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PSYCHOLOGICAL DETERMINANTS OF THE DEVELOPMENT OF SOCIO-
PEDAGOGICAL COMPETENCIES IN FUTURE SPECIAL EDUCATORS

Abstract.

This article offers a theoretical and analytical review of the psychological determinants
underlying the development of socio-pedagogical competencies in future special educators. In
contemporary inclusive education, professional success is shaped not only by subject-matter and
methodological knowledge, but also by a broad range of personal-psychological characteristics.
The analysis of the literature highlights several core components of competence: emotional
intelligence, empathy, professional reflection, self-regulation, internal motivation, and social
sensitivity. These components operate as an integrated psychological system that supports the
formation of socio-pedagogical competencies rather than as a set of isolated traits. Particular
attention is given to the role of a psychologically safe learning environment, supportive interactions
with instructors, supervision practices, and structured reflective tasks in strengthening students’
intrinsic motivation and sense of professional self-efficacy. The review further shows that the
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dynamic interaction between personality factors and pedagogical conditions influences future
special educators’ stress tolerance, their capacity to interpret complex educational situations, and
their ability to build constructive relationships with children, families, and colleagues. The
conclusions point to the need to reinforce the psychological dimension of special educator training
programmes by incorporating targeted interventions aimed at developing emotional competence and
reflective skills. By focusing on psychological determinants, the article contributes to a deeper
understanding of the personal and professional profile of future special educators within the
framework of psychological research.

Keywords: socio-pedagogical competencies, psychological determinants, emotional
intelligence, professional reflection, professional motivation, social sensitivity.
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BOJIAIIAK APHAWBI MEJATOI'TAPABIH OJIEYMETTIK-IIEJAT OT MKAJIBIK
KY3bIPETTIVIIKTEPIH JAMBITY IbIH IICUXOJIOTI'UAJIBIK JAETEPMHUHAHTTAPDBI

Annomauyus.

byn wMakamama — Oornamiak = apHaiibl  MEJArorTapAblH  QJICYMETTIK-TIeIarOrMKaIbIK
KY3bIPETTUIIKTEPIH JaMbITY/bIH ICUXOJIOTUSUIBIK JI€TEPMUHAHTTApbl TEOPHUSIIbIK-aHATUTUKAIIBIK
TYpPFBIIaH KapacTelpbliaabl. Kas3ipri MHKIIO3UBTI OUTIM Oepy >KardailblHAa apHaibl MeJarorThiH
KOCIOM TaOBICTBUIBIFBI OHBIH TEK MOHIK OHE 9JIICTEMEINIK JalbIHbIFBIMEH FaHA €MeC, COHbBIMEH
Karap TYIFaIBIK-TICUXOJOTHIIBIK JANBIHABIFEIMEH alKbIHAANaAbl. 3epTTey OapbIChIHIA KociOon
KY3bIPETTUTIKTIH KYPBUIBIMBIH/A SMOLIMOHAJIBIK UHTEIUIEKT, IMIIATHs, pediiekcusi, ©3iH-031 peTTey,
KOCIOM MOTHBAIMA JKOHE OJIEYMETTIK CE3IMTANIBIK CHUSKTHI MAaHBI3Ibl  TCUXOJIOTHUSIIBIK
KOMIIOHEHTTEP/IIH pedl KyHeneHai. OneOueTTepre acajafaH MOy OyJl KOMIOHEHTTEpHiH Oip-
OipiMeH e3apa OaillaHBICTAa OPEKET €TETIHIH YOHE OJIapAblH YHieciMal AaMybl Oojallak apHailbl
Me/1arorTap/iblH AJICyMETTIK-TeJarOrUKalIbIK KY3bIPEeTTUTIKTEPIH TEPEHIETYIe MyMKIHAIK OepeTiHiH
koepceTTi. CoHmai-aKk CTYJIEHTTIH OKY OPTAChIHJAFbl TCHUXOJIOTHSUIBIK JKAMIIBUTBIK, OKBITYIIBI
TaparblHaH KOPCETIETIH KoJJay, CyNepBU3UsIIbIK CyiieMeney KoHe pedIeKCUBTIK Tarchlpmaap
Kyhecl 1IKI MOTHBAaLMSHBI KYUIEMTETIH MaHbI3[bl IIApPTTap pPETIHJE cunaTTanansl. Makanaaa
TYJIFAJIBIK-TICUXOJIOTHSUIBIK ~ (DaKTOpiap MEH TeNarorukajblK SKaFJailaplblH e3apa  BIKIAJbI
Heri3iH1e OoaraK MaMaHHbBIH KOCIOM ©31HIIK THIMJIUIIT, CTPEeCCKe TO3IMJLIIT JKOHE OallaJapMeH,
aTa-aHaJJapMeH, OpINTecCTepPMEH KOHCTPYKTHUBTI KapbhIM-KaThIHAC OpHATa ajxy KaOuleTi TajJaHaJbl.
TeopusbIK KOPBITHIHABUIAD apHAWBl MEarorTapabl naspiay OarmapiiaMaiapblH TICHXOJIOTASIIBIK
KOMIIOHEHTTEpPMEH OaibITy, CTYIACHTTEP/IH SMOLMOHAIJIBIK XOHE pPeQIIEKCUBTIK TIXKipuOeciH
MaKCaTThl TaMBITY bl KYIICUTY KOKETTUTITIH alKbIHIANIBI. ¥ CBIHBITFAH TYXKBIPBIMIAP IICUXOJIOTHS
CEepHSCHIH/IAFbl 3epTTeyJiep KOHTEKCIH/Ie OoalaK apHaibl eJarorThIH TYJIFAIBIK-TICUXOJIOT USITBIK
OeifHeCiH TepeHIpeK TYCIHIIpyre OaFbITTaIFaH.

