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ABSTRACT

This nine-year longitudinal study reports on the redesign of
early field practice in a pre-service English language teaching
course at Borys Grinchenko Kyiv Metropolitan University. Initially
grounded in the principles of the New Generation School Teacher
project, the course was later revised to align more closely with
students’ needs and the real-life teaching context. The intervention
replaced early school-based observation with structured, guided
observation of live lessons delivered by more advanced peers on
university premises, with Year 2 students participating as learners
and observers and Year 3 students alternating roles as student-
teachers and peers. The change followed the growing gap between
what early school observation was meant to achieve and how
students actually responded. In the first cohorts of pre-SETT
students, many found that lessons they observed relied on rigid,
teacher-centred routines. Instead of inspiring confidence, this
experience often confirmed their doubts about teaching as a career.
Mixed-method survey data from three tracked cohorts show rising
satisfaction with observation practice and stronger links between
engagement, perceived preparedness, and readiness to teach.
Internal consistency measures (Cronbach’s o) Were moderate to
good across instruments; correlations between interest in
observation and both willingness to teach and short-term readiness
strengthened as the peer-based model matured. In 2022/23,
satisfaction with the peer-led observation days was high; by
2024/25, graduates rated their preparation and school-based
practice positively, with over half positioning teaching as a plausible
career pathway on the upper end of the scale. While the proportion
of students unequivocally committing to school employment remains
below the original NGST target, the university-based peer model
demonstrably improves early engagement, builds a realistic teacher
identity, and lowers the entry threshold for subsequent school
practice, particularly under crisis constraints that restrict access to
model classrooms. The findings suggest that guided peer
observation offers a robust format for the first steps of Pre-SETT
and should be combined with later school placements, while
systemic measures beyond the university are required to address
profession-level prestige and retention.

Keywords: higher education in Ukraine, crisis-responsive
education, pre-service teacher training, field practice, peer
observation, guided observation

© Olena Moskalets, Galyna Tsapro, Liliia Vinnikova, Gryshchenko Olena, 2025
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INTRODUCTION

Clearly defined professional interests and wholehearted
engagement in the learning process at the initial stages of career
training are critical for both academic achievement and long-term
professional success (Smet, 2022). However, many young people
enter bachelor’s programs without clear career goals — an
especially concerning trend for teacher-training programs, given
the global decline in the popularity of teaching careers (Bahr &
Ferreira, 2018; European Commission et al., 2021).

In Ukraine, this issue is particularly acute in programs designed
to train future teachers of English. Although foreign language
proficiency has long been valued in Ukrainian society, actively
promoted by the state (3akon Ykpainu Ne 3760-IX, 2024; [TocranoBa
Ka6inery MinictpiB Ykpainu Ne34, 2025), and consistently ranked
among the most popular academic fields among higher education
applicants (Bomunceki HoBuHH, 2021; I'pomanceke, 2025), language
teaching remains a low-prestige career.

At most Ukrainian universities, where academic flexibility
Is limited and teacher-training courses are mandatory for English
philology students, many begin their undergraduate studies with
little or no intention of becoming teachers. Their primary interests
often lie in literature, linguistics, translation, or intercultural
communication, while pedagogical training is viewed as a formal
requirement rather than a meaningful part of their future career
path. As a result, when pre-service teacher education begins,

11
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students’ motivation to engage with pedagogical content is low,
and their emerging teacher identity is fragile — if present at all.

This low motivation contrasts sharply with the relatively
high percentage of students who work in education while still
studying, and an even larger number who enter the teaching
profession after graduation (Mospan, 2016). Despite this, the
quality of school education in Ukraine continues to lag behind
international standards. According to PISA 2018 and partial
results from PISA 2022, students from Ukraine performed
significantly below the OECD average in reading, mathematics,
and science (OECD, 2020; OECD, 2023).

It is clear that the teacher training system in Ukraine has
long required modernization. In addition to strongly
recommending moving away from theory-focused models toward
more practice-oriented learning (Borko, Jacobs, & Koellner,
2010), there is an urgent need for training formats that tap into
students’ intrinsic motivation and support the development of a
professional teaching identity.

This article argues that rethinking the structure of
observation practice may help address this motivational
challenge. Observation is traditionally intended to connect
theory with practice by exposing students to real classroom
environments. However, when implemented too early or in
settings where outdated teaching methods dominate,

observation can instead demotivate students, reinforcing their
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scepticism about the relevance and appeal of teaching as a career.
The lingering effects of recent crises in Ukraine have further strained
the school system and limited students’ access to dynamic and
innovative classrooms (Kaden, 2020; Kovalchuk & Korzh, 2023),
deepening these challenges.

To respond to this, Borys Grinchenko Kyiv Metropolitan
University revised its ELT Methodology course to include structured
peer observation conducted within the university setting. Year 2
students now observe and analyse lessons taught by Year 3 peers,
allowing them to participate actively, engage reflectively, and build
a sense of competence and belonging. The central hypothesis of this
study is that a peer-based format of field practice can generate short-
term intrinsic motivation, which may develop into sustained
motivation for mastering teaching skills at the initial stages of Pre-
SETT, lay the foundation for greater satisfaction with subsequent
teaching practice, and ultimately foster a more positive and realistic
view of teaching as a profession.

The study aims to assess how a peer-based observation
format influences motivation, engagement, and readiness for

teaching among pre-service English teachers.
THEORETICAL FRAMEWORK

Learning any profession is effective only when it provides
realistic hands-on experience under the guidance of experienced
mentors. Learning to teach is meaningless without structured field

practice guided and supported by committed, knowledgeable
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teachers. Numerous studies on teacher training emphasize the role
of practical training in preparing future educators (Zeichner, 2010;
Villalobos lturriaga et al., 2025).

As in any professional activity, mastering teaching skills
relies heavily on motivation. According to Ryan & Deci (2000),
intrinsic motivation is a central driver of educational engagement.
However, the current low prestige of the teaching profession often
fails to generate sufficient long-term intrinsic motivation among
pre-service teachers. Instead, many students rely on extrinsic
motivation, which centres on visible academic achievements and
may promote surface-level learning with limited skill
development. While extrinsic motivation can evolve into intrinsic
motivation over time (Dornyei, 1994), this transition depends on
meaningful engagement throughout a sufficient period of time.

To foster deeper engagement at the initial stages of pre-
service teacher training, it is crucial to appeal directly to intrinsic
motivation. Instrumental motivation defined as “potential
pragmatic gains from target skills” (Gardner, as cited in Doérnyei,
1994) alone cannot sustain commitment to teaching. Integrative
motivation, described as the “desire to interact with or become
similar to valued members of a target community” (Gardner, as
cited in Dornyei, 1994), offers a more powerful route. While many
students do not identify with in-service school teachers, they often

regard peers one or two years ahead as relatable and credible role
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models. Thus, peer teaching and peer observation present a
meaningful pathway toward intrinsic engagement.

Research supports the positive impact of peer interaction in
teacher preparation. Peer observation and feedback enhance
instructional practice and professional dialogue (Andal et al., 2024;
Hattie & Timperley, 2007; Ryan & Deci, 2000). Peer teaching
promotes reflection, skill development, and confidence (Atay &
Kurt, 2007). Co-teaching and peer coaching foster collaboration,
reflective practice, and effective method adoption (Thijs & van den
Berg, 2002; Bruce & Ross, 2008). These forms of peer-based
professional learning support soft-skill growth and mark a move
away from outdated, lecture-driven models in teacher education.

The recognition of the low effectiveness of pre-service
English teacher training, along with growing evidence supporting
student-centred learning formats, prompted calls for curriculum
designs that offer early, meaningful, and personally engaging
experiences. One notable initiative that sought to address these
challenges in Ukraine was the New Generation School Teacher
(NGST) project.

The New Generation School Teacher project (New
Generation School Teacher project, n.d.), launched in 2013 by the
British Council in Ukraine and the Ministry of Education in
Ukraine, made a big step towards addressing the problem. The key
characteristics of the experimental curriculum, developed by the

representatives of thirteen Ukrainian universities and consultants
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from the British Council, included updated pedagogical
disciplines, student-centredness, and increased role of field
practice. The latter feature required integration of regular school
visits into the three-year long course of ELT methodology. During
the school visits students were supposed to conduct guided
observation of lessons by experienced teachers (two semesters),
gradually adopt the role of teacher assistants (three semesters) and
finally try their hand at planning and presenting lessons by
themselves in the capacities of student-teachers (final semester on
the bachelor program).

Borys Grinchenko Kyiv University joined the project in
2016 at the very beginning of the pilot stage of the experimental
curriculum. As intended by the curriculum, the first cohort of
students was invited to attend schools and watch the teachers’
work in the classrooms. That was the moment the first discrepancy
between the desired outcome of the extensive field practice and
the real results of school visits occurred: the students saw that the
declared practices and values of teaching English as a tool of
communication were not widely implemented at schools.
Numerous issues, later described by an independent consultant
Alan S. Mackenzie in the project evaluation report “as teaching-
learning traditions with heavy emphasis on grammar and
vocabulary and limited use of English as an active life skill”

(Mackenzie, 2019: 4) had a rather negative influence on students’
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perception of their careers in education. While the solution to the

problem was seen in promoting in-service school teachers’ move

“from traditional to modern methodologies” (Mackenzie, 2019:
4), project participants did not have any reliable instruments to
promote the shift. As a result, during observation practice, students
were exposed to outdated lesson designs and classroom
management techniques, which were promoted by school teachers
and administrators as well-established and time-tested.

Another drawback of the experimental course, as pointed
out by participants and quoted in the Evaluation report, was the
students’ desire to “participate more actively, earlier in their
observation teaching practice (Mackenzie, 2019: 5). The last, but
not the least problem, revealed by the project assessment was
participants’ extremely low desire to pursue careers in teaching.
While the targeted number of students willing to become teachers
was 85%, the evaluation survey and interviews revealed that the
real percentage of project participants intending to work in
education is below 30%. This result neutralized other high
achievements of the project such as students’ methodology
competence and greatly improved language command
(Mackenzie, 2019: 7). Thus, the idea of improving pre-service
teacher training by providing more school-based field practice
turned out to be controversial: although students do gain more

practical experience, they are often exposed to the same old
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authoritarian, teacher-centred methods, which only reinforce their
lack of desire to pursue a career in education.

A practical solution for implementing a three-year ELT
course with integrated field practice while minimizing students’
exposure to outdated teaching methods in the early stages of
training emerged as a forced way out during the COVID-19
pandemic. Since most schools were unable to allow students on
their premises for in-person observation, and online observation
was strongly opposed by teaching staff and parents, school-based
teaching practice was postponed until the final year of training (see
Moskalets & Tsapro, 2025, for more details on the evolution and
outcomes of school-based teaching practice at BGKU).

The first two years of field practice were instead provided by
the Centre for Languages and Literature Teaching Methodology at
the Department of Romance and Germanic Philology. Run by ELT
methodology teachers and supported by the department
administration, the Centre took responsibility for designing the
practice schedule, grouping students, assigning responsibilities, and
providing classrooms and equipment for offline classes.

In the 2020/21 academic year, the Centre was officially
recognized as the site for the pre-service field practice. In the
2021/22 academic year, the syllabus for the Bachelor's degree in
EFL philology and teaching at BGKU was updated to make
observation and teaching practice at the Centre mandatory for

second and third-year students.
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Unfortunately, close observation and objective evaluation of
the effects of peer teaching and peer observation at the Centre were

disrupted by the beginning of full-scale invasion and military actions

in Ukraine in February 2022. Nevertheless, in the following
academic year (2022/23), scheduled field practice at the Centre was
resumed and demonstrated the viability of the new system.

According to the updated syllabus, second- and third-year
students have three practice days per semester, scheduled
simultaneously. Third-year students design and deliver English
lessons for their peers and for second-year students, and report
finding the experience most beneficial (Slyvka, 2025). Second-
year students, in turn, participate in these lessons and conduct
guided observations focusing on specific aspects recently studied
in their ELT methodology sessions.

Formally, observation practice for second-year students
begins with an orientation conference about four weeks into the
academic year. At the conference, students receive an outline of
their observation assignments, the schedule, and the assessment
criteria. In practice, however, students are introduced to the
observation practice earlier during their sessions in ELT
Methodology sessions, as lecturers deliberately use examples from
field practice feedback and reports of previous cohorts to illustrate
theoretical concepts.

On each observation day, second-year students are expected

to attend three lessons, focusing on the same aspect of teaching

19



The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

throughout. After observing all three lessons, students record key
information about each and then summarize their observations.
Through years of implementing the NGST curriculum and
experimenting with sequencing and combining observation foci,
the current list of observation topics includes:

1. Motivational strategies in an English lesson

2. Thinking skills and learning English

3. Learner autonomy in a language classroom

4. Methods and approaches in an English lesson

5. Communicative skills in the language classroom

6. Learning environment in a language classroom.

A few days before the observation date, students are
strongly encouraged to access and review the observation task.
They are advised to either print out the Observation Report Sheet
or save it on their device to avoid relying on an internet connection
during the observation day and to be able to take notes while
participating in the lesson.

After the observation practice, students have one week to
revise and submit their reports as a cool reflection on the
experience. Meanwhile, immediately after each lesson, all
participants receive links to Google Forms, where they are
expected to provide hot feedback on the lesson. Hot feedback
questions focus on the emotional aspects of the experience and, in
particular, participants’ level of satisfaction. In addition to written

reports and feedback, students are encouraged to share their
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impressions and express their opinions during ELT sessions held
shortly after the observation practice.

Groups of students acting as lesson participants are not

fixed; for each lesson, learners rotate to ensure they have the

opportunity to collaborate with peers from different academic
groups. Year 2 students participate in three lessons, observing the
same aspect of English teaching delivered by different Year 3
student-teachers. The student-teachers not only conduct their own
lessons but also participate as learners in two additional sessions,
thus alternating between the roles of teacher and learner within the
same day. It is not uncommon for Year 2 students to attend a lesson
taught by a particular student-teacher and then find that same
individual sitting next to them as a peer participant in the following
session. Full engagement in lesson activities is equally expected
from both Year 3 and Year 2 participants.

The structured organization of observation practice,
where Year 2 students observe multiple lessons and interact
with Year 3 peers who alternate between the roles of teacher
and learner, is intentionally designed to serve more than one
purpose of illustrating theory from ELT sessions. Less explicit
but equally essential goal of this setup is to help Year 2 students
internalize the reality that they, too, will soon be in the position
of teaching. By seeing their slightly more advanced peers take
on and reflect upon the challenges of lesson delivery, Year 2

students are encouraged to view teaching not as a distant or
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abstract concept, but as an imminent and achievable step in
their own development.

Pre-, during-, and post-observation activities further
reinforce this by explicitly discussing the emotional and
practical aspects of the student-teacher experience. These
discussions aim to normalize the difficulties of teaching
practice and emphasize that every Year 3 student, regardless of
academic performance, is required to undertake this role. This
framing encourages Year 2 students to develop empathy for
their peers, show greater tolerance toward mistakes, and
understand the importance of supportive classroom
collaboration. More importantly, it helps them envision
themselves in the role of a teacher and fosters confidence in
their ability to grow into it. This awareness is expected to
deepen their engagement in the ELT course and to positively

influence their perception of teaching as a future career.
METHODOLOGY

This research follows a longitudinal observational
design based on repeated cohorts of pre-service English
teachers at Borys Grinchenko Kyiv Metropolitan University
between 2016 and 2025.

To Dbetter understand the impact of the revised
observation practice format on both observation outcomes and
attitudes toward a teaching career, data were analysed using

two key indicators: Year 2 students’ level of engagement
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during observation practice and their stated willingness to
pursue teaching after graduation, as reported during their final
year of the Bachelor’s degree program. All surveys were

completed anonymously via Google Forms; no identifying

information was collected, and responses were analysed in
aggregate.

To assess and compare the effectiveness of observation
practice at the initial stages of the new curriculum
implementation and the present-day state of affairs, a mixed-
method approach was applied. Between 2016 and 2025, during
the implementation of the NGST project curriculum, seven
student cohorts completed their Bachelor’s degree at BGKMU.
Data were collected from three cohorts: those enrolled in 2015-
2019, 2016-2020, and 2021-2025. Their three-year ELT training
periods took place in 2016-2019, 2017-2020, and 2022-2025,
respectively. Unfortunately, systematic observation of the four
intermediate cohorts was disrupted by the COVID-19 pandemic
and the onset of full-scale military action in Ukraine. These
circumstances forced a trial-and-error approach and continuous
adaptation of the training process, which in turn limited
opportunities for consistent data collection.

The first two cohorts of Year 2 students were surveyed at the
end of the autumn semester in 2016 and 2017, while the seventh
cohort provided their responses at the end of the academic year in

2023. Year 4 students from cohorts 2 and 7 were surveyed at the end
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of the academic year in 2020 and 2025, respectively. Data on the
learning outcomes of 2019 graduates were drawn from the Evaluation
Pre-SETT Ukraine report (Mackenzie, 2019). Figure 1 shows when

data were collected across the project timeline.

| Cohort 9
\ Cohort 8
Cohort 7
S4 S5
Cohort 6 |
Cohort 5 |
Cohort 4 ‘
Cohort 3 ‘

Cohort 2
S2 S3
Cohort 1

S1 PE
2016/17 [ 2017/18 [ 2018/19 | 2019/20 | 2020/21 | 2021/22 [ 2022/23 [ 2023/24 [ 2024/25 |

Figure 1. Observation and peer-teaching structure within the
Pre-SETT model

S1- Survey 1 on cohort 1’s Observation Practice

S2 - Survey 2 on cohort 2’s Observation Practice

PE - NGST Project Evaluation

S3 - Survey 3 on cohort 2’°s Teaching Practice Results

S4 - Survey 4 on cohort 7°s Observation Practice

S5 - Survey 5 on cohort 7°s Teaching Practice Results

Surveys Nel and Ne2 asked participants to indicate their level
of agreement with the following statements: the observation practice
has been interesting for me; when | graduate from the university, |
would like to work as a school teacher; I would like to work at a school
similar to the one where | had my observation practice; next year, it
will be easy for me to teach the classes | observed.

To express their level of agreement, participants selected
one of the following options: 1-Totally disagree; 2 — Rather

disagree; 3 — 1 am not sure; 4 — Rather agree; 5 — Absolutely agree.

24



Olena Moskalets, Galyna Tsapro, Liliia Vinnikova & Gryshchenko Olena. From
observation to professional aspiration: transforming first steps in pre-service teacher

training.

The response matrices for participants surveyed in the

2016/17 and 2017/18 academic years are presented in Tables 1 and

2. The number of participants in Survey 1 and Survey 2 was 17

and 36, respectively. For each set of data, average value, standard

deviation, and Cronbach’s o were calculated.

Table 1.
Responses from Cohort 1 (Survey 1)
Participant | Statement A | Statement B Stat%ment Statement D
1 3 4 1 2
2 4 3 3 3
3 5 4 4 3
4 3 2 2 3
5 3 1 1 1
6 2 1 1 1
7 1 1 1 5
8 3 2 1 3
9 4 1 1 4
10 4 1 1 4
11 5 2 3 5
12 3 4 2 4
13 3 1 2 3
14 4 2 2 3
15 2 1 1 3
16 4 3 2 3
17 4 3 3 3
Average 3,35 2,12 1,82 3,12
STDEV 1,06 1,17 0,95 1,11
Cronbach’s 0=0.66
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Table 2.
Responses from Cohort 2 (Survey 2)
Participant Stati\ment StattIeBment Statement Stateé)ment
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36 5 3 3
Average 3.83 2.64 2.47 3.31
STDEV 1.34 1.20 1.11 1.09

Cronbach’s a=0.79
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Cronbach’s alpha, calculated for the first and second
surveys, yielded values of approximately 0.66 and 0.79,
respectively, indicating moderate and good internal consistency of
the survey results. Standard deviation values, ranging from 0.95 to
1.34 across individual statement responses, suggest a considerable
degree of variation in participants’ opinions.

