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Abstract. This study investigates the readiness of future English as
a Foreign Language (EFL) teachers in Kazakhstan to implement criterion-
referenced assessment (CRA) amid the country’s ongoing digital transformation
of education. Since Kazakhstan replaced its traditional five-point grading
system with CRA in 2016 under the “Updated Educational Content” reform,
the Professional Standard “Pedagogue” has required teachers to demonstrate
assessment competence, yet little empirical evidence exists on how well pre-
service teachers meet this requirement before specialized training. To address this
gap, the study diagnoses the criterion-referenced assessment competence (CRAC)
of 3rd-year undergraduate students (N=100) enrolled in the “Foreign Language:
Two Foreign Languages” program at Yessenov University. Using a quantitative
descriptive design, the authors developed and validated the CRAC-DS, a 20-item
diagnostic survey (Cronbach’s a=0.86) measuring four components: cognitive,
functional, digital, and reflexive. Results reveal an overall low level of readiness
(M = 2.37/5.0), with 67% of respondents at a low level, 33% at a moderate
level, and none reaching a high level. The most pronounced deficit appears in
functional design skills (M = 1.88), where students struggle to construct rubrics
and descriptors despite adequate theoretical knowledge (cognitive component, M
=2.84). Digital competence (M =2.29) is similarly weak, exposing a gap between
students’ everyday digital fluency and their ability to apply Al and digital tools
for pedagogical assessment. These findings confirm a persistent theory-practice
gap in teacher preparation and underscore the need for a practice-oriented
methodology integrating Al-supported tools, immersive grading simulations, and
workshop-based rubric design into EFL teacher education.
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Introduction
The transformation of educational assessment practices represents one
of the most significant reforms in contemporary education systems worldwide.
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Kazakhstan has undertaken one of the most comprehensive educational reforms
in post-Soviet Central Asia. In 2016, the country replaced its traditional five-point
grading system with criterion-referenced assessment (CRA), a model designed
to provide clearer feedback on what students have learned. This shift reflects a
global movement toward more transparent and objective assessment practices.

This educational transformation, known as the “Updated Educational
Content,” represents much more than a simple grading change. The
reform redesigned curriculum, teaching methods, and assessment practices
simultaneously. The process began with pilot programs in specialized schools,
such as Nazarbayev Intellectual Schools (NIS), before expanding to all public
schools nationwide. Importantly, the new approach emphasizes criterion-
referenced assessment meaning students are evaluated against fixed performance
standards rather than compared to each other [1]. This model was developed with
input from international educational partners to ensure both rigor and fairness.

The Updated Educational Content brings together three essential elements
that work together to improve learning outcomes. First, the curriculum now
emphasizes 21st century skills beyond traditional content knowledge. Second,
teaching has shifted to more student-centered approaches that encourage active
learning. Third, assessment practices now integrate both formative assessment
(feedback during learning) and summative assessment (final evaluation). Within
this integrated system, criterion-referenced assessment functions as the central
tool for measuring whether students have achieved the predetermined learning
outcomes [1].

Foreign language education holds particular importance in this reformed
system. Kazakhstan’s trilingual policy requires students to develop proficiency
in Kazakh, Russian, and English. This ambitious goal places substantial
responsibility on foreign language teachers, who must now assess student progress
not only against traditional language tests but also using criterion-based rubrics
that evaluate communicative competence across listening, speaking, reading,
and writing. The shift from norm-referenced to criterion-referenced assessment
fundamentally changes how teachers understand language proficiency and how
they provide feedback to learners.

The strategic importance of these reforms is confirmed by the “Concept
for the Development of Higher Education and Science for 2023-2029,” which
explicitly calls for a transition from knowledge transmission to competence
development. This policy framework establishes that assessment must measure
student mastery against clear criteria rather than rely on traditional grading
curves [2]. Furthermore, the Professional Standard “Pedagogue” in Kazakhstan
now mandates that all teachers possess “assessment competence”, specifically,
the ability to design and implement both formative and summative assessments
using criterion-based tools [3].