Tyiiin cesaep: ONIEYMETTIK-TIeJJarOTUKANBIK ~ KY3BIPETTUIIKTEP,  ICHUXOJOTHUSIIBIK
JE€TepMUHAHTTAP, SMOLIMOHANIBIK UHTEIIEKT, KociOu pedrexcus, kKociOu MOTUBAIUS, dJIE€YMETTIK
CEe3IMTANIBIK,.
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HNCUXOJOI'MYECKHE  JTETEPMHUHAHTBI ~ PAZBUTHA COIUAJIBHO-
HEJAT'OI'MYECKUX KOMIIETEHIIUU BYAYIIUX CIIEHUAJIBHBIX ITEJAT'OI'OB

AHHOTaIUS.

B craree npencTaBieH TEOPETUKO-AaHATUTUYECKUH 0030p IMCHUXOJOTHYECKUX JETEPMUHAHT
Pa3BUTHs COLMAIBHO-TICAATOTHUECKUX KOMIIETCHIIMA OyAyIuX CHEelHMaIbHBIX Ienaroros. B
YCIIOBHSIX MHKIIIO3MBHOTO 00pa30BaHUs MpogecCHOHaNbHAs YCIEIIHOCTh Meaarora onpeaesseTcs
HE TOJBKO YPOBHEM €ro IpeIMETHO-METOJMYECKOH MOArOTOBKM, HO U  CTEMEHBIO
Cc(OPMHPOBAHHOCTH JINYHOCTHO-TICUXOJIOTUYECKUX KadecTB. [IpoBeAEHHBIN aHAIU3 JUTEPATypHI
MO3BOJISIET  BBLACIUTH  KJIIOYEBBIE  IICHXOJOTMYECKHE  KOMIIOHEHTbl ~ KOMIIETEHTHOCTH:
SMOILMOHAIBHBIA HMHTEIUIEKT, SMIATHI0, pPE(ICKCHIO, CaMOPEryJsuio, MNPOQPecCHOHATBHYIO
MOTUBAllMI0 ¥  COLMAJIbHYIO YyBCTBUTEIbHOCTb. IloKa3zaHO, YTO JaHHbIE KOMIIOHEHTHI
(GYHKIMOHMPYIOT KaK B3aWMOCBS3aHHAsi CHUCTEMa, a MX TapMOHUYHOE pPAa3BHTHE CIOCOOCTBYET
yIIIyOJeHUIO  COLMANIbHO-TIEAArOTMUeCKuX KOMIETeHIMi Oyaymux cnenuanucroB. Ocoboe
BHUMaHUE YJeJIsieTCsd BIUSHUIO IICUXOJIOTMYECKH Oe30macHoil 00pa3oBaTelNbHON  CPE.bI,
MOJICP)KUBAIOLIETO CTWJIS B3aUMOJEHCTBMS IIpENojaBaTelis, CYyHNepBU3MU U peIeKCUBHBIX
3ajaHuii  Ha (OPMHpPOBAHWME BHYTPEHHEH MOTHBAIlMM CTyJIeHTOB. Ha ocHoBe aHamm3a
NOTYEPKUBACTCSA, 4YTO B3aUMOJEHCTBUE JIMYHOCTHBIX (DAKTOPOB M I€IarOrMYECKUX YCIOBUH
OTIpeNieNIIeT YPOBEHb NPOPECCHOHATBHON CcaMOd(PPEKTUBHOCTH, CTPECCOYCTOMYMBOCTH |
CIOCOOHOCTh MeJarora K KOHCTPYKTMBHOMY B3aUMOJCHCTBHIO C JETbMM, HMX CEMbIMU MU
Koyieramu. TeopeTuyecKue BBIBO/IBI YKa3bIBAIOT HA HEOOXOAUMOCTh YCHIICHHS TICUXOJIOTUYECKOTO
KOMIIOHEHTa B IpOrpamMMax MOJArOTOBKHM CHELUAIbHBIX I€AaroroB M BHEAPEHMs TEXHOJOIMH,
Pa3BUBAIOMIMX JMOIMOHAIBHYIO KOMIIETEHTHOCTh UM pedIeKCHBHOCTh. MaTepuan CTaTbu
OPHEHTUPOBAH Ha MCUXOJIOIMUYECKYIO MPOOIEMAaTHKY U MOXKET CIYKMTh OCHOBOW JUISl albHEUIINX
WCCIIEIOBAaHHI JTMYHOCTHOTO TPOQHIIs OyMyIIero CrerraabHOro IeIarora.

