristics of future
teachers’ self-assessment of the cognitive and operational-activity components of professional
readiness to interact with children demonstrating deviant behaviour, and are there differences in the
corresponding indicators among students from different fields of teacher education?”

Literature review and key theoretical aspects of the research problem

In this study, deviant behaviour in children is examined through both psychological and
educational lenses. It refers to behaviour by minors that differs from socially accepted norms and is
expressed in their relationships, attitudes, values, and patterns of social interaction. Such behaviour
may also indicate difficulties in the child’s socialisation and personal development.

A review of the academic literature shows that researchers in education and psychology mainly
focus on the causes of deviant behaviour among children and adolescents, as well as on humanistic
approaches to addressing it. These issues have been examined by E.V. Zmanovskaya, Yu.A.
Kleiberg, A.A. Rean and other scholars [2, 3, 4]. Researchers and practitioners have also developed
various methods for preventing and correcting deviant behaviour among children and adolescents.
Important contributions in this area have been made by A.T. Akazhanova, A.N. Teslenko, Z.M.
Sadvakasova, Zh.B. Baiseitova and others [5, 6, 7, 8]. In the context of global digitalisation,
increasing attention is focused on integrating artificial intelligence into teacher professional
development, particularly in preparing educators to manage child deviant behavior [9].

In international research, behaviours that deviate from socially accepted norms — including
defiance of adults, impulsivity, aggression, and conflict with peers and teachers — are commonly
examined within the broader frameworks of disruptive and externalising behaviour, verbal
aggression, and other forms of maladaptive or non-normative behaviour. Although the terminology
and conceptual frameworks differ, these behavioural manifestations broadly correspond to what is
referred to as “deviant behaviour” in Kazakhstani scholarship, particularly in the fields of
deviantology, pedagogy, and psychology.

International researchers examine this issue from several perspectives. Extensive literature
addresses bullying among young people, as well as to adolescents’ attitudes, self-stereotypes and
social-emotional intelligence [10]. Other studies investigate anxiety and depression among African
children and adolescents [11]. The relationship between physical activity and deviant behaviour
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among Chinese adolescents has also attracted research interest [ 12]. International research is valuable
because it presents a wide range of approaches to the study of deviant behaviour and offers strategies
for its prevention and early intervention. However, despite the growing interest in this topic, the
professional readiness of future teachers to work with children exhibiting deviant behaviour remains
insufficiently studied. This research gap determined the focus of the present study.

The concept of a teacher’s professional readiness has been widely discussed in education and
psychology. However, there is still no single and universally accepted definition. In educational
research, professional readiness is generally understood as an integrated personal and professional
characteristic. It is based on a person’s experience and is developed through professional knowledge,
practical skills and abilities. A major contribution to the study of professional readiness was made by
the Kazakhstani academic school led by N.D. Khmel [13]. According to this approach, a teacher’s
professional readiness is a complex structure that includes professional qualities, specialised
knowledge and practical skills. These elements are reflected in three main components:

- motivational and value-based;

- content-related;

- process-related.

The development of future teachers’ readiness to interact with children exhibiting challenging
behaviour is also based on the competence-based approach. Most researchers define competence as
a combination of professionally important qualities, knowledge and skills that enable teachers to
perform their duties successfully. The literature indicates a close relationship between professional
readiness and professional competence. Professional readiness provides the basis for future
professional activity. Professional competence represents a more advanced level of development and
is demonstrated through a teacher’s ability to act effectively in both typical and difficult professional
situations. Therefore, professional readiness can be viewed as an important stage in the development
of professional competence. Competence, in turn, develops through professional education, practical
training and work experience. In the context of the present study, a teacher’s professional readiness
to interact with children exhibiting deviant behaviour is defined as an integrated personal and
professional characteristic that enables the teacher to perform relevant professional tasks
successfully. It also serves as a necessary basis for the development of deviantological competence.

Professional readiness provides the foundation for the development of deviantological
competence during university training and later professional practice. Deviantological competence
develops from this readiness and is strengthened through its practical application. For this reason,
professional readiness and deviantological competence should be considered as closely related and
successive stages of professional development. In this study, a teacher’s deviantological competence
is defined as a specific type of professional competence that enables the teacher to prevent, identify
at an early stage and address deviant behaviour among students.

The original theoretical model of teachers’ deviantological competence comprises five
interrelated components: cognitive, motivational-value, operational-activity, evaluative-reflective,
and personal [14]. In the present study, the quantitative part of the questionnaire primarily
operationalises the cognitive and operational-activity components of the model, with the latter
represented in the empirical instrument by a separate block assessing respondents’ practical
professional skills. These components formed the theoretical basis for the development of the
authors’ questionnaire, “Future Teacher Awareness”.

Methods and Materials. Research Design. The study employed a descriptive cross-sectional
design to examine future teachers’ self-assessed cognitive and practical readiness to work with
children who demonstrate deviant behaviour across different teacher education programmes. The
empirical data were collected using an author-developed self-report questionnaire grounded in a
previously established theoretical model of teachers’ deviantological competence.

Participants. The study involved 120 (N = 120) final-year undergraduate students enrolled in
teacher education programmes at Karaganda National Research University named after academician
Ye.A. Buketov. The sample was homogeneous in terms of the participants’ main socio-professional
characteristics: gender — female (100%); age — 20-23 years; educational level — undergraduate; stage
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of study — final year. At the time of the study, the participants had no experience of independent
professional teaching. Their practical experience of interacting with learners was limited to the
teaching practicum undertaken as part of their degree programmes.

Based on their field of professional preparation, the participants were divided into two groups
of equal size: 60 students (50.0%) enrolled in general teacher education programmes (prospective
teachers of general education subjects) — group 1; and 60 students (50.0%) enrolled in programmes
focused on psychological and pedagogical support — group 2. Thus, the two groups were comparable
in terms of sample size, gender, age range, stage of study, and the absence of independent professional
teaching experience. The principal difference between the groups was their field of professional
preparation, which corresponded to the aim of the between-group comparative analysis.

The division into groups was based on differences in the content of their professional training.
General teacher education programmes mainly focus on subject knowledge and general teaching
competence. Psychological and pedagogical support programmes provide more specialised training
in developmental psychology, deviant behaviour, psychological and pedagogical assessment, student
support and corrective work. Differences in the content of the educational programmes provided a
basis for comparing the students’ self-assessment scores across the two fields of teacher education.

Research Instrument. The data were collected using an author-developed questionnaire entitled
“Future Teacher Awareness”, designed to assess future teachers’ self-reported levels of professional
readiness to work with children who demonstrate deviant behaviour. The instrument is self-report in
nature and assesses respondents’ perceptions of their own professional knowledge and skills required
for organising psychological and pedagogical interaction with this group of children.

The questionnaire was developed on the basis of a previously theoretically grounded structural
model of teachers’ deviantological competence [14, p. 159]. The original model comprises five
interrelated components: cognitive, motivational-value, operational-activity, evaluative-reflective,
and personal. In the present empirical study, however, the questionnaire primarily operationalised
two components of professional readiness: the cognitive component, reflecting future teachers’
professional knowledge, and the operational-activity component, reflecting the professional skills
required to analyse, plan and organise interaction with children who demonstrate deviant behaviour.
Thus, the instrument was not intended to provide a comprehensive assessment of all components of
deviantological competence, as in our previous study of school teachers’ deviantological competence,
but rather to examine two key components of future teachers’ professional readiness to work with
children demonstrating deviant behaviour: the cognitive and operational-activity components.
Professional readiness is viewed here as a prerequisite for the development of deviantological
competence. During their professional training, future teachers acquire specific professional
knowledge and skills that can be assessed independently of their teaching experience. Accordingly,
the cognitive and operational-activity components can be assessed through self-report. At the initial
stage of professional development, these two components can be identified most directly, whereas
the remaining components require separate operationalisation associated with professional
experience and were therefore beyond the scope of the present study.