Despite these clear policy requirements, a significant gap exists in teacher
preparation. Traditional teacher education programs have long emphasized
general pedagogical theory such as learning theories, child development, and
curriculum design, but have provided limited practical instruction in assessment
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design. Teachers often graduate without experiencing hands-on practice in creating
rubrics, interpreting criterion-based data, or providing criterion-referenced
feedback. This theory-practice gap becomes even more problematic as education
systems increasingly incorporate artificial intelligence (Al) and digital tools into
assessment. Teachers are now expected not only to design effective rubrics but
also to leverage technology for more objective and efficient evaluation. Without
specialized training in both criterion-referenced assessment and its technological
applications, newly qualified teachers struggle to implement these reforms
effectively. Consequently, the objective of this study is to quantitatively diagnose
the current level of criterion-referenced assessment competence (CRAC) in
3rd-year university students specializing in “Foreign Language: Two Foreign
Languages” to identify specific deficits and justify the development of a new
methodology.

The transition from norm-referenced to criterion-referenced assessment
(CRA) represents a global trend in educational modernization, shifting the focus
from ranking students to measuring their mastery of specific learning objectives.
In the context of Kazakhstan, this shift is operationalized through the “Updated
Educational Content” reform initiated in 2016.

Theoretical foundations for this approach were established by J.D. Brown
and T. Hudson [4] and W.J. Popham [5], who argued that for skill-based subjects
like foreign languages, assessment must be directly aligned with instructional
criteria rather than relative performance. In the post-Soviet space, this transition
requires a fundamental “re-culturing” of the teaching workforce. Kardanova et
al. highlight that teachers trained in the Soviet tradition of the “four-point” scale
(2-5) often struggle to adopt the objectivity required by CBA, viewing it as a
bureaucratic burden rather than a pedagogical tool [6].

Local researchers Abdrakhmanova [7] and Bondarenko [8] note that while
the policy framework for CBA is robust, its implementation in mainstream
Kazakhstani schools has been uneven. Their findings suggest that while
teachers generally accept the rationale for reform, citing the need to conform to
international standards, they face significant difficulties in the practical design of
rubrics and descriptors. This creates a “mimicry of reform,” where old grading
habits are simply masked by new terminology.

Foreign language education presents unique challenges for assessment due
to the multidimensional nature of communicative competence. The Common
European Framework of Reference for Languages (CEFR) serves as the
benchmark for language education in Kazakhstan, necessitating assessment tools
that can validly measure speaking and writing skills.

However, recent studies indicate a critical gap in the “Assessment Literacy”
(AL) of Kazakhstani EFL teachers. Tleuov found that despite the communicative
goals of the curriculum, many teachers revert to assessing grammar and reading
via multiple-choice tests because they lack the confidence to design and score
performance-based assessments for speaking [9]. This “washback effect,”
driven by high-stakes testing, undermines the principles of criterion-referenced
assessment.
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Orynbasar and Abdykerimova specifically investigated the general
professional competencies of future teachers and identified assessment as a
“deficit zone.” They argue that university preparation programs often focus on
methodology of teaching (how to explain) rather than methodology of evaluation
(how to measure), leaving graduates ill-equipped to construct valid assessment
instruments [10].

The “Concept for the Development of Higher Education and Science
for 2023-2029” mandates the digitalization of the educational process [2], yet
empirical data suggests a disconnect between policy ambitions and the reality of
teacher preparation.

A study by Yrymbayeva using the DigCompEdu framework revealed that
while future educators in Kazakhstan perceive themselves as digitally competent,
their skills are largely limited to information consumption rather than professional
pedagogical application [11]. Similarly, Akhmetova and Zhumagaliyeva found
that pre-service teachers struggle to integrate technology into the assessment
process specifically. They can use a Learning Management System (LMS) to
upload grades, but rarely use digital tools to generate or analyze assessments
[12].

This “digital usage gap” is particularly critical regarding Artificial
Intelligence. Moldashev reports that Al adoption among Kazakhstani teachers is
currently “selective rather than routine.” While younger teachers are more open
to Al, their usage is not correlated with professional qualification, implying that
universities are not yet systematically teaching how to use Al for educational
purposes [13].

The release of the “Conceptual Framework for Al Implementation for
2025-2029” by the Ministry of Education signals a strategic pivot toward Al-
enhanced pedagogy [14]. This framework creates a legal and ethical basis for
using Al to automate routine tasks, including assessment design.