KiroueBble  ci10Ba:  cOLMANbHO-NIEAATOTHUECKUE  KOMIIETEHLIMH,  IICHXOJOIMYECKHe
JIETePMHUHAHTHI, HSMOLMOHAIBHBIM HMHTEIUIEKT, NpodecCHoHambHas peduieKCHus, MOTHBAIHS
po¢eCCHOHATILHOM 1eATENbHOCTH, COLIMaIbHAs YyBCTBUTEIBHOCTD.

Introduction. Over the past decades, discussions about teacher professionalism have
increasingly shifted from the notion of “qualified specialist” to the idea of a psychologically mature
and socially competent personality. This shift is especially visible in special and inclusive
education, where teachers work with children whose developmental trajectories, social needs, and
emotional states often differ markedly from those of their peers [1,2]. In such contexts, the socio-
pedagogical competencies of future special educators—mnamely, their ability to support social
adaptation, mediate relationships, and navigate complex family and institutional systems—can no
longer be separated from the psychological resources that underpin these competencies.

In the broader competence-based discourse, socio-pedagogical competence is understood as
an integrative construct that includes knowledge, values, attitudes, and behavioural patterns relevant
to social interaction and educational support [3,4]. For special educators, however, this construct is
inseparable from a number of key psychological determinants. Emotional intelligence, empathy,
self-regulation, reflective capacity, and internal professional motivation are not simply “desirable
qualities”; they constitute the inner mechanisms through which socio-pedagogical competencies are
activated in real educational situations [5,6,7]. When these determinants are underdeveloped, even
well-designed curricula and methodical training may fail to translate into effective practice.

Research in educational psychology has repeatedly shown that teachers’ emotional and social
competences are linked to classroom climate, student well-being, and the quality of teacher—student
interactions [8,9]. In special education, this link becomes even more pronounced: educators must
read subtle emotional cues, respond sensitively to challenging behaviour, and maintain

25



Becmuux KazHITY um. Abas, cepus « Cneyuanvnas nedazocuxay, Ne2 (85), 2026 e.

psychological stability in the face of chronic stressors [10]. At the same time, studies conducted in
Kazakhstan and other countries in the region indicate that inclusive education reforms have created
new expectations for special educators without always providing a sufficient psychological support
framework during their university preparation [11,12,13]. As a result, questions arise about which
psychological factors most strongly determine the development of socio-pedagogical competencies
and how these factors can be intentionally strengthened in training programmes.

Despite the growing body of work on competence-based education, there remains a relative
lack of integrative analyses that bring together psychological determinants and socio-pedagogical
competence in the specific context of future special educators. Many studies either focus on general
teacher competences or address single psychological constructs—such as emotional intelligence or
stress resilience—without situating them within a broader competence model [5,8]. This
fragmentation makes it difficult to design coherent educational interventions that target the full
spectrum of psychological conditions required for effective socio-pedagogical practice.

The present article seeks to address this gap by providing a theoretical and analytical review
of the psychological determinants that underlie the development of socio-pedagogical competencies
in future special educators. Drawing on international and Kazakhstani research in educational
psychology, special pedagogy, and inclusive education, the paper systematizes current views on
emotional intelligence, empathy, professional reflection, self-regulation, motivation, and social
sensitivity as core psychological determinants. The article also examines how these determinants
interact with features of the learning environment—such as psychological safety, supervision, and
reflective tasks—to shape students’ professional readiness. In doing so, it aims to offer a conceptual
basis for rethinking the psychological component of special educator training programmes and for
designing targeted interventions that foster deeper, more stable socio-pedagogical competencies.

Debates on teacher competence have gradually shifted from narrow descriptions of
professional skills to broader, more holistic models that include psychological, social, and value-
laden dimensions. Within this shift, socio-pedagogical competence has been conceptualised as an
integrative construct that brings together knowledge, attitudes, and behavioural strategies relevant
to supporting learners’ social development and well-being [3,4]. While such competence is
important for all teachers, it acquires a specific meaning in the context of special and inclusive
education, where professionals are required to respond to complex developmental needs, diverse
family situations, and often emotionally loaded interactions [14]. This specificity has led
researchers to pay increasing attention to the psychological preconditions that make socio-
pedagogical competence viable in real practice, rather than as an abstract requirement in curricular
documents.