The questionnaire consists of two introductory questions and 38 rated items, grouped into two
main content blocks. The introductory section includes an open-ended question about the additional
knowledge respondents believe they need to work with children who demonstrate deviant behaviour,
as well as a question concerning the types of professional assistance and support they require. For the
second question, respondents could select up to three of the most important types of support,
including professional development, methodological and staffing support, consultation, opportunities
for professional exchange, and internships. Responses to the introductory questions were analysed
separately and were not included in the calculation of the quantitative indicators for the two main
blocks.

The cognitive block consists of 13 rated items assessing future teachers’ self-reported
professional knowledge. The items cover knowledge of the basics of psychodiagnostics and the main
signs of deviant behaviour; the educational needs and characteristics of children who demonstrate
deviant behaviour; psychological patterns of age-related and personal development; specialised
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teaching methods; specific tools used in organising the educational process; methods of psychological
and didactic planning; ways of organising interaction with learners; and approaches to working with
parents. A separate group of five items assesses knowledge of the educational needs of children
displaying different forms of deviant behaviour: risk-taking, suicidal, aggressive, addictive, and
delinquent behaviour.

The operational-activity block consists of 25 items grouped into five categories of professional
skills: analytical and predictive skills — 4 items; planning and design skills — 4 items; organisational
skills — 6 items; communication skills — 7 items; and reflective skills — 4 items.

Analytical and predictive skills reflect respondents’ self-assessment of their ability to analyse
the socio-psychological characteristics of a child’s behaviour, identify existing problems and the
factors and conditions underlying them; apply professional knowledge to specific methodological
problems; analyse pedagogical situations and take the results of such analysis into account when
organising interaction; and predict the child’s socio-psychological development and the
corresponding educational pathway.

Planning and design skills include self-assessed ability to define expected outcomes of
pedagogical work, plan pedagogical interventions, formulate objectives and the conditions required
to achieve them, select appropriate methods, resources and organisational formats, and design the
educational process in accordance with learners’ behavioural characteristics.

Organisational skills refer to respondents’ self-assessed ability to manage the behaviour and
activity of children displaying different forms of deviant behaviour, make decisions in non-routine
situations, select appropriate psychological and pedagogical interventions, organise dialogue-based
interaction, formulate tasks and requirements clearly, create an appropriate educational environment,
and make effective use of the resources available within the educational organisation.

Communication skills reflect respondents’ self-assessment of their ability to establish interaction
with children while taking their age-related and individual characteristics into account; use different
approaches to working with parents; respond to individual needs; perceive and interpret signals
arising during joint activities; recognise changes in psychological state through observable behaviour
and other outward signs; collaborate with other professionals; and create a supportive and
psychologically safe social environment involving the child’s family.

Reflective skills refer to respondents’ self-assessed ability to evaluate their own professional
actions in relation to intended objectives, judge the relative effectiveness of the methods and
resources used, analyse achievements and difficulties in professional practice, assess their own
professional readiness, and identify areas for further professional development and self-directed
learning.

All 38 items were rated using a three-point scale: 1 point — low level, 2 points — satisfactory
level, and 3 points — high level. All items were positively keyed, so higher scores indicated higher
self-assessed levels of the relevant professional knowledge or skill; no reverse scoring was applied.

Calculation and interpretation of indicators

For the cognitive block, each respondent’s mean professional knowledge score was calculated
as the arithmetic mean of the ratings across all 13 items. The five items assessing knowledge of the
educational needs of children displaying risk-taking, suicidal, aggressive, addictive and delinquent
behaviour were additionally combined into a separate indicator entitled “Knowledge of the
educational needs of children displaying different forms of deviant behaviour”, calculated as the
arithmetic mean of the ratings for these five items.

For the operational-activity block, five aggregated indicators of professional skills were
calculated — analytical and predictive, planning and design, organisational, communication, and
reflective skills — as the arithmetic mean of the items within each category. In addition, each
respondent’s overall professional skills score was calculated as the arithmetic mean across all 25
items in the block. Each item was given equal weight in this calculation, regardless of the category
to which it belonged.
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To obtain an overall indicator of the assessed components of professional readiness, the
arithmetic mean of the ratings across all 38 questionnaire items was calculated for each respondent,
including 13 cognitive items and 25 operational-activity items.

The resulting score retained the original range of 1 to 3 points. For substantive interpretation,
the following cut-off ranges were used: 1.00-1.66 — low level; 1.67-2.33 — satisfactory level; 2.34-
3.00 — high level. The overall score represented the combined self-assessment of the cognitive and
operational-activity components of professional readiness and was not interpreted as a
comprehensive objective measure of future teachers’ overall professional readiness.

Reliability and content validity of the instrument

The internal consistency of the two main blocks of the author-developed questionnaire was
assessed using Cronbach’s alpha (a) on the final study sample (N = 120). For the cognitive block,
consisting of 13 items, o = 0.858, indicating good internal consistency. For the operational-activity
block, consisting of 25 items, a = 0.946, indicating very high internal consistency among the items.

The content validity of the questionnaire was supported by its development on the basis of a
previously theoretically grounded and published structural model of teachers’ deviantological
competence [14, p. 159]. The theoretical constructs of the model were operationalised through a set
of professional knowledge and skills directly related to future teachers’ interaction with children who
demonstrate deviant behaviour.

At the same time, full psychometric validation of the questionnaire, including examination of its
factor structure and criterion-related validity, was not conducted as part of the present study. The
findings should therefore be regarded as an initial evaluation of the instrument. Further validation
should involve testing its structure in independent samples and comparing self-reported scores with
performance-based measures such as situational tasks, case analysis, observation, and expert
assessment of future teachers’ professional practice.

Research Procedure. Data were collected in March and April 2026 as part of the grant-funded
project “Psychological and Pedagogical Conditions for Developing School Teachers’ Professional
Readiness to Interact with Children Exhibiting Deviant Behaviour.” The study was conducted at the
university’s faculties.

The research consisted of three stages:

1) preparatory;

2) organisational;

3) analytical.

At the first stage, the aim and objectives of the study were specified, the study sample was
determined, and the research instrument was developed on the basis of a previously theoretically
grounded and published structural model of teachers’ deviantological competence. The indicators of
the two aspects of professional readiness under investigation were defined, and the materials required
for administering the questionnaire were prepared.

At the second stage, data were collected through an online survey using Google Forms.
Respondents were asked to complete the “Future Teacher Awareness” questionnaire. The electronic
questionnaire link was distributed by academic group tutors among students in their final year of
teacher education programmes. Participation was voluntary, and respondents completed the
questionnaire independently online under conditions of anonymity.

Before completing the questionnaire, respondents were provided with information about the
purpose of the study, the voluntary nature of participation, confidentiality, and the intended use of
the collected data. Completion of the questionnaire after reviewing this information was treated as
informed consent to participate in the study. No personally identifying information was used in the
statistical analysis or presentation of the findings.

At the third stage, the collected data were organised, statistically processed, and interpreted.
Indicators reflecting future teachers’ self-assessed cognitive and operational-activity components of
professional readiness to work with children demonstrating deviant behaviour were calculated. Based
on these data, a comparative analysis was conducted of the indicators obtained for students from the
two teacher education programmes.
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Data Analysis. For the between-group analysis, the indicators were calculated separately for
students from the two teacher education programmes. The statistical significance of differences
between the groups was assessed using the Mann-Whitney U test with a significance level of p <
0.05. In addition to statistical significance, the magnitude of between-group differences was assessed
using the rank-biserial correlation coefficient as a measure of effect size. The use of the Mann-
Whitney U test for comparing two independent groups was consistent with the study design.
Statistical analyses were conducted using Jamovi software (version 2.6).

Results and their Discussion. As part of the project, the research team conducted an online
survey to examine future teachers’ self-assessed professional readiness to work with children who
demonstrate deviant behaviour across different teacher education programmes.

