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courses, while the transfer of these skills into giving

instructions, explaining, questioning and providing
feedback is left to the practicum. Models developed in
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of the creative commons attributes 4.0 License. professional-communicative competence in which the
development of individual skills is no longer visible. The
article presents a model for developing the language
skills of future foreign language teachers that preserves
the specific mechanisms of the four skills, integrates
them functionally and transfers them into teachers’
language actions. The model was constructed by
theoretical modelling within a doctoral project:
requirements were derived from a comparative analysis
of foreign, regional and national experience;
approaches and principles were synthesised from
research on teacher language, skills integration,
practice-based teacher education and reflection; and
the components were specified to the level of stages,
learning environments and evidence. The model
consists of target-conceptual, content-functional,
procedural-technological and evaluative-resultative
blocks. Its central mechanism is the chain “pedagogical
task — didactic decision — language action”, through
which each skill acquires a teaching function. Five
cyclical stages (diagnostic, differentiated development,
functional integration, professional-pedagogical
application and reflective evaluation) connect
classroom work, independent study, simulated teaching
and the practicum, and outcomes are assessed
separately as language results and as pedagogical
performance. Treating classroom language as the
functional use of the four skills allows teacher educators
to locate the source of a student’s difficulty and to plan
the next learning cycle accordingly.
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multimedia, computer literacy, professional
competence, psychological and didactic approaches,
information educational environment, multimedia
elements.

1. Introduction: Today, A future teacher of English
needs the language both to communicate as a
competent user and to teach. The second purpose is
not simply a higher level of the first. The language used
to manage a class, explain content and respond to
learners has been described as a specialised repertoire
(Freeman et al., 2015; Freeman, 2017), and general
proficiency does not translate straightforwardly into
effective classroom language (Richards, 2017; Van
Canh & Renandya, 2017). A meta-analysis found only a
moderate relationship between proficiency and
teachers’ self-reported teaching ability (Faez et al.,
2021).

Teacher education responds to this gap in three ways,
each capturing part of the problem. Skill-focused
instruction shows what changes in a particular skill but
rarely follows that change into a teaching task.
Competence-based models capture the professional
context but make the development of individual skills
invisible. Practice-based arrangements connect
language with teaching but do not measure the
development of language skills, and coursework often
remains separate from field experience (Zeichner,
2010). In the bachelor’s programme “Foreign Language
and Literature (English)” in Uzbekistan, the four skills
are developed in practical classes and a large volume
of independent study, but typical teaching actions are
not specified as learning outcomes and results are
usually expressed in a single grade. The article
addresses two questions: Which components and
mechanism allow the four skills to be developed
separately, integrated and transferred into teaching
actions? How can the outcomes be assessed so that
language results and pedagogical performance are
distinguished?

2. THEORETICAL BACKGROUND

Freeman et al. (2015) identify three domains of
classroom language use: classroom management, the
understanding and communication of lesson content,
and the assessment of learners with feedback to them.
A sociocultural view adds that teachers learn to use
language in and through the activities of teaching
(Johnson, 2006). These positions raise a design
question: is classroom language a separate, fifth skill,
or a way in which the four skills function in teaching?
The model adopts the second view. Listening becomes
the means of understanding a learner’s answer;
speaking, the means of instructing, explaining,
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questioning and giving oral feedback; reading, the
means of interpreting textbooks and learners’ work; and
writing, the means of wording tasks and written
feedback. Between the language resource and the
teaching action stands a decision: a teacher who hears
an error decides whether, when and how to correct it. A
weak explanation may therefore result from limited
language, from an unsuitable decision or from both.

Integration of skills is often understood as the presence
of several skills in one lesson. Oxford (2001) links
integration to meaningful communication, Hinkel
(2010) notes that it does not make skill-focused
instruction redundant, and task-based teaching puts
meaning and outcome first (Ellis, 2009). In the present
model, integration is functional when the result of one
language action is a necessary condition for the next.
The CEFR Companion Volume describes language
activity as reception, production, interaction and
mediation (Council of Europe, 2020; North, 2021);
mediation, which involves processing content for
another person, is close to the work of a teacher and has
been proposed as a focus of pre-service teacher
education (Perevertkina, 2020).