One of the most widely discussed psychological determinants is emotional intelligence.
Goleman (1995) popularised the idea that the ability to recognise, understand, and regulate
emotions plays a central role in professional effectiveness. Subsequent empirical work in education
has reinforced this claim, showing that teachers with higher emotional intelligence tend to create
more supportive classroom climates, manage stress more constructively, and demonstrate greater
sensitivity to learners’ emotional states [6,8]. In special education, these findings have particular
weight: teachers are expected to decode subtle nonverbal cues, respond appropriately to challenging
behaviours, and maintain emotional balance in situations that may involve frustration, parental
anxiety, or systemic constraints [10]. Thus, emotional intelligence can be seen as a core
psychological mechanism through which socio-pedagogical competencies such as empathy, tactful
communication, and conflict mediation are enacted.

Closely related to emotional intelligence is the construct of empathy and social sensitivity,
which the literature consistently identifies as foundational for inclusive practice. Studies in
inclusive pedagogy show that when teachers adopt an empathic stance, pupils are more likely to feel
accepted, secure, and motivated to participate in classroom activities. Empathy does not function in
isolation: it is intertwined with attitudes toward diversity, beliefs about learners’ capabilities, and an
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orientation toward collaboration with families. Kazakhstani research echoes these findings,
underscoring that social sensitivity is especially critical for teachers working in emerging inclusive
systems, where societal attitudes toward disability and difference may still be in transition [11,12].
In this sense, empathy operates as both a psychological disposition and a socio-cultural competence
that mediates the teacher’s relationships with children, parents, and colleagues.

Another important line of research focuses on professional reflection and self-regulation as
psychological conditions for competence. Schon’s (1983) [15] notion of the “reflective practitioner”
portrays professionals as individuals who continuously analyse their own actions, question tacit
assumptions, and adapt their strategies in response to complex situations. Subsequent work has
elaborated how reflective skills support teacher learning across the career span, linking reflection to
identity development, resilience, and long-term commitment to the profession [9]. For future special
educators, reflection is directly related to monitoring a child’s developmental progress, adjusting
instruction, and recalibrating expectations in collaboration with families and multidisciplinary
teams. Self-regulation, in turn, enables teachers to manage their own emotional reactions and
cognitive resources while engaging in such reflective processes [7]. When reflection and self-
regulation are underdeveloped, teachers may struggle to interpret challenging situations
constructively, which undermines the growth of socio-pedagogical competence.

The literature also highlights communicative culture and interpersonal competence as
psychologically grounded determinants of socio-pedagogical effectiveness. Within general
pedagogy and language education, communicative culture is described as a combination of verbal
and nonverbal skills, ethical awareness, and sensitivity to context, including intercultural
dimensions [16]. In special education, these abilities are crucial for building trusting relationships
with parents, negotiating roles within multidisciplinary teams, and advocating for learners’ needs in
institutional settings (14). Communication problems at any of these levels can compromise
coordination of support, generate misunderstandings, and increase stress for all actors involved.
Consequently, communicative culture is not merely a technical skill set, but a psychological
resource rooted in self-awareness, perspective taking, and value orientations.

A further body of work concerns the learning environment and its socio-psychological
characteristics as contextual determinants of competence development. Research grounded in self-
determination theory has shown that environments which support autonomy, competence, and
relatedness foster higher intrinsic motivation, better self-regulation, and more adaptive coping
strategies among students. When applied to teacher education, these insights suggest that
psychologically safe, supportive, and dialogic learning environments are more likely to nurture the
emotional and social competencies required for inclusive practice. Empirical studies in Kazakhstani
universities indicate that such environments—characterised by constructive feedback, opportunities
for collaboration, and respect for student voice—contribute to stronger professional motivation and
a more stable sense of self-efficacy among future teachers [13,17]. Thus, the development of socio-
pedagogical competence cannot be attributed solely to individual traits; it is also shaped by the
emotional tone and relational dynamics of the training context.

Finally, a significant strand of literature emphasises practice-oriented learning, supervision,
and modelled professional situations as vehicles through which psychological determinants are
activated and consolidated. Darling-Hammond (2017) [18] and others argue that authentic, practice-
based experiences—such as internships in inclusive schools, case analysis, and role-play—provide
fertile ground for integrating emotional, cognitive, and behavioural aspects of competence.
Supervision and mentoring further enhance this process by offering structured reflection, emotional
support, and professional guidance [14]. In special education, practice settings expose students to
real dilemmas and emotional pressures, thereby testing and strengthening their emotional
intelligence, empathy, and resilience. Without such practice-rich environments, theoretical
knowledge about inclusion and support strategies may remain underutilised and disconnected from
the psychological demands of the profession.
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Taken together, the literature suggests that the socio-pedagogical competencies of future
special educators emerge from the interplay of multiple psychological determinants—emotional
intelligence, empathy, reflection, self-regulation, motivation, and social sensitivity—embedded
within specific educational environments and practices. However, many existing studies treat these
determinants separately or focus on general teacher populations rather than future special educators.
There is still a shortage of integrative frameworks that explicitly link these psychological factors to
a coherent model of socio-pedagogical competence in special education. Addressing this gap
requires theoretical work that synthesises existing findings and clarifies how psychological
determinants and training conditions jointly shape the competence profile of future special
educators.