A comparison of the average response values from Survey
1 and Survey 2 made it possible to calculate the quantitative shifts
in student attitudes, as presented in Table 3.

Table 3.
Changes in student attitudes toward
observation practice across the first two cohorts

Statement Statement Statement | Statement
A B C D
Cogort 3.35 2.12 1.82 3.12
Cozort 3.83 2.64 2.47 3.31
+0.48 +0.52 +0.65 +0.19

While the second cohort showed a positive shift in attitudes
toward both observation practice and the prospect of a teaching
career, overall enthusiasm for becoming a teacher (Statement B),
especially in a school similar to their field practice site (Statement
C), remained notably low. This suggests a mismatch between the

intended goals of the observation practice and its actual outcomes.
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To examine whether there was a significant relationship
between students’ interest in the observation practice and their
enthusiasm for a teaching career, the Pearson correlation coefficient,
which is commonly used to assess the strength and direction of the
relationship between two variables (Schober, Boer, & Schwarte,

2018), was applied. The results are presented in Tables 4 and 5.

Table 4.

Pearson Correlation Coefficients for Survey 1

Statement | Stateme | Statement | Statement
1 nt 2 3 4
Statement 0.42 0.69 0.18
1
Statement 0.42 0.58 -0.01
2
Statement 0.69 0.58 0.20
3
Statement 0.18 -0.01 0.20
4
Table 5.
Pearson Correlation Coefficients for Survey 2
Statement | Statement | Statement | Statement
1 2 3 4
Statement 0.37 0.46 0.66
1
Statement 0.37 0.63 0.37
2
Statement 0.46 0.63 0.42
3
Statement 0.66 0.37 0.42
4

The analysis revealed a consistent pattern of positive

correlation between students’ interest in observation practice and

28



Olena Moskalets, Galyna Tsapro, Liliia Vinnikova & Gryshchenko Olena. From
observation to professional aspiration: transforming first steps in pre-service teacher
training.

their desire to become a teacher, with strong and moderate
correlation coefficients observed in Cohort 1 (r = 0.69) and Cohort
2 (r = 0.46), respectively. Notably, the second survey showed a
substantial increase in the correlation between interest in
observation practice and perceived readiness to teach in the near
future, rising from a negligible r=0.18 to a strong positive r = 0.66.
As expected, the correlation between students’ desire to become a
teacher and their willingness to work at a school similar to their
field practice site remained comparable across cohorts (r = 0.58
for Cohort 1 and r = 0.63 for Cohort 2).

In light of the findings from the 2019 Pre-SETT Ukraine
Evaluation (Mackenzie, 2019), which revealed a very low level of
enthusiasm for pursuing a teaching career among Cohort 1
students, a follow-up survey was conducted with Cohort 2 students
in May 2020. The participants were asked the following questions:

1. Have you had any teaching experience beyond the
university-provided teaching practice?

2. How likely are you to teach after you graduate from
university?

A total of 37 students responded. More than four out of five
participants gave a positive answer to the first question, with only
six reporting no independent teaching experience. This resulted in
a positive-to-negative response ratio of 83.8% to 16.2%.

Nevertheless, responses to the second question, which

offered three options, yielded the following results: “very likely” —
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27%, “I am not sure” — 46%, and “very unlikely” — 27%, indicating
a moderate level of enthusiasm for teaching, though higher than
that observed in the previous cohort, which overall might indicate
some improvement in Pre-SETT.

Due to a number of unforeseen factors, the next cohort of
students whose progress could be closely monitored at the initial
stage of Pre-SETT and before receiving bachelor’s degree were those
enrolled in 2021-2025 and doing the ELT course in 2022-2025.

In spring 2023, the students had their observation practice
with Year 3 student-teachers at the Centre for Languages and
Literature Teaching Methodology. By that time, both the format
of the field practice and the feedback form had been redesigned.
After participating in each lesson by Year 3 student-teachers, Year
2 participants were asked an extended set of questions. In total,
121 answers were collected in spring 2023.

To compare the data collected in 2016/17, 2017/18, and
2022/23 academic years, a question from the 2022/23 survey was
selected that aligned in focus with earlier surveys on the level of
interest evoked by the observation practice. The question was:
“How satisfying was the experience?” Participants rated their
impressions using the scale from 1 to 10, where 1 meant “It did
not come up to my expectations at all” and 10 meant “I enjoyed it
immensely”, yielding the average score of 9.51 and a standard
deviation of 1.10, indicating a high level of satisfaction and

consistency in responses.
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To enable comparison with the earlier datasets, which
used a 1-5 scale in 2016/17 and 2017/18, a coefficient of 0.5
was applied to the 2022/23 results. This adjustment produced a
recalculated average of 4.76 and a standard deviation of 0.55.
Table 6 presents the dynamics in the level of interest and
satisfaction with observation practice expressed by Cohorts 1,
2,and 7.
Table 6.
Level of interest/satisfaction with observation practice

among three cohorts of Year 2 students.

Academic | Level of interest/ Standard

year satisfaction deviation
2016/17 3.35 1.06
2017/18 3.83 1.34
2022/23 4.76 0.55

In May 2025, Cohort 7 were asked to provide anonymous
feedback on their preparation for, and experience of, teaching
practice, as well as their enthusiasm pursuing a teaching career.
Responses were collected from 29 participants.

The survey included the following questions:

1. Are you satisfied with your teaching experience
during the academic year 2024/25?

2. Are you satisfied with the school where you had your

English teaching practice?
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3. Do you think you were well prepared for your English
teaching practice at school?

4, How helpful was the guided observation of live
lessons delivered by more advanced students in developing your
teaching skills?

5. How helpful was the observation of live lessons
delivered by school teachers in developing your teaching skills?

6. How helpful was team teaching to younger university
students for mastering your teaching skills?

7. How helpful was solo teaching to younger university
students for mastering your teaching skills?

8. Do you think your future career could be connected
with teaching and education?

9. Have you had any teaching experience beyond the
university-provided teaching practice?

For Questions 1-5, participants selected one of the following
options:

1 - not at all;

2 - rather not;

3 - it was ok;

4 - rather yes/rather helpful;

5 - perfectly satisfied/helpful.

For Question 6, a 10-point scale was used, where 1 meant
“No way” and 10 meant “Definitely yes.”

For Question 7, participants chose between “yes” and “no”.

32



Olena Moskalets, Galyna Tsapro, Liliia Vinnikova & Gryshchenko Olena. From
observation to professional aspiration: transforming first steps in pre-service teacher

training.

A summary of the response to Question 6 is presented in

Figure 2.

Do you think your future career can be connected with teaching and education?

29 ignosigen

8

6

4

2 13a%

3(10,3%)

1(3.4%)

3(10,3%)

2
(6.9%)

4(13,8%)

7.(24,1%)

1(3,4%)

7.(24,1%)

5

Figure 2. Cohort 7 graduates’ level of enthusiasm
for pursuing a teaching career
For further statistical analysis, responses to Question 6 were

converted by multiplying each value by a coefficient of 0.5.

The full response matrix for the May 2025 survey is

presented in Table 7.

Table 7.
Responses from Cohort 7 (Survey 5)
R QL | Q2 | @3 | Q4 | Q5 | Q6 | Q7 | Q8 | Q9
1 3 4 4 3 3 3 3 2 Yes
2 5 5 5 4 5 5 5 4 Yes
3 5 4 4 5 3 5 4 1,5 | No
4 4 4 4 5 5 5 5 45 | Yes
5 5 5 5 5 3 4 5 3 Yes
6 3 3 4 4 4 5 4 5 Yes
7 4 4 4 4 4 4 5 3,5 | No
8 5 4 5 3 3 5 5 1,5 | No
9 3 2 4 4 3 5 5 4 Yes
10 4 5 5 4 3 3 4 5 Yes
11 5 5 5 5 5 5 5 4 Yes
12 4 5 3 3 4 5 5 1,5 | No
13 4 5 4 5 4 3 3 4 Yes
14 5 5 5 4 5 5 5 5 Yes
15 5 2 5 5 5 5 5 0,5 | Yes
16 5 4 4 4 5 5 5 3,5 | Yes
17 5 5 5 5 5 5 5 5 Yes
18 4 4 4 5 5 5 5 4 Yes
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19 2 3 3 3 3 3 3 3 Yes
20 5 5 4 4 4 4 4 3,5 | No
21 4 5 4 3 5 4 2 3 Yes
22 5 4 5 4 4 5 5 5 Yes
23 5 5 5 5 5 5 5 3,5 |Yes
24 3 2 4 5 5 5 5 25 | Yes
25 5 5 5 4 5 5 5 4 Yes
26 4 5 5 3 5 3 4 25 | Yes
27 5 5 5 5 5 5 5 5 Yes
28 5 5 4 3 4 3 3 5 Yes
29 5 5 5 5 5 5 5 4 Yes
Yes-24
Average
434 | 428 | 441 | 417 | 428 | 445 | 445 | 3,53 | No5
STDEV | 0,86 1,00 | 063 | 0,80 | 0,84 | 0,83 | 0,87 1.26

Cronbach’s o= 0.735

Standard deviation calculated for each set of responses
reveals the highest level of consistency in answers to Question
3 (self-assessed level of preparation for teaching practice at
school), while the greatest variation was observed in responses
to the question about prospects of a teaching career.

Cronbach’s alpha for the dataset is 0.735, which
indicates acceptable internal consistency.

The average response values indicated a notably positive
assessment of the school-based practice, the overall
preparation for it, and its individual components.

To determine whether the factors addressed in Questions
1-8 were interdependent, Pearson correlation coefficients were

calculated. The results are presented in Table 8.
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Table 8.
Pearson Correlation Coefficients for Survey 5

Q1 Q2 Q3 Q4 Q5 Q6 Q7 Q8
QL| 10 | 055 | 066 | 033 | 036 | 038 | 041 | 0.10
Q2| 055 | 1.0 | 033 | 006 | 020 | -0.20 | -0.11 | 0.33
Q3| 066 | 033 | 10 | 035 | 032 | 025 | 043 | 023
Q4| 033 | -006 | 035 | 1.0 | 035 | 047 | 050 | 0.9
Q5| 036 | 020 | 032 | 035 | 10 | 043 | 031 | 023
Q6| 038 | -020 | 025 | 047 | 043 | 1.0 | 075 | 0.02
Q7| 041 | 011 | 043 | 050 | 031 | 075 | 1.0 | 007
Q8| 010 | 033 | 023 | 019 | 023 | 002 | 007 | 1.0

As revealed by the calculations, the highest level of positive
correlation (r = 0.66) was between students’ level of satisfaction
with the school-based teaching experience and their self-assessed
level of preparation for it. A slightly lower positive correlation
(r = 0.55) was observed between satisfaction with the teaching
practice and the perceived quality of the school where the practice
took place.

Notably, Questions 4 and 7 showed a positive correlation of
r = 0.50, indicating a moderate relationship between observation
practice in Year 2 and satisfaction with solo teaching students on
the same course.

Other pairs of questions that fall within the range of
moderate positive correlation include Questions 3 and 7, and
Questions 5 and 6, both with r = 0.43. These findings suggest that
teaching younger university students had a direct impact on

student-teachers’ perceived readiness for school practice, and that
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delivering solo lessons to younger peers enhanced the benefits

gained from observing school teachers’ performance.

The question regarding teaching experience beyond the

university-provided practice yielded a positive-to-negative

response ratio of 82.8% to 17.2%, which is very similar to the

results obtained for Cohort 2 (see Table 9).

Table 9.

Teaching experience outside university-provided

practice: Cohorts 2 and 7

Cohort 2 Cohort 7

(2016-2020) (2021-2025)
Possess teaching experience
beyond university-provided 83.8% 82.8%
practice
No teaching experience
beyond university-provided 16.2 17.2%
practice

The crucial question regarding graduates’ intention to pursue a

teaching career was phrased differently over the five-year period;

nevertheless, both versions allow for an estimation of the percentage

of students who might intend to work in education (see Table 10).

Graduates’ willingness to become teachers among

Table 10.

Cohorts 2 and 7

Questions

Responses

university?

How likely are you to teach Very unlikely — 27%
Cohort 2 | after you graduate from

| am not sure — 46%
Very likely — 27%
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1-3.4%
2-0%
3-10.3%
Do you think your future career | 4-3.4%
could be connected with teaching | 5-6.9%

Cohort 7 and education? (1-No way; 10 - | 6-10.3%
Definitely yes) 7-13.8%
8-24.1%
9-3.4%
10-24.1%

In Cohort 2, only 27% of participants gave a positive response
regarding the possibility of teaching after graduation. While the
percentage of Cohort 7 students who provided a confidently positive
response (rating 10) remains low (24.1%), the total number of
responses on the positive end of the scale (ratings of 8, 9, or 10) is

notably higher, reaching 51.6% overall.
FINDINGS AND DISCUSSION

The revisited curriculum for pre-service English teacher
training was introduced at Borys Grinchenko Kyiv Metropolitan
University (which had a different name at the time) in 2016 and, by
May 2025, had undergone a series of transformations and adaptations
while retaining the key characteristics of the original design: a three-
year-long ELT course with integrated field practice throughout.

Observation practice, intended for the initial stages of training,
was among the components most significantly adapted. Instead of
visiting schools to observe experienced teachers, students were invited
to take part in lessons designed and delivered by peers one year ahead

of them in the course. These sessions allowed for guided observation
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“from inside” the lesson, with students participating as active learners
rather than passive observers.

The transformation of field practice was driven by learning
outcomes and attitudes demonstrated by the first cohorts of students
trained under the original curriculum developed through the New
Generation School Teacher (NGST) project. Surveys conducted
during the 2016/17 and 2017/18 academic years revealed that
traditional school-based observation failed to instill sufficient
confidence in participants regarding the next steps in their training or
their future careers. Encounters with the existing secondary education
system were often discouraging and did little to foster enthusiasm for
teaching. While the second cohort showed some positive
developments, the need to reconsider the structure of early-stage field
practice in Pre-SETT remained pressing. A follow-up survey
conducted closer to graduation indicated that, although most students
had gained teaching experience beyond the university-provided
practicum, only a small proportion were willing to pursue careers in
teaching.

Close monitoring of training under the experimental curriculum
was interrupted by a series of unforeseen events both globally and
within Ukraine. The next cohort to be followed in detail was Cohort
7. These students experienced observation practice on university
premises, observing Year 3 student-teachers and delivering lessons to
their less experienced peers. This approach left them feeling better

prepared for school visits and school-based teaching practice.
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Compared to earlier cohorts, they reported a notably lower level of
frustration when encountering the Ukrainian school system and
ranked their own activities throughout training relatively high.
Nevertheless, the percentage of graduates willing to pursue teaching

careers still remained below the level targeted by the NGST project.
CONCLUSIONS & FURTHER RESEARCH

Peer observation at the initial stages of pre-service teacher
training shows clear benefits by engaging future teachers early in the
learning process and better preparing them for school-based
experience. It leads to higher satisfaction with the learning process and
more effective field practice.

Still, motivating graduates of pre-service teacher training
programs to choose teaching as their preferred career requires broader
action beyond the level of any one university. This could involve
shifting society’s perception of the teaching profession’s role in
supporting the country’s well-being, and, as a result, changes in state
policy to better support and reward educators. While the state sector
and teaching children remain among the largest employers, a shift in
policy is necessary to make the career of a school teacher genuinely
attractive to young educators.

The number of young teachers who have acquired teaching
skills under the updated curriculum continues to grow, while
experienced teachers who completed their pre-service training under
outdated curricula are actively engaging in in-service training to

master current teaching methods. Engaging these groups of teachers
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to supervise students’ field practice may provide an opportunity to
resume school-based observation and teacher-assistant practice, as
originally proposed by the NGST project. If this becomes possible, it
will be important to determine the optimal balance between peer
teaching and peer observation on the premises of the university and

school-based field practice.
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Habopax npoepamu « LLIKinbHULl 84umens HO8020 NOKOMIHHAY 6a2amo cmyoeHmis
BIO3HAYANU, WO CNOCEPEHCYBAHT YPOKU IDYHMYBAUCA HA HCOPCMKUX, YUUME b=
YEeHmMpPOoBanux nioxooax. 3amicme moeo wjob 3mMiyHUmu 6ipy y 61ACHI CUlU, yell
00¢6i0 uacmo e niomeepox’cy8as iXHi CyMHI8U Woo0o 8UOOPY nedazoiuHol
Kap ‘epu.

Jani smiwianoeo muny, ompumai 3 mMpboX OOCHONCYBAHUX KO20pM,
0eMOHCMPYIONb 3POCMAHHS 3A0080AEHOCI NPAKMUKOIO CNOCMEPENCEHHS Ma
NOCUNEHHSL  63AEMO38 3Ky MIJIC 3ANYYEHICIIO, GIOUYMMAM 20MOBHOCMI Ui
Hamipom  euxnaoamu. TIoKasHuKu  BHYMPIWHBLOL  Y3200HCEHOCMI  OAHUX
(koeghiyienm o. Kponbaxa) eapitosanu 8i0 NOMIpPHUX 00 BUCOKUX, KOPEAYL MidC
3ayiKasneHicmo  y  CHOCMEPeNCeHHI,  20MOBHICMIO  GuKkladamu  ma
KOPOMKOCIMPOKOBOIO BNEGHEHICMIO ) GNIACHUX CUNAX 3MIYHIOBAIUCA ) MIDY
PO36UMK) MOO€L, 3ACHOBAHOI HA 83A€MO0ii 00HoNImKIG. ¥ 2022/23 naguanenomy
Poyi piseHb 3a0080]1eHOCII 00CBIOOM CNOCMEPENHCEHHS 3A YPOKAMU OOHONIMKIG
oye sucoxum, y 2024/25 eunyckHuku no3sumueHo OYiHUIU C800 Ni020MOBKY ma
WIKITIbHY NPAKMUKY, NPUYOMY NOHAO NONOBUHA 3 HUX PO32TA0ANA Ne0a2oRiKy SK
yinkom peanicmuynuil npogecivinutl wiisax. Xoua yacmxa cmyoewmis, sKi
OOHO3HAYHO 0OUPAIOMb POOOMY 8 WIKO, 3ANUULAEMBCS HUNHCHOIO 30 NOYAMKO8Y
Yilb NPOEKMY, VHIBEPCUMEMCbKA MOOeb CHOCMEPEICEHHs 3d  YPOKAMU
OOHOJIMKIB 008e1a 8010 eheKMUBHICMb: 80HA NIOBUULYE PIBEHb DPAHHLOCO
3anyuenns, ¢hopmye peanicmuune YCEIOOMIEHHS. POJNi 4uUmMens ma 3HUNCYE
NCUXONIO2TYHULL NOPI2 8XO0HCEHHS 00 WIKLIbHOI NPAKMuKu, 0CoOIUB0 8 YMOBAX
KPU308UX 0OMEHCEHb, KOMU OOCHYN 00 3PA3KOBUX WKL YCKIAOHEHULL.