Practice can be learnt through representations,
decompositions and approximations before full
responsibility is taken (Grossman, Compton, et al,,
2009), and teacher education can be organised around
core practices (Grossman, Hammerness, & McDonald,
2009) and the situated nature of teacher learning
(Korthagen, 2010). Recent programmes organise
microteaching around core practices (O’Flaherty et al.,
2024), distinguish approximations by purpose and
approach (Jay, 2024) and pair video recordings of
microteaching with feedback conferences (Marhaban et
al.,, 2023); microteaching also exposes interactional
demands such as allocating turns to reluctant
participants (Ro & Kim, 2026), and role play serves a
similar function for communicative competence
(Kuzembayeva et al., 2023). Reflection on action (Schon,
1983) is supported in language teacher education by the
self-assessment descriptors of the EPOSTL (Newby et al.,
2007), whose implicit assumptions should nevertheless
be examined (Riegler, 2021), by authentic assessment
(Ketonen et al., 2025) and by mentoring, provided that
mentors model and analyse practice (Mohd Ariff Albakri
et al.,, 2021). In Uzbekistan, the Law on the Status of
Teachers introduced mentoring for teachers entering
the profession (Republic of Uzbekistan, 2024).

Models developed in the region usually define the
outcome as a competence: professional-communicative
competence built through typical professional
situations (Timokhina, 2015), sociolinguistic
competence  (Riskulova, 2017) or pragmatic
competence (Tajimbetova, 2025). They make the
158 https://eipublication.com/index.php/eijp
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professional context explicit, but the contribution of
each skill and the distinction between language and
teaching performance are not visible. Studies of
individual skills show the opposite pattern: a flipped
classroom improved writing achievement without
changing self-regulated learning (Aydemir Altas &
Mede, 2021), which illustrates that one intervention
may affect different outcomes differently.

3. METHODOLOGY

The study used theoretical modelling within a doctoral
project on the methodology of developing pre-service
EFL teachers’ language skills. Modelling was
understood as building a structured representation of
the components of an educational process, their
relationships and the mechanism producing the
intended outcome. Five requirements were derived
from a comparative analysis of foreign, regional and
national experience and of the national syllabus
“Integration of Speech Skills” (228 hours of practical
classes and 342 hours of independent study): separate
development of each skill, meaningful links between
skills, orientation to teaching tasks, continuity from

simulated to real teaching, and assessment that keeps
language and teaching results apart. Approaches and
principles were then synthesised from the literature,
each with an explicit function; the components were
specified to the level of blocks, stages, learning
environments and evidence; and the organisation was
illustrated with a cycle used when the model was
implemented with first- and second-year students at
three universities in Uzbekistan in 2023-2026. The
outcomes of the implementation are reported
separately. Two checks guided the development: every
requirement had to be served by components in more
than one block, and every element had to be feasible
within the existing hours, group sizes and practicum
arrangements.

4. RESULTS

The model consists of four interrelated blocks (Figure 1).
Although they are presented vertically, movement
between them is two-way: diagnostic results determine
the content of the next cycle, and difficulties identified
during evaluation return the student to the appropriate
stage.

Figure 1

Model for developing the language skills of future foreign language teachers

1. Target-conceptual block

Aim: to develop listening,
speaking, reading and writing

Approaches: communicative - competence-based - activity-based -
integrative - professional-pedagogical - reflective

with their specific mechanisms,
integrate them functionally
and use them in
pedagogical tasks

Principles: differentiation - functional integration - professional orientation -
theory-practice continuity - contextual flexibility - reflection and feedback -

diagnostic differentiation

2. Content-functional block

Listening Speaking

understanding learners’
answers and difficulties

instructions, explanations,
questions, oral feedback

Reading Writing
textbooks, syllabi,
learners’ written work

task wording, instructions,
written feedback

functional integration of skills — transfer into teaching actions

[ Pedagogical task ]—b [ Didactic decision J—b [ Language action ]
\_ y,
v
- ~
3. Procedural-technological block
next cycle
v I
. " . . . Professional- .
Diagnostic Differentiated Functional . pedagogical . Reflective
stage development integration application evaluation