Methodology, materials, and research methods. Given that this study was designed as
a theoretical-analytic review, the research methodology focused on systematically collecting,
filtering, and interpreting existing empirical and conceptual work rather than generating primary
quantitative or qualitative data. The overall aim was to identify and synthesise psychological
determinants that underpin the development of socio-pedagogical competencies in future special
educators, as well as to clarify how these determinants are embedded in training conditions and
educational environments.

The study followed a multi-stage procedure combining elements of systematic literature
review, content analysis, comparative analysis, interpretative analysis, and conceptual modelling
[4,15,18].

Four main stages were distinguished:

1. Identification and selection of relevant literature;

2. Content analysis and coding of key psychological determinants;

3. Comparative and interpretative analysis of theoretical approaches;

4. Construction of an author’s conceptual model of psychological determinants and training
conditions.

At the first stage, a broad literature search was conducted on the preparation of special
educators, socio-pedagogical competence, emotional intelligence, empathy, reflection, self-
regulation, motivation, and related constructs [5,10]. Searches were carried out in Web of Science,
Scopus, ERIC, SpringerLink, Elsevier and in national databases containing Kazakhstani
publications [11,12,13,17]. Priority was given to publications:

e published between 2014-2024;

o focused on teacher or special educator training;

o addressing at least one psychological construct relevant to socio-pedagogical competence;

e published in peer-reviewed journals, monographs or recognised conference proceedings.
Table 1. Databases and Inclusion Criteria Used in the Review

Database / Source Typical Keywords Used Main Inclusion Criteria
. 1 t j0- .
Web of  Science, special . educator, socto 2014-2024, peer-reviewed, focus
Scobus pedagogical competence, emotional on teacher competence
p intelligence, reflection P
inclusive education, teacher .. ) )
. . . Empirical or review, links to
ERIC education, social-emotional . )
competence psychological determinants
Sorincer. Elsevier special  education, professional | Conceptual and empirical studies
pringer, identity, self-regulation in education/psychology
National journals | unkarosuemi oinim, apHauvl | Articles on local inclusive reforms
Kazakhstan neoazoe, Kaciou Ky3olpemmiiik and teacher trainin
y3eip g

This stage resulted in a corpus of international and national studies that provided a sufficiently
rich basis for further analysis [1,2,14].
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In the second stage, qualitative content analysis was applied to the selected texts. The aim was
to identify recurring psychological constructs that are directly or indirectly linked to socio-
pedagogical competence. Following an iterative reading, key terms and conceptual clusters were
coded. The coding process led to a set of core psychological determinants frequently discussed
across studies: emotional intelligence (Goleman, 1995; Brackett & Rivers, 2014); empathy and
social sensitivity (Ainscow, 2020; Aitbayeva, 2021); professional reflection (Schon, 1983; Day,
2019); self-regulation and emotional stability (Ryan & Deci, 2000); internal professional motivation
(Ryan & Deci, 2000; Kulmagambetova, 2020); communicative culture and interpersonal
competence (Littlewood, 2014; Friend & Cook, 2017). Table 2 presents the final coding scheme.

Table 2 - Coding Scheme for Psychological Determinants of Socio-Pedagogical
Competence

Code Short Description . Typical  Indicators in  the
Literature
EI — Emotional | Perceiving, understanding, | emotion recognition, coping with stress,
Intelligence and regulating emotions emotional balance (Goleman, 1995)
EMP — Empathy / Ifirelfdiirsstandmg ors Zzl:ie\fesz- sensitive responses to learners, inclusive
Social Sensitivity takingg ’ PErsp attitudes (Ainscow, 2020)
REF — Professional | Critical analysis of own | reflective  journals, self-evaluation
Reflection practice and assumptions (Schén, 1983; Day, 2019)
Managing impulses : .
. ; .7 | self-control,  persistence,  emotional
SR — Self-Regulation attention, and emotional stability (Ryan & Deci, 2000)
reactions
MOT - Professional | Internal commitment to | intrinsic motivation, value orientation
Motivation the profession (Ryan & Deci, 2000)
COM — Communicative Verbal/nonverbal collaboration ~with parents, teams,
interaction, ethical | learners (Littlewood, 2014; Friend &
Culture .
communication Cook, 2017)

The analysis showed that these determinants rarely appear in isolation; instead, they form an
interdependent psychological system that underpins socio-pedagogical competence rather than
simply adding to it as “extra traits”.