In line with the study aim and the main research question, the analysis focused on respondents’
self-assessed professional knowledge in deviantology and professional skills related to working with
children who demonstrate deviant behaviour. The survey also explored respondents’ needs for
specific types of support, including educational, psychological, and methodological support. The
findings provide an overview of how future teachers assess the cognitive and operational-activity
components of their own professional readiness to work with children who demonstrate deviant
behaviour. The results of the analysis of the cognitive block are presented in Figure 1.

Knowledge of the basics of psychodiagnoistics and types of deviant 10% 290% 67.0%
behaviour o
Knowledge of the education of children with deviant behaviour [ NN 61,0%
Knowledge of the psychological and age-related characteristics of C310% 69.0%
children with deviant behaviour o
Knowledge of specialised teaching methods for children exhibiting 197% 142% 66.1%
17

deviant behaviour and their application

Knowledge of specialised technical aids [N E N 052%
Knowledge of methods of psychological and didactic planning [IISEGRIGEENT T 7%

Knowledge of the specific features of organising interaction with 15.7% 13.0%
children with deviant behaviour

Knowledge of technologies for organizing work with parents of sSR0SI 22,507
children demonstrating deviant behaviour s

71,3%

m Low level ® Satisfactory level High level

Figure 1. Indicators of self-assessed knowledge levels in deviantology and in working with children who
demonstrate deviant behaviour
Source: compiled by the author

As shown in Figure 1, high and satisfactory self-assessments of professional knowledge
predominated across most of the areas examined. The highest proportions of high self-assessments
were reported for knowledge of how to organise interaction with children exhibiting deviant
behaviour (71.3%), knowledge of their age-related and individual personality characteristics (69%),
basic knowledge of the psychodiagnosis of behavioural deviations (67%), and specialised
intervention methods (66.1%).

At the same time, satisfactory self-assessments predominated in several areas, particularly
knowledge of psychological and didactic design methods (68.9%) and specialised technical aids
(67.3%). Relatively higher proportions of low self-assessments were observed for knowledge of
technologies for working with parents (25.8%) and specialised technical aids (22.2%). Overall, the
distribution of self-assessed professional knowledge was heterogeneous: alongside areas
characterised by predominantly high self-assessments, several domains showed a greater prevalence
of satisfactory and low ratings.
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Self-assessed knowledge concerning the educational needs of children exhibiting different forms
of deviant behaviour — risk-taking, suicidal, aggressive, addictive, and delinquent behaviour — was
also examined separately. The distribution of the findings is presented in Table 1.

Table 1. Distribution of self-assessed knowledge of the educational needs of children with
different forms of deviant behaviour

Self-assessed knowledge level of educational needs of children exhibiting deviant
Type of deviant behaviour behaviour

High Satisfactory Low
Chlldr.en exhibiting risky 12.2% 70.9% 16.9%
behaviour
Chlldr’en exhibiting suicidal 12.6% 65.4% 22%
behaviour
Chlld(en with aggressive 14.2% 70.1% 15.7%
behaviour
Chlld(en with  addictive 16% 61% 23%
behaviour
Chlld(en with  delinquent 9% 579 349,
behaviour

Source: compiled by the author

As shown in Table 1, across all types of deviant behaviour examined, satisfactory self-
assessments of knowledge of educational needs of children exhibiting deviant behaviour
predominated (57.0-70.9%), while the proportion of high self-assessments ranged from 9% to 16%.
The highest proportion of low self-assessments was observed in relation to the educational needs of
children exhibiting delinquent behaviour (34%); for the other forms of deviant behaviour, this
indicator ranged from 15.7% to 23%. Thus, regardless of the specific form of deviant behaviour,
moderate self-assessments of knowledge of the educational needs of children exhibiting such
behaviour predominated in the overall sample, with the highest proportion of low self-assessments
observed in relation to delinquent behaviour.

Within the operational-activity component of professional readiness, the self-assessment of five
groups of professional skills among future teachers was examined: analytical and prognostic, design,
organisational, communication, and reflective skills. The distribution of self-assessed proficiency
levels across these skill groups is presented in Figure 2.

8,0 8,38 ] 88
10,0 15’%
High level
51
63 61
7
5 | satisfactory
level
H Jow level
Analytical and Design Organisational Communicative Reflective
predictive
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Figure 2. Self-assessed levels of professional skills among students
Source: compiled by the author

As shown in Figure 2, satisfactory self-assessments predominated across all groups of
professional skills examined, ranging from 51.0% to 73.0%. The highest proportions of satisfactory
self-assessments were observed for communication skills (73.0%) and organisational skills (71.3%).
At the same time, the highest proportion of low self-assessments was found for design skills (39.0%),
followed by analytical and prognostic skills (30.7%) and reflective skills (30.2%). Thus, although
satisfactory self-assessments predominated overall, the distribution varied across the different groups
of professional skills, with low self-assessments being most prevalent for design, analytical and
prognostic, and reflective skills.

In accordance with the aim and hypothesis of the study, the next stage of the analysis involved
comparing students’ self-assessed professional readiness across the two educational pathways. The
rationale for the between-group comparison was based on differences in the content of the respective
educational programmes: general teacher education programmes are primarily oriented towards
subject-specific and general pedagogical training, whereas psychological and pedagogical support
programmes provide more in-depth preparation in developmental psychology, deviantology,
psychological and pedagogical assessment, prevention, and support for learners. Accordingly, the
analysis examined the presence and magnitude of between-group differences in self-assessed
indicators of the cognitive and operational-activity components of professional readiness.

The comparative analysis included two groups of equal size: students enrolled in general teacher
education programmes (Group 1; n = 60) and students enrolled in psychological and pedagogical
support programmes (Group 2; n = 60).

The between-group comparative analysis was conducted at two successive levels. At the first
stage, aggregate indicators representing the components of professional readiness under investigation
were compared: the mean professional knowledge score, the knowledge score relating to the
educational needs of children exhibiting different forms of deviant behaviour, the mean professional
skills score, and the composite score for the components of professional readiness examined. This
approach made it possible to establish the overall pattern of between-group differences before
proceeding to an analysis of individual indicators of professional knowledge and skills.

The statistical significance of between-group differences was assessed using the Mann-Whitney
U test, while the magnitude of the differences was estimated using the rank-biserial correlation
coefficient (r). The results of the first stage of the comparative analysis based on the aggregate
indicators are presented in Table 2.

Table 2. Comparative analysis of aggregated indicators of students’ self-assessed professional
readiness across different teacher education programmes

. Group 1 Group 2

Indicator (n=6 OF)) M (n=6 OF)) M U p T
Mean indicator of professional knowledge 2.032 2.244 1222.5 0.002 0.321
Indicator of knowledge of the educational needs of
children displaying different forms of deviant 1.820 1.957 1438.0 0.055 0.201
behaviour
Mean indicator of professional skills 1.765 1.895 1400.0 0.036 0.222
Overalll 1nd1cator.of the assessed components of 1.856 2014 1372.0 0.025 0237
professional readiness

Source: compiled by the author

The results of the first stage of the between-group analysis revealed statistically significant
differences in three of the four aggregate indicators of professional readiness. All statistically
significant differences were in the same direction, with higher self-assessed scores observed among
students enrolled in psychological and pedagogical support programmes. The most pronounced
difference among the aggregate indicators was found for the mean professional knowledge score: M
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= 2.244 in the psychological and pedagogical support group and M = 2.032 in the general teacher
education group (U = 1222.5; p = 0.002; r = 0.321). A statistically significant difference was also
identified for the mean professional skills score: M = 1.895 and M = 1.765, respectively (U = 1400.0;
p =0.036; r = 0.222). A similar pattern was observed for the composite indicator of the components
of professional readiness examined, with a mean score of M = 2.014 among students enrolled in
psychological and pedagogical support programmes and M = 1.856 among students in general teacher
education programmes (U = 1372.0; p = 0.025; r = 0.237).