Ibrayeva analyzes the potential of Al in Kazakhstani universities, noting
that Al can significantly reduce the administrative burden of grading and provide
real-time feedback which are key components of formative assessment. However,
she identifies “lack of specialized teacher training” as the primary barrier [15].
Without specific methodologies, the introduction of Al risks widening the
inequality gap between urban and rural schools, where digital infrastructure
differs significantly.

The review of the literature allows for the following conclusions regarding
the current state of the problem:

1. Established Policy, Lagging Practice: The normative legal framework
for CBA is fully developed, but the practical readiness of teachers lags behind.

2. Specific Deficit in “Design” Skills: Future teachers know what CBA is
but do not know how to make it (rubrics, descriptors).

3. The “Al Blind Spot”: Current research explores digital literacy broadly
or Al policy strategically. There is a lack of specific studies on how future EFL
teachers can use Al to design criterion-referenced assessments.
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Therefore, this study aims to bridge this gap by diagnosing the specific
intersection of criterion-referenced assessment competence and digital/Al
readiness among pre-service teachers, providing empirical data to justify a new,
technology-enhanced training model.

To achieve the stated aim, the study addresses the following objectives:

— to diagnose the current level of criterion-referenced assessment
competence (CRAC) among 3rd-year EFL pre-service teachers prior to specialized
training

— to identify which specific components, cognitive, functional, digital, or
reflexive, demonstrate the most significant deficits;

— to determine the extent to which future teachers are prepared to integrate
Al and digital tools into the assessment process.

Materials and Methods

The methodological strategy of the research is determined by the logic
of the competence-based approach, which defines the result of education as the
ability to solve professional problems. The study relies on the systemic-activity
approach to analyze the structure of the future teacher’s activity in designing
assessment tools. Furthermore, considering the digitalization of education, the
study integrates the immersive-adaptive approach, which conceptualizes the
professional training of teachers within a high-tech, Al-saturated educational
environment. This combination allows for a holistic examination of Criterion-
Referenced Assessment Competence as a dynamic, integrative quality of the
future specialist.

The study employs a quantitative descriptive research design. This method
was selected to provide a statistical baseline of student competencies prior to any
experimental intervention. The study was conducted in the 2025-2026 academic
year, Fall semester, at Yessenov university in Aktau, Kazakhstan.

The target population consisted of 3rd-year undergraduate students majoring
in 6B01705 - Foreign Language: Two Foreign Languages program. The sample
size was N=100. Third-year students were specifically selected because they have
completed foundational pedagogical coursework including assessment-related
modules and have typically begun practicum experiences in schools, providing
exposure to actual classroom assessment practices.

- Inclusion Criteria: Students enrolled in the 5th semester who have
completed general pedagogy and psychology courses but have not yet taken the
specialized elective course on “Modern Assessment Technologies.”

- Demographics: The sample included 8 male (8%) and 92 female (92%)
students, reflecting the typical gender distribution in pedagogical faculties in the
region.

A structured survey, the “Criterion-Referenced Assessment Competence
Diagnostic Survey” (CRAC-DS), was developed for this study based on the
Professional Standard “Pedagogue.” The instrument consisted of 20 items divided
into four sub-scales, rated on a 5-point Likert scale (1 = Strongly Disagree/Low
Competence, 5 = Strongly Agree/High Competence):
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1. Cognitive Component (Theory): Knowledge of assessment terminology
(validity, reliability), types of assessment (formative/summative), and legal
frameworks.

2. Functional Component (Skills): Ability to design descriptors, construct
rubrics, and align tasks with learning objectives.

3. Digital Component (Al & Tools): Proficiency in using digital platforms
(LMS, Google Forms) and Al (ChatGPT, chatbots) for generating assessment
content.

4. Reflexive Component (Self-Evaluation): Ability to analyze one’s own
objectivity and bias in grading.

The “Criterion-Referenced Assessment Competence Diagnostic Survey”
(CRAC-DS) underwent a rigorous validation process to ensure the accuracy of
the data.

— Content Validity: The initial pool of 20 items was reviewed by a panel
of three experts: a senior lecturer in foreign language methodology, a specialist
in educational measurement, and a practicing school teacher with “Teacher-
Researcher” qualification. The experts evaluated the relevance of each item to
the Professional Standard “Pedagogue.” Based on their feedback, two items were
rephrased for clarity.