At the third stage, comparative analysis was used to contrast different theoretical and regional
traditions. European approaches tended to emphasise personal and social development, American
literature focused more strongly on practice-oriented and behavioural dimensions, whereas
Kazakhstani studies frequently framed competence within the rapid expansion of inclusive
education and the need for psychological support to teachers (Florian & Black-Hawkins, 2011;
Mitchell, 2014; Aitbayeva, 2021; Omarova, 2019).

Alongside comparison, interpretative analysis was applied to connect abstract psychological
constructs with typical educational situations. For instance, emotional intelligence was interpreted
not only as an ability to “manage emotions” but as a mechanism that allows future special educators
to respond constructively to challenging behaviour, family anxiety, and institutional constraints
(Brackett & Rivers, 2014; Jennings & Greenberg, 2009). Similarly, reflection was understood as a
practical capacity to reconsider expectations, adapt strategies, and maintain a coherent professional
identity under pressure (Schon, 1983; Day, 2019). This interpretative lens helped move beyond
purely descriptive classifications and to clarify how psychological determinants operate in the lived
reality of special educator preparation.

The final stage involved developing an author’s conceptual model that integrates
psychological determinants with training conditions in a coherent framework. The model reflects
both the internal structure of determinants and their interaction with the learning environment.
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Literature Search

Content Analysis of Psychological Determinants

Comparative & Interpretative Analysis

Conceptual Modelling of Psychological Determinants
Implications for Special Educator Training

Picture 1. Stages of the Theoretical-Analytic Review
Building on this general flow, a second, more detailed model was constructed to show the
linkage between internal psychological resources and external pedagogical conditions.

PERSONAL-PSYCHOLOGICAL RESOURCES

(EI, empathy, self-regulation, motivation, reflection)

SOCIAL-COMMUNICATIVE FUNCTIONING

(communicative culture, interaction with others)

TRAINING ENVIRONMENT AND PEDAGOGICAL
SUPPORT

(psychological safety, supervision, feedback, practice)

SOCIO-PEDAGOGICAL COMPETENCE OF FUTURE
SPECIAL EDUCATORS

Picture 2. Psychological Determinants and Training Conditions in the Development of
Socio-Pedagogical Competence

This model is consistent with empirical and theoretical work indicating that competence
development is a multi-level process, shaped by the interplay of personal psychological resources
and the socio-psychological climate of the training environment (Ryan & Deci, 2000; Jennings &
Greenberg, 2009; Sagyndykova, 2022).

Taken together, the combination of systematic search, content analysis, comparative and
interpretative procedures, and conceptual modelling allowed the study to move from a
heterogeneous body of literature to a more structured understanding of psychological determinants.
This methodology provides a transparent and replicable logic for tracing how constructs such as
emotional intelligence, empathy, reflection, and self-regulation are discussed in the literature, and
how they can be theoretically integrated into a model of socio-pedagogical competence in future
special educators (Darling-Hammond, 2017; Mitchell, 2014).

Such an approach not only clarifies the psychological foundations of competence but also
offers a methodological basis for future empirical studies and for the redesign of training
programmes that explicitly target these determinants.

Results and Discussion. Because this study is a theoretical-analytic review, the “results”
represent patterns that emerged from the systematic reading, coding, and comparison of existing
research, rather than numerical findings. The analysis converged on a set of core psychological
determinants that consistently appear in the literature as conditions for the development of socio-
pedagogical competencies in future special educators. These determinants do not operate
independently; instead, they form a dynamic system that is shaped by the socio-psychological
characteristics of the training environment.
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The content analysis confirmed six psychological determinants as central to the competence
profile of future special educators: emotional intelligence, empathy/social sensitivity, professional
reflection, self-regulation, internal professional motivation, and communicative culture (Goleman,
1995; Brackett & Rivers, 2014; Ryan & Deci, 2000; Littlewood, 2014). Across different studies,
these constructs appear in varying combinations, but they recur with enough regularity to be
considered the “psychological core” of socio-pedagogical competence.

Emotional intelligence and empathy surfaced as particularly salient. Research shows that
teachers who are better able to recognise and regulate their own emotions, as well as to read the
emotional states of learners, are more effective in building supportive classroom climates and
handling challenging behaviour (Goleman, 1995; Brackett & Rivers, 2014; Jennings & Greenberg,
2009). In special and inclusive education, where emotional demands are intensified, these skills are
repeatedly described as prerequisites for meaningful socio-pedagogical support (Mitchell, 2014;
Ainscow, 2020).

Professional reflection and self-regulation were found to function as meta-processes: they
enable future educators to monitor their own behaviour, interpret complex situations, and adjust
their strategies over time (Schon, 1983; Day, 2019). Without reflective and self-regulatory
capacities, other determinants (such as emotional intelligence or social sensitivity) remain
fragmented and are less likely to translate into coherent professional practice.