Comparison of the effect sizes provided an additional assessment of the magnitude of the
observed between-group differences. Among the statistically significant aggregate indicators, the
largest rank-biserial correlation coefficient was obtained for the mean professional knowledge score
(r = 0.321). The effect sizes for the mean professional skills score (r = 0.222) and the composite
indicator of the components of professional readiness examined (r = 0.237) were smaller. Thus, at
the level of the aggregate indicators, the differences between the two groups were most pronounced
in the self-assessment of professional knowledge, whereas the differences in self-assessed
professional skills and the composite indicator were less pronounced. These findings indicate that the
statistically significant between-group differences varied in magnitude depending on the component
of professional readiness examined.

In contrast to the other three aggregate indicators, no statistically significant between-group
difference was found for knowledge of the educational needs of children exhibiting different forms
of deviant behaviour (U = 1438.0; p = 0.055; r = 0.201). The mean score for this indicator was
somewhat higher in the psychological and pedagogical support group (M = 1.957) than in the general
teacher education group (M = 1.820); however, the observed difference did not reach the conventional
threshold for statistical significance. Thus, the pattern of between-group differences identified for the
other aggregate indicators did not extend to all characteristics of the cognitive and operational-
activity components of professional readiness examined.

At the second stage of the between-group analysis, individual content-specific indicators of
professional knowledge and skills were compared. Table 3 presents the arithmetic means (M) and
standard deviations (SD) for the indicators showing the most pronounced between-group differences
in the study sample. Examining these indicators helped to refine the overall pattern identified through
the analysis of the aggregate measures and to determine the specific characteristics of professional
readiness for which differences between students from the two educational pathways were most
evident.

Table 3. Indicators of differences within the sample according to individual criteria of the
cognitive component of professional readiness among future teachers from different training
programmes for working with children exhibiting deviant behaviour

Group 1 Group 2 Mann- Effect

Criterion (n=60), M+SD | (n=60), M+SD | Whitney U p size (1)

Knowledge of the psychological and

age-related characteristics of children 2.60+0.49 2.78 £0.42 1,470.0 0.031 0.18

with deviant behaviour

Knowledge of the educational needs of

children with addictive behaviour 1.82 +£0.65 2.03+0.58 1,478.5 0.053 0.18

Design skills 1,57+ 0,59 2,15+0,68 1010,5 < 0,001 0,44
Source: compiled by the author

A detailed analysis of the individual content-specific indicators revealed statistically significant
between-group differences for two of the three indicators presented in Table 3. Regarding self-
assessed knowledge of the psychological and age-related characteristics of children exhibiting
deviant behaviour, the mean score was higher among students enrolled in psychological and
pedagogical support programmes (M = 2.78; SD = 0.42) than among students enrolled in general
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teacher education programmes (M = 2.60; SD = 0.49). This difference was statistically significant (U
=1470.0; p=0.031; r = 0.18).

The most pronounced between-group difference among the individual indicators presented was
found for design skills. The mean self-assessment score was M = 2.15 (SD = 0.68) among students
enrolled in psychological and pedagogical support programmes, compared with M =1.57 (SD =0.59)
among students in general teacher education programmes. The difference was statistically significant
(U =1010.5; p <0.001), and the effect size (r = 0.44) was larger than those observed for the other
individual indicators presented in Table 3. Thus, the clearest difference between the two groups was
found in the self-assessment of design skills.

For self-assessed knowledge of the educational needs of children exhibiting addictive behaviour,
the mean score was also higher in the psychological and pedagogical support group (M =2.03; SD =
0.58) than in the general teacher education group (M = 1.82; SD = 0.65). However, the observed
between-group difference did not reach the conventional threshold for statistical significance (U =
1478.5; p = 0.053; r = 0.18). Therefore, the findings do not provide sufficient evidence of a
statistically significant difference between the two groups on this indicator.

Overall, the analysis of the individual content-specific indicators confirmed the heterogeneous
nature of the between-group differences. Statistically significant differences were found in the self-
assessment of knowledge of the psychological and age-related characteristics of children exhibiting
deviant behaviour and in design skills, with effect sizes of r = 0.18 and r = 0.44, respectively. No
statistically significant between-group difference was identified in self-assessed knowledge of the
educational needs of children exhibiting addictive behaviour. Overall, the results of the second stage
of the analysis indicate that the between-group differences were selective: among the individual
indicators examined, they were most pronounced in relation to design skills, whereas differences in
other characteristics were less marked or did not reach statistical significance.

The higher self-assessed scores observed among students enrolled in psychological and
pedagogical support programmes for certain characteristics may be associated with the specific
content of their professional training. However, the professional readiness of future teachers may also
be influenced by other factors that were not directly assessed in the present study, including the
amount of teaching practice, experience of interacting with children, professional motivation, and the
quality of practice-oriented training. Consequently, the research design does not allow causal
relationships to be established between the field of study and the differences identified. The findings
should therefore be interpreted as reflecting between-group differences within the study sample rather
than as evidence of a determining effect of the educational pathway on future teachers’ professional
readiness.

Overall, the results of the between-group analysis indicate statistically significant differences in
selected self-assessed indicators of the cognitive and operational-activity components of professional
readiness among students enrolled in the two educational pathways. However, differences were not
observed across all characteristics examined and varied in magnitude, indicating partial support for
the proposed hypothesis. To situate these findings within the existing scholarly context, the results
are subsequently compared with evidence from Kazakhstani and international studies.

Kazakhstani researchers Zh.B. Baisseitova, B.A. Nurmagambetova and G.B. Akhataeva
concluded that higher education programmes in Kazakhstan provide insufficient targeted preparation
for working with children exhibiting deviant behaviour. They also noted that teaching practice often
lacks tasks designed specifically to prepare future teachers to work with this group of students [8, p.
154]. Similar conclusions were reached by the research team during its analysis of teacher education
programmes conducted as part of the project in 2024—2026.

Studies by L.A. Grigorovich, A.A. Gorelov, A.Yu. Chudakov, A.V. Drozdova, M.I. Koshenova
and other researchers also indicate that future teachers, psychologists and childcare professionals
often lack the competences required to work with children exhibiting deviant behaviour [15, 16].
Most studies describe shortcomings in professional preparation, while relatively few include an
intervention or formative stage aimed at improving students’ readiness [17].
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The problem of teachers’ interaction with adolescents who exhibit negative behavioural
tendencies has been examined by international researchers from the perspective of cognitive-
behavioural approaches [18]. In contemporary American and European scholarship, the term “deviant
behaviour” is rarely used in the same sense as it is in Russian-language pedagogy and deviantology.
International research commonly uses neutral terms such as behaviour problems, conduct problems,
disruptive behaviour, externalising behaviour and at-risk students rather than the term deviant
behaviour [19, 20, 21]. This terminology reduces the risk of stigmatising children and focuses
attention on specific behavioural manifestations within their social and educational context.

International studies associate behavioural difficulties with limited self-regulation, emotional
instability, family problems, high stress levels and insufficient social support. Teacher preparation in
this area often includes social and emotional learning programmes (SEL). These programmes focus
on five main competences: self-awareness, self-regulation, social awareness, relationship skills and
responsible decision-making [22].

International research also indicates the effectiveness of the Positive Behavioural Interventions
and Supports model. When implemented effectively, this approach may reduce disciplinary incidents,
behavioural problems and school exclusions while contributing to a more supportive school
environment. Its effectiveness, however, depends on the quality and consistency of its
implementation.

A systematic review by S.N. McGuire et al. (2024) concluded that the preparation of future
teachers to work with children experiencing behavioural difficulties remains insufficiently studied.
At the same time, the development of relevant professional competences is recognised as an
important task in contemporary teacher education [23].