— Reliability: Tomeasure the internal consistency of the survey, Cronbach’s
alpha coefficient (o) was calculated. The overall instrument demonstrated high
reliability (0=0.86), indicating strong internal consistency. The sub-scales also
showed acceptable reliability: Cognitive (0=0.82), Functional (0=0.79), Digital
(0=0.84), and Reflexive (a¢=0.81). This confirms that the CRAC-DS is a reliable
tool for diagnosing assessment competence in this context.

Below Figure 1 presents the reliability analysis of the Criterion-Referenced
Assessment Competence Diagnostic Survey (CRAC-DS) used in the study. It
summarizes the internal consistency of the instrument and its subscales.

Reliability Analysis: Cronbach's Alpha for CRAC-DS

=== Acceptable Alpha (0.70)
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Figure 1- Reliability analysis results

110 BULLETIN of Ablai Khan KazUIRandWL



DIAGNOSING THE READINESS OF FUTURE EFL TEACHERS FOR CRITERION-REFERENCED ...

The survey was administered digitally via Google Forms to ensure
anonymity and honesty. Data were exported to SPSS for analysis. Descriptive
statistics (Mean, Standard Deviation, Frequencies) were calculated to determine
the levels of competence.

The levels were defined as follows based on the mean score:

—Low: 1.00 - 2.49

—Medium: 2.50-3.99

—High: 4.00- 5.00

Results

The analysis of the aggregate data reveals a concerning lack of readiness
among the respondents. As shown in Table 1 and Figure 2, the majority of students
fall into the “Low” competence category. Crucially, zero students demonstrated a
“High” level of competence, confirming the hypothesis that general pedagogical
training is insufficient for forming specific assessment skills.

Table 1. Distribution of Participants by Competence Level

Level Range Frequency (n) Percentage (%)
Low 1.00 -2.49 67 67%
Medium 2.50-3.99 33 33%
High 4.00 - 5.00 0 0%
Total 100 100%

Table 1 summarizes the distribution of 3rd-year students according to their
overall level of Criterion-Referenced Assessment Competence (CRAC). The
participants were categorized based on their mean survey scores into three levels:
Low (1.00-2.49), Medium (2.50-3.99), and High (4.00-5.00).

The quantitative data indicates a critical lack of readiness among the future
teachers. The majority of the sample, 67% (n=67), demonstrated a Low level of
competence. This group struggles with the fundamental concepts and practical
applications of criterion-referenced assessment. The remaining 33% (n=33)
fell into the Medium category, indicating partial understanding but insufficient
professional autonomy.

Most significantly, 0% (n=0) of the respondents achieved a High level of
competence. The complete absence of students in the “High” category serves
as a strong empirical indicator that the current standard curriculum is failing to
produce graduates who are fully prepared for the assessment demands of modern
schools.

Figure 2 below visually represents this distribution using a bar chart. The
disparity is starkly visible: the red bar representing the “Low” level dominates
the chart, rising to nearly double the height of the yellow “Medium” bar. The
“High” category is notably absent from the visual field, emphasizing the gap in
high-level proficiency. This graphical representation reinforces the urgency of the
problem without intervention, two-thirds of the cohort will enter the workforce
with inadequate assessment skills.
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Figure 2 - Distribution of Criterion-Referenced Assessment Competence Levels

A deeper analysis of the specific components illustrated in Table 2 and
Figure 3 highlights the uneven nature of the students’ preparation.

Table 2. Descriptive Statistics by Competence Component

Component Mean Std. Deviation (SD) Interpretation
Cognitive (Theory) 2.84 0.60 Moderate
Reflexive (Self-Eval) 247 0.62 Low/Borderline
Digital (Al & Tools) 2.29 0.70 Low
Functional (Design) 1.88 0.49 Critical Deficit
Overall 2.37 0.32 Low

Table 2 presents the descriptive statistics for the four components of
Criterion-Referenced Assessment Competence (CRAC). The data reveals a
heterogeneous profile of student readiness, characterized by significant disparities
between theoretical knowledge and practical application. Cognitive Component:
This dimension received the highest mean score (mean = 2.84, SD=0.60), which
falls into the “Moderate” range. This indicates that students have retained a
foundational understanding of assessment terminology and principles from their
general pedagogical coursework. As for the reflexive Component, that is the
self-evaluation skills of students are borderline low (mean = 2.47, SD=0.62),
suggesting a lack of regular practice in analyzing their own assessment biases
or objectivity. Despite the generation being “digital natives,” the score for using
Al and digital tools in assessment is surprisingly low (mean = 2.29, SD=0.70).
This points to a gap between general digital literacy and professional pedagogical
digital competence. Lastly, the most critical deficit is observed in the functional
design skills (mean = 1.88, SD=0.49). The low mean and relatively low standard
deviation indicate that the vast majority of students consistently struggle with the
practical task of designing rubrics and descriptors. The Overall mean score of
2.37 confirms that, on average, the sample population possesses a “Low” level of
readiness for implementing criterion-referenced assessment in schools.