Internal professional motivation emerged as a stabilising factor that links psychological
determinants to long-term commitment. Studies grounded in self-determination theory demonstrate
that autonomous, value-based motivation supports persistence, resilience, and openness to
feedback—all of which are vital in emotionally demanding fields such as special education (Ryan &
Deci, 2000).

Finally, communicative culture, although often framed as a pedagogical or social skill,
appears in the literature as a psychologically rooted construct that draws on self-awareness,
perspective taking, and ethical orientations (Littlewood, 2014; Friend & Cook, 2017). It is crucial
for establishing effective interaction with parents, colleagues, and multidisciplinary teams.

These relationships are summarised in Table 3.

Table 3. Psychological Determinants and Their Projected Impact on Socio-Pedagogical
Competence

. Main Psychological Expected Contribution to Socio-
Determinant . .
Function Pedagogical Competence
Emotional Emotion recognition Managing  stressful  interactions;
intelligence and regulation maintaining supportive climate
Empathy / Perspective  taking, Building trust with children and
social sensitivity responsiveness to others families; inclusive attitudes
Professional Critical self-analysis, Adapting strategies; improving quality
reflection meaning-making of support over time
. Control of impulses, Stable  behaviour in  complex
Self-regulation . S : .
attention, and affect situations; reduction of reactive responses
Internal . . .
) Autonomous  goal Persistence, engagement in learning,
professional . . . . .
o pursuit, value commitment | readiness to face difficulties
motivation
Communicativ Coherent, ethical Effective collaboration with parents,
e culture interaction with others teams, and institutional actors

The pattern visible in Table 3 supports the idea that socio-pedagogical competence is
psychologically scaffolded rather than purely behavioural: what teachers do in inclusive contexts is
constrained and enabled by how they feel, think, and regulate themselves.

A second major result of the review concerns the interaction between internal determinants
and external training conditions. Across international and Kazakhstani studies, psychological
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determinants are rarely treated as fixed traits; instead, they are shown to be sensitive to the quality
of the learning environment, the presence of supervision, and the structure of practice-based
experiences (Ryan & Deci, 2000; Darling-Hammond, 2017; Kulmagambetova, 2020; Sagyndykova,
2022).

Research grounded in self-determination theory indicates that environments which support
autonomy, competence, and relatedness tend to foster higher emotional self-regulation, more
adaptive coping strategies, and deeper professional engagement (Ryan & Deci, 2000). In teacher
education, this translates into the importance of psychologically safe, dialogic, and feedback-rich
contexts. When future special educators experience respect, constructive guidance, and
opportunities for voice, their emotional intelligence and reflective capacities are more likely to
develop in a sustained way (Jennings & Greenberg, 2009; Day, 2019).

Kazakhstani studies further show that in programmes where supervision, mentoring, and
collaborative activities are integrated into training, students report higher professional motivation
and a stronger sense of self-efficacy in dealing with inclusive classroom situations (Aitbayeva,
2021; Omarova, 2019; Sagyndykova, 2022). Conversely, in environments characterised by
excessive formalism, weak feedback, or limited practice, psychological determinants tend to remain
underdeveloped, and socio-pedagogical competence is described in more declarative than functional
terms. These relationships can be visualised as a “psychological activation pathway”, presented
schematically in Picture 3.

psychological safety,
SUPPORTIVE TRAINING supervision, feedback,
ENVIRONMENT practice-based learning
opportunities

emotional intelligence,

PSYCHOLOGICAL empathy, reflection,
DETERMINANTS self-regulat.lon,. motivation,
communicative culture
social support,
ENACTMENT OF SOCIO- collaboration with
PEDAGOGICAL families,
COMPETENCE inclusive classroom

management, advocacy

Picture 3. Psychological Activation Pathway in the Development of Socio-Pedagogical
Competence

The figure highlights that environmental support and psychological determinants are mutually
reinforcing: a well-designed programme nurtures emotional and reflective capacities, and these
capacities, in turn, enable students to make fuller use of learning opportunities.

A third result of the analysis is conceptual rather than descriptive: it concerns how the
competence profile of the future special educator should be reframed when psychological
determinants are taken seriously.

First, the literature suggests that socio-pedagogical competence should be interpreted as a
multi-level construct, where observable behaviours (e.g., collaboration with families, mediation of
conflicts, support for social adaptation) rest on deeper emotional, cognitive, and motivational
processes (Goleman, 1995; Ainscow, 2020; Mitchell, 2014). This implies that assessment of
competence cannot be limited to checklists of actions or knowledge tests. Instead, evaluation tools
need to include indicators of emotional regulation, empathy, and reflective capacity—such as
reflective journals, observation protocols targeting interaction quality, or self-report measures
carefully integrated into supervision.
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Second, the review indicates that many of the difficulties reported by novice special
educators—burnout, emotional exhaustion, feelings of incompetence in inclusive classrooms—can
be interpreted not only as systemic or organisational problems, but also as signs of insufficient
development of psychological determinants during training (Jennings & Greenberg, 2009; Day,
2019). This does not place “blame” on individuals; rather, it underlines the responsibility of training
programmes to explicitly cultivate emotional and reflective skills, rather than assuming they will
emerge spontaneously.