The authors of the present study agree with T.E. Smith, A.M. Thompson and B.R. Maynard
(2022), who argue that teacher preparation should include more than theoretical knowledge of
behavioural problems. It should also develop social and emotional competence, behaviour-
management skills, problem-solving, professional reflection and constructive teacher—student
interaction [24].

International studies also report that newly qualified teachers may possess theoretical knowledge
but feel unprepared when facing aggression, bullying or other serious behavioural problems in
schools. However, several studies have identified difficulties experienced by future and novice
teachers in applying their knowledge in practice when managing and preventing students’
behavioural difficulties. As a result, they may rely on reactive and situational responses rather than
on previously developed professional strategies.

The findings of the present study support this conclusion. Students in both groups demonstrated
gaps in their knowledge of specific forms and causes of deviant behaviour. They also showed
insufficiently developed practical skills and limited experience of interacting with students exhibiting
behavioural difficulties.

The findings of the present study are broadly consistent with these trends. In both groups,
alongside high and satisfactory self-assessments, a proportion of respondents reported low levels of
self-assessed professional knowledge and skills in specific areas. This was particularly visible in
respondents’ assessments of their knowledge of the educational needs of children displaying certain
forms of deviant behaviour, as well as in several practice-oriented skill areas. At the same time, the
self-report nature of the instrument does not allow these findings to be interpreted as objective
evidence of deficiencies in professional preparation or an actual lack of practical experience.

The distinctive feature of the present study lies in its comparative analysis of self-assessed
indicators of the cognitive and operational-activity components of future teachers’ professional
readiness to work with children who demonstrate deviant behaviour across different teacher
education programmes, drawing on a structural model of teachers’ deviantological competence
previously developed by the authors [14, p. 159].

Limitations of the study. Several limitations should be taken into account when interpreting the
findings. First, the sample was drawn from a single higher education institution and comprised 120
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final-year students enrolled in teacher education programmes. This limits the extent to which the
findings can be generalised to future teachers studying at other universities or in other regions.

Second, the study employed a cross-sectional design. Therefore, the differences identified
between students from the two teacher education programmes reflect characteristics of the study
sample and do not allow causal relationships to be established between the field of teacher education
and the observed indicators of professional readiness.

Third, the primary method of data collection was self-report questionnaire-based assessment.
Consequently, the findings reflect respondents’ subjective evaluations of their own professional
knowledge and skills and may be influenced by individual self-assessment tendencies and social
desirability bias.

Furthermore, the present study did not involve comprehensive psychometric validation of the
authors’ questionnaire, including an assessment of its factor structure and criterion-related validity.
Therefore, the findings obtained using this instrument should primarily be interpreted as self-assessed
indicators of the components of professional readiness under investigation rather than as results of a
standardised diagnostic assessment.

Future research should examine the psychometric properties of the instrument using larger and
independent samples and complement self-report data with objective assessment methods, including
situational tasks, case analysis, observation, and expert evaluation of future teachers’ professional
performance.

Prior to the commencement of empirical data collection, a working meeting was held on 25
February 2026 at the University’s Centre for Psychological Support of Educational Activities, with
the participation of members of the research team and Centre staff. The meeting addressed the
organisational and ethical aspects of the planned study. Particular attention was paid to ensuring the
principles of voluntary participation, informed consent, anonymity and confidentiality, as well as to
the procedures for collecting, processing and using the data obtained. Following the discussion, the
research procedure was agreed upon in accordance with the ethical requirements outlined above.

Before completing the questionnaire, participants were provided with information about the
purpose and procedures of the study, the voluntary nature of participation, anonymity, and the use of
the data collected. Completion of the questionnaire after reviewing this information was regarded as
informed consent to participate in the study. No personally identifiable information was collected or
used in the statistical analysis or presentation of the findings.

Empirical data were collected in March - April 2026. Following the completion of data collection
and analysis, the study findings and matters relating to compliance with ethical principles were
considered and discussed at a meeting of the Council of the Faculty of Philosophy and Psychology
of the University (Minutes No. 10, dated 22 May 2026).

Conclusions. The study of future teachers’ self-assessed professional readiness to work with
children who demonstrate deviant behaviour across different teacher education programmes leads to
the following conclusions:

In the cognitive component of professional readiness, satisfactory and high self-assessments of
professional knowledge predominated in the overall sample, although a proportion of respondents
reported low self-assessed levels in specific content areas. Similarly, satisfactory self-assessments
predominated with regard to knowledge of the educational needs of children exhibiting different
forms of deviant behaviour, with the highest proportion of low self-assessments relating to the
educational needs of children exhibiting delinquent behaviour.

In the operational-activity component, satisfactory self-assessments predominated across all
groups of professional skills examined. At the same time, the highest proportions of low self-
assessments were observed for design, analytical and prognostic, and reflective skills, indicating
heterogeneity in the self-assessed levels of individual components of future teachers’ professional
skills.

The between-group analysis revealed statistically significant differences in selected self-
assessed indicators of professional readiness among students enrolled in the two educational
pathways. Higher self-assessed scores for mean professional knowledge, mean professional skills,
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and the composite indicator were observed among students enrolled in psychological and pedagogical
support programmes. Analysis of the individual content-specific indicators showed that the most
pronounced between-group difference was observed in relation to design skills.

The between-group differences were selective and varied in magnitude. No statistically
significant differences were identified for the aggregate indicator of knowledge of the educational
needs of children exhibiting different forms of deviant behaviour or for the individual indicator of
knowledge of the educational needs of children exhibiting addictive behaviour. Thus, higher self-
assessed scores among students enrolled in psychological and pedagogical support programmes were
not observed across all characteristics of professional readiness examined.

The findings provide partial support for the research hypothesis: statistically significant
differences between students enrolled in the two educational pathways were identified for a number
of cognitive and operational-activity indicators; however, such differences were not observed across
all characteristics of professional readiness examined.

The findings suggest that strengthening the operational-activity component of teacher education
aimed at preparing future teachers to interact with children exhibiting deviant behaviour represents a
promising direction for the enhancement of educational programmes. Particular attention may be
warranted in developing design, analytical and prognostic, and reflective skills, as well as expanding
knowledge of the educational needs of children exhibiting different forms of deviant behaviour.

The findings highlight the need for further research into and development of future teachers’
professional readiness to interact with children exhibiting deviant behaviour, regardless of their
educational pathway. The development of teachers’ deviantological competence may be regarded as
one of the areas for enhancing the professional preparation of future teachers.

The scientific novelty of the study lies in generating comparative data on the self-assessed
cognitive and operational-activity components of professional readiness among final-year students
enrolled in different teacher education programmes in relation to their readiness to interact with
children exhibiting deviant behaviour. The findings demonstrate that between-group differences are
selective and vary in magnitude depending on the specific indicator of professional readiness
examined.

The theoretical significance of the study lies in extending current understandings of future
teachers’ professional readiness to interact with children exhibiting deviant behaviour through a
comparative analysis of self-assessed cognitive and operational-activity components among students
enrolled in different educational pathways. The findings contribute to understanding the
heterogeneous nature of individual components of professional readiness and help to further specify
the application of the concept of “teachers’ deviantological competence”, previously developed by
the authors, to the professional preparation of future teachers.

The practical significance of the study lies in the potential application of the findings to the
enhancement of future teachers’ professional preparation, particularly its operational-activity
component. The findings may inform the development of educational modules, scenario-based tasks,
case studies, academic courses, and teaching and learning materials aimed at developing design,
analytical and prognostic, and reflective skills, as well as expanding future teachers’ knowledge of
the educational needs of children exhibiting different forms of deviant behaviour.