Ompumani pe3yntomamu cei04amy, w0 YileCnPIMOBAHe CHOCMEPEHCEHHSL
3a ypoKamu OOHONIMKI6 € epexmueHum gopmamom Ol Nepuiux Kpokis
cucmemi TATOTOBKA MaOYTHBOTO BUMTEIIS [ MAE NOEOHYBAMUCS 3 NOOATbUUMU
WIKIIbHUMU — npakmukamu. Boowouac onsa  niosuwenuss npecmudicy ma
npusabausocmi npoghecii guumensi HeOOXIOHI CUCMEMHI 3aX00U, WO BUX00AMb 34
MEJACL YHIBEPCUMEmCbKO20 DI6HAL.

Knwouoei cnosa: euwa oceima 6 Ykpaini, oceima 6 ymosax Kpus,
nid2omosKa ManuOymuix yuumenis, neoazo2iyHa NPaKmuKd, CHOCIMepeNCents 3d
VPOKamu 0OHOJIMKI8, YiNecnpsmMO8anHe CNOCMEPENCeHH s
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ABSTRACT

This paper examines the methodological features of
teaching professionally oriented English for Specific Purposes
(ESP) to students majoring in Finance and Banking within the
context of Ukraine’s integration into the European and global
educational space. The research aims to develop a
differentiated ESP teaching model that aligns linguistic
instruction with professional, cognitive, and intercultural
requirements of the financial domain. Using a qualitative and
comparative approach, the study analyses international and
Ukrainian ESP methodologies and identifies specific linguistic,
communicative, and analytical needs of finance and banking
students. The findings reveal that effective ESP instruction in
this field must integrate economic content, professional
discourse, and intercultural competence while fostering
analytical and reflective skills. The proposed differentiated
model incorporates three interrelated dimensions (cognitive-
professional, communicative-interactive, and analytical-
reflective), ensuring professional relevance and adaptability
across educational contexts. The study highlights the
importance of interdisciplinary collaboration, authentic
assessment, and digital learning tools in enhancing learner
engagement and global employability.

Keywords: analytical-reflective model; competency-
based education; English for Specific Purposes (ESP); finance
and banking; professional communication

© Halyna Lysak, 2025

45


https://doi.org/10.28925/2617-5266/2025.1015
mailto:lysakh@khmnu.edu.ua

The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)
INTRODUCTION

In the contemporary context of globalisation and Ukraine’s
integration into the European and international educational
landscape, foreign language proficiency has become a crucial
component of professional training, particularly in fields such as
economics, finance, and banking. Over the past decade, the rapid
internationalisation of business and education has increased the
demand for graduates who demonstrate not only professional
expertise but also advanced communicative and intercultural
competencies (Anthony, 2018; Mospan, 2017; Richards, 2017).
Consequently, the ability to operate effectively in multilingual
environments now determines the employability and
competitiveness of future finance and banking specialists in the
global labour market (Basturkmen, 2010).

In Ukraine’s higher education, the teaching of foreign
languages, especially English for Specific Purposes (ESP), has
evolved from a general linguistic subject into a strategic instrument
for achieving professional, academic, and socio-economic objectives
(Banegas, 2017; Korolchuk, 2025). Moreover, the adoption of
competency-based and task-oriented approaches aligns with the
principles of the European Higher Education Area (EHEA) and the
national strategy for language education in universities (Sysoieva &
Mospan, 2018). Recent studies (Belcher, 2017; Paltridge & Starfield,
2019) indicate that ESP instruction in economics and finance plays a

decisive role in forming globally oriented specialists capable of

46



Halyna Lysak. Methodological features of teaching professional English for finance and
banking students.

engaging in international projects, investment initiatives, and cross-
border communication.

At the same time, the relevance of this topic is further
amplified by Ukraine’s current geopolitical situation and post-war
reconstruction challenges. The Russian-Ukrainian war has
intensified global interdependence and underscored the importance
of linguistically proficient professionals who can facilitate economic
recovery, attract foreign investment, and promote international
cooperation (Deyak & Ishchenko, 2023). In this context, language
competence becomes not merely an academic achievement but a
critical socio-economic resource enabling active participation in
diplomacy, trade, and global finance. Indeed, recent international
research highlights that language education directly contributes to
national resilience, competitiveness, and innovation potential
(Carrio-Pastor, 2020; Javid, 2023).

Furthermore, contemporary scholars emphasise that
teaching ESP to students of finance and banking must integrate
both discipline-specific content and professional communicative
practice. In particular, the integration of content and language
through CLIL (Content and Language Integrated Learning)
frameworks (Coyle et al., 2010; Pérez-Cafado, 2022), the
introduction of digitalised ESP environments (Rogers, 2017), and
the use of needs-based instruction reflecting authentic financial
contexts (Paltridge & Starfield, 2019; Usyk, 2021) have all proven
effective in linking linguistic competence with professional
application. These approaches enhance learner motivation,
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promote authentic engagement, and prepare students for real-
world communication in finance and economics.

For Ukrainian universities, however, adapting such
international methodologies requires careful contextualization. As
noted by Hildebrant (2025) and Kostyk & Silyutina (2022), ESP
courses for finance and banking students should incorporate case
studies, policy briefs, and authentic financial documents to foster
analytical thinking and applied linguistic skills. In addition, Usyk
et al. (2021) emphasise the value of integrating digital platforms
and simulation-based tools to develop financial terminology and
communicative confidence in online professional settings.

Taken together, these insights confirm that improving the
teaching of professionally oriented foreign languages for finance
and banking students represents a strategic priority within
Ukraine’s higher education system. It contributes directly to
developing professional communication competence,
strengthening academic mobility, and ensuring successful

integration into the global financial community.
RESEARCH OBJECTIVES

Accordingly, the purpose of this study is to identify the
methodological features of teaching English for Specific Purposes
(ESP) to students majoring in finance and banking. This will serve
as a foundation for developing a differentiated teaching model

tailored to their professional and communicative needs.
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The research objectives are to: analyse recent international
and Ukrainian research on ESP methodologies for finance,
economics, and related fields; conduct a comparative analysis of
teaching approaches used for finance and banking students versus
other non-linguistic specialisations; and determine the distinctive
linguistic, cognitive, and methodological features necessary for
designing a profession-oriented ESP framework in finance and

banking education.
RESEARCH METHODS

The study employed a qualitative and comparative research
design to identify effective methodological approaches to teaching
professionally oriented English in the field of Finance and Banking.
The analysis combined content analysis of recent ESP literature with
a comparative examination of existing instructional models across
non-linguistic disciplines. Drawing on established ESP frameworks
(Anthony, 2018; Basturkmen, 2010; Dudley-Evans & St John, 1998;
Hutchinson & Waters, 1987), the research synthesised theoretical
insights to construct a differentiated model integrating cognitive-
professional, communicative-interactive, and analytical-reflective
components. The model was evaluated through theoretical modelling
and qualitative interpretation, emphasising its coherence with
competency-based education and digitalised learning contexts. This
methodological approach ensured the validity and applicability of the
proposed framework within modern higher education and globalised

professional environments.
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THEORETICAL AND METHODOLOGICAL
BACKGROUND

The study of professionally oriented foreign language teaching
for students majoring in Finance and Banking lies at the intersection
of applied linguistics, pedagogy, and economics. As noted in
contemporary educational research (Banegas, 2017; Dudley-Evans &
St John, 1998; Richards, 2017), ESP instruction requires the
integration of linguistic competence with cognitive, pragmatic, and
socio-professional skills. For finance and banking students, this
integration must reflect the specific discourse conventions, genres, and
communicative practices of the financial domain. Teaching English to
such learners involves not only language acquisition, but also the
development of conceptual understanding and critical awareness of
economic processes expressed through English. In this sense, ESP
becomes a tool of professional socialisation, preparing students to
function effectively within international financial institutions and
corporate environments.

From a methodological perspective, the effective design of
ESP courses for financial specialisations should be based on needs
analysis, discourse analysis, and task-based learning principles.
Needs analysis enables educators to identify the communicative
situations and linguistic functions most relevant to future
professional contexts, while discourse analysis reveals the
structural and rhetorical characteristics of authentic financial

communication, such as annual reports, investment proposals, and
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regulatory statements (Belcher, 2017; Hildebrant, 2025). Task-
based instruction, in turn, provides a pedagogical framework
through which learners engage in problem-solving and simulation
activities that mirror real professional scenarios. This approach
ensures that language learning is embedded in authentic
communicative practice, promoting both linguistic accuracy and
professional competence.

Furthermore, modern ESP methodology increasingly relies on
digital technologies and data-driven learning tools that allow for
corpus-based exploration of financial language. Corpus linguistics
applications, for instance, enable students to identify collocations,
phraseological patterns, and lexical bundles typical of financial
discourse. Digital simulations, such as virtual trading platforms or
online case studies, help learners apply professional language in
dynamic, interactive settings, thereby reinforcing conceptual
knowledge through communicative performance. These innovations
reflect a broader shift in higher education toward blended and
experiential learning models that enhance motivation, learner
autonomy, and adaptability to diverse communication environments
(Pérez-Cafado, 2022; Rogers, 2017).

In addition, interdisciplinary integration represents a
defining feature of effective ESP instruction for finance and
economics students. As these disciplines overlap with
management, law, and international relations, language teaching
should incorporate cross-sectoral content that mirrors real-world

complexity. The CLIL approach (Coyle et al., 2010) provides a
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theoretical foundation for such integration by promoting
simultaneous development of subject-specific knowledge and
language competence. Within this framework, students engage
with authentic materials — policy briefs, IMF reports, financial
press articles — that require analytical reasoning, synthesis of
information, and professional judgment. Thus, the methodological
basis for teaching English to finance and banking students must
combine linguistic, cognitive, and pragmatic dimensions, ensuring
that graduates acquire not only communicative fluency but also the
capacity to operate in a knowledge-intensive, globally

interconnected economic environment.
RESULTS

The effective teaching of a professionally oriented foreign
language to students majoring in Finance and Banking requires a
differentiated methodological approach. This approach must be
grounded in professional needs, communicative competence, and
the integration of economic and financial content. A comparative
analysis of existing ESP (English for Specific Purposes) practices
across non-linguistic specialisations revealed that, although
general ESP methodologies share such principles as task-based
learning, learner autonomy, and the use of authentic materials, the
specific linguistic and cognitive requirements of the financial
sphere necessitate a more tailored instructional model. Table 1
presents a comparative analysis of ESP teaching practices across

different non-linguistic disciplines (Anthony, 2018; Basturkmen,
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2010; Hildebrant, 2025; Washington et al., 2012). It highlights the
specific linguistic, cognitive, and professional requirements of
Finance and Banking students in contrast to technical, tourism, and

management specialisations.

Table 1
Comparative Features of ESP Across Disciplines
Finance and Technical Tourism and
Feature Banking Programs Hospitality
. : Medium —
Content High — abstract Medium - cultural and
. economic and technical . .
complexity . . service-oriented
financial concepts procedures .
topics
Formal, precise,
Linguistic hed‘glng ('exp'ressmzns Descriptive, Conversational,
register (‘may indicate, rocedural service-oriented
g ‘should be P
considered’)
Critical — international Low — .
Intercultural e mostly Medium — cross-
negotiation and . .
competence . technical cultural etiquette
finance contexts .
terminology
. Reports, investment Technical Customer
Communicat . .
X analyses, and contract | manuals, lab | interaction, oral
ion tasks L .
negotiation reports presentations
Learnin Financial reports, Technical Brochures
ing IMF/World Bank documents, ) >
materials . . service scripts
bulletins, case studies manuals
Flnanc_lal simulations, CAD/technic _
.. trading platforms, Booking systems,
Digital tools al software, X
corpus-based . : virtual tours
simulations
vocabulary

Furthermore, unlike students in technical or humanitarian
disciplines, those studying finance and economics operate within a
complex interdisciplinary environment combining management,
international law, and economic theory. As a result, they must master
a highly specialised professional register characterised by financial
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terminology, formulaic expressions, and discourse patterns typical of
international economic communication. The analysis of scientific
literature (Alshayban, 2022; Belcher, 2017; Paltridge & Starfield,
2019) demonstrated that such learners require both general academic
English, used for reading research papers, writing reports, and
delivering presentations, and specialised professional discourse,
essential for negotiating contracts, interpreting market data, or
preparing investment analyses.

Moreover, professional communication in the field of
international finance often requires an advanced level of intercultural
competence, the ability to adjust tone, register, and communication
strategies to suit interlocutors from diverse cultural backgrounds.
Therefore, ESP instruction for these students must transcend
linguistic proficiency alone, incorporating pragmatic and
intercultural components as emphasised by Byram (1997).

Based on these findings, the research proposes a
differentiated ESP teaching model that integrates cognitive-
professional, communicative-interactive, and analytical-reflective
dimensions. The cognitive-professional element focuses on the
development of conceptual knowledge in economics and finance
through authentic English-language materials such as financial
reports, IMF bulletins, World Bank briefings, and economic news
articles (Washington et al., 2012).

The communicative-interactive element develops both
productive and receptive language skills through role plays and

simulations of real professional tasks, including investment
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presentations, trade negotiations, and policy discussions, which
mirror authentic business contexts (Anthony, 2018; Chew, 2005).

The analytical-reflective element, in turn, encourages
students to monitor their progress through self-assessment,
project-based learning, and portfolio evaluation.

This model corresponds to the competency-based paradigm
in higher education, shifting emphasis from knowledge
transmission to the formation of practical skills and professional
readiness. Table 2 outlines the proposed ESP teaching model for
Finance and Banking students, developed from the results of the
comparative analysis, existing ESP methodology (Dudley-Evans
& St John, 1998; Paltridge & Starfield, 2013), and contemporary
studies on task-based, competency-oriented, and CLIL approaches
(Banegas, 2017; Coyle, Hood, & Marsh, 2010). It shows the
components, strategies, and expected outcomes for professional

and communicative development.

Table 2
Differentiated ESP Teaching Model for Finance and Banking
Students
Instructional Expected
Component Focus . Outcomes
Strategies
Authe_ntlc_ Enhanced
materials: .
. - ) . understanding
.- Subject-specific | financial .
Cognitive . of economic
X knowledge in reports, concents
. economics and IMF/World P,
Professional . - domain-specific
finance Bank briefings,
. vocabulary
economic news L
: acquisition
articles
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Simulations: Improved
Productive and investment professional
Communicative - presentations, communication,
receptive L
- communication trade negotiation
Interactive skills negotiations, skills, and
policy presentation
discussions abilities
Development of
Project-based reflective skills,
Analytical L learning, peer autonomous
- Self-monitoring feedback, learning, and
. and evaluation : )
Reflective portfolio continuous
assessment performance
improvement

In addition, the comparative study of ESP instruction across
different fields revealed several distinctive characteristics specific to
financial and economic disciplines. Firstly, the conceptual density
and abstraction level of content in finance are substantially higher,
which requires greater focus on analytical reading, critical thinking,
and academic writing. Secondly, financial English employs a more
cautious and formal linguistic register, with frequent use of modality
and hedging expressions such as *may indicate,” ‘is likely to lead to,’
or ‘should be considered’ (Basturkmen, 2010). Such rhetorical
precision must be taught explicitly, as it differs significantly from the
language used in other domains. Thirdly, intercultural competence is
more central to ESP in finance than in many other specialisations,
given the inherently international nature of financial communication
(Chew, 2005). Thus, students of Finance and Banking require a
balanced integration of academic literacy, specialised terminology,
and intercultural pragmatics to succeed in global professional
environments.
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DISCUSSION

It should be noted that the implementation of this differentiated
model also carries profound pedagogical implications for tertiary
education in economics and finance. Most importantly, instructors
must combine linguistic expertise with at least a foundational level of
economic knowledge to design relevant and authentic learning
scenarios. As noted by Dudley-Evans and St John (1998), effective
ESP instruction requires teachers to assume multiple roles, as course
designers, collaborators, and evaluators, capable of adapting materials
to specific disciplinary contexts. This dual expertise not only ensures
contextual accuracy but also fosters the communicative realism
essential to professional language use. Consequently, collaboration
between language instructors and subject specialists becomes
indispensable, since joint curriculum development has been shown to
enhance both learner motivation and linguistic results (Anthony,
2018; Basturkmen, 2010; Hutchinson & Waters, 1987).

Furthermore, the assessment of learning outcomes should
mirror real-world communicative performance rather than rely
solely on abstract linguistic knowledge. As Belcher (2017) and
Hildebrant (2025) emphasise, genuine assessment in ESP must
align with the discourse practices of the target profession. Thus,
instead of traditional grammar or vocabulary tests, learners should
engage in professional tasks such as writing investment reports,
simulating investor meetings, or analysing policy documents in

English. These activities develop not only linguistic accuracy but
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also critical thinking, discourse competence, and pragmatic
awareness — abilities essential for functioning effectively in global
economic environments.

Additionally, the digital transformation of higher education
introduces new methodological possibilities for ESP instruction.
As argued by Starfield and Paltridge (2017) and Rogers (2017),
technology-mediated learning fosters student autonomy and
enables exposure to authentic disciplinary discourse through
online simulations, webinars, and financial databases. Such
innovations are particularly relevant for students in Finance and
Banking, as they reflect the increasing virtualisation of financial
dealings and international communication. Integrating these
digital practices into ESP instruction ensures that graduates are
linguistically proficient, digitally literate, and professionally
adaptable to the demands of contemporary global finance
(Washington et al., 2012).

Finally, the findings support the broader shift toward
competency-based and interdisciplinary learning structures in
modern higher education. By embedding professional content into
language instruction,  universities promote not only
communicative competence but also intercultural and analytical
skills that enhance employability. This aligns with recent
educational studies emphasising the need for integrated curricular
design and contextualised learning outcomes (Banegas, 2017;
Coyle et al., 2010; Rogers, 2017). The differentiated ESP model

proposed in this study thus contributes to rethinking traditional
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teaching paradigms and supports the creation of a dynamic,
globally oriented framework for professional language education

in economics and finance.
CONCLUSIONS

Overall, the research has demonstrated that the effective
teaching of a professionally oriented foreign language to students
majoring in Finance, Banking, and International Economic
Relations requires a multidimensional and differentiated
methodological approach. This approach should harmoniously
integrate linguistic proficiency with domain-specific knowledge
and intercultural communicative competence. Given the
inherently international nature of finance and economics, future
professionals must be prepared to operate in multilingual
environments, analyse economic data critically, and engage
confidently in global financial discourse.

Importantly, the comparative methodological analysis
conducted in this study revealed that, unlike other non-linguistic
specialisations, ESP instruction for Finance and Banking students
must extend beyond terminology and grammar. It should foster the
cognitive processing of economic concepts, encourage data
interpretation and analytical reasoning, and promote the pragmatic use
of language in professional contexts such as negotiations, report
writing, and policy discussions. The proposed differentiated ESP
model, which encompasses cognitive-professional, communicative-

interactive, and analytical-reflective dimensions, provides a flexible
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and scalable framework adaptable to different levels of higher
education. This model aligns language instruction with the
professional profile of future economists and financiers while
reinforcing the competency-based paradigm in higher education.

Furthermore, the research underscores the need to
reconsider traditional ESP curricula by integrating digital tools,
authentic materials, and interdisciplinary collaboration. Such
innovations not only increase learner motivation and engagement
but also ensure the practical relevance and international orientation
of language education. Teachers, therefore, play a crucial role as
facilitators who must possess both methodological flexibility and
subject-matter awareness to contextualise linguistic instruction
within real-world economic environments.