Third, the findings point to the need for intentional alignment between curriculum design and
psychological goals. Practice-oriented components such as internships, case studies, and role-plays
are most effective when they are coupled with guided reflection and emotional support, rather than
being treated as purely technical exercises (Darling-Hammond, 2017; Friend & Cook, 2017). In
such settings, psychological determinants are not only activated but also stabilised as enduring
professional resources.

Taken together, the results of this review support three overarching interpretations:

1. Socio-pedagogical competencies are rooted in psychological determinants. Emotional
intelligence, empathy, reflection, self-regulation, motivation, and communicative culture
form an interconnected psychological system that underpins competent socio-pedagogical
action in inclusive contexts.

2. These determinants are malleable and context-sensitive. They develop most robustly in
training environments that are emotionally safe, practice-rich, and supervision-supported,
where students are invited to reflect critically on their experiences and receive sustained
feedback.

3. The preparation of future special educators must be re-designed with psychological goals in
mind. Without explicit attention to psychological determinants, socio-pedagogical
competence risks remaining a formal construct that is weakly expressed in real professional
behaviour.

In this sense, the review not only summarises existing research, but also argues for a
psychologically informed model of competence development that can guide future empirical studies
and the redesign of special educator training programmes.

Conclusion. The review carried out in this article shows that the socio-pedagogical
competencies of future special educators cannot be understood solely as a set of externally
observable skills. Behind such behaviours lies a network of psychological determinants that
includes emotional intelligence, empathy and social sensitivity, professional reflection, self-
regulation, intrinsic motivation, and communicative culture (Goleman, 1995; Brackett & Rivers,
2014; Ryan & Deci, 2000; Littlewood, 2014). These determinants function not as isolated traits, but
as an interconnected system that shapes how future teachers perceive educational situations,
regulate their own reactions, and choose ways of interacting with children, families, and colleagues.
When this psychological system is weak or fragmented, socio-pedagogical competence remains
fragile and situational; when it is sufficiently developed, competence acquires a stable, value-based
character and can be enacted across a variety of demanding contexts (Ainscow, 2020; Mitchell,
2014).

An equally important conclusion concerns the role of the training environment. The analysis
of international and Kazakhstani studies suggests that psychological determinants are highly
sensitive to the socio-psychological climate of university programmes. Environments that provide
psychological safety, constructive feedback, supervision, and opportunities for practice-based
learning tend to foster higher levels of emotional regulation, reflection, and professional self-
efficacy in future special educators (Jennings & Greenberg, 2009; Darling-Hammond, 2017;
Kulmagambetova, 2020; Sagyndykova, 2022). Conversely, formalistic or overload-focused
programmes, in which reflective dialogue and emotional support are marginal, risk producing
graduates who know the language of inclusion but struggle to cope with its psychological demands
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in real classrooms. Thus, psychological determinants and training conditions must be considered
together: neither can compensate for the absence of the other.

From a practical standpoint, the findings imply that special educator preparation should be
deliberately redesigned with explicit psychological goals. It is not enough to add separate courses
on inclusive education or special pedagogy; programmes need built-in mechanisms for developing
emotional intelligence and empathy (e.g. through structured reflection on practice, analysis of
emotionally charged cases), for strengthening self-regulation and motivation (e.g. via mentoring and
individual goal-setting), and for cultivating a communicative culture in interaction with families and
multidisciplinary teams (Friend & Cook, 2017; Day, 2019). Such interventions are most effective
when they are continuous, integrated into practicum experiences, and supported by supervisors who
model the very socio-emotional competencies expected from students.

At the same time, this review has certain limitations. It relies on existing theoretical and
empirical work, which is uneven across countries and often concentrates on general teacher
education rather than the specific context of special educators. Many psychological constructs are
operationalised differently across studies, which complicates direct comparison. Future research
would therefore benefit from empirical studies that test the proposed conceptual model, use mixed
methods to examine how particular determinants (for example, emotional intelligence or reflective
capacity) develop over the course of training, and explore culturally specific factors in the
Kazakhstani context.

Overall, the article argues for a psychologically informed view of socio-pedagogical
competence: one that recognises the deep connections between what special educators know, what
they value, how they feel, and how they act. By foregrounding psychological determinants within
competence-based frameworks, teacher education institutions can better align their curricula with
the real emotional and social challenges of inclusive practice and, ultimately, contribute to more
humane and effective support for children with special educational needs.
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