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Abstract

Today’s graduates need more than subject knowledge — they need soft skills: critical
thinking, collaboration, creativity, and emotional intelligence. Yet language classrooms are still
widely treated as places where only linguistic outcomes matter. This article argues that EFL
lessons are powerful and underutilised spaces for developing soft skills alongside language
competence. Drawing on the Cambridge Life Competencies Framework (2020), the Oxford Global
Skills position paper (Mercer et al., 2019), and the CASEL model of Social-Emotional Learning
as applied to ELT by Penton Herrera (2024), together with empirical studies by Hadiyanto (2021)
and Wicaksono and Saraswati (2024), the article examines how communicative tasks can advance
both linguistic and competency goals simultaneously. The review finds that well-designed tasks
— those built on genuine learner interdependence, creative problem-solving, and shared outcomes
— consistently produce measurable gains in 21st-century competencies alongside language
development. Deliberate pedagogical intention, rather than incidental exposure, is identified as the
decisive factor in soft-skill growth. Five evidence-based classroom strategies are discussed in
detail: Structured Academic Controversy, Collaborative Inquiry Projects, Reflective Journaling,
Literature Circles and Socratic Seminars, and Peer Feedback. Assessment approaches that go
beyond test scores — including portfolios, self-assessment, and process documentation — are also
addressed. The article concludes that integrating soft skills into English teaching is not a
pedagogical luxury but a core responsibility of language education.

Keywords: soft skills; EFL classroom; 21st-century competencies; critical thinking;
collaboration; social-emotional learning; task-based learning; communicative language
teaching; teacher development; competency assessment.

Taneamynvt J].. 1, Mondabaeéa K.E.?
L2 KazHITY um Abas
Y Mazucmpanm I kypca
2PhD, cm. npenooasaemeinb
Anmamur , Kazaxkcman

Annomauyus

CoBpeMEeHHBIM CIIELUATNCTaM HYXHBI HE TOJIBKO MPEIMETHbIE 3HAHHUS, HO U YMEHUE
JyMaTh KPUTHUYECKH, OOIIATHCS, COTPYAHIYATh U YIPABIATH CBOUMH SMOIMSIMH. TeM He MeHee
S3BIKOBBIE KJIACCHI MO-TMPEKHEMY HEPEIKO OPUEHTUPOBAHBI UCKIIOYUTEIHHO Ha IMHTBUCTHUECKHE
pe3yJIbTaThl, OCTABJISSI B CTOPOHE pa3BUTHE JIUYHOCTHBIX KOMIETCHIWH. JlaHHas craThs
MOKAa3bIBACT, UYTO ypPOK aHTIUHCKOro s3pika kak mHoctpanHoro (EFL) mpeacrammsier coboit
MOJTHOIICHHYIO M HEJIOCTATOYHO HCIIOJIb3YEMYIO Cpely JUIS Pa3BUTHS MSATKUX HAaBBIKOB HApSIy C
S3BIKOBOM KommeTeHnen. Onupasice Ha KeMOpUIKCKYI0 CHCTEMY YKU3HEHHBIX KOMITETCHITUMA
(2020), mozurmonnsiii nokyment Oxford Global Skills (Mercer et al., 2019), Moxens colmanbHO-



smounoHasnbHOro 00yuenuss CASEL B mpumeHeHun k npenojaBaHuio si3bika (Penton Herrera,
2024), a raxke smnupudeckue uccienosanus Hadiyanto (2021) u Wicaksono u Saraswati (2024),
B CTaTb€ paccMaTpUBAETCs, KaKUM 00pa3oM KOMMYHUKAaTUBHBIE 3aJaHUsl CIOCOOHBI
OJIHOBPEMEHHO IIPOJIBUraTh KakK SI3bIKOBBIC, TAK U KOMIIETCHTHOCTHBIE LIEJIU. Y CTAHOBIIEHO, YTO
3a/laHusl, TOCTPOCHHbIE Ha MOJUIMHHON B3aMMO3aBHUCHUMOCTH y4YallUXCs, COBMECTHOM pEIICHUU
npobsieM U o01IeM pe3ynbTaTe, Aal0T U3MEpUMBI TpupocT koMmreTeHIil XXI Beka Hapsay ¢
A3BIKOBBIM pa3BuTueM. KittoueBbIM (hakTOpOM pocTa MITKHX HaBBIKOB SIBJISIETCS OCO3HaHHAas
nejaroruyeckas mo3uiys, a He ciy4aifiHoe Bo3zeiicTBue. B ctarbe moapoOHO 00CyKAat0TCs MATh
CTpaTeruil: CTPyKTypUpOBaHHAs  akKaJeMU4YecKass JUCKYCCHUs, TPOEKThl COBMECTHOTO
UcclieIoBaHusl, pe(IeKCUBHBIN JHEBHUK, JINTEPATYPHbIC KPY>KKU M COKPATOBCKHE CEMHMHApBHI, a
TaK)Ke B3aUMHOE pelieH3upoBaHue. PaccMaTpuBaroTCs M MOAXO0Abl K OLEHUBAHUIO, BHIXOSIINE 32
paMKU TECTOBBIX IIOKa3areneil. /lenaercs BBIBOA O TOM, YTO MHTETpals MSATKUX HAaBBIKOB B
[penojaBaHUe aHMVIMHCKOrO S3bIKa SIBISIETCS HE MEJarornyeckoil pOCKOIIbI0, a OCHOBHOM
OTBETCTBEHHOCTBIO S3bIKOBOI'O 00pa30BaHMUS.

KuarwueBsble ciaoBa: msackue uaswviku, EFL-xknacc, xomnemenyuu XXI eexa, xkpumuueckoe
MbluleHue;, COmpYOHUUeCmeo, COYUANIbHO-OIMOYUOHATbHOe 00yueHue, oOyyeHue Ha OCHO8e
3a0anuil; KOMMYHUKAMUGHoe obyueHue A3bIKY;, NpOopecCcUoHalvbHoe pasgumue yyumens,
oyeHusanue KoMnemeHyul.
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Anoamna

byrinri 3amaH MamaHJapblHaH TEK MOHAIK OLTIM eMec, ChIHM OWiay, BIHTBIMAKTacy,
HIBIFAPMAIITBUTBIK KOHE SMOIIMOHAIIBIK WHTEIUICKT CUSKTHI )KYMCAK JIaF/IblIap J1a Tajlal eTiIe/i.
Amnaiima Tin cabakTapel ol Jie¢ KHi TEK JTUHTBHCTUKAIBIK HOTHXKETE OAFBITTANBIM, TYJIFAJIBIK
KY3BIPETTEP/li JAMBITYIbI Ha3apAaH ThIC KAIabIpabl. OChl MaKalia MIeTel TiTl PETiH/E aFbUIIIBIH
tini (EFL) cabakrapblHBIH TUIAIK KY3BIPETIICH KaTap JKYMCAK JaFblIapibl JTaMbITYIbIH
TOJBIKKAHIBI )KOHE KETKUIIKTI HajalaHbUIMal KaTKaH KEHICTIr 0oJia alaThIHBIH TAJIEIIACHI.
Makana KemOpumx emipiik Ky3eipertep xkyiecine (2020), Oxford Global Skills mo3ummsiibik
kyxkateiHa (Mercer et al., 2019), CASEL oneyMeTTiK-IMOIIMOHANIBIK OKBITY MOJCIIHIH TUIII
OKBITYyFa KonnanbeutybiHa (Penton Herrera, 2024), connaii-ak Hadiyanto (2021) mern Wicaksono
koHe Saraswati (2024) sMIHUpUKaNIBIK 3epTTEyJIepiHe CyHeHel. 3epTTey HOTHIKENIepl IMIbIHANBI
e3apa TOYeNITiKKe, OIpJIecKeH Mocele IIeNIyre KOHEe OpTaK HOTHXKETe HEeTi3/IeIreH
TarChIpMaIapIbIH TUT JaMybiMeH KaTap XXI Facelp KY3bIpETTEPiHIH OJIICHETIH 6CIMIH TYPAKTHI
KaMTaMmachl3 eTeTiHiH kepcereni. JKyMmMcak AarnpUiapAblH OCyiHIH memynr (akTopsl —
Ke3JIeHCOK BIKIAT €MeC, CaHAIIBI IIeIarOTMKAIIBIK HUEeT. Makaiaa Oec CTpaTerus erKei-TerKei
TaJKbUIAHAIBI: KYPBUTBIMJIBIK aKaJISMHISUTBIK KapaMa-KalIIbUTbIK, OipJIeCKeH 3epTTey Kobamapsl,
pebaeKkcHsUIBIK  KYHIENIK, omeouer meHOepiaepi MeH COKpaTThIK CeMHHapiap, COHIal-ak
TeHJIeCTepACH Kepi Oainansic. TecT HOTHKeNepiHeH ThIC Oaranay Tocuiaepi Ae KapacThIpbLIaIbl.
JKyMcak narapiiapabl aFbUTIIBIH TUTIH OKBITYFa MHTETpAIMsIAy MeIarOrHKAIbIK apTHIKIIBITBIK
emec, TiJ1 OUTIMIHIH HEri3ri MiH/AETI eKeHi Typasibl KOPBITBIH/IBI JKacalla bl.

Tyiiin ce3nep: scymcar oazovinap, EFL coinviovl, XXI eacvlp Ky3vipemmepi, colHu OUnay,
BIHMBIMAKMACMBIK,  dNEYMEeMMIK-2MOYUOHANObIK OKbIMY, MANCbIpMaga He2iz0enceH OKblmy;
KOMMYHUKAMUBMIK MK OKbIMY, MYEaniMOi Kaciou oamvimy, Ky3vlpemmepoi 6azanay.

Introduction



Across hiring offices, university admissions panels, and professional development surveys,
a remarkably consistent message has emerged over the past two decades: what distinguishes
effective graduates is not primarily what they know, but how they think, communicate, and work
alongside others. Academic credentials alone are no longer enough [1; 2].

Language classrooms occupy an unusual position in this landscape. Unlike other
disciplines, English cannot be learned in isolation — it demands interaction, negotiation, risk-
taking, and the willingness to be uncertain in front of others. Every time a student defends a
position in a discussion, gives feedback on a classmate's writing, or works through a disagreement
in a group task, something is happening that extends well beyond grammar or vocabulary. These
conditions, when shaped with deliberate pedagogical intent, constitute a powerful environment for
soft-skill development [3].

This article draws together the theoretical and empirical strands that help explain this
potential. Three questions guide the review: What frameworks currently inform soft-skill
integration in EFL contexts? Which classroom strategies develop 21st-century competencies
alongside language skills? And how might growth in these areas be meaningfully assessed?

Methods

The article is grounded in a narrative literature review covering publications from 2019 to
2024. Relevant sources were identified through searches of Google Scholar, ERIC, and publisher
repositories, using terms such as "soft skills EFL," "21st-century competencies language
teaching,” "critical thinking EFL," and "social-emotional learning ELT."

Three competency frameworks served as the theoretical foundation. The Cambridge Life
Competencies Framework (2020) [1] organises six domains — creative thinking, critical thinking,
learning to learn, communication, collaboration, and social responsibilities — and treats
proficiency and competency development as mutually reinforcing. The Oxford Global Skills
position paper [2] foregrounds adaptability, digital literacy, and learners' capacity to take genuine
ownership of their development. The CASEL model of Social-Emotional Learning, appliedto ELT
by Pentén Herrera (2024) [5], reframes emotional and social intelligence as constitutive elements
of literacy today.

Two empirical studies received sustained attention. Hadiyanto (2021) [3] tracked soft-skill
outcomes across different EFL task types in an Indonesian higher education context. Wicaksono
and Saraswati (2024) [4] examined the practical opportunities and obstacles involved in
embedding SEL into language teaching.

Results

The reviewed literature organises around two broad patterns, each with direct implications
for classroom practice.

The first concerns the relationship between task design and what students actually develop.
Hadiyanto's findings [3] are instructive: tasks that required genuine group interaction, creative
problem-solving, and shared outputs consistently produced measurable gains in 21st-century skill
performance alongside language development. What distinguished high-yield tasks from weaker
ones was their degree of genuine interdependence — activities where students actually needed
each other to succeed generated substantially stronger competency outcomes.

The second pattern concerns social-emotional learning. Wicaksono and Saraswati [4]
identify real affordances: the human content of English materials — stories, films, discussions
about identity and culture — creates natural openings for emotional reflection that few other
subjects can match. However, teacher preparation for SEL facilitation is often inadequate, and in
examination-driven systems, pressure to prioritise measurable linguistic outcomes can be
considerable.



Across both patterns, a single variable emerges as decisive: deliberate pedagogical design.
Soft skills do not develop as a byproduct of exposure to English; they develop when tasks are
explicitly constructed to demand them. Five strategies recur across the reviewed literature as
effective vehicles for this work.

1. Structured Academic Controversy: students argue a position, then switch sides, then
work collaboratively toward a synthesis — building critical thinking, perspective-taking, and
substantive language use in the same activity.

2. Collaborative Inquiry Projects: students gain extended, authentic experience of working
toward a shared goal, with the productive friction that real collaboration entails.

3. Reflective Journaling: even briefly at the close of a lesson, this cultivates self-awareness
and metacognitive monitoring that underlie both emotional intelligence and language learning.

4. Literature Circles and Socratic Seminars: these reposition students as active meaning-
makers rather than recipients of teacher-delivered interpretation.

5. Peer Feedback: when explicitly taught rather than assumed, this builds relationship skills
and meta-linguistic awareness that transfer well beyond the language classroom.

Discussion

The findings reviewed above point with reasonable consistency in one direction: language
learning and soft-skill development tend to reinforce rather than crowd out each other. When tasks
demand genuine communication, real collaboration, and substantive thinking, students develop
both sets of capacities together. This reframes the choice facing EFL practitioners: integrating
competency goals is not a trade-off against linguistic outcomes — under thoughtful task design, it
is a genuine gain for both [1; 3].

The assessment question is perhaps the most persistent challenge. Critical thinking is
contextually variable; collaboration looks different across cultures; neither reduces cleanly to a
numerical score. What the literature suggests works best is a combination of methods: evidence
portfolios built over time, self and peer-assessment structured by explicit reflection prompts, and
process documentation — observation notes, recorded discussions, written reflections — that
captures what end-of-unit tests cannot.

The cultural dimension raises a different set of concerns. The major frameworks reviewed
— Cambridge, Oxford, CASEL — emerged primarily from Western educational traditions, and
their assumptions about communication, emotional expression, and collaborative behaviour are
not universally shared. Teachers working across cultural contexts need to hold these frameworks
with some critical distance [2].

Finally, teacher development emerges as a systemic precondition. Soft-skill facilitation
cannot be reduced to a set of techniques; it depends on the quality of the relational and intellectual
environment that teachers create. Professional development that builds educators' own critical
thinking, emotional intelligence, and capacity for genuine collaboration is foundational [4].

Conclusion

The case made in this article rests on three interlocking arguments. The practical argument:
the modern world consistently requires capacities — critical thinking, collaboration,
communication, emotional regulation — that the EFL classroom is unusually well-positioned to
develop. The pedagogical argument: soft-skill development and language development are not
competing priorities; under the right conditions, they advance together. The ethical argument:
education that engages the whole person better serves the human beings in front of the teacher.

The five strategies outlined — Structured Academic Controversy, Collaborative Inquiry
Projects, Reflective Journaling, Literature Circles, and Peer Feedback — are in most cases



reworkings of activities that thoughtful language teachers are already using. What changes with
deliberate soft-skill integration is intention: the explicit decision to notice, name, and develop
competency growth alongside linguistic growth.

Several areas warrant further research. The longitudinal transfer of soft skills from EFL
contexts to professional settings remains underexplored. The cultural responsiveness of existing
assessment instruments is a pressing concern. And the design of teacher preparation programmes
that build the competencies underpinning effective soft-skill facilitation deserves sustained
attention.
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