In summary, the findings confirm that ESP instruction for
Finance and Banking should evolve into a professionally
grounded, digitally enhanced, and interculturally informed system.
This transformation will significantly contribute to producing
linguistically competent, analytically capable, and globally
competitive graduates ready to operate effectively in the

international financial sphere.
PROSPECTS FOR FURTHER RESEARCH

Looking ahead, future research should focus on empirically
validating the proposed differentiated ESP model through
longitudinal classroom experiments and cross-institutional case

studies. While the present study has outlined a theoretical and
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methodological framework, its large-scale implementation and
quantitative evaluation remain areas for further exploration. In
particular, it would be valuable to assess how the integration of
cognitive-professional, communicative-interactive, and
analytical-reflective dimensions influences measurable learning
outcomes such as language proficiency gains, professional

discourse competence, and learner autonomy.
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KaHouoam neoazo2iyHux Hayk, 0oyeHm, 0oyeHm kageopu iHuoMo8HOT
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YV cmammi  odocnioxcytomvca  mMemoOonoziuni - 0cobausocmi
BUKNIAOAHHS NPOQeCiliHO OPIEHMOBAHOI AH2NILICLKOI MOBU OISl CIYOEeHmIs,
AKi cneyianizyromocs y cghepi ghinancie ma OAHKIBCbKOI cnpasu, y KOHMeKCmi
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inmezpayii Ykpainu 00 €é8poneiicbko2o ma c8imogo2o 0C8imub020 NPOCMop)y.
Memoio docniodicenus € po3podra oughepenyitioganoi Mooeni UKIAOAHHS
ESP, wo noeonye mosny niocomosky 3 npogeciiHumu, KOSHIMUGHUMU MA
MIJICKYTbMYPHUMU BUMO2AMU (DPIHAHCOB0T chepu. 3acmocosyiouu sKicHul i
NOPIBHAIbHUL NIOXIO, ABMOP AHANIZYE VKPATHCHKI ma 3apy0idicHi MemoouKu
ESP, okpecnowuu xnoyogi niHe8icmuyuHi, KOMYHIKAMUBHI U AHANIMUYHI
nompebu  cmyoeHmié  eKOHOMIYHUX  ChneyiaibHOCMmell. Ompumani
pe3yabmamu  cgiouams, wo ycniwhe Hasyanus ESP y uyiii cgepi mae
NOEOHYBAMU ~ eKOHOMIYHUL — paxosuti — OUCKYpC 1 MINCKYIbIMYPHY
KOMNnemenmHicmo, 3a0e3neuyiouu 80O0HOYAC PO3BUMOK AHATIMUYHUX Ma
peghrexcusnux ymiHo. 3anponoHosana oughepeHyitiosana Mooeib BKIUAE
mpu  63AEMONO0G A3AHI ~ KOMNOHEHMU  —  KO2HIMUGHO-Npogeciunul,
KOMYHIKAMUBHO-THMEPAKMUBHUL MA  AHATIMUYHO-PEDIEKCUSHULL — WO
3abe3neyye npoecitiny penesaHmuicmov ma adanmueHicmb ) PI3HUX
OCGIMHIX KOHmMeKcmax. Jocnioscenns nioKpecnioe 3HAYEHHA
Midxcoucyuniinapuoi cnienpayi ma yupposux mexHono2ili HA8UaHHs OJis
nioBUWeHHs MOMUBAYIi CMyOeHmis i iIXHbOI KOHKYPEHMOCHPOMONCHOCMI HA
enobanvHomy — puHky — npayi.  3aeanom, — pe3yibmamu  CHPUSIONb
nepeocmMucientio  mpaouyiinoi  memoouxu — ESP i pozeumky
KOMNEMEeHMHICHO OPIEHMOBAHOI MA MINCHAPOOHO CHPAMOBAHOI MOBHOI
ocgimu y cghepi eKoHOMIKU Mma PIHAHCIB.

Kniouosei cnoea: aHanimuiHo-peekcusHa MoOenb,
KOMNEeMmMeHmMHICHO OPIEHMOBAHA OCBIMA, AHRNIUCLKA O/ KOHKPEMHUX yinetl
(ESP); ¢inancu ma banxiscoka cnpasa, npoghecitina KOMyHIKayis.
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ABSTRACT

Studies revealed in the article uncover challenges in
organising training of master's degree students in making
professional decisions to achieve better results in translation
practice. Professional Aspects of Translation is one of the
fundamental disciplines to train future professionals in the area
of Translation. To make a decision at a macro level or to plan
the results of translation is one of the important competencies
of a translator. Macro-level decision is based on the choice of a
strategy or strategies, as well as perfect planning of the results,
including customers’ choices. Challenges of making the right
decision lie in a deep understanding of the translation theory,
namely, the concept of strategy in translation, differentiation of
strategies and techniques of translation and their
implementation into practice. Pre-translation stage is very
important in the process of translation as it includes text
analysis that influences further translators’ decisions. Global
and Local strategies are classics of translation decisions.
Creative strategies give translators some freedom in rendering
fiction, artistic and imaginative texts in different areas of
personal activities.

Mastering professional decisions in translation is a
complicated process with many puzzles, and the right choice of
educational methods and procedures leads to success.
Examination of actual studies in translation, analysis of current
experience on the basis of existing translations, combination of
theoretical basics with best practices, brainstorming and
individual translation decisions become necessary training
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elements in teaching modern successful translators, who meet
trendy translation market needs.

Keywords: translation training, translator’s decisions,
pre-translation text analysis, translation strategies, learning
activities, teaching methods, macro-level translator’s decisions.
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INTRODUCTION

Translation plays a significant part in international and
intercultural communication in our modern world. Despite the
dramatic development of Al technologies and their implementation
in translation practices, the human translator is still a core figure in
building communication bridges between different cultures. Yet, a
translator makes professional decisions on the basis of understanding
customers’ needs, applying professional knowledge in theories of
translation and practical experience.

Applying for MA Courses in Translation, candidates are
seeking to deepen their knowledge in theory and drill their
knowledge in practice to become market-driven professional
translators. However, to support their desire to obtain professional
education, various disciplines, including AEP “Translation”, have
become a powerful base for professional translators’ training.

Professional Aspects of Translation is a fundamental
discipline in MA students of AEP “Translation” training with
various practical tasks to fulfil in the process of learning how to
make the right translator’s decisions on the basis of pre-

translational analysis of the text given for translation, apply
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knowledge and skills in translation practice. One of the very
important educational objectives is developing the ability to make
translator’s decisions at the macro-level, i.e., to choose an
appropriate translation strategy for an entire text as a means of
planning the results of translation (Baker, 2020). While micro-
level translators’ decisions address individual lexical,
grammatical, or stylistic challenges, macro-level decisions shape
the translator’s global approach, influencing coherence, cultural
positioning, audience reception, and the overall communicative
effect of the target language translation (Zabalbeascoa, 2000).
Considering the importance of achieving goals in
translation, diligently designed practical sessions on Professional
Aspects of Translation allow MA students to deepen their
understanding of translation theories and their implementation into

practice, also train decision-making at the macro-level.
PROBLEM STATEMENT

The notion of strategies in translation as planning to achieve
goals was stated in different studies (Baker, 2020). However, even
with serious efforts to provide a complete overview of research on
translation strategies, terminological ambivalence is found in the
definition of strategies that vary from one author to another
(Baker, 2020), causing misunderstanding for students of MA
Translation Programs. Thus, planning goals to achieve the desired
result in translation is very important as it influences the final

product ordered by the customer. In fact, the customer himself,
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revealing his wishes about the translated text, gives a hint to the
translator on planning the results at the macro-level.

But still, the main challenge of planning translation results
at the macro-level is to understand what strategy will give the
desired result. However, organising training to apply strategies and
achieving desired results at the macro-level in real practice should
also be well planned. The first step of this practice is systematising
culture-oriented approaches, represented by domestication and
foreignisation strategies; market-driven globalisation, localisation
and glocalisation strategies influenced by customers or target
audience and approached to creativity of translator and rewriting
strategies. The second step is correlating the theoretical basis with
its practical implementation by explaining basic practices of
applying specific strategies for translation and supporting them
with illustrative examples of successful cases where the results of
planning translation are obvious. The third step of practice is
analysing existing translations of famous books or media content.
Brainstorming is one of the best practices to achieve the results,
where one of the rules is giving arguments to the statements in the
case of applied strategies. And the final step is making the
translator’s decision after pre-translation analysis of the given text
for translation, and after providing a rendering of the text into
another language, revealing the proof of the applied strategy.
Organising basic practices with teamwork gives MA students
possibilities to exchange their opinions, clarify theoretical notions

of strategies and minimise challenges in making translator’s
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decisions, while individual work creates professional perspectives

and reinforces MA students’ professional competences.
BACKGROUND

Professional training of translators obviously includes
translation components with a definite theoretical background. In
the case of training to make translators’ decisions at the macro-
level by applying translation strategies to achieve specific
translators’ goals, there are several studies that could be
recognised as fundamentals of this translation phenomenon.
Millennial studies outlined strategies and their role in translation
(Corina, 2021; Munoz, 2000; Nicas & Macri, 2018; Radetska &
Mazur, 2023; Zabalbeascoa, 2000).

Albir (2017) clarified strategies from techniques of
translation. Lorscher (2005) and Chesterman (2005) used another
approach to translation strategies, considering them as tools to
solve individual problems in translating texts and, as a result,
moved them from macro-level planning of translation results to
micro-level techniques solving individual challenges in the
process of translation. Later, PACTE (2011), a group of scholars,
created the Translation Competence Model with a strategic
component, changing previous approaches to the role of strategies
in translation. Plonska (2014) in her scientific research of
Translation strategies reviewed different approaches to the notion
of strategies, among which Lorscher’s concept of strategies (2005)

as translator’s procedure within the whole text or at least, big
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passages of the text; Newmark’s global and local strategies
(considered by him as procedures or methods) that correspond to
Foreignization and Domestication (and commercialized
Globalization, Localization, Glocalization).

According to Gil-Bardaji (2020), there are cardinally
different approaches to strategies nowadays, beginning with
different terminology in describing strategies from scholar to
scholar, which leads to misreading strategy phenomena.
Additionally, in the Encyclopedia of Translation Studies (Baker,
ed., 2020), the notion of strategies in translation was defined,
different approaches to their role in translation were analysed in
detail, experimental studies on experience-related and text-
specific strategies, provided by Asadi and Seguinot (2005) among
a group of translation experts, were outlined, and strategies
phenomena within translation practice were clarified.

As for training of translators and teaching the implementation
of strategies into practice, Chesterman (2005) noticed that the main
pedagogical problem lies not in the specifics of organisation of
training but in the understanding of strategies and their correct
implementation into practice. Tymoczko (2014) concentrates on
presenting students’ results of translation rather than pedagogical
problems of training translators. Laviosa (2014) provides a detailed
analysis of translators’ training with curriculum, teachers’ and
students’ profiles, their classroom activities connected with
translation, organisation of modules with translation tasks as

semester attestation. Additionally, theoretical studies are revealed as
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fundamentals of translators’ training and translation analysis is
represented as students’ classroom activities in the form of
discussions. Several case studies are described by Laviosa (2014) in
the language and translation training research, as well as methods of
training, techniques of translation and interaction between teacher
and students to achieve better results in translation.

Fundamental research and collection of decades of experience
in the area of teaching translation were represented in the book
Teaching Translation (Venuti, 2017). Certificate and Degree
Programs, teaching practices by different Departments are considered
in the book. And studying translation is based on different
competencies that should be mastered by students. Ward, Eugeni and
Walker (2025) share multinational perspectives of teaching translation
with key topics on professional translation practice, academic
practices, collaborative pedagogies, flexible approach to organisation
of translation and interpreting studies, particularly in multilingual
higher education (Mospan, 2023). There are some more studies
considering the application of strategies in translation training, but in
all cases, they are researching micro-level translators’ decisions that
solve problems of only a small part of the text within some lexical
challenges without any influence on the whole text. However, the
influence of the application of strategies as a macro-level translator’s
decision remains underrated. Moreover, the terminological base of
translation strategies is still varying from researcher to researcher and

from one author of translation studies to another.
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Objectives of this study are as follows: to clear up the concept
of macro-level translators’ decisions and their importance in
translators’ practice; to clarify the notion of translation strategies
within present international translation studies; to describe case
studies of learning translation strategies and making macro-level

translation decisions in practice.
RESULTS

As it was stated before, Professional Aspects of Translation is
one of the fundamental disciplines for MA students, where they study
not only the basic theoretical background of translation, they learn
how to achieve better results in translation practice with the
implementation of their theoretical and academic knowledge about
translation. The first step to a translator’s successful career is
understanding some aspects of translation that become crucial in their
practical decisions. While planning the results of the final product, or,
in other words, target language translation, translators should clearly
understand the results of their work.

The notion of strategies still needs clarifying for students to
apply them in translation practice. ‘Strategy’ is generally understood
as a plan of action designed to achieve a goal (Gil-Bardaji, 2020, 540).
One of the main features of translation competence is its strategic
component, since, according to PACTE (2011b). We appreciate this
idea of strategies in translation. Earlier, in the first edition of the above-
mentioned Encyclopedia of Translation Studies ‘strategies of

translation’ encompass the process of choosing the foreign text for
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translation and evaluating its translation by choosing an appropriate
method (Baker, 2020). In fact, this earlier explanation and later
definition of strategies are close in sense. Moreover, revealing
cultural, economic and political factors influencing translators’
decisions, Venuti (2017) further shaped two very important strategies,
known nowadays as ‘foreignmization’ and ‘domestication’. He
considered foreignization as translation, targeted to foreign culture
and canons of the source text, while domestication is about
domination of the target language culture and an assimilation
approach to the foreign text.

Later, commercialised strategies appeared in translation theory
and practice. According to Steger (2017), the term ‘globalisation’ in
translation studies comprises exchanging information in a
multicultural society with extensive changes affecting all areas of the
global world, including economies, cultures and societies.
‘Localization’ is considered a translational process with local
adaptation of modern technologies, interactive digital texts in
linguistic and sociocultural contexts (Jimenez-Crespo, 2013).
‘Glocalization’ is an interpretation between global and local, when
phenomena that spread are adapted to the new locality at which they
arrive (Robertson, 2015).

Another group of strategies represents creativity in the
translator’s work. According to Lefevre (2017), ‘rewriting’ results in
partial representation of literary works or aspects of reality. He
considered translators’ work as writers to create so-called ‘cultural

scripts’ with a large quantity of shifts due to the target language.
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Gentzler (2017) expands this definition with the term relay translation,
explaining it as creative writing with adaptations to target language
cultures. ‘Transcreation’ was defined as a translation-related activity
that incorporates creative rendering of the text with cultural adaptation
(Diaz-Millén & Olvera-Lobo, 2021).

Transition from theory to practice requires further training in
decision-making at the macro-level, with precise planning for future
results of translation by application of appropriate strategies. The next
step in training is drilling training strategies for MA students with
mock translation agencies. Students are divided into two teams (two
agencies), and training starts. They become experts and competitors
with each other. Each team receives cards with Translation strategies,
which are organised by their comprehension; their goals are outlined

with characteristics or practical cases (see Fig. 1).

ed strategies)
1 is to adapt the text
culture’s norms and

es: literary tra 1tion.
KIS intercultural
assimilation of the

Figure 1. Translation Strategies Cards for Training
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Among training tasks with translation strategies is “Finding
you right strategy”. Samples of different texts are given to teams for
blind choice pick (printed version of texts, either in envelopes or in
packs). After choosing texts, students should make macro-level
translation decisions and choose a card with an appropriate strategy,
and explain their choice. Their opponents justify strategy choice
and may ask them clarifying questions if the strategy choice was
irrelevant. In this way, MA students form their knowledge in
macro-level strategies and professional competence in making
translator’s decisions. To consolidate their knowledge in translation
strategies, students are appointed to examine translated texts and
find out what macro-level decision was made by the translator to
achieve corresponding results in translation.

Thus, with an understanding of strategies as planning results
of translation, MA students are involved in the analytical stage of
translation strategies studies. The case study is The Hobbit or There
and Back Again by J.R.R. Tolkien (1997) in Ukrainian translation
by Olena O’Lir (2007). MA students received the source book and
its translation with the task to provide a detailed analysis of the
translation after reviewing one of the chapters. When students were
ready to discuss the results of their review, they were asked to
uncover the translator’s macro-level decision first, then prove their
point of view with examples from the chapter they had examined.

The results of the case study were as follows: 10 students of
15 in the group have chosen two strategies — rewriting and

domestication; 3 students have chosen domestication solely, and 2
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students have chosen rewriting. After all students exchanged
arguments and examples via brainstorming, all their ideas with
arguments and examples were appreciated. Among arguments for
the domestication strategy were authentic ways of greetings, titles,
adapted to Ukrainian language geographical names, and items of
the lifestyle. Among arguments for rewriting strategy were creative
descriptions of surroundings, creative geographical names, feelings
of Ukrainian translation as “cultural script” with absolutely natural
Ukrainian emotions and Ukrainian manner of storytelling and

restructuring of the story, etc. All their arguments were proved by

examples (see Table 1).

Table 1.

Examples of Students’ Strategies for Translation

SL Text

TL Translation

Domestication strategy chosen by a translator

“Yes, yes, my dear sir—and | do
know your name, Mr. Bilbo
Baggins. And you do know my
name, though you don’t
remember that | belong to it. | am
Gandalf, and Gandalf means me!
To think that I should have lived
to be goodmorninged by
Belladonna Took’s son, as if I
was selling buttons at the door!”
(Tolkien, 1997, p. 14).

— Taxk-Tak, 1ackaBuii maHe — a s 3HAIO
Bamie iM’s, JoOpoxito  bims60
Topbune. I 1, binpbo, 3HaeHm MOE,
X0y4a i He MPUrayell, 110 BOHO MEeH1
Hanexuts. I — Tampamed, i
lanmansd — ue a! ILle x Tpeba,
JIOJKUTHUCS 10 TOro, 00 3 TOO00 Tak
nofoOpuiipankaBcs cuH bemanoHHM
Tyk, HIOW TH MPOJAENI TYI3UKH i
neepuma! (Tonkin, 2007, c. 12).

“Good morning!” he said at last.
“We don’t want any adventures
here, thank you! You might try
over The Hill or across The
Water.” By this he meant that the
conversation was at an end
(Tolkien, 1997, p.14).