( Classroom work ) -—> [ Independent study ] > ( Simulated teaching ) - ( Teaching practicum )
— _/
v

p
4. Evaluative-resultative block

results of both levels inform the diagnostic stage of the next cycle

Level I - language result

listening, speaking, reading and writing,
each assessed by its own criteria
(receptive-interpretative, productive-communicative)

Level II - pedagogical performance

use of the language resource in a teaching task
(interactional-functional, mediative-professional);
feedback, self-assessment, portfolio

N

European International Journal of Pedagogics

159 https://eipublication.com/index.php/eijp



European International Journal of Pedagogics

The target-conceptual block defines the aim — to
develop the four skills while preserving their specific
mechanisms, to integrate their results in professional
tasks and to manage the process through reflection
and two-level diagnostics. Six approaches have specific
functions. The communicative approach links the
outcome of each skill to a communicative purpose; the
competence-based approach directs attention to using
resources in action; the activity-based approach
develops skills through pedagogical actions such as
receiving an answer, explaining and giving feedback;
the integrative approach requires that results be

integration; and the reflective approach requires
students to analyse their performance on the basis of
evidence (Schon, 1983). Seven principles regulate
implementation: differentiation, functional integration,
professional-pedagogical orientation, theory—practice
continuity, contextual flexibility, reflection and
feedback, and diagnostic differentiation.

At the centre of this block are the four skills.
Professional orientation does not add a new
“professional skill” but redefines the function of the
existing ones. Each skill is therefore considered at two
levels: its own language result and the use of that result

transferred between skills; the professional- ina pedagogical task (Table 1).
pedagogical approach defines the purpose of
Table 1
Two levels of the four skills in the content-functional block
Skill Level I: language result Level II: function in a pedagogical task
Listening Main and detailed information, speaker Understanding a learner’s answer, question or
intention, meaning from context difficulty as a basis for a decision
Speaking Planning and expressing content fluently Instructions, explanations, questions, language
and accurately; reformulating models, oral feedback, managing interaction
Reading Gist, details, argument and functional Interpreting textbooks, syllabi, task rubrics and
structure of a text learners’ written work
Writing Planning, structuring, drafting and Wording tasks and instructions; written

revising a text for a reader

feedback

The transfer between the levels is realised through the
chain “pedagogical task — didactic decision — language
action”. The task defines the result the learner needs;
the decision selects the method, sequence, question,
example or form of feedback; and the language action
carries out the decision through one skill or a
functional combination of skills. Listening to a learner’s
answer, for instance, reveals a difficulty, which leads to
a decision about the type of feedback and then to oral
or written feedback. Mediation in the CEFR sense
appears here as the teacher’s processing of content for
learners: simplifying, explaining and reformulating it
for a particular addressee (Council of Europe, 2020).

The mechanism of the model is a cycle of five stages
(Table 2). The stages are distributed across four
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learning environments. Classroom work introduces skill-
specific and integrated tasks. Independent study, which
in the national syllabus exceeds classroom hours, is used
to prepare a product needed later, such as a written
instruction, an explanation plan or a sample of
feedback. Simulated teaching, organised as short
microteaching episodes, tests this product in front of
peers acting as learners and observers, and the
practicum transfers it to a real classroom. Independent
study thus links language preparation with teaching
performance instead of producing separate
assighments. Observation focuses on predefined
actions, and the mentor helps the student analyse the
decision on the basis of observed evidence rather than
providing a ready-made solution.