Funding Information. This research has been funded by the Science Committee of the Ministry
of Science and Higher Education of the Republic of Kazakhstan (Grant No. AP23489106)

REFERENCES
1 Official Website of the President of the Republic of Kazakhstan. (2025, August 15).
Vystuplenie Glavy gosudarstva Kassym-Jomarta Tokayeva na plenarnom zasedanii Avgustovskoy
konferentsii na temu “Bilim keleshegi: adal azamat, kasibi maman” [Speech by the Head of State
Kassym-Jomart Tokayev at the plenary session of the August Teachers' Conference “Education for
the Future: A Just Citizen, a Skilled Professional”]. [Electronic resource] - URL:
https://www.akorda.kz/ru/vystuplenie-glavy-gosudarstva-kasym-zhomarta-tokaeva-na-plenarnom-

19


https://www.akorda.kz/ru/vystuplenie-glavy-gosudarstva-kasym-zhomarta-tokaeva-na-plenarnom-zasedanii-avgustovskoy-konferencii-na-temu-bilim-keleshegi-adal-azamat-kasibi-maman-1571733

©pney. Y3gikci3 6inim »xapubicbl — Opney. Bectn HenpepbiBHOro obpasoBaHms. Ne3(54)/2026

zasedanii-avgustovskoy-konferencii-na-temu-bilim-keleshegi-adal-azamat-kasibi-maman-1571733
[in Russian].

2 Zmanovskaya, E. V. (2021). Sovremennaya rossiyskaya deviantologiya: istoriya,
metodologiya, sotsialnye vyzovy i sovremennye tendentsii [Modern Russian deviantology: History,
methodology, social challenges and current trends]. Rossiyskiy deviantologicheskiy zhurnal [Russian
Journal of Deviant Behavior], 1(1), 12-23. DOI: https://doi.org/10.35750/2713-0622-2021-1-12-23
[in Russian].

3 Kleiberg, Yu. A., Omrali, Zh. O., Illyasova, B. K., & Rakimbaev, E. N. (2022). Yuvenologiya
(Psikhologiya sotsialnoy aktivnosti molodezhi). Monografiya [Juvenology (Psychology of Social
Activity of Youth). Monograph]. Almaty: Adal kitap, 229 p. [in Russian].

4 Rean, A. A., & Konovalov, I. A. (2021). Otsenka pedagogami podrostkovoi agressivnosti:
sotsialno-pertseptivnye aspekty i gotovnost k vmeshatelstvu [Pedagogical appreciation of juvenile
aggressiveness:  socio-perceptive  aspects and readiness of interference]. Rossiyskiy
deviantologicheskiy zhurnal [Russian Journal of Deviant Behavior], 1(2), 276-295. DOI:
https://doi.org/10.35750/2713-0622-2021-2-276-295 [in Russian].

5 Akazhanova, A. T. (2019). Deviantologiya [Deviantology: A Study Guide]. Almaty: Lantar
Trade LLP, 201 p. [in Russian].

6 Teslenko, A. N. (2025). Preventsiya shkolnogo ostrakizma v sisteme psikhologo-
pedagogicheskogo soprovozhdeniya uchashcheisya molodezhi [Prevention of school ostracism
within the system of psychological and pedagogical support for students]. Rossiyskiy
deviantologicheskiy zhurnal [Russian Journal of Deviant Behavior], 5(4), 576-593. [Electronic
resource] — URL: https://naukaru06.ru/en/nauka/article/104583/view [in Russian].

7 Sadvakassova, Z. M., Nurmakhanbetov, A. L., & Aimaganbetova, O. Kh. (2024).
Psikhologicheskie osobennosti igromana i1 podkhody v rabote s igrovoi addiktsiei cheloveka
[Psychological characteristics of a gambling addict and approaches to working with a person's
gambling addiction]. L.N. Gumilev atyndagy Euraziya ulttyx universitetinin HABARShYSY.
Pedagogika. Psihologiya. Aleumettanu seriyasy [Bulletin of the L. N. Gumilyov Eurasian National
University.  Pedagogy.  Psychology.  Sociology  Series], 147(2), 630-646. DOIL:
https://doi.org/10.32523/2616-6895-2024-147-2-630-646 [in Russian].

8 Baiseitova, Zh. B., Nurmagambetova, B. A., & Akhatayeva, G. B. (2015). Diagnosis of
readiness of the future teachers to work with students exhibiting deviant behaviour. Procedia — Social
and Behavioral Sciences, 190, 180—185. DOI: https://doi.org/10.1016/j.sbspro.2015.04.933

9 Mukhtarova, Sh., Baimukanova, M., Skakova, A., Ospanova, M., & Alimbayeva, R. (2025).
Using artificial intelligence in the process of developing a teacher’s deviantological competence.
Periodicals  of  Engineering  and  Natural  Sciences,  13(4), 949-964. DOLI:
https://doi.org/10.21533/pen.v13i4.1283

10 Seddig, D. (2020). Individual attitudes towards deviant behaviour and perceived attitudes of
friends: Self-stereotyping and social projection in adolescence and emerging adulthood. Journal of
Youth and Adolescence, 49, 664—677. DOI: https://doi.org/10.1007/s10964-019-01123-x

11 Rossouw, L., Watt, K., Davidson, L.L., & Desmond, C. (2024). The social determinants of
adolescent anxiety and depression in peri-urban South Africa. PLOS Mental Health, 1(6), €0000173.
DOI: https://doi.org/10.1371/journal.pmen.0000173

12 Zhang, B. G., & Qian, X. F. (2024). The impact of physical exercise on deviant behaviour
among Chinese adolescents. Psychology Research and Behavior Management, 17, 1561-1571. DOI:
https://doi.org/10.2147/PRBM.S452606

13 Khmel, N. D. (2008). Teoriya i tekhnologiya realizatsii tselostnogo pedagogicheskogo
protsessa [Theory and technology of implementing the holistic pedagogical process]. Almaty: Abay
Kazakh National Pedagogical University, 176 p. [in Russian].

14 Mukhtarova, S., Michvocikova, V., Baimukanova, M., & Barikova, A. (2025). Model of
formation of deviantological competence of the teacher. Pedagogy and Psychology, 64(3), 155—-169.
DOI: https://doi.org/10.51889/2960-1649.2025.64.3.015

20


https://www.akorda.kz/ru/vystuplenie-glavy-gosudarstva-kasym-zhomarta-tokaeva-na-plenarnom-zasedanii-avgustovskoy-konferencii-na-temu-bilim-keleshegi-adal-azamat-kasibi-maman-1571733
https://doi.org/10.35750/2713-0622-2021-1-12-23
https://doi.org/10.35750/2713-0622-2021-2-276-295
https://naukaru06.ru/en/nauka/article/104583/view
https://doi.org/10.32523/2616-6895-2024-147-2-630-646
https://doi.org/10.1016/j.sbspro.2015.04.933
https://doi.org/10.21533/pen.v13i4.1283
https://doi.org/10.1007/s10964-019-01123-x
https://doi.org/10.1371/journal.pmen.0000173
https://doi.org/10.2147/PRBM.S452606
https://doi.org/10.51889/2960-1649.2025.64.3.015

©pney. Y3gikci3 6inim »xapubicbl — Opney. Bectn HenpepbiBHOro obpasoBaHms. Ne3(54)/2026

15 Grigorovich, L. A., Gorelov, A. A., & Chudakov, A. Yu. (2022). Deviantologicheskaya
kompetentnost budushchikh pedagogov i psikhologov [Deviantological competence of future
teachers and psychologists]. Rossiyskiy deviantologicheskiy zhurnal [Russian Journal of Deviant
Behavior], 2(1), 63—76. DOI: https://doi.org/10.35750/2713-0622-2022-1-63-76 [in Russian].

16 Drozdova, A. V., & Koshenova, M. I. (2022). Problema deviantologicheskoy kompetentnosti
pedagogov i psikhologov obshchego obrazovaniya [The problem of deviantological competence of
teachers and psychologists of general education]. SMALTA, 4, 53-69. DOI:
https://doi.org/10.15293/2312-1580.2204.06 [in Russian].