— HoOpuii paHok! — mpoka3aB BiH
ypewti. — Ham Tyt He Tpeba HigkuX
npuroj, kpacHo mskyro! Bam cruig
Oyno 6 momykatu oxouux y 3arip’i
a6o B 3apiuyi, — UM BIiH J/aBaB
3pO3YMITH, III0 PO3MOBY 3aKIHUEHO
(Tonkin, 2007, c. 12).
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Rewriting strategy chosen by a translator

This hobbit was a very well-to-
do hobbit, and his name was
Baggins. The Bagginses had
lived in the neighbourhood of
The Hill for time out of mind,
and people considered them very
respectable, not only because
most of them were rich, but also
because they never had any
adventures or did anything
unexpected: you could tell what
a Baggins would say on any
question without the bother of

Ham roGir OyB 1yxe 3aMOXHUM
rodirom Ha mpi3Bume TopOuH.
Topbunm  xunmm,  cycigsum 3
[Ipuripkowm, imme XTo3Ha BiKOJIH, 1 iX
BB TYT TTyxe
pecrnekTabeIbHUMU — HE JIMIIE TOMY,
mo Oubmicte TopOuHIB  Oynu
Oaratii, ajie i1 TOMyY, 1110 BOHU HIKOJIH
HE BCTPATAIH B JKOJHI TPUTOAH 1 HE
poOoWIM  HIYOTO  HECIMOIIBAHOTO.
Moxna Oyno 3a3zajieriip 3HaTH, K
TopOuH BIAMOBICT, HA TE€ UM IHIIE
MUTAHHSA, TOX 1 HE 3aBaaBaTH coOI1

pantries (lots of these), wardrobes
(he had whole rooms devoted to
clothes), kitchens, dining-rooms,
all were on the same floor, and
indeed on the same passage
(Tolkien, 1997, p.11).

asking him (Tolkien, 1997, | knonory 3anuryBatu ioro (ToskiH,
p.11). 2007, c. 8).

No going upstairs for the hobbit: | TTimiimatucst cxogamu — 116 Oyino He
bedrooms, bathrooms, cellars, | g ro6ira: cnaneHi, BaHHI KiMHATH,

apoxu, komopu (iXx Oyno Yumano),
rapAaepoOHi (BiH MaB IUIl KIMHATH,
MIPU3HAYEH1 IS OJIATY), KyXHi, ilaTbHI
— BCl BOHM PO3TaIllOBYBAJIHCS HA TOMY
caMoOMy TIOBEpClI W HaBiThb y TOMY
camomy kopuiopi (Tomnkin, 2007, c. 8).

The final stage of training MA students to make a translator’s

decision at a macro-level involves the following procedures:

- pre-translation analysis of the given text for translation;

- rendering of the text into another one than the source

language;

- reveal the proof of the chosen strategy.

The case study was a translation of big fragments from
Uncommon Type: Some Stories by Tom Hanks (2017). Pre-translation
analysis with sharing opinions revealed that Uncommon Type is a
book of short stories exploring human experiences, different

relationships, written in a witty, whimsical style with irony, narrative
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twists and numerous descriptions. After translation fragments from
the book, students proved their choice of strategy or strategies at a
macro-level translator’s decision. To illustrate this case study, there
are two examples of student works with comments on the strategy
chosen before translation and its influence on the whole text
translation result (see Table 2).

Table 2.

MA Student’s Translation After Implementing Strategies at

the Macro-Level

SL Text

TL Translation

None of them beat a tube steak
from Butterworth’s Hot Dog
Emporium on Grand Lake
Drive. A bagel in Manhattan is
the stuff of theologians, but
Crane’s West Side Cafeteria
serves up a heavenly leavened
bun to all in the Tri-Cities.
Much is made of N’york,
N’york-style pizza, but | fork
my money over for a slice of
Lamonica’s Neopolitan, and,
yes, they deliver within a ten-
mile circle of each of their
fourteen locations (Hanks,
2017, p.121).

AJe ’KOJIeH 3 HUX HE 3PIBHIETHCA 31
CMaUHIOMMM XOTHoroM 3 «Immepii
xoT-foriB  barrepopray Ha ['pann
Jleitk ~ [paiiB. = MaHTeTTEHCHKHIA
Oareib — Iie 3BICHO OOKECTBEHHA
bka, ane B kaB'sipHi «Kpeiin3 Becr
Caiin Kaderepist» yciM MelIKaHIsm
Tpi-Ciri TOJIAFOTh Oy0uKH
MPUTOTOBaHI Ha TMPSIMO PaNCHKIi
3akBaciil. bararo 3 HUX rOTYyIOTh TiITY
B HBIO-HOPKCBKOMY CTHJI, ane s
TOTOBUH PO3MICAPUTHCS HA IIIMATOK
HEOIIOJITAHCHKOT Bif «JIaMOHIKMY, 1
TaK, BOHH 3/IHCHIOIOTHh JIOCTaBKYy B
paziyci 16 KiToMeTpiB Bi KOKHOTO 3
YOTUPHA/IIATH CBOIX 3aKJIA/IIB.

Comments: Rewriting and Foreignization strategies were chosen after pre-
translation analysis. There are many shifts and emotions in the translated
version by the choice of rewriting, but the preserved authenticity of NY is
maintained by borrowing all names of streets, restaurants, food, and recipes.
The only localised element is the measure of distance.

The most productive and interesting case study was translation

of promotional and advertising texts. Translation of advertising

posters with slogans. After pre-translation analysis, MA students
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made a clear choice among strategies. The transcreation strategy was
spread globally as a means of promoting products and services.
However, their choice was obvious. And the results of translation
came from it (see Table 3).
Table 3.
MA Students’ Translation of Advertising Slogans After

Implementing Transcreation Strategy at the Macro-Level

SL Text TL Translation

A) Toctpi npobaemu. ['octpi ymu.
bnuckyuunit mapkeTusr. bauckydi
pitmeHHs. 3a10BOJIEH]
3aMOBHUKH. 3a0BOJIECH] KIIEHTH.

B) TI'octpi mpoGiiemu
TI'ocTpi ymu
KopceTkmnii MapKeTUHT
Kopcrki pimenns
Bubarausi npogaxi
Bubarausi noxyriri

A) HemnepesepiieHa kaBa
JUIS HEeTIepeBEpIICHOTO Tebe
Cmakyii HaTXHEHHS
B) TBos kpariia kaBa
Jus xpamoro TEBE
Cmak HaTXHEHHSI.

A) NEW ESKIMOS ICE
CREAM

So crunchy — so peachy
Ice cream plombir Eskimos
B) New Eskimos ice cream
So crisp - So good
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A) | regift my gifts — Maryna, 39.
Morzho. Absolute truth -
absolute ice cream.

B) I regift my gifts — Maryna, 30.

MOP>XO Morzho, no lies — have an ice.

Comments: The choice of macro-level strategy was obvious. Transcreation.
To create a corresponding story for another culture translator becomes
creative to render the advertising text rich in rhetorical devices.

CONCLUSIONS AND PROSPECTS

Examination of different approaches to training students
within Translation Courses revealed a shortage of practices for
students learning to make translator’s decisions at a macro level.
Additionally, there are a few scholars studying translation
strategies as a means of macro-level translators’ decisions in
planning the results of translation. Nevertheless, analysis of
existing translation studies and modern approaches to teaching
Translation allowed us to elaborate basic principles of training MA
students to make translator’s decisions at the macro-level to
achieve goals in translation. Organisation of MA students’ training
to make macro-level translator’s decisions stage by stage brings
positive results in understanding different aspects of translation
strategies, specifics of their practical application and realising the
results of translation. In spite of definite positive results of the
above-mentioned training, it needs further studies to improve
training practices in making macro-level translators’ decisions to

avoid possible missteps in future translators’ professional activity.
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HIATOTOBKA MATICTPIB JIO IPUMHATTS
HNEPEKJVIAJALIBKUX PIIIEHb HA MAKPOPIBHI

Ceimnana Mepkynoea,

K.N.H., 00YeHm Kageopu Ninesicmuxu ma nepexiady pomaHo-2epmMancoKuil
Gaxyremem Kuiscokuit cmonuunuil ynisepcumem imeni bopuca I pinuenxa,
syn. Bynveapno-Kyopsscvka, 18/2, Kuis, Yxpaina, 04053 s.
merkulova@kubg.edu.ua

Jlocnioocenns, npedcmasieni 6 cmammi, BUBUAIOMb BUKIUKU 8 OP2aHI3ayil
HABYAHHA Ma2icmpanmie y NputiHammi npogecivinux piuieHb 01 O0CACHEHHs
Kpawux pezynibmamis y npaxmuyi nepexnaoy. llpogeciiini acnekmu nepexnaoy —
00HA 3 PYHOAMEHMATILHUX OUCYUNTIIH O] NIO20MOBKU MAUOYMHIX haxieyis y yitl
cqhepi. Tlputinamms piwenHs HA MAaKpopieHi ab0 NIAHYBAHHA pe3Yibmamie
nepekiaoy — OOHA 3 6AXCIUBUX KoMnemenyil nepexknaoada. Piwenns Ha
MAKpopieHi 6azyemvcsi Ha 8uOOpi cmpamezii abo cmpameziti. ONMUMATLHOCO
NIAHY8AHHS pe3YNIbIamie, 6KI0Yaroyu eubip Kiicwma. Buxmuku npuiinamms
NPABUILHOZO PIULeHHS NOJIS2AOmMb ) 2TUOOKOMY PO3YMIHHI meopii nepexknacy, a
came, KOHYenyii cmpamezii 6 nepexnaoi, oughepenyiayii cmpameziii i npuLiomie
nepexnady ma ix enposeaddicenti Ha npaxmuyi. /[o nepexnadaybke 00CIIOHNCEHHS
€ 0yorce BadCIUBUMU Y NPOYeCi nepexiady, OCKLIbKU GKIIOYAE MEKCMOBUL AHAI3,
Wo 6nIUBac Ha NOOambWii piwleHHs nepexiaoada. InobanvHi ma JOKanbHI
cmpamezii € Kacukor nputinammsi piuiens nepexnady. Teopui cmpameezii oaroms
nepeknaoauam nesHy c80000y y CMBOPEHHI XYOOICHIX Ma YSAGHUX MEKCMIB Y
pizHUX chepax ocobucmoi disiibHocmi.  Onanysauus npoghecitinux piuiens y
nepexiadi — ye CKIaoHull npoyec i3 bazamovma 20108010MKAMUY, | NPABUTLHULL
8UOIp 0ceimHiIx Memodis i npoyedyp 6ede 00 Ycnixy. Busuewns cyuachux
00CniddiceHb )y NepeKnadi, aHauiz CyvacHoeo 00C8I0Yy HA OCHOBI HASAGHUX
nepexiaolis, NOECOHAHHA MEOPEeMUYHUX OCHO8 i3 HAUKpAWUMU NPAKMUKAMU,
MO3KOBULL wmypm ma IHOUBIOYAIbHI NEPeKNaoaibHi PilleHHs € HeOOXIOHUMU
e/leMEeHMAMU HABYAHHS CYYACHUX YCHIUWHUX NepeKnaoadis, sKi eionogioaoms
AKMYaIbHUM NOMPeOam NepeKiacaybKo20 PUHKY.

Kniouosi cnosa: naguamms nepexiady, aumaniz mexcmy 00 nepexiaody,
cmpamezii nepexnady, HagualbHi 3aX00U, PileHHs NePeKIa0aya Ha MaKpopieHi
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ABSTRACT

This article substantiates a coaching style of teaching as
an effective approach in executive MBA (C-level) programs. It
introduces the CQA-Executive (Content—Question—Action)
model and a learning micro-cycle tailored to executives’
profiles, characterised by high expertise and selectivity, limited
time and opportunity cost, ROI orientation, and sensitivity to
practical value and confidentiality. The model sequences
concise expert input with reflective, managerial questioning that
anchors concepts in participants’ strategic challenges, followed
by application-in-action and formative feedback. A typology of
questions is specified (goal clarification, experience questions,
assumption-surfacing, options generation, commitment-to-
action, reflective questions). Class activities include decision
labs, peer-advisory triads, case sprints, and reflective
journaling. Assessment integrates transparent success criteria
and three-layer feedback (feed up, feedback, feed forward) with
transfer metrics (30-60-90-day action plans, speed of decision-
making, accountability  check-ins,  self-assessment  of
effectiveness). The framework aligns with theories of adult,
experiential, and reflective learning, as well as with Ukrainian
scholarship on educational coaching. Expected benefits include
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autonomy support, stronger self-efficacy, higher engagement,
and faster decisions with improved workplace transfer.
Boundary conditions, faculty development needs, and
assessment alignment are discussed. The paper presents a
rigorous yet pragmatic approach for integrating coaching
micro-practices into executive-level lectures, cases, and
projects, without compromising overall academic standards or
curricular coherence.

Keywords: executive MBA; coaching style of teaching;
reflective questioning; andragogy; formative assessment.

© Eduard Maltsev, Olena Sapozhkova, 2025
INTRODUCTION

The demand for active, responsible, and self-directed
learning in management programs is steadily increasing due to the
rapid volatility of managerial contexts, the need to acquire and
apply new knowledge, and the continuous enhancement of
collaboration and leadership skills. In C-level MBA (executive
MBA) programs, the priority is the rapid conversion of knowledge
into the capacity to make managerial decisions with measurable
business impact and controlled risks. Traditional lecture formats
ensure content coverage but are inferior in fostering learner
engagement, managerial reflection, and the transfer of acquired
practices to complex managerial contexts. A coaching style —
combining concise expert input with reflective questioning and
application-in-action — aligns with the logic of adult education:
lifelong learning and self-education and subject-to-subject
interactions; it also meets the requirements of professional

development for managers with substantial managerial experience
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and addresses the beliefs of successful people-learners and their

involvement in the learning process.
LITERATURE REVIEW

Studies conceive coaching as a dialogue (Whitmore, 2017) that
unlocks the potential of students (van Nieuwerburgh, 2012) through
purposeful questions and accountability for action (Cox et al., 2014).
A review of the relevant scholarship shows that the foundations of
pedagogical, academic, and educational coaching, the coaching as an
instrument of innovation and an innovative technology in education
and the impact of coaching on educational quality have been
examined by has been explored by many researchers.

The theoretical basis of the coaching approach to teaching
includes andragogy and adult learning principles: self-direction,
relevance, experience (Knowles et al., 2015); experiential learning —
Kolb’s cycle: the cyclicity of experiencing — reflection — abstract
conceptualization — experiment (Kolb, 1984); reflective practice that
turns action into knowledge through sense-making in professional
learning (Schon, 1983); self-determination (support of autonomy,
competence, and relatedness) (Deci & Ryan, 2000) and self-efficacy
as the growth of belief in one’s ability to cope with a task (Bandura,
1997); the impact of high-quality feedback on achievement (Hattie,
2009; Hattie & Timperley, 2007); problem-based and case-based
learning (Barrows, 1996); the practice of Socratic questioning (Paul &
Elder, 2007); formative assessment (clarifying the task, feedback, next
steps) (Hattie & Timperley, 2007; Black & Wiliam, 1998; Sahach et

86



Eduard Maltsev & Olena Sapozhkova. Coaching style in management educator’s work
with C-level MBA participants.

al, 2024); reflective practices in education (Romanova, 2010);
coaching as educational innovation (Kuzan & Hordiienko, 2019;
Symodeyko, 2011; Nezhynska & Tymenko, 2017); ensuring quality
in education (Chernova et al, 2016; Sydorenko, 2019);
instructional/educational coaching (Sydorenko, 2019; Krupnyk, 2024;
Bratko, 2022; Moskalov & Lohvys, 2021); broader practices of
guestioning in education (Walsh & Sattes, 2015).

Educational coaching is viewed as an interactive technology
that activates the learner’s internal resources and optimises instructor—
learner interaction within andragogy (Moskalov & Lohvys, 2021), the
experiential learning cycle and reflective practice (Romanova, 2010;
Denysova & Kharaghirlo, 2021), self-development (Denysova &
Kharaghirlo, 2021), and self-efficacy (Bandura, 1997). Effective
feedback has a significant impact on achievement (Hattie, 2009;
Hattie & Timperley, 2007), and problem-oriented formats strengthen
the transfer of acquired knowledge to work practice (Barrows, 1996).

Educational coaching is often described as an innovative
technology that: optimises instructor—learner interaction (Sahach et
al., 2024; Kuzan & Hordiienko, 2019; Symodeyko, 2011; Nezhynska
& Tymenko, 2017); leverages the power of reflective questioning
(Nezhynska & Tymenko, 2017); shapes motivation for learning as a
way of obtaining new intellectual experience (Sahach et al., 2024);
and enables personalised learning outcomes through the active
involvement of learners in the educational process (Romanova, 2010).

Recent reviews of coaching theory and practice in education

synthesise effects and outline organisational conditions for success
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(Krupnyk, 2024). Conceptual works on educational coaching
distinguish academic coaching (achievement of a learner’s personal
educational goals) (Bratko, 2022), pedagogical coaching (oriented
toward personal development), and instructional coaching (focused on
the quality of the learner’s educational experience) (Sahach et al.,
2024), and they detail models of interaction and avenues of influence
on the success and engagement of participants in the learning process
(Bratko, 2022). At the same time, there is no operationalisation of a
coaching style specifically for a C-level audience that accounts for
limited time for instructional interventions, the high cost of error, the
need for confidentiality, and the expectation of return on investment
in learning. For this audience, it is essential to operationalise the
integration of concise content design with reflective questioning and
subsequent action; precisely such an operationalisation of
instructional coaching is missing in the current literature. Typologies
of questions that directly address learners’ managerial experience and
provoke individual and collective thinking in C-level business

education are also insufficiently described.
METHODOLOGY AND RESEARCH DESIGN

The purpose of this research is to design and justify an
evidence-based, coaching-style instructional model for C-level
MBA learning. The methodology addresses the development of a
model suited to executive contexts, enabling participants to
experience the approach in ways that maximise perceived

usefulness and support autonomy, competence, and relatedness.
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Prior work indicates that instructional design is a powerful lever
for developing teaching approaches and learner experiences
(Moore et al., 2002; Arregi et al., 2025; Wintersberg & Pittich,
2025). Design-based approaches can be understood as both
science and art: they enable designers to solve instructional
problems through systematic analysis of learning conditions and
iterative creation of the required learning experience (Moore et
al., 2002), while actively incorporating evidence-based
assessment (e.g., Chesnokova & Zyngier, 2024). Educational
Design-Based Research (DBR) provides a systematic yet flexible
methodology for improving educational practice via iterative
cycles of analysis, design, development, and implementation
(Wang & Hannafin, 2005).

The authors adapted this methodology to create and refine a
pedagogy through iterative cycles in authentic settings. Acting as both
researchers and practitioners, the authors worked in real-world
environments to develop and adjust context-sensitive models and
principles. This shows constructive alignment to ensure coherence
among intended learning outcomes (e.g., decision quality, evidence
use), learning activities, and assessment. This alignment considered
policy drivers related to regulated labour markets (Mospan, 2017),
teacher self-development (Zmudzka, 2021), assessment practices
(Moskalov & Lohvys, 2021), and blended activity formats for
program participants (Sysoiev, 2021).

The instructional model was iteratively refined by embedding

two core elements — reflective questioning and micro-cycles into
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interactive lecture sessions. Coaching-style practices were piloted in
courses taught by the authors at Kyiv-Mohyla Business School
(Department of Management of Organizations, NaUKMA), including
Personal Development, Corporate Governance, Systems Thinking,
Organisational Design, and the Master’s Project. Student needs and
the instructional model were iteratively tested with participants in the
Executive MBA (C-level managers) and the Presidents’ MBA
(business founders and owners), 2014-2024, when a total of 445
graduates received their Master’s diplomas. The programs (and
corresponding courses) were typically delivered twice per year —
spring and autumn intake, except in 2022 (one intake took place),

amounting to 21 intakes in total.
RESEARCH RESULTS AND DISCUSSION

Characteristics of C-level MBA audiences and
pedagogical implications. According to the authors’ teaching
experiences, who are related to 445 C-level MBA program
graduates, the authors suggest the following characteristics of the
C-level MBA audience and pedagogical implications. Learners in
C-level MBA programs have a high level of experience, expertise.
This leads to selectivity toward learning content. The learners
expect concise, evidence-based content with  clear,
comprehensible business value that avoids both the “obvious” and
terminological overload. Under these conditions, clear, “nuclear”

content blocks are needed, supported by visualisation, up-to-date
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data, and examples at the level of an executive board or
supervisory board.