160 https://eipublication.com/index.php/eijp



European International Journal of Pedagogics

Table 2
Stages of the procedural-technological block
Stage Aim Typical tasks Evidence
Diagnostic Establish the initial state in Skill-specific tasks; a short Two separate

each skill and in a simple
teaching task

Differentiated
development

Develop the mechanism of
each skill

Functional integration
resource for the next

Professional-
pedagogical
application

decision to language action

Reflective evaluation Analyse performance and set

the next goal

Make the result of one skill a

Realise the chain from task to

teaching task profiles

Skill-specific exercises, Skill outcome

including professional material

Chains such as reading — Integrated product
explaining or listening —

feedback

Observation
record, rubric

Cases, simulated situations,
microteaching, practicum tasks

Peer and tutor feedback, self-
assessment, portfolio

Revised product,
reflection

Outcomes are separated into two levels. Level | covers
the language results of listening, speaking, reading and
writing, each assessed according to its nature and
described with reference to the CEFR (Council of
Europe, 2020). Level Il covers pedagogical
performance: whether the student understands a
learner’s response, makes a suitable decision and
expresses it in an appropriate language action. For
measurement, the levels are operationalised through
four criteria: receptive-interpretative and productive-
communicative at Level |, and interactional-functional
and mediative-professional at Level Il. Distinguishing
the levels shows whether a problem in teaching
performance stems from limited language or from the
decision, which determines the next intervention.
Portfolio self-assessment (Newby et al., 2007) and the
link between theory and practice described in the
European Profile (Kelly et al., 2004) supplement
objective tasks with reflective evidence but do not
replace them.

In a practical class, students listen to recordings of
teachers giving instructions and identify which
instructions let learners start working at once —
listening is developed with professional material but a
language outcome. They then read a textbook task,
extract its aim and steps and draft a written instruction
for learners of a specified level, so that reading

becomes a necessary resource for writing. In
independent study, each student revises the
instruction and prepares to deliver it. In a

microteaching episode of a few minutes, the student
gives the instruction to peers, while observers record
whether the steps were clear, whether the language
suited the level and whether the “learners” could
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begin the task. Feedback leads to a revised version,
which is tried out during the practicum and entered into
the portfolio with a short reflection. If the instruction
was unclear because of inaccurate or overly complex
language, the next cycle strengthens accuracy-focused
speaking and writing exercises; if the language was
accurate but the sequence of steps did not fit the task,
the difficulty lies in the decision and is addressed
through further cases and microteaching.

5. DISCUSSION

The model treats classroom language as the functional
use of the four skills rather than as a fifth skill or an
undifferentiated competence. This is compatible with
describing classroom English as a bounded domain
(Freeman, 2017) but places that domain inside the
development of listening, speaking, reading and writing.
By inserting the didactic decision between the language
resource and the teaching action, the model explains
why proficiency and teaching performance are related
but not identical (Faez et al.,, 2021; Van Canh &
Renandya, 2017). Compared with competence-based
models in the region (Riskulova, 2017; Tajimbetova,
2025; Timokhina, 2015), it keeps the professional
context while making the contribution of each skill
visible; compared with skill-specific studies, it follows
the result of a skill into a teaching task. Short
microteaching episodes are approximations of practice
focused on one action (Grossman, Compton, et al.,,
2009; Jay, 2024; O’Flaherty et al.,, 2024), and the
sequence from classroom to practicum addresses the
gap between coursework and field experience
(zeichner, 2010).

For practice, typical teaching actions can be formulated
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as outcomes of language courses rather than left to
methodology  courses and the  practicum;
independent-study tasks can be planned as
preparation for microteaching; separate indicators for
language and teaching results make feedback more
precise; and mentoring, now supported by national
legislation, can be focused on predefined actions. The
study has limitations. The model is a theoretical
construct whose effectiveness must be established
empirically; it depends on group size, trained mentors
and access to schools; Level Il assessment relies on
rubrics and observation, so rater reliability has to be
ensured; and transfer to other languages and contexts
would itself require adaptation.

6. CONCLUSION

The model for developing the language skills of future
foreign language teachers consists of target-
conceptual, content-functional, procedural-
technological and evaluative-resultative blocks. It
preserves the specific mechanisms of the four skills,
connects their results through functional integration
and transfers them into teaching actions through the
chain of pedagogical task, didactic decision and
language action. Five cyclical stages distribute this
process across classroom work, independent study,
simulated teaching and the practicum, and two-level
assessment distinguishes language results from
pedagogical performance, showing whether a
student’s difficulty lies in language or in teaching
decisions. The effectiveness of the model should be
tested in experimental and comparative studies across
institutions.
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