17 Il'yankova, E. 1., & Semakova, A. 1. (2021). Optimizatsiya psikhologicheskogo
blagopoluchiya nesovershennoletnikh s delinkventnym povedeniem [Optimization of psychological
well-being of minors with delinquent behavior]. Rossiyskiy deviantologicheskiy zhurnal [Russian
Journal of Deviant Behavior], 1(1), 84-98. DOI: https://doi.org/10.35750/2713-0622-2021-1-84-98
[in Russian].

18 Franco, D., Vanderlinde, R., & Valcke, M. (2023). Empowering novice teachers: The design
and validation of a competence model to manage verbal aggressive behaviour in the classroom.
Education Sciences, 13(10), 971. DOI: https://doi.org/10.3390/educsci13100971

19 Tunagur, M. T., & Kurt Tunagur, E. M. (2026). Substance use and suicide attempts in
adolescents: A comparative analysis of clinical and psychosocial risk factors. Children, 13(2), Article
186. DOI: https://doi.org/10.3390/children13020186

20 Hunter-Rue, D. S., Miller, P., Hanson, J. L., & Votruba-Drzal, E. (2024). Relations between
adolescent perceptions of household chaos and externalizing and internalizing behaviors in low- and
middle-income families. Journal of Research on Adolescence, 34(4), 1500-1516. DOI:
https://doi.org/10.1111/jora.13016

21 Aldabbagh, R., Glazebrook, C., Sayal, K. et al. (2024). Systematic review and meta-analysis
of the effectiveness of teacher delivered interventions for externalizing behaviors. Journal of
Behavioral Education, 33(2), 233-274. DOI: https://doi.org/10.1007/s10864-022-09491-4

22 Lozano-Pefia, G., Sdez-Delgado, F., Lopez-Angulo, Y., & Mella-Norambuena, J. (2021).
Teachers' social-emotional competence: History, concept, models, instruments, and
recommendations  for  educational  quality.  Sustainability,  13(21), 12142. DOL:
https://doi.org/10.3390/su132112142

23 McQuire, S. N., Meadan, H., & Folkerts, R. (2024). Classroom and behaviour management
training needs and perceptions: A systematic review of the literature. Child & Youth Care Forum, 53,
117-139. DOL: https://doi.org/10.1007/s10566-023-09750-z

24 Smith, T. E., Thompson, A. M., & Maynard, B. R. (2022). Self-management interventions
for reducing challenging behaviours among school-age students: A systematic review. Campbell
Systematic  Reviews: Better Evidence for a Better World, 18(1), 1223. DOL:
https://doi.org/10.1002/¢c12.1223

Myxraposa 1. M.}, Jlanek f1.2, *CkakoBa A.K.?, bapukosa A.P.*
«Axademux E.A. Bexemog amvindazer Kapazanowl ynmmulx 3epmmey YHUGEPCUMEME» KOMMEPYUSIbIK eMeC
AKYUOHEPTIK KO2AMbL
2 bpamucnaeaoasvt Komenckuii ynugepcumemi
134 Kasaxcman, Kapazanowl
2 Cnosakus, bpamucnasa

1,34

BOJIAIIAK HEJATOI'TEPAIH JEBUAHTTBI MIHE3-KYJIBIK TAHBITATBIH
BAJIAJTIAPMEH O3APA OPEKETTECYT'E JAUBIH/IbIT'BIH 3EPTTEY

Anoamna

3eprTeysne opTypili nejarorukanslk OiuniM Oepy OarnapiiamanapblHga OiTiM anaThlH OoJlallak Iefarorrepiaiy
JICBUAHTTHI MiHE3-KYJIBIK TAaHBITAThIH OajlajlapMeH e3apa 9peKeTTecyre KaciOn MaspiibiFbl KapacThIpbulabl. 3epTTey NiH
O3CKTUIIT1 JEeBUAHTTH MiHE3-KYWIBIKTBHIH aJIJIBIH alylia, MICUXOJOTHSUTBIK KOJIAWCHI3ABIKTEIH aJFallKel OCNTiIepiH epTe
aHBIKTayZla JKoHEe OiTiM alyImbuIapAblH MpoOJeMalIbIK MiHE3-KYJIKbIHA OalJIaHBICTBI TOYCKENJEpli alKbIHIay a

21


https://doi.org/10.35750/2713-0622-2022-1-63-76
https://doi.org/10.15293/2312-1580.2204.06
https://doi.org/10.35750/2713-0622-2021-1-84-98
https://doi.org/10.3390/educsci13100971
https://doi.org/10.3390/children13020186
https://doi.org/10.1111/jora.13016
https://doi.org/10.1007/s10864-022-09491-4
https://doi.org/10.3390/su132112142
https://doi.org/10.1007/s10566-023-09750-z
https://doi.org/10.1002/cl2.1223

©pney. Y3gikci3 6inim »xapubicbl — Opney. Bectn HenpepbiBHOro obpasoBaHms. Ne3(54)/2026

NeIarorTiH MaHBI3bl POJIMEH Herizneneni. 3epTTeyAiH MaKcaThl — SpTYPJIl MMeAaroruKaliblK AaspiiblK OarbITTapbIH/IA
OiiM anmaTblH OoJlallak IeAarorTepiiH JIeBHAHTTHI MIHE3-KYJIBIK TaHBITATHIH OallalapMeH JKYMBIC icTeyre Kociom
JaspibIFIHBIH ~ KOTHUTHBTIK JKOHE ONEpalMsUIBIK-IC-OpEKeTTIK KOMIIOHEHTTEPIHE KaThICTBl ©3IHIIK Oaranay
KOPCETKIIITEPiH 3epieliey >KOHE CalbICTHIpy. Jepektep KociOm Oimimaep MeH HarmpuIapipl Oaranayra apHaIFraH
aBTOPJIBIK ©31HIIK ecen Oepy cayalTHamMachl apKbUTBI KUHAIAB. CTaTHCTHKANBIK Taiaay Jamovi OarmapiaMachkiHbIH 2.6
HYCKACHI apKBUIBI )KYpri3iiai. Tornrap apackIHAAFbI allbIpMAIIBUIBIKTAPABI aHBIKTAY YITiH MaHH-Y utHIIIH U-KpuTepuiii
KOJNJAHBUIOB, COHIAi-aK ocep KejJeMiH Oarajay MaKCaTBIHAA DPaHTTIK-OMCEePHANABIK KOPPeanus Kod(p(HUIHEHTI
ecenrreni. 3epTTey HOTIDKENepi GipKarap KajIibl JKOHE KEKeJlereH o3iHIiK Oaranay KepceTKimTepi OOibIHIIA ToITap
apacelHIa CTAaTHCTHKAIBIK TYPFBIIAH MaHBI3ABl afbIPMAIIBLIBIKTApABIH 0ap eKeHiH KepcerTi. [ICHXONOrusIIbIK-
NelaroruKajblK cyiiemenney OarmapiaManapbiHaa OUTiM anaThlH CTYAEHTTEp KociOum OumiMaepi MeH JarabliapblH
JKOFapblpak OaranaraH, COHJAi-aK WHTETrPpaJIbIK KOPCETKIM OOMbIHIIA J1a )KOFaphl HOTHXKeEJIep KopceTkeH. barananraH
JKEKeJIeTeH JarbUIap/IblH IMIiHJIe TONTap apachlHAarbl €H YJIKEH aibIpMalIblIbIK MelaroruKajblK jkobanay AaFabliaapbl
OoiibiHmIa aHbIKTaIB! (1 = 0.44). Anaiina 3epTTesnreH KOpceTKITepAiH 0apibIFbl OONBIHINA CTATUCTUKANBIK, TYPFHIIaH
MaHBI3/Ibl abIPMalIBUIBIKTAp aHBIKTAIFaH JKOK. byl Tonrap apachlHAarbl ailblpMallbUIBIKTAp/IbIH 1pIKTEMelli cunarra
OOJFaHBIH KOPCETIll, 3epTTey TUIIOTE3aChIHbIH illiHApa PacTaNFaHbIH aliFaKTailpl. AJBIHFaH HOTIKENIEP MeNarortepui
JasipiuaynblH TMPAKTUKAJBIK OaFrmaphlH KymeHTyai OoiamaK NemarorTepliH KociOM MaspibIFBIH  OKSTULHIPYIiH
TIEPCIICKTHBANBI OaFbITHl PETiHAE KapacThIpyFa MYMKIHmIK Oepexmi. Hotmxenepni TyciHmipy KesiHIe KOJIaHBUIFaH
KYpaJIIblH ©3iHAIK ecen Gepy CHIATBHIH €CKepy Ka)KeT: aHBIKTAIFaH aflblpMallbUIBIKTap KaTHICYIIBUIAPIBIH ©3/CpPiHiH
KOCiOM HaspIieIFblHA OepreH OarachlH KOpCETeAi JKOHE KOCciOM KY3BIPETTUTIKTIH HAKTHI JEHIeHiHOeri OOBEeKTHUBTI
afBIPMAIIBUTBIKTAP PETiHIC TYCIHIIPLIMEYI THIC.

Tyuinoi coe3zdep: KociOM HaspibIK, OONaIlaK MeAarorrep, ©3iHAiK Oaraiay, MCHUXOJOTHSUIIBIK-TICIarOrHKaIbIK
cydemenjey, JAEBHAHTThI MiHE3-KWIbIK TAaHBITATBIH Oajiajap, JEBHAHTTHI MiHE3-KYIBIKTBIH — alJblH  ally,
JICBUAHTOJIOTUSUIBIK, KY3BIPETTLIIIK.

Myxtaposa 1. M.", [lanek f1.%, *CkaxoBa A.K.?, bapukosa A.P.*
134 Hexommepueckoe akyuoneproe obuecmeo «Kapazanounckuii HayuoHanbHulil Ucc1e006amenCKull
yHugepcumem umenu axademuka E. A. Bykxemoeay»
2 Vuusepcumem umenu Komencrozo 6 Bpamucnage
.34 Kasaxcman, Kapazanoa
2 Cnosakus, bpamucnasa

HCCJIEJOBAHUE 'OTOBHOCTH BYIYHIUX NNEJAT'OTI'OB K
B3AMMOJAEUCTBUIO C AETbMMU, ITPOABJIAIOHNINMU JIEBUAHTHOE
IHOBEJEHUE

AnHomayus

B craTbe paccmarpuBaeTcs mpodiiemMa mpoQecCHoHaIbHOW TOTOBHOCTH OYAYIIUX IIE1aroroB pa3HbIX HalPaBICHUH
MTOJITOTOBKH K B3aUMOJICHCTBHIO C IETHMH, IEMOHCTPHPYIOIUMH I€BUAHTHOE TIOBEACHUE. AKTYaJIBHOCTD HCCIICTOBAHUS
o0yciioBlieHa 3HAYUMMOI pOJIBIO Mejxarora B NMpOQHIAKTHKE JEBUAHTHOTO TOBEJCHMS AETEeH, pPaHHEM BBISBICHUU
MICHXOJIOTHYECKOTO HEOJIAronoiyyus 1 pUCKOB IPOOJIEMHOTO MOBeIeHus o0yvarorumxcs. Llenb uccnenoBanus - M3yuuTh
U COIMOCTAaBUTh CAMOOIICHOYHBIE ITOKa3aTeN KOTHHUTHBHOTO M OMNEpalMOHAIHHO-AEATEIbHOCTHOIO KOMIIOHEHTOB
po¢eCCHOHATBHOI TOTOBHOCTH OYAYIINX MEaroroB pa3HbIX HAIIPABICHUN MOATOTOBKHU K B3aNMOAEHUCTBHIO C AETHMH,
JEeMOHCTPHPYIONIMMH JA€BHAHTHOE MoBeaeHne. [y cOopa JTaHHBIX MCIIONB30Balach aBTOPCKAsi CaMOOTUYETHAS aHKETa,
HarpaBJieHHas Ha OIIEHKY NPo(ecCHOHATIBHBIX 3HaHNH U yMeHnH. CTaTucTHyeckast 00paboTKa BHIIIOJIHEHA B IPOrpaMMe
Jamovi (Bepcust 2.6). 1ist OIEHKH MEXTPYIIOBEIX pa3iuuuii npuMensuicst U-kputepuit MaHHa- Y UTHH; JOTIOJIHUTEIHEHO
paccuuThIBaJICS KO3((GHUINEHT paHIOBO-ONCEPHAIbHON KOPPEISIMN KaK OKa3aTelb BeIMUnHbI a3 dekra. B pesynpraTe
HCCIIeJOBAHMS BBISIBJICHBI CTATUCTUYECKH 3HAYMMBbIE MEKIPYIIIOBBIE Pa3JIMUMs 110 OTAEIBHBIM 0000IEHHBIM M YaCTHBIM
CaMOOIICHOYHBIM T0Ka3areisiM. boiiee BEICOKHE 3HAUEHHS CPEJTHETO MoKa3aTelis MpoecCHOHAIBHBIX 3HAaHHUH, CPEIHETO
roKazaTessi Npo(ecCHOHANBHBIX YMEHHI U MHTErpajbHOTO IOKa3aTessl HalIoaIuch y CTYAEHTOB 00pa3oBaTelIbHBIX
MPOTpaMM  IICHXOJIOTO-MIEIarOTHIECKOTO CONPOBOXIeHUA. Cpemu TpencTaBICHHBIX OTIENBHBIX XapaKTepUCTHK
Hanbosee BRIpAKEHHOE MEXTPYTIIOBOE PA3IMUNe BBIABICHO MO MPOSKTUPOBOYHEIM yMeHISIM (1 = 0.44). BmecTe ¢ Tem
CTaTHCTHYECKH 3HAYMMBIE Pa3INYMs YCTAHOBJICHBI HE IO BCEM HCCIIEIyEeMbIM ITOKAa3aTelsIM, YTO CBHUICTENBCTBYET 00
M30MpaTeTFHOM XapaKTepe MEXTPYIIIOBBIX PA3NHYWN W YAaCTHYHOM MOIATBEPIKICHHHM THUIOTE3BI HCCIEIOBAHUS.
[TomydeHnsle pe3ynbTaThl IMO3BOJSIIOT PACCMATPUBATH YCHICHHUE NPAKTHKO-OPHEHTHPOBAHHOW COCTaBIAIOMIEH Kak
NIEPCIIEKTHBHOE HAIIPABJIEHHE COBEPIICHCTBOBAHMS INPO(ECCHOHAIBHOM NOATOTOBKM Oynymumx mnexaroros. Ilpm
HUHTEpIpEeTaluu Pe3yabTaTOB CIEAYET YUUTHIBATE CAMOOTUETHBIH XapaKTep UCTIONb3yEeMOr0 MHCTPYMEHTA: BBISIBIICHHBIE
pasyiMuusl OTPaKAIOT CaMOOLCHKY NPO(ECCHOHAIBHON TOTOBHOCTH M HE MOTYT PacCMaTpHBAThCS KaK OOBEKTHBHO
YCTaHOBJICHHBIE Pa3/INuus B (PaKTHIECKOM YPOBHE NPO(ECCHOHATIBHOM KOMIIETEHTHOCTH.

Kniouegvie criosa: npodeccroHanbHasi TOTOBHOCTh, OyAyIIHe Neaaror, CaMoOIeHKa, ICHUX0JIOr0-1eJarOrHYecKoe
COIIPOBOXKICHHUE, JI€TH, NPOSBISIONIME JICBUAHTHOE TIOBEJACHUE, NPOQUIAKTHKA JIEBUAHTHOTO IIOBEJCHUS,
JCBUAHTOJIOTNIECKasi KOMIIETEHTHOCTb.
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