Figure 3 below visualizes these findings using a radar chart. The chart
clearly illustrates the “skewed” nature of the students’ competence. The shape of
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the blue area leans heavily towards the “Cognitive” axis, while the “Functional”
axis shows a sharp retraction toward the center (zero). This visual gap visually
reinforces the “theoretical-practical divide”, students know about assessment
(Cognitive) but cannot do it (Functional), with digital and reflexive skills acting
as underdeveloped support mechanisms.

Competence Profile

Raflexive

Figure 3 - Profile of Criterion-Referenced Assessment Competence Components

The Cognitive Component received the highest score (2.84). Notably, 85%
of students rated their ability to design rubrics as ‘Low’ or ‘Very Low’. Students
generally understand what assessment is and can define basic terms like “test” or
“grade” due to their prior general pedagogy courses.

However, the Functional Component is critically low (1.88). Survey items
related to “I can design a rubric with clear descriptors” or “I can differentiate
between holistic and analytic scoring” received the lowest responses. This
indicates that while students know the theory of assessment, they lack the
instrumental skill to create assessment tools.

The Digital Component (2.29) is also surprisingly low for “digital native”
students. While they are proficient users of social media, they struggle to apply
technology (and specifically Al) for pedagogical purposes, such as automated
grading or generating test items.

Discussion

A critical finding of this study is the surprisingly low score in the Digital
Component (2.29). This result offers an important nuance to the existing
literature. While Yrymbayeva posits that future educators in Kazakhstan
possess high general digital literacy, our findings suggest that this confidence
does not automatically transfer to professional pedagogical tools [11]. There is
a distinct disconnect between “life digital skills” (social media, consumption)
and “professional digital skills” (using Al for rubric generation or automated
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feedback). This contradicts the assumption that young teachers will intuitively
adopt Al; rather, it confirms Moldashev’s observation that Al adoption remains
“selective” and requires explicit methodological instruction [13].

The observed discrepancy between cognitive (2.84) and functional
(1.88) scores empirically validates the ‘theoretical-practical gap’ previously
theorized by Orynbasar & Abdykerimova [10]. While students possess the
declarative knowledge of assessment terminology, likely retained from general
pedagogy lectures they lack the procedural knowledge required to construct
valid instruments. This confirms that without specific ‘assessment for learning’
practicums, the transition to criterion-referenced assessment remains superficial:

The current state of competencies contradicts the requirements of the
“Concept for the Development of Higher Education 2023-2029,” which envisions
a highly qualified, digitally literate teaching workforce [2]. The inability to design
criteria-based assessments prevents the effective implementation of the updated
content of education in Kazakhstan schools, which relies heavily on Formative
Assessment (FA) and Summative Assessment (SA).

Based on these diagnostic results, a passive lecture course will not suffice.
The proposed methodology must be practice-oriented and technology-enhanced.
It should focus on:

—Workshop-based learning: Transforming the “Functional” deficit by
spending class time building rubrics rather than just reading about them.

—Al Integration: Explicit training on using Al to generate distractors for
tests and draft criterion descriptors, thereby raising the “Digital” score.

—Immersive Simulation: Placing students in simulated grading scenarios
where they must apply criteria to student work, addressing the “Reflexive”
component.

Several limitations should be acknowledged when interpreting these
findings. First, the study utilized a convenience sample (N=100) from a single
regional institution (Yessenov University), which limits the generalizability of
the results to the entire country. Assessment practices may vary in metropolitan
universities with more resources. Second, the data is self-reported; while
anonymous, students may still have overestimated their theoretical knowledge
due to the “social desirability bias.” Future research could address this by
including a practical task (e.g., asking students to actually design a rubric) to
compare their perceived competence with their actual performance.

Conclusion

The study concludes that undergraduate students majoring in 6B01705 -
Foreign Language: Two Foreign Languages program possess a predominantly low
level of criterion-referenced assessment competence prior to specialized training.
While they have a foundational theoretical understanding, they exhibit critical
deficits in the practical design of assessment instruments and the professional use
of digital tools.

These findings validate the necessity for a dedicated methodological
intervention. The proposed future research will involve the implementation of a
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structural-functional model of competence formation, integrating Al technologies
to bridge the gap between pedagogical theory and the practical demands of the
modern classroom.
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NUADPIBIK TPAHC®OPMAIIUS JKAF TAUBIHJIA BOJAIIAK
AFBIIHIBIH TIJI M¥FAJIIMAEPIHIH KPUTEPUAJI/IbI
BAFAJIAYFA JAUBIHJABIFbIH JUATHOCTHUKAJIAY
*Xaxpimoexkoa M.C.!, Haknukosa A.T.2, Upramuesa /1.3.3, Xauarpsua A.K.*
*12 AGbLTaii XaH atelHAarel Kasak xalbIKapasblK KaTblHACTAp KOHE
anieM Tinzepl yHuBepcureti, Anmarsl, Kazakctan
34Yessenov University, Akray, Kazakcran

Anparna. byn wmakamama Kazakcrangarel Oojamiak arFbUIIIBIH - T
MyFajmiMepiHiH OuriM  Oepyal uudpiaaHAblpy JKarnalWblHAa KpUTEpHAIIbI
6aranaynbl (KB) enrizyre nabiHabik AeHreii 3eprreneni. 2016 xKbuibl AoCTYpIi
OecOanablK >KyheHiH opHbIHAa «KaHapThUiFaH OLIIM Ma3MyHbBD» pedopmachl
asiChlHJAa KpuTepuanapl Oaranay eHrisuireHHen Oepi «llemaror» koacibu
CTaHJaPThl MyFaJIIMIEpACH Oaraliay KY3bIPETTLIIT1H Tajarn eTe/l, ajaia apHaibl
NaibIHABIKTAaH OTIEreH OoJylalmiaK MyFagiMAepAiH Oysl TalanThl KaHIIAJBIKThI
OpBIHJIal aJaThIHbI )KOHIH/AE HAKThl IMIIUPUKAJIBIK JIEPEKTEP KETKUIIKCI3 OOMIbIIT
oTbIp. OcChl OJKBUIBIKTHI TOJNTHIPY MakcarbiHaa 3eprrey ll. EceHoB arbiHaarb
Kacnuii TexHon0rus ’koHe MH)XUHUPUHT yHUBepcUTeTIHIH «LLleren Tii: exi meTen
TUI» Oarnapiamacsl OoibiHIIa OUTiM anatbiH 3-Kype cryaeHtrepidiy (N=100)
kputepuanasl Oaranay Kys3wiperTiniri (KBK) mumarnoctukanmangbsl. CaHIbIK
cumaTTaMasbl3epTTey An3ainHbl Koynanbuibil, KbK-1H TopT KoMIoHeHT 6oiibIHIIA,
TaHBIM/IBIK, (PYHKIIMOHAJIJBIK, IU(PIBIK XKoHE peduieKCUBTI, OaranalThIH, 1K1
coiikectiri xorapel (Kpon6ax o= 0,86) 20 TapMakTaH TypaTblH KpUTEpUasIbl
Oaranay Ky3bIPETTLUIITIH TEKCEPETIH TUArHOCTUKAJBIK CayaTHAMAaChl d31pJIeHI,
TEeKCepICTeH OTKI3LAl. HoTwkenep mallbIHABIK ACHTEWIHIH JKaJIbl aFaH/a
TOMEH eKeHiH kepceTTi (oprama = 2,37/5,0): pecnonaeHTTepaid 67%-bl TOMEH
neHreiine, 33%-b1 opTa IeHreiae O0Ibl, al KOFaphl ICHIEHTe )KeTKeH CIIKIM
TaOblIMazbl. EH alKbIH ONKBUIBIK (YHKIMOHAIABIK JW3aiiH JaFAbUIapblHJIA
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Oaitkanaer (oprama = 1,88): cTyneHtrep OaranayablH TEOPUSUIBIK HET13ACpPiH
YKETKUTIKT1 MEHTepreHIMeH (TaHbIMIBIK KOMIIOHEHT, opTaiia = 2,84), pyOpukanap
MEH JECKpUITOpJap KypacTeipyna KuHamanbl. LUQpabIK Ky3bpIpeTTUTIK Te
(oprama = 2,29) TeMeH OOJBIN MIBIKTBI, OYJ CTYIEHTTEpPAlH KYHJIETIKTI
UUPIIBIK CayaTThUIBIFBI MEH KAacaH/bl MHTEIJIEKT NeH HUQPIBbIK Kypaagapibl
Oaranay MakcaTbIHJAA MEJaroruKajblK TYPFbIIA KOJAAHY KaOlleTi apachlHIarbl
aJIIAKTBIKTBl KepceTedl. AJIBIHFAH HOTHXKEJEp MYFaliMJIepl Jaspiiayaarbl
TEOpUsi MEH MpaKTHKa apachlHJarbl TYPAKThl aJIIIAKTHIKThI pacTaiibl >KoHE
YKacaH/1bl UHTEJUIEKT KypajlapblH, IMMEPCHUBTI Oarajiay CUMYJISLUSUIAPBIH )KOHE
mebepxaHa (hopMaThIHAAFbl cabaKTap bl KIPIKTIPETIH NMpaKTUKara OarbITTaIFaH
JKaHa dICTEMEHIH KaKETTUTITH HET13aeHal.

Tipek ce3aep: kpurepuaiabl-Oarmapianran  Oaramay, Oaramjay
KY3bIPETTLIIr, MIeTe TUAepl MyFaliMJIEpiH Jaspiay, *KacaH/Ibl UHTEJUIEKTIHI
MHTErpanusiay, IUQpIbIK IeAarorukaiblk Kypaiaap, pyopukaiapasl KypacThIpy,
Oaranay cayaTTbUIbIFbI, (OpMaTUBTI Oarayiay, MyFaJiMIEpIiH KICiOM Iamysl,
O1mim Oepyzeri Tpanchopmarus

JIMATHOCTHKA TOTOBHOCTH BYAYIIIUX YYUTEJIEN
AHIJIMMCKOTI' O SI3bIKA K KPUTEPUAJIBHO-
OPUEHTUPOBAHHOMY OLHIEHUBAHUIO B YCJOBUSIX
IIAD®POBOM TPAHC®OPMAIIUN
*XKaxpimoexkoa M.C.!, Haknukosa A.%, Upramuesa /1.3.%, Xauarpsa A.K.*
*12 AGbLTaii XaH aTelHAarel Kasak xalbIKapasblK KaTbIHACTAp KOHE
onem Tuiaepl yauBepeurteti, Anmarsl, Kazakcran
34Yessenov University, Akray, Kazakcran

AHHoTauus. J[aHHas CTaThs MOCBALIEHA U3YYEHHUIO TOTOBHOCTH OyayIINX
yuuTened aHmMiickoro si3plka kak uHocTpaHHoro (ASIM) B Kaszaxcrane
BHEJpeHHt0 KputepuanbHoro oneHuBanus (KO) B ycnoBusax uudposoit
TpaHcpopmanu odbpazoBanuss. C 2016 roga, korma B paMkax peQopmbl
«O0HOBNIEHHOE cofepKaHWe OOpa30BaHU» TPATUIMOHHAS TSATHOAIUTbHAS
cuctemMa OblUla 3aMEHEHa KpUTEPHAJIbHOM, NPOPECCHOHAIbHBIA CTaHIApT
«Ilemaror» o00s3pIBaeT yuuTeneld o0iagaTh OLIEHOYHON KOMIIETEHTHOCTBIO,
OJTHAKO SMIUPUYECKUX JAHHBIX O TOM, B KaKOW Mepe OyayIIre YUUTENsl FOTOBbI
COOTBETCTBOBATh 3TOMY TPEOOBAHMIO /10 MPOXOXKJEHUS CHELMATU3UPOBAHHON
MOJTrOTOBKH, HeAO0CTaTouHO. C [1eJIbI0 yCTPaHEHUS 3TOT0 Ipo0esia B UCCIIEJOBAHUN
JIMarHOCTUPYETCsl YPOBEHb KpUTEpHAbHO-01IeHOUHON KomneTeHTHOCTH (KOK)
ctynertoB 3 kypca (N=100), oOywaronuxcs mo mporpamme «HOCTpaHHBIIM
SI3bIK: JIBA MHOCTPAHHBIX s3blka» B Kacmuiickoro yHUBEpcHUTETE TEXHOJIOTUU
u wumwkuHupudra wumend [I.EcenoBa. Hcmnonp30BaH — KOJIMYECTBEHHBIN
ONHMCATENbHBI JM3aliH HCClIeqoBaHUs: OblT pa3paboTaH M anpoOUpoBaH
nuarHoctuueckuil onpocHuk s nposepku KOK ctynenToB u3 20 myHKTOB ¢
BBICOKOI BHYTpeHHeH cornacoBaHHOCThIO (00 Kponbaxa = 0,86), usmepsromuii
YeTbIpe KOMIIOHEHTa KOMIIETEHTHOCTH: KOTHUTUBHBIM, (yHKIMOHAJIbHBIMH,
uudposoit n pedaexkcuBHBINA. Pe3ynbraTel oka3anu B I€JIOM HU3KUW YPOBEHB
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rotoBHOCTH (cpeanee = 2,37 u3 5,0): 67% pecnoHIEHTOB MIPOAEMOHCTPUPOBATH
HU3KUI ypoBeHb, 33% - cpeaHMii, a BBICOKOTO YPOBHSI HE JOCTUI HU OJUH
ydacTHUK. HanGonee BbIpakeHHbIH Ne(UUUT BbISBICH B (DYHKIHMOHAIBHBIX
HaBBIKaX pa3pabOTKH OIEHOUYHBIX cpenacTB (cpemHee = 1,88): HecMoTpsi Ha
JIOCTAaTOYHBIH YPOBEHb TEOPETHUUECKUX 3HAHUN (KOTHUTUBHBIA KOMIIOHEHT,
cpenHee = 2,84), cTyA€HTbI UCIIBITHIBAIOT 3aTPyAHEHUSI IIPU COCTABICHUU PyOpPHUK
u geckpuntopos. [{udposasi KOMIETEHTHOCTh TaKXkKe OKa3ajlach HU3KOH (cpeaHee
= 2,29), 4TO CBUIETENBCTBYET O pPa3pbIBE€ MEXKIY IOBCEIHEBHOH LudpoBOH
IPaMOTHOCTBIO CTYACHTOB M HMX CIIOCOOHOCTBHIO MPHUMEHSTh HCKYCCTBEHHBIN
MHTEJJIEKT U HU(PPOBbIE MHCTPYMEHTHI JJIs IEJarornYeCcKUX LejIei OlleHNBaHuU.
[TomyyenHble pe3ynbTaThl NOATBEPKAAOT YCTOMYUBBIN Pa3pblB MEXAY TEOPUEH
Y TIPAKTUKOM B IMOATOTOBKE TE€ar0r0B M 000CHOBBIBAIOT HEOOXOIUMOCTh HOBOM,
MIPAKTUKO-OPUEHTUPOBAHHON METOJMKH, WHTErPUPYIOLICH HHCTPYMEHTHI Ha
OCHOBE HCKYCCTBEHHOI'O MHTEJIJIEKTa, UMMEPCUBHBIE CUMYJISIIUN OLIEHUBAHUS U
MIpaKTHUYECKHE 3aHATHs B opMare MacTep-KiIaccoB.

KiroueBble ciioBa: KpuUTEpHAIbHO-OPUEHTUPOBAHHOE  OLIEHHWBAHUE,
KOMIIETEHTHOCTh B OLICHHMBAaHUH, IOJATOTOBKA IPENoAaBaTelel MHOCTPAHHBIX
SI3BIKOB, MHTETPpaIUsl HCKYCCTBEHHOI'O MHTEJIEKTa, IU(pOBBIE MEeJarornyeckue
UHCTPYMEHTBl,  KOHCTpPYUpOBaHHE  pyOpHK, OLEHOYHAas  IPaMOTHOCTb,
(¢bopMaTUBHOE  OIIEHMBaHME, MpPO(ECCHUOHAIbHOE  pPAa3BUTHE  YUYUTEIEH,
oOpa3zoBarenbHas TpaHchopMaIusl.
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