The limited time that learners can devote to study, and the
high opportunity cost, require high instructional density. Such
density can be achieved through session design that complements
content blocks with blocks of questions and actions, for example,
working with cases and feedback blocks. Contextual diversity and
confidentiality require safe conditions for “from the field” cases,
such as learners’ own cases. The need for confidentiality is
addressed by non-disclosure agreements, case anonymisation, and
peer-to-peer consulting rules, where each participant can act both
as a client and as an observer, with the involvement of the
instructor-coach. Learners in C-level MBA programs are result-
oriented and expect a return on their investment in learning, with
quick effects. Meeting such expectations requires detailing action
plans to implement selected decisions and clearly formulating
metrics to compare expectations with actual results.

For the C-level learners, it is critically important to link
concepts, conceptual and mathematical models with practically
valuable decisions. It requires constant attention of educators dealing
with such a kind audience to approaches to individual and collective
decision-making, as well as examples of formal business
communication. At the C-level, there is a heightened need for deep
reflection on assumptions. Assumptions, especially implicit ones,
strongly influence the quality of strategic decisions because their

consequences are often delayed and non-obvious. Approaches such as
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reflective questions, Socratic questioning, and systematic work with
cognitive biases should address this learner need.

The Content—Question—-Action—Executive model. The
conducted analysis of the characteristics of a C-level managerial
audience and pedagogical implications led the authors to suggest
the Content-Question—Action didactic model for Executives
(CQA-Executive model). The model formalises a coaching style
for learning as the combination of three integrated elements:

content, question, and action.

° Content: concise delivery of the core material with
visualisation, examples, and a minimally sufficient theoretical

apparatus.

° Question: reflective questioning that ties concepts to
participants’ experience and personal contexts (individually, in

pairs, triads, or in small and large groups).

° Action: application through micro-cases, role-based
decisions, and design sprints, followed by formative assessment
(clarifying the task, feedback, and next steps).

The model structures a session into three integrated phases.
Let us consider, as an example, two academic sessions (90 minutes
in total). Content. A 15-20-minute phase within a 90-minute
session. At this stage, the instructor can present 1-2 key models,
one empirical insight, and one C-level example. It is also important
to explain the learning intentions and success criteria to make the

expected outcome transparent. This part should not be overloaded
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with learning materials to be able to create a learner’s
understanding in the next phases.

Question. A 25-30-minute phase within the 90-minute
session, involving a coaching dialogue in a triad (client — coach —
observer), where the learner acts either as a client or as an
observer, drawing on the practice of Socratic questioning.
Examples of managerial coaching questions, adapted from the
general coaching questions (Whitmore, 2017; Cox et al., 2014),

which can be applied within this model:

° Goal-focused questions: clarifying goals and success
criteria. What strategic dilemma are we solving? What are the

KPIs or OKRs, and their time horizon?

° Experience-based questions: eliciting relevant
experience of the team or learner. What constraints are present at
the board or the regulator? What is the status quo, and what trade-

offs are we forced to accept?

° Heuristic questions: surfacing hidden assumptions
and cognitive biases. Which assumptions are ordering the

solution? Which team biases are related to the decision?

° Options questions: generating alternatives and
assessing consequences. What do the alternatives (at least three)

look like, including risks and cost implications?

° Commitment questions: What actions should we

take, what resources are required, and what barriers exist? What
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steps will we implement within one, two, or three months? Who
owns the decision? What resources are available? What early

warning signals will we monitor? What metrics will we use?

° Reflective questions: What changed in your
understanding? Where did you feel resistance? What would we do
differently next time?

Action. A 35-40-minute phase within the 90-minute session. It
incorporates all elements of Kolb’s cycle (1984): field case
experiencing, group reflection, conceptualisation, experiment plan,
and envisages one or more learning activities combining content,

questions, and action. There are examples of such forms of activities:

o “Case sprint” (up to 30 minutes): individual case
reading — experience-based and heuristic questions in triads —
brief theoretical input — generation of alternatives via options

questions — decision pitch with a scoring rubric

o “Decision lab” (up to 20 minutes): simulation of a board
meeting; observers use a checklist for the quality of questions
(relevance, openness, clarity, neutrality—no leading prompts); the

decision is recorded in a short board/supervisory protocol.

o “Peer coaching” (up to 15 minutes): exchanging

feedback in the triad with role rotation (client—coach—observer).

o “Reflective diary” (up to 5 minutes): written answers
to “What became clear to me today?”, “What should be the next

step?”, “What will I stop, continue, or start next week?”
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In each activity or selected case, it is recommended to
highlight elements of the learning micro-cycle: Goal (e.g.,
expected outcome of the board meeting, KPI/OKR); Reality (e.g.,
available data, constraints, resources); Options (e.g., three
scenarios with risk and cost assessment); Action (e.g.,
commitments made, decision owner identified, implementation
checkpoints at 30, 60, and 90 days).

Assessment and transfer metrics. A key precondition for
successful content—question—action phases performance by
learners is the articulation of open criteria, such as lesson learning
goals, criteria for successful task completion, combined with
assessment, integrated into the coaching style for learning.

Overall, the success of the CQA-Executive model presupposes:

° Confidentiality: a non-disclosure agreement (NDA),

case anonymisation, and consent to peer rating by fellow learners.

° Integration of diverse assessment methods into the

session structure.

° Post-session  support:  discussion of decision
implementation with learners after the course.
Several assessment approaches integrate well with the

coaching style for learning:

° Formative assessment: clear success criteria; three-

layer feedback (feed up — goal, feedback — where am | now, feed
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forward — what next); fostering a culture of non-violent

communication.

° Assessment of the quality of coaching questions

(relevance, clarity, neutrality, depth) by the learners themselves.

° Peer assessment of classmates’ solution presentations

against 3—4 indicators with descriptive comments.

° Transfer metrics usable both during sessions and for
post-session support: speed of decision-making; accountability
checks during implementation; self-assessment of efficacy; a
learner-compiled rating of question quality for peers’ questions.

The expected results of applying the CQA-Executive model
include several aspects of the learning experience: learner
achievement; motivation, autonomy, and self-efficacy; transfer to
practice. Achievement, understood as active knowledge
construction and high-quality feedback, has a significant positive
effect. Motivation is grounded in experiences of success in small
steps and a sense of competence through opportunities to choose,
voice ideas, receive support, and be autonomous in learning.
Learners’ self-efficacy grows as a result of successful application
and social reinforcement in group work. Transfer to practice
enables learners to begin contextualising new knowledge in their
work settings and to formulate explicit action plans, increasing the
likelihood of on-the-job application. The proposed CQA-
Executive model has high potential in instructional practice under

the following conditions:

96



Eduard Maltsev & Olena Sapozhkova. Coaching style in management educator’s work
with C-level MBA participants.

° Maintaining balance of topics and time: topics
within a session should reflect their complexity and the
required depth of mastery; time — designing through micro-
cycles of goal-reality—options—action — helps to maintain
instructional pace and to optimise instructor—learner
interaction (Moskalov & Lohvys, 2021).

° Maintaining the content — dialogue — assessment
balance: content (from concepts to direct instructions), dialogue
(triads, small groups, plenary), and assessment in multiple formats.
While a starting proportion of 1/3-1/3-1/3 can be used, the
balance will depend on chosen topics, allocated time, and selected
interaction tools. The proportions should leverage the power of
reflections (Nezhynska & Tymenko, 2017) and new intellectual

experience (Sahach et al., 2024).

° Instructor preparation for the method: mastering
questioning techniques, moderating discussion, and working with
conflict. Key andragogy and adult learning principles like
relevance and appealing to experience (Knowles et al., 2015)
become crucially important for the C-level audience. The
experiential learning (Kolb, 1984) concept applied to experienced
professionals demands from the instructor not just a skill but
mastery in reflection and abstract conceptualisation applied to the

learner’s practical experience and beliefs.
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° Alignment of intended learning outcomes and
assessment, tasks and criteria should reflect coaching-based
learning practices: learner autonomy, reliance on experience,
personalisation and metacognition, knowledge transmission, and
partnership between instructor and learner. For the learners of C-
level, the assessment, as a form of effective feedback (Hattie,
2009; Hattie & Timperley, 2007), becomes a sufficient part of
transferring the learning outcomes into the practical outcomes of

their businesses (Barrows, 1996).
CONCLUSIONS

This study concludes that a coaching style — explicitly
operationalised through the CQA-Executive model — offers a
strong pedagogical fit for executive MBA (C-level) contexts. By
structuring each session into high-density content, reflective
managerial questioning, and action-oriented application, the
model reconciles two persistent tensions in executive education:
the need for rapid, practice-ready insights and the imperative to
maintain academic rigour and conceptual depth. The model’s
micro-cycle advances learning by aligning with adult learning
mechanisms: autonomy support (choice and voice during
guestioning), competence building (clear success criteria and
scaffolded tasks), and latedness (peer-advisory formats), while
Kolb’s experiential cycle (1984) is enacted through case sprints,

decision labs, and reflective closures.
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The typology of questions (goal, experience, assumptions,
options, commitment, reflection) functions as a cognitive scaffold
that connects theory to strategic dilemmas, surfaces latent
premises and cognitive biases, and accelerates disciplined
decision-making. Formative assessment is positioned as the
engine of progress: three-layer feedback (feed up, feedback, feed
forward), transparent rubrics, and peer assessment improve
immediate task performance and strengthen metacognition, self-
efficacy, and the likelihood of transfer. The adoption of transfer
metrics  (30-60-90-day action plans, decision speed,
accountability check-ins, leading/lagging indicators, self-
assessment) renders the application visible and evaluable for both
learners and programs, supporting assurance-of-learning
processes. Implementation requires several safeguards. In
domains with high compliance or risk, targeted direct instruction
should precede coaching dialogue. Faculty capability is pivotal;
systematic development in questioning techniques, feedback
literacy, and moderation of disagreement is recommended.
Program-level alignment — learning outcomes, assessment tasks,
confidentiality protocols (e.g., NDAs, case anonymisation), and
time-tabled accountability touchpoints — creates an enabling
ecology for the approach. Attention to equity and inclusion is also
essential so that questioning practices invite diverse perspectives
and avoid privileging dominant voices.

Limitations of this work include its conceptual nature and

the absence of comparative empirical evidence. Generalizability
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across industries, cultures, and delivery modes (face-to-face,
online, hybrid) remains to be examined. Measurement challenges
persist around the quality of questioning and the durability of
transfer beyond short follow-ups.

Further studies should empirically test the impact of the
coaching style (CQA-Executive model) on learning outcomes,
motivational variables, and long-term transfer, as well as compare
it with traditional teaching formats on samples of students in C-
level MBA programs. Advancing along these lines will clarify
when, how, and for whom the CQA-Executive model delivers the
strongest academic and professional returns, and will provide the
evidence base necessary for sustainable scaling in executive

education.
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POJIb KOYYHUHI'OBOI'O CTHUJIIO B POBOTI
BUKJ/IAJAYA MEHE/IZKMEHTY 3/10bYBAYIB MBA
IMPOI'PAM C-PIBHSA
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KAHOUOam mexHIuHUX HAYK, O0YeHm, OOYEeHM Kapeopu MeHeONCMeHM)
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V' cmammi obrpynmoeano Koyuuneoguii cmunib  SUKIAOAHHA 5K
epexmuenull nioxio y npoepamax executive MBA (C-piens). 3anpononosano
mooenn  CQA-Executive  (Content—Question—Action-Executive —  KI[/J-C
Koumenm—Ilumanns—/{is C-piens) ma HaguanbHuti MiKpo-yuxi, 30piEHMOBAHI HA
npoghine HABUAHHS MON-MEHeOICePi8: BUCOKA eKCnepmu3a U 6ubipKogicm,
00OMedHCEeHUl UaC | BUCOKA BaAPMICMb AILIMEPHAMUBHUX GUMPAM, OPIEHMAYIA HA
ROI, uymnusicms 0o npakmuunoi yinnocmi ma xoughioenyiinocmi. Mooenw
NOEOHYE cmucie eKCnepmHe 66€0eHHs 3 DeQIeKCUBHUM «VNPAGIIHCOKUM»
KOVYUH2SOBUM 3ANUMYBAHHAM, WO NPUB SI3VE HOBI KOHYenyii 00 cmpameiuHux
BUKTIUKIB YUACHUKIB, 4 MAKONC 13 OISIbHICHUMU 3A80AHHAMU MA (OPMYBATLHUM
360pomHum 36 ’sazkom. Chopmynboeano munonozio KOYHUH208UX 3aANUMAHb
(YmouHeHHsl yinetl, NUMAaHHs Ha OCHOBI 00C8I0Y, BUA8 NPUNYULEHDb, 2eHePYBaHHS
sapianmis, 30008 ’s13anHsA 00 Oii, peqhleKCUBHI NUMAHHA) | HABEOEHO NPUKIAOU
ayoumopHux akmusHocmetl (1abopamopii piuierv, OPYIHCHIlL KOHCATIMUHE, Kelic-
cnpunmu, peqrekcusHull WOOEeHHUK) pA3oM i3 Npakmuxamu GopmysantbHOco
OYIHIOBAHHS (NOCMAHOBKA 3A0adi, 360pOMHULL 36 30K, HACMYNHI KPOKu) ma
mempuxamu neperecerns (30—60-90-0enni nnanu Oil, weuoKicms yxeanieHHs.
piutenv,  nepesipku  NiO36IMHOCMI,  CAMOOYIHIOBAHHA — eheKmueHocmi).
3anpononosana pamka y32000CYEMbCL 3 MINCHAPOOHUMU MeOpIAMU  OC8imu
00poCIUX, O00CBIOHO20 Ma peqhleKCUBHO20 HABYAHHA 1 3 VKPAIHCOKUMU
Hanpayro8anHamMu 3 0C8imnb020 Koyuurey. Ouikyeaui pe3yibmamu eKuo4aomy
niOmpumMKy — Q8MOHOMIi, — NOCUIEHHA  CAMOehEeKMUBHOCI,  3DOCIAHHSA
3auyHeHoCmi ma weuoule YX6aieH s PiuleHdb i3 Kpawjum nepeHeceHHsIM y pooody
npaxkmuxy. Ob62080peHo MeHCi 3acmocy8aHHsL (KO O0YLIbHA NPAMA IHCMPYKYIs),
HAciOKU OJis PO36UMKY BUKTAOAYIB | BUPIBHIOBAHHS OYIHIOBAHHS. 3ANPONOHOBAHO
iHme2pysamu 8 KOYUUH208ULL NIOXI0 MAKi CNOCOOU OYIHIOBAHHI: (opMysabHe
OYIHIOBAHHS, — OYIHIOBAHHA  AKOCMI — KOVYUH2OBUX — 3ANUMAHb,  MEmpPUKu
NepeHecen s, «OPYICHEY OYIHIOBAHHA Npe3eHmayill piuleHb  YYacCHUKaMu
HaeuanbHoi epynu. Ak ouikyeani pezyniemamu ma cgepu 3acmocy8aHHs MoOeii
CQA-Executive npononyemscs posensioamu: O00CSCHeHHs: 3000V8ayig; iXHIO
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MOmuUeayiio, asMOHOMII0 MAa CamMoeqheKmueHiCmy, NepPeHeceHHs y NPAKMUKY.
Cmamms nponoHye dYimkui, aie NpasMamuyHuil wisax 00 iHmeepayii
KOVYUH20BUX MIKDONPAKMUK Y IeKyii 015 yuacHuxie Hasuanns C-pigns, Kelicu ma
NPOEKMHI 3a80aHHS 0€3 WKOOU Oisl AKAOEMIYHUX CMAHOApmMI6 1 YIiCHOCMI
HABYAIbHUX NIAHIE.

Knwouosi cnosa: executive MBA; koyuumeoguii cmuib 6UKIAOGHHS,
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ABSTRACT

The article examines both the theoretical and practical
aspects of providing psychological support during crises and
military conflicts, highlighting the emerging demands for the
professional training of psychology specialists. It stresses that
the ongoing social and military climate in Ukraine has created
a pressing need for psychologists capable of functioning
effectively amid heightened stress, uncertainty, and widespread
trauma experienced by the population. The study aims to
provide a theoretical foundation for the organisational and
pedagogical conditions essential for preparing future
psychologists for crisis intervention. A review of international
and domestic methodologies related to training specialists in
crisis psychology is conducted, particularly focusing on
contexts involving combat situations, forced migrations, losses,
and post-traumatic effects. The article outlines the key
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structural components that constitute a future psychologist's
professional readiness: cognitive (understanding crisis
dynamics and trauma), operational-behavioural (skills in
delivering first aid and counselling under extreme conditions),
emotional-volitional (stress management, empathy, self-
regulation), and ethical (respect for clients, confidentiality,
accountability). The empirical section presents findings from
the execution of a practice-oriented training model, which
features simulation exercises such as ‘Crisis Scene,’ ‘Breathing
Under Pressure,” and ‘Ethical Dilemma.’ These exercises are
designed to enhance stress resilience, uphold professional
ethics, and foster quick decision-making abilities in crisis
scenarios. Results indicate a notable increase in students’
confidence regarding their professional capabilities, along with
improvements in self-regulation skills and heightened ethical
awareness. The necessity for reforming the psychologist
training system within higher education institutions is supported
through an interdisciplinary approach that incorporates
modern educational technologies — such as online courses,
simulation labs, and supervision — and establishes a support
framework for emerging professionals. The conclusion drawn is
that cultivating the professional readiness of future
psychologists to operate effectively during crises and warfare
represents not only an educational imperative. However,
societal necessity also impacts the overall psychological
security of the community.

Keywords: psychological assistance; crisis; military
challenges;  professional training; stress  resistance;
educational technologies; specialist psychologist.

© Spivak Yaroslav, Omelchenko Svitlana, Spivak Liudmyla, 2025

INTRODUCTION

Today, we face new age experiences of tension, including
emerging massive military and social challenges stemming from
armed conflicts, humanitarian dilemmas, population movements
under duress, and sometimes psychological consequences for loss.
This is the new reality in which the conditions of psychological

assistance are defined in strategic terms in relation to post-trauma
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rehabilitation and rehabilitation of traumatised societies. It means
that certain preliminary preparation qualifications will need to be
established in psychology. This is for the provision of timely,
professionally adapted, and ethically high-quality support to
different affected groups under and outside martial law conditions.
For example, to the military and veterans, displaced populations,
minor groups, as well as bereaved people.

The most recent research indicates that the success of crisis
intervention relies greatly on practitioners who possess pragmatic
skills to apply their theoretical knowledge intuitively in highly
stressful environments. It is essential to react quickly under
cooperative tension, and also to resist the ebbs and flows of various
emotions. Not accepting this current condition indicates that
unspecified psychologists are most likely to be unprepared for
work amid such a complex set of stressors; this gap shows the need
for a change in the methodologies of preparation (Kashyap &
Kashyap, 2024; Psychological First Aid Training, 2021). The idea
Is that substantial international practices demonstrate that
comprehensive training programs integrating simulation exercises
and online modules on crisis management, along with supervision
techniques utilising interdisciplinary knowledge from medicine,
social work, education, and military psychology. These are the
most efficient means. Critical thinking, empathy, self-regulation
skills, and professional competence will be enhanced (Berger,
2024; Clarke-Habibi & Reimann, 2025).
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In the field of education in Ukraine, it appears that scant
attention has been paid to training future psychologists to ensure
they can operate both theoretically and methodologically smoothly
during crisis and wartime situations. Clear is the definition of the
most optimal organisational blueprints and didactics strategies,
upholding preparedness for crisis interventions. Hence, this part of
the research can be used to prepare psychologists for managing
wars in conjunction with crises, to achieve better overall efficiency
in psychological support systems. It can also be used to monitor
the mental health of the population during times of change.

In terms of organised psychological assistance during wartime
crises, this field is among the increasingly popular areas to modernise
research demands from society concerning organised professional
support systems. The theoretical matters regarding crisis
interventions from ethical prescriptions for psychologists working in
emergencies, as well as the kind of educational model that fosters
crisis competencies, have been addressed in international journal
publications (Apaydn & Akr Elebi, 2023; Kashyap, 2024; Mospan,
2022; Mospan, 2023; Raphael, 2020; Sheerin et al., 2021).

Rosenfield & Peltz (2025) state that psychological
assistance during crisis conditions is a multi-layered assistance
reconciling psychoeducation, a brief intervention model, and long-
term therapeutic support. The needs for organised psychological
support among individuals with some degree of collective
traumatic experience are recognised. Crisis intervention is also
claimed to be a role of a psychologist, especially regarding
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competence in early-response intervention and proper
communication within a system with other humanitarian workers.
Apaydin & Cakir Celebi (2023) investigated emotional
competence, which has been identified as a significant influencing
factor in the success of psychological interventions. The finding
indicated that personal competencies, such as empathy and
resilience, compete with professional skills in helping people
during crises (Sheerin et al., 2021). Addressing the supervisory
practices in their work and strategies for reducing professional
burnout among psychologists.

Most contemporary writings concern the preparation of
psychologists through crisis response activities. Arguments,
therefore, suggest the use of interactive teaching methods,
including simulation scenarios and role-playing, as indicated by
Kashyap (2024). This approach prepares the future crisis manager
to enhance readiness in providing active assistance under
conditions that closely resemble real-life scenarios. The well-
documented reports from international educational programs, such
as Psychological First Aid Training, for example, demonstrate the
subjective modularity of theory and practice integration in
developing crisis intervention skills.

From 2014 onwards, and even more so after the launch of
the all-out aggression in early 2022, interest in providing
psychological support during wartime has increased in the
academic environment of Ukraine. Kokun et al. (2023) also
examine post-traumatic growth among military personnel and

108



Spivak Yaroslav, Omelchenko Svitlana &Spivak Liudmyla. sychological assistance in
crisis and military challenges: problems of training specialists.

their adaptations after combat, thereby representing a part of the
research space. Concepts of research by Timchenko (2000) are
between the psychometry relating to post-traumatic stress disorder
related to military service, as well as overdue interventions related
to emotional exhaustion in combat specialists.

Current challenges posed by war are explored by Shatyrko
(2024) and Karamushka (2024), particularly in terms of fostering
students’ readiness to navigate high-stress environments effectively
within educational contexts. Contributions from NASP (2024)
further elucidate the system supporting psychological services across
educational institutions, underscoring an interdisciplinary approach
that merges psychology with pedagogy and medical knowledge into
a cohesive framework aimed at preparing professionals to deal with
crises (Lazaro et al., 2025; Myer et al., 2013).

So far, the flow of information involved shows that national
scientific literature, combined with foreign literature, has been
sufficient to form the theoretical and methodological bases for
crisis intervention studies. These generated possibilities for
general recommendations on psychological support during trauma
experiences and, at the same time, on professional training of
future specialists in applied psychology. Another, much less
developed scientific and pedagogical problem is the far-reaching
substantiation of the conditions that ensure the effective formation
of psychologists’ readiness for professional work in crisis and war

situations. Far less clear are the issues of incorporating

109



The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

international models for crisis intervention into Ukraine’s
psychological education, developing adaptive learning
technologies for training psychologists to work with different
categories of victims. Also, developing performance criteria and
indicators of their professional readiness. The research aims to
theoretically substantiate and define the conditions for
pedagogical effectiveness in training future psychologists to
provide professional help during crisis and war situations. The
scientific novelty of the study lies in its targeted theoretical
justification and experimental verification of the construction of a
system of practical psychological preparation exercises designed
to train future psychologists in professional activity within crisis-

related contexts.
RESEARCH METHOD

The study describes the interrelationship between
qualitative and quantitative methodologies in achieving the goals
and evaluating the effectiveness of a training model developed for
aspiring psychologists to assist during crises or military
interventions. Data merging thus ensures scientific weight and
validation of the achieved results.

The review of national and international scientific literature
sources is relevant to issues of crisis psychology, psychosocial
support, ethics of training for specialists, and new technologies in
education. Systematic approaches and classification-structural

techniques enabled the identification of the main structural

110



Spivak Yaroslav, Omelchenko Svitlana &Spivak Liudmyla. sychological assistance in
crisis and military challenges: problems of training specialists.

components of future psychologists’ professional readiness:
cognitive, operational-behavioural, emotional-volitional, and
ethical-and-institutional. It is worth noting that the current study's
theoretical modelling yielded a conceptual model of practice-
oriented training in crisis intervention.

Concerning the experimental research, pedagogical design
covered the mentioned qualitative and quantitative methods. The
experiment used two levels: ascertainment and forming.
Practically, a group of simulation exercises: “Crisis Scene”,
“Breathing Under Pressure”, “Ethical Dilemma”, designed to
develop stress resilience, ethical reflection, and the capability of
making operational decisions in difficult situations. The dynamics
of  professional  developments were tracked  using
psychodiagnostic methods (Crisis Intervention Self-Efficacy
Scale, Ethical Sensitivity Scale), surveys, self-assessment,
observation, and reflection on communicative and behavioural
strategies by the participants.

Data processing for quantitative evaluation was supported
by statistical methodology to calculate means, frequencies, and
compare pre- and post-implementation results, suggesting positive
dynamics regarding the formation of future psychologists’
professional readiness for crisis response.

Al tools were employed in various phases of the research,
primarily to facilitate the scientific translation process of the text,
linguistic editing of the English version of the article, and
optimisation of terminological consistency. The implementation
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of Al technologies aimed to enhance the precision of scientific
concept communication and ensure that the text meets
international academic standards, without altering the content

structure or research results.
DISCUSSION

Psychological assistance during times marked by crises or
conflict is characterised as an intentional process aimed at
stabilising individuals’ emotional states while helping restore
internal resources necessary for developing adaptive coping
mechanisms against stressors — ultimately working towards
averting psychotraumatic outcomes (Shalev et al., 2000; Yeager &
Roberts, 2025). The scholarly discourse defines this process
through various lenses, including short-term interventions
combined with supportive measures that extend into long-term
therapeutic strategies focused on reintegrating individuals into
functional societal roles.

From a methodological standpoint, today’s practices
surrounding psychological care are grounded in biopsychosocial
models, recognising that individuals’ responses operate at
biological, psychological, and social dimensions concurrently.
This model synthesises cognitive-behavioural, humanistic, and
ecological principles, enabling consideration not just of individual
traits but also of contextual circumstances that influence the events
experienced. Particularly noteworthy under wartime/post-war

settings is integrating trauma-informed approaches that prioritise
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safe interaction spaces, acknowledging traumatic experience
effects, promoting client control, autonomy, and dignity (Cureton,
et al., 2018; Klymchuk, 2020; Kokun, et al., 2023).

Recent global research substantiates claims that
implementing practice-driven teaching modalities alongside
specialised training techniques, including simulation exercises,
role-play, dynamic digital platforms, and supervisory

interventional practices, enhances efficiency (see Fig. 1).

-
Simulation training and - .
role-playing games » frainings and role-playing games.
\_ . A
4 ™
Interactive online courses » providing remote practice of psychological
and digital platforms first aid skills.
. / g
4
N
Supervisory and . .
interviewing practices * ensuring professional development.
vy

7

Figure 1. Practice-Oriented Learning Methods

Simulations, training, and role-playing enable psychologists
to operate effectively in real-world crises, utilising various
protocols for interventions, communication, and client support for
acute stress (Sheerin et al., 2021). This, too, may help them
improve their problem-solving abilities in critical situations and

make impromptu decisions under very uncertain circumstances.
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Utilising interactive online modules and other digital platforms
enables remote psychological first-aid skills training courses to be
conducted (Psychological First Aid Training, 2021). The current
educational methodologies make it insightful for incoming graduate
students. They can incorporate the use of acronyms, such as LISTEN,
SAFERR, and RAPID, with virtual interventions, providing them
with the real ability for simulation and reflection.

Supervision and intervention remain the fulcrum of
professional development, burnout, self-awareness among
caregivers, and resilience against stress (Sokol et al., 2022). This
means that while caregivers are totally relaxed under a mother's
wing in an agency, supervision will help build their skills in
extreme situations. Therefore, supervision is a foundational unit
that links various packages in all service adaptations.

The other methodological approach involves addressing
cultural dimensions in their treatment, whereby social and
transcultural issues of conscious and unconscious awareness
become integral to intervention theory for traumatised
communities. It proposes that practitioners should be culturally
competent and tolerant, as these qualities appear to prevent re-
traumatisation in multicultural environments (Rosenfield & Peltz,
2025). Cultural appreciation is critical in the military setting,
where conflicts or forced migrations affect people’s mental
resilience, spiritual beliefs, and trust in the mental health support
system. Another significant concern, from a psychological
perspective, is the ethical issues. According to the Ethical
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Principles of Psychologists and Code of Conduct, APA:
Psychologists, when in crises, must maintain confidentiality, show
respect for autonomy, avoid harm, remain competent, and thus be
socially responsible throughout the crisis scenario.

Models of psychological aid need to be summarised as being
on crisis or wartime-related, a) integration or reiteration of multiple
theories, and b) structural and activity-oriented, as well as humanistic
in approach, in that it emphasises trauma sensitivity and cultural
awareness. Together, this enhances the empowerment of victims
while protecting the professional well-being of those working in crisis
regions. This concept should be included in the training curriculum for
future psychologists, both as a theoretical concept and a practical skill
for effective application in crisis intervention.

A review of contemporary scientific literature reveals that
training institutions preparing future psychologists worldwide,
such as those in Ukraine, have yet to adapt their training programs
to meet the practicalities of crisis or war mode. Incidentally,
training is being offered, but only if it's not based on psychology
for the crisis or psychological traumatology; best-case scenarios
would make these areas optional electives. What was there is
training concerning one of them might be at the introductory level
and thus should not be treated as a means to gain success, as it
lacks a proper understanding of the crucial dynamics of crisis
(Yeager & Roberts, 2025).

That theory-practice gap calls for theory students who are

more theoretically inclined, yet have very short or indeed no actual
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exposure to the crisis interface or psychological first aid on the
fringes of stress response (Sheerin et al., 2021).

There are no theoretical or grounded applications of
experiential-phase practice, simulation; hence, there are hardly any
practical offerings. Currently, simulation is employed in a creative,
hands-on mentoring ethos, as expressed by mentors, to develop the
latest technology setup for the most respected global leaders in a
reflective capacity during a crisis (Kashyap & Kashyap, 2024).

In most cases, programs fail to consider the needs of
different vulnerable groups during crises. Many graduates have
not learned about traumatised children, even though this
knowledge would shape their capacity to give psychological
support during real crises (Sokol et al., 2022).

Emotional competence development falls far behind; however,
international curricula are developing ethical savvy, and with some
guidance, individuals can learn self-care strategies to prevent burnout.
But these two remain intensely unacknowledged areas of study in
many of their even more established universities. Then, the near-
universal absence of mentorship, in brighter surroundings, unreserved
guidance from senior colleagues to junior colleagues within the initial
few years of training ought to entail regular feedback. This would
make the young psychologists prone to errors, indeed unsupportive,
thereby compromising the quality of care available to the clients (Du
Plessis & Thomas, 2021).

All that much ado about wartime psychosocial training

remains amenable to improvement: real wartime preparedness for

116



Spivak Yaroslav, Omelchenko Svitlana &Spivak Liudmyla. sychological assistance in
crisis and military challenges: problems of training specialists.

withstanding moral distress. An effective educational framework
should be based on interdisciplinary cooperation and practical
orientation, keeping ethical accountability and reflective practice
in  mind. International best practices suggest successful
implementation strategies in this area. Meanwhile, theoretical
guidance to provide psychological assistance in crises has
propelled us into action-denoting steps, defining effective forms
and properly oriented methodologies leading toward the
preparation of future psychologists for crisis response.

This requires experimental validation, which involves
testing practical exercises designed to ensure emotional
stabilisation alongside ethical awareness, while also developing
the communicative proficiency necessary under uncertain
circumstances. These objectives will not be achieved merely by
immersing oneself in a vast amount of theoretical learning, but
through concerted effort aimed at developing integrated
professional abilities, linking humanistic ideals to culture-
sensitive harmonisation, and culminating in accountable
professionalism. On this foundation rests a collection comprising
exercises such as ‘Crisis Scene,” ‘Breathing Under Pressure,” and
‘Ethical Dilemma,’ specifically designed to enhance the efficacy
of crisis specialist training, with respective findings presented
throughout our study's practical component.

In this experimental exercise set, a pedagogical experiment
was organised with an experimental group and a control group.
This study was conducted in the Department of Practical
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Psychology at Donbas State Pedagogical University (Dnipro,
Ukraine). In this experiment, a sample of 64 students, aged
between 19 and 23 years, was purposively selected for the study.
The participants were undergraduates from the 3rd to the 4th year.
All students attended lectures in such courses as “Psychological
Assistance in Extreme Situations” and “Psychological Support of
IDP Refugees.” They were divided into two groups: an
experimental group and a control group. The sample for the
experimental group consisted of 30 subjects who underwent a
modified training course with a series of exercise sessions; the
remainder of the control group comprised 34 students who
followed traditional training programs. Measures of self-efficacy,
stress resistance, and ethical awareness were assessed in the first
phase, and these same measures were repeated in the control phase
using standardised methods.

Each exercise was considered individually. The Crisis
Scene exercise aimed to achieve rapid functionality in
emergencies. Small groups (four to five persons) were constituted
to act out a situation during which one meets a soldier mourning
his colleague, or an IDP, potentially an underage witness of a
shelling. Each group could take on the role of the psychologist and
the other as the client, with the remaining group members
observing. Afterwards, the scene allowed for discussions of what
effective behaviours would look like and what obstacles one
would encounter, as well as possible suggestions for achieving

better professional acts. Here are some parameters that will be
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relevant to state their measure of the exercise: rapid response (the
time used to find and select the proper method of action);
communication effectiveness (to what extent was the
communication clear and empathetic); and emotional equilibrium
(steady behaviour under stress). Data were coded during the
experiment using the standardised questionnaire of the Crisis
Intervention Self-Efficacy Scale. The result of the statistical

analysis is illustrated in Fig. 2.

63%

= Control group Experimental group

Figure 2. Results of the ‘Crisis Scene’ exercise

The comparative analyses of the collected data revealed a
progressive trend, where students who completed the class cycle were
found to be more self-assured, by as much as 22%, regarding their
ability to cope with emergencies. Not only was flexible
communication behaviour noted for improvement, but also a quicker
decision-making process and less situational anxiety while handling
victims. Breathing under Pressure workshops were organised to

incorporate other skills in the self-regulation of emotions.
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An example would be the few short exercises that had only a
short time for decision-making, during which loud sounds served as
outside distractions, adding to the pressure of time. Among the
Participants were breathing techniques, such as ‘4-7-8 or square
breathing. And then, studies brought the realisation to the participants
about the physiological and emotional changes caused; genetic
assessment of efficacy, depending on psychophysiological stress
levels (heart rates, subjective stress assessment), self-regulatory
abilities, control of emotional reactions, sustained attention,
concentration, and maintenance of cognitive activity under stress. It is
worth noting, however, that this endpoint technique enabled the
experimental measurement of the indices before and after the
prolonged exercise events.

The experiment gives virtually no hopeful results from self-
reports of stress levels or psychophysiological stress indicators, such
as heart rate change before and after performing the exercise. This
focus on the sample of the remaining 80% of participants shows a
characteristic: those with a more than 20-30% lowered post-exercise
psychophysiological stress level typically also manifested
improvements in concentration of attention, as well as the ability to
self-control toward which the exercise contributed to.

The results showed significant positive outcomes: 80% of
participants reported a reduction in psychophysiological stress levels
of 20-30%, along with improvements in attention, concentration, and
self-control abilities. The “Ethical Dilemma” activity offers an
engaging learning experience for psychology trainees, specifically
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designed to foster their ethical awareness. Script Giants offered
snapshots, sometimes real, sometimes imagined, of actual or fictional
professional cases that involved ethical dilemmas. One of the
examples put forth by fellow students included that of an unwilling
patient in military treatment who would not be compliant with
psychological treatment. Other examples described professionals
suffering emotional exhaustion from long exposure to traumatised
clients. While discussing in groups, possible justified alternatives were
sketched based on ethical principles, namely, respect, confidentiality,
and professional accountability.

However, these factors were considered in terms of ethical
sensitivity (the criterion required the recognition of the moral
dimensions of the situation), morally analysing ability (the criterion
concerns the rational justification of decisions made), and professional
responsibilities and tolerance toward the given circumstances. The
above citations were measures taken according to the standard Ethical
Sensitivity Scale. The measure compared before-and-after results to
be revealed under selected academic disciplines. The data are
compiled in Fig. 3.

T8%

80% 5209
60% 189%
| “ o
40% | 25%
20% ’ Formative stage
G - e
EG

0% )
Stating stage

= Stating stage Formative stage
Figure 3. Results of the exercise ‘Ethical Dilemma’
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That would prepare good future psychologists to tackle
whatever crisis comes their way; however, they must also
develop their emotional resilience, ability to control
themselves, and ethical competency in decision-making in
complex and hazy situations. This information will be used to
create a new framework for comparing a trained cohort with a
cohort that has not been introduced to the new curriculum.
Approximately eight to twelve weeks after completion,
assessments would be administered to evaluate the
effectiveness of the training. These assessments would measure
qualities such as self-confidence, ability to cope with stress,
and comprehension of ethics through various methodologies.
Thereafter, statistical methods would be applied to determine

whether the training had any demonstrable impact.
CONCLUSIONS AND PROSPECTS

Training of psychologists is currently an academic issue
which has ceased to be an immediate necessity for human
beings, given the crises and military challenges confronting
higher education institutions. This was indeed sharpening, on a
macro level, the therapeutic skills, judgment, and emotional
resilience of those who are the custodians of mental health,
tending through accountability to the social construction of a
cadre of professionals who contribute to the psychological

well-being of the societies to which they belong.
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Psychologising in crises should, indeed, involve multiple
modalities whose extension would go beyond merely conveying
technical implementation abilities in what really lies in those
general orientations — emotional stabilities, ethical sensitivity, and
empathy. Also, decision-making in uncertainty and extreme
duress. Crucially, this brings together theory and application, as
well as the practice and supervision of specific subject skills. This
would require understanding how the mind responds under duress
and in uncomfortable situations, ultimately underscoring for
students the importance of respect, accountability, and discretion.

Training methods-virtual simulation, role-play, case study
discussion, and crisis intervention techniques-lead to the concrete
realities of future professional practice. Such instruments help
students sharpen their self-control and view crisis events as
immediate learning opportunities where a clear and empathetic
way of communication can be modelled. Supervision serves as
vital emotional and professional support until beginners have
begun to establish a professional identity. This reflective approach
complements the learning cycle by applying knowledge in real-life
situations, thereby building the confidence and maturity of
aspiring specialists.

Future training programs in psychology would greatly benefit
from digital learning, simulators, interdisciplinary modules, and new
models of supervision. It will cover training on crisis preparedness,
psychological first aid, and maintaining ethics in various team

environments. Consequently, these professionals will, in effect, be
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teaching both in school and in more extensive contexts; they will assist
the vulnerable-from the internally displaced children of veterans
displaced by war, who will bear the burden of war, to those who have
experienced loss and any kind of violence. Most importantly,
psychology needs to be examined in the light of more cultural than
ethical and values-related contexts.

It is also crucial to adapt training programs in psychology,
as these often rely on the education policies of nations. Such
strategies are important because they cultivate a new generation of
professionals equipped with compassion and flexibility to adapt to
change, all within a strong ethical framework. By making this
possible, mental health becomes a part of everyday life, the need
for which is especially pronounced in places such as Ukraine,
where prevailing conditions, which have really torn apart the
existing social norms, have thrown everybody into stark relief

against the need for healing and recovery.
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Y cmammi Odocnioxcyromoca meopemuyHi ma NpakmuyHi Acnekmu
opeanizayii NCUXOI02IYHOI OONOMO2U 8 YMOBAX KPU3 I BIlICbKOBUX BUKIUKIB, 5KI
BUBHAUAIOMb HOBI UMO2U 00 Npogecilinol nidcomosku ¢haxieyis y eanysi
ncuxonoeii. lliokpecnioemvcs, wo cyyacHa coyianbHO-8IUCLKOBA CUMYayis 6
Yxpaini 3ymoenioe nompeby y ncuxonozax, 30amHux eqoekmusHo Oisimu 8 yMoeax
niOBUYEHO20 cmpecy, HeGU3HAUEHOCI MA MAC08020 MPABMAMUYHO20 00CBI0Y
Hacenenns.  Memoto — Oocniddxcennss € meopemuune  OOIPYHMYBAHHSA
Op2aHI3aYItIHUX | Ne0a202IYHUX YMO8, HeOOXIOHUX O/l (hOPMYBAHHS 20MOBHOCHI
MAUOYMHIX NCUX0N02I8 00 KpU308020 8mpyyuanus. IIpoananizo8ano MikCHapoOHi
ma 8iMYU3HAHI NiOX00U 00 NI020MOBKU haxisyie 3 KpU3060i NCUXON0CIT, 30KpemMda
y  Kowmekcmi — 00utosux  Oill, BUMYUWEHO20 NepeceleHHs,  empam |
nOCMMPABMAMUYHUX HACTIOKIB. Y cmammi 6U3HAYEeHO OCHOBHI CMPYKM)PHI
KOMNOHEHMU NPogecitiHoi 20mo8HOCII MATIOYMHBLO2O NCUXON02A: KOHIMUBHULL
(3HaHHA NPO KPU308i npoyecu ma NCUxompasmy), onepayiiHo-no8eoiHKOBUL
(VMiHHAL — Hadagamu — neputy  NCUXONOZIYHY — OONOMOZY,  30MICHIO8AMU
KOHCYIbIMYBAHHA ~ 8  eKCMPEeMANbHUX — YMO8Ax), eMOYILHO-80IbOBUI
(cmpecocmivikicms, emMnamitiHicms, camopezynayis) ma emuyHull (nosaza 00
KIIEHMa, OOMPUMAHHs KOHpIOeHyitiHocmi, 8ionogioanbHicmy). Emnipuuna
YACMUHA CMammi npeocmagiena pe3yibmamamu 8NPO8AONHCEHHS NPAKIMUKO-
OPIEHMOBAHOI MOOeNi HABYAHHSA, KA BKIoHae cumynayitini enpasu («Kpuszosa
cyenay, «duxannsa nio muckomy, «Emuuna ounemay), cnpamosami Ha po3gumox
cmpecocmiikocmi, npogheciiHoi  emuxu ma  30amMHOCHL 00  WBUOKO2O
npuuHamms  piwenb Yy Kpusosux cumyayiax. Ompumani pezyrbmamu
NIOMBEPOHCYIOMb  NIOBUUICHHS. DIBHSL  BNEBHEHOCMI CHYOeHMI8 V  GIACHIl
npogheciliniti - eghekmusHOCmi, NOKPAWEHHS HABUHOK — camopecynayii ma
3pocmarHs emuyoi yymausocmi. OOIPYHMOBAHO HeoOXIOHICMb MOOepHI3ayil
cucmemu ni020mMoBKU NCUXONIOZIB Y 3aKIA0AX SUWOL OCBIMU ULTSAXOM THmMe2payii
MIHCOUCYUNTTTHAPHO2O NIOXOOY, BNPOBAONCEHHS CYUACHUX OCBIMHIX MEXHON02Il
(OMNAUH-KYPCI8, CUMYTAYIUHUX 1AO0OPAmMOpIl, CYynepeisii) ma po3eumky cucmemu
nIOMpUMKU ~ MONOOUX  ¢haxieyie. 3poOneHo  BUCHOBOK, WO  hopmyeants
npoghecitinoi 20mogHoCMi MAUOYMHIX NCUXON0I8 00 poOOMU 8 YMOBAX KPU3 i
IlIHU € He Juule NedazoiyHUM 3a80aHHAM, d U COYIAIbHOW NOmMpebor, o
BU3HAYAE PIBEHb NCUXONIOZTUHOIT Oe3NeKU CYCRiTbCMEA 3a2AIOM.

Knouosei cnosa: ncuxonociyna 0onomoea, Kpusa, GiliCbKOSI GUKIUKU,
npoghecitina ni020mogka, CcmpecocmiuKicmys, OCGIMHI MeXHON02H, NCUxonoe-
cneyianicm.
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ABSTRACT

The article analyses the effectiveness of implementing the
List of Major Drawbacks as a tool for evaluating study
programmes within the external quality assurance processes
and procedures in higher education. It is stated that the goals of
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list of major drawbacks in external quality assurance in higher education.
its implementation are: unification of approaches to decision-
making and ensuring objectivity of evaluation in the case of
similar manifestations of problems with the quality of study
programmes and educational activities under them; emphasis
on key aspects of compliance with legislative requirements
during the design and implementation of study programmes;
codification of typical problems according to the criteria for
evaluating study programmes to improve the quality of the
systematic analysis of the agency's activities at the national
level: strengthening the focus of the advisory and training
activities of the National Agency has generally been achieved.
It is emphasised that the participants in the accreditation
process are fully aware of the significance of the goals set and
recognise the proposed mechanism as successful and effective.
Along with this, the need for improvements was identified, which
did not diminish the List’s effectiveness but would enhance it. In
general, the application of the List of Major Drawbacks
contributed to strengthening the transparency and predictability
of the accreditation procedure, ensuring a common
understanding of assessment approaches among all participants
in the process — higher education institutions, expert groups,
sectoral expert councils and the National Agency, which, in
turn, strengthened trust in the results of the assessment of study
programmes in the process of external quality assurance of
higher education in Ukraine.
Keywords: implementation effectiveness; List of Major

Drawbacks; study programme improvement; quality assurance
in higher education.
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INTRODUCTION

The quality assurance of higher education in Ukraine,
compared to the EU (Alzafari & Ursin, 2019; Batechko & Lut, 2019;
Kegetep & Ozkan, 2014; Mospan, 2018; Ogneviuk, 2022; Van Der
Wende & Westerheijden, 2001), has a short history and rather difficult
prerequisites. Therefore, its formation requires an operational solution

to ideological, technological, and methodological problems, for which
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the appropriate tools are constantly being developed and improved.
One such relevant and effective tool is the List of Major Drawbacks
(hereinafter, the List) introduced by the National Agency for Quality
Assurance in Higher Education (hereinafter, the National Agency) in
2024 for the evaluation of study programmes. During the accreditation
season 2024-2025, thanks to constant monitoring of the
implementation of the List, the need to study its effectiveness and
identify prospects for improvement was established. Considering that
it was from 2024 that the new Regulations on Accreditation of Study
Programmes (Regulations, 2024) were approved and implemented,
which summarized the experience of applying all previous
accreditation cases, processes and procedures of the National Agency,
as well as the need to finally bring the Ukrainian quality assurance
system into line with the European Standards for Quality Assurance
in Higher Education (ESG, 2015). The List of Major Drawbacks is a
completely original tool for measuring the compliance of study
programmes with the criteria for assessing the study programmes —
Appendix 1 to the Regulations on Accreditation of Study Programmes
(Regulations, 2024), it is obvious that this problem has arisen only
now, in the process of its use in the work of the National Agency, and
it has never been studied scientifically.

The research objective is to highlight the effectiveness of
implementing the List of Major Drawbacks across the main areas and
the effectiveness of the improvements made to this tool as a

component of assessing the quality of study programmes.
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RESEARCH METHODS

The study used the following qualitative methods of
effectiveness research:

e  Secondary data analysis with a focus on studying
current documents, expert group (EG) reports, and Sectoral
expert councils’ (SEC) opinions to identify certain trends and
patterns.

e Poll participants in the accreditation process
regarding the usefulness and effectiveness of the List and its
analysis.

e Case studies (case studies) as a detailed study of
specific manifestations of the application of the List for a deeper
understanding of its effectiveness.

e  Comparative content analysis — two samples of EG
reports and SEC opinions (before and after the implementation
of the List).

Data sources are EG reports and SEC’s opinions (2023,
2024, 2025) (NAQA, 2023-2025); survey results of EG and SEC’s
members (January 2025); analytical materials of the National
Agency (Annual Reports for 2019-2024, Reviews for 2022-2024),
(Analytical Report, 2025).

RESEARCH RESULTS

As stated in the article Development of a List of Major
Drawbacks as an element of evaluating a study programme

according to ESG 2015 standards (Butenko et al., 2025), the
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National Agency’s policy regarding the List of Major Drawbacks
was aimed at further developing external quality assurance tools by:
- unification of approaches to decision-making and
ensuring objectivity of assessment in cases of similar
manifestations of problems with the quality of study programmes
and educational activities under them;

- emphasising key aspects of compliance with legal
requirements when designing and implementing study
programmes;

- codification of typical problems according to criteria
and sub-criteria to improve the quality of the agency’s systemic
analysis at the national level;

- strengthening the focus of the National Agency’s
advisory and training activities;

- expanding analytical capabilities for further
improvement of quality assurance systems at the institutional,
sectoral and national levels.

Implementation of the List of Major Drawbacks

By the decision of the National Agency dated August 27, 2024
(Protocol No. 15 (65)), the List was officially included in the
reporting documentation on the accreditation examination as a
mandatory Appendix to the report of the expert group and an
Appendix to the expert opinion of the Sectoral Expert Council. The
rules for its application, the procedure for recording and

requirements for the argumentation of deficiencies in reporting
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documents are determined by the Instructions for the application of
the List, approved by the order of the Head of the National Agency.

To ensure proper implementation of the List, the issue of its
application was included in weekly briefings for EGs, a webinar
for SEC members (October 2024), and training programs for
experts and SEC members. In December 2024, the Clarifications
on the Application of Study Programme Quality Assessment
Criteria (2024) was published, which, in particular, discloses in
detail the content of each Criterion, provides references to relevant
regulatory documents, and formulates recommendations for
substantiating each significant deficiency in case it is identified.

Evaluating the effectiveness of the implementation of the
List for external evaluation

During the year, the practice of applying the List was
monitored, which allowed for timely improvements in both the
wording and technical aspects of use. One item of the List and the
structure of the Appendix were updated to fix shortcomings not
included in the List but identified during the accreditation
examination.

In July-August 2025, a comprehensive assessment of the
effectiveness of the implementation of the List was conducted,
which covered four areas of analysis and made it possible to
determine the level of achievement of the goals set during the
development of this tool:

1. Contextual and semantic analysis of expert group

reports and expert opinions of the SEC.
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2. Analysis of the results of the annual evaluation of
experts.

3. Analysis of the results of a survey of experts and
members of the SEC.

4, Assessing the effectiveness of the use of the List to
form a unified database for further analysis of the results of
accreditation examinations.

1. Contextual and semantic analysis of reports of EGs and SEC

The purpose of the study was to assess the impact of the
implementation of the List on the quality of EG reports and SEC
opinions. The analysis was carried out according to the following
parameters: clarity, consistency and completeness of the
argumentation; the presence and correctness of references to factual
data; logical consistency and semantic connection between the
description of facts, argumentation and conclusions; the correctness
of the correlation of the identified deficiencies with the relevant
Criteria; the correctness of the use of professional terminology.
Special attention was paid to the correctness of determining the
corresponding position of the List for each identified violation, the
justification of recognising the deficiency as significant or
insignificant, as well as the correctness of determining the levels of
compliance E or F according to the Criteria.

The study covered two samples: 1 — EG reports and SEC
opinions in the field 01 Education/Pedagogy for 130 study
programmes, decisions on which were made in the period from
September 2023 to June 2024 (prepared before the implementation
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of the List); 2 — for 237 study programmes, decisions on which
were made in the period from September 2024 to June 2025
(prepared after the implementation of the List). The choice of field
01 is due to its largest share among accreditation cases: 9.1% of
the total number of study programmes considered under the full
procedure in 2023-2024 academic year; 15.0% — in 2024-2025 —
15%, as well as the availability of the results of the analysis of EG
reports and SEC opinions of sample 1, carried out as part of the
piloting of the List (Butenko, 2025).

Analysis results. A comparative analysis of the two samples
showed a significant improvement in the quality of reporting
documentation after the implementation of the List. Before the
implementation, in the part of the EG reports and expert opinions
of the SEC, there was a certain imbalance between the level of
detail and the depth of analysis: The experts focused excessively
on insignificant aspects, and in some places, they did not provide
sufficient argumentation to determine the systemic nature of the
identified violations. There were general formulations without
specific examples, an inaccurate correlation of shortcomings with
the Criteria, and conclusions without references to sources. Such
inaccuracies did not affect the final decisions, but complicated the
work of the members of the National Agency during the
processing of materials and reduced the comparability of results
between study programmes.

After the implementation of the List, the quality of EG

reports and SEC opinions improved in several areas:
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1) Structural and logical coherence. Most reports
follow the sequence ‘identification of a deficiency — description of
manifestations — argumentation — conclusion.” This logic ensured
internal integrity and facilitated the perception of the texts.

2) Strengthening argumentation. The frequency of
references to specific facts, documents, and survey results has
increased. The argumentation has become more logical and
convincing, cause-and-effect relationships between the description
of facts and the conclusions drawn are better traced.

3) Unification of approaches. The number of cases of
incorrect attribution of deficiencies to criteria has decreased. The
wording has become more uniform in structure and style.

4) Optimisation of volume and content. The
justifications have become more balanced: the proportion of overly
descriptive or overly concise fragments has decreased.

5) Accuracy of formulations. The clarity of defining the
essence of shortcomings and specifying their manifestations within
study programmes has increased.

6) Justification of the determination of the materiality of
the deficiency and the level of compliance with the Criterion.
Conclusions regarding compliance levels have become more
consistent, more closely related to the content of the identified
deficiencies and their impact on the quality of the study programme.

In general, the texts of EG reports and SEC opinions have
become more analytically rich, which has increased their clarity

and persuasiveness. The analysis also showed that after the
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introduction of the List, experts more often identify individual
shortcomings that previously remained beyond detailed
consideration. The most illustrative example is the example of
deficiency 8.5.1. The internal education quality assurance system
does not identify or eliminate identified shortcomings in the study
programme or educational activities for its implementation. In the
2023-2024 academic year, it was recorded in only 1.5% of study
programmes in the field 01 Education/Pedagogy, then in the 2024-
2025 academic year, recorded in 28.3% (Analytical report, 2025).

Particular attention during the analysis was paid to the
reports of the EG and the opinions of the SEC regarding the study
programmes of the 2024-2025 academic year, according to which
there were changes in the level of compliance with the Criterion at
different stages of the examination. In most such cases, the reason
was an incorrect interpretation of the concept of the List and the
principles of its application, in particular, a misunderstanding of
the relationship between individual manifestations of the
deficiency and its systemic nature.

The items of the List reflect types of violations, and not specific
situations of study programmes. Therefore, facts, circumstances,
actions or inactions identified during the accreditation examination,
which in their content, nature or consequences correspond to a certain
item of the List, should be considered as manifestations of the
corresponding deficiency in the specific context of the program. This
means that the fact of identifying one or more manifestations is not

sufficient grounds for an automatic conclusion that the deficiency is
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significant. Such a conclusion should be formed based on a
comprehensive analysis of the entire set of detected manifestations,
taking into account the scope and nature of the problem, the
consequences for the quality of education, systematic and
repeatability, the possibility and speed of elimination, and the general
context of the implementation of the study programme.

Thus, the results of the contextual-semantic analysis confirmed
that the implementation of the List had a positive impact on the quality
of reporting documentation, strengthening its structure and reasoning.
At the same time, the identified difficulties in interpreting certain
provisions of the List showed that the effectiveness of its application
largely depends on the depth of understanding of the concept and
principles of application by experts and members of the SEC.

2. Analysis of the results of the annual expert assessment

Another area of comprehensive assessment of the effectiveness
of the implementation of the List was the analysis of the results of the
annual evaluation of experts based on their participation in
accreditation procedures.

Annual evaluation is a component of the internal quality
assurance system of the National Agency. In accordance with the
Regulations (Regulations on the Expert, 2025), the evaluation is
carried out according to two criteria: compliance with the examination
procedure and the quality of the EG report.

The purpose of the analysis is to assess the impact of using the
List on the quality of reports, identify the dynamics of improving their

analytical component and typical problems that require
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methodological and training support. In 2025, the assessment covered
2,315 experts: The majority confirmed a sufficient level of
competence; 139 people were recommended for additional training,
and 23 were excluded from the Register of Experts.

Analysis results. In the assessment structure, special emphasis
is placed on the validity of conclusions regarding the materiality of
deficiencies and the determination of levels of compliance in the
report. Feedback from the secretariat staff, who analysed 1,588
reports, showed positive dynamics: the reasoning of the conclusions,
the consistency of the structure, and the clarity of the cause-and-effect
relationships between facts and conclusions have increased. This
indicates a gradual strengthening of the analytical culture in the expert
environment.

At the same time, the analysis of the reports of experts
recommended for training revealed typical errors caused by an
incorrect understanding of the concept and principles of applying the
List, in particular: an unclear explanation of why a deficiency was
determined to be significant; fragmentary argumentation, limited to
individual manifestations without taking into account systematic; lack
of a logical connection between facts, conclusions, and the level of
compliance.

Conclusions. Analysis of the results of the annual assessment
confirmed the positive impact of the use of the List on the quality of
reports. At the same time, the identified problematic aspects identified

areas for improvement:
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° including various types of tasks for applying the List in
training programs;

° strengthening the explanation of the concept and
principles of the List during training events and briefings;

° continued monitoring of evaluation results to track the
dynamics of the implementation of the List.

3. Analysis of the results of the survey of EG and SEC
members

In order to find out the opinions of experts and SEC members
regarding the convenience, feasibility, effectiveness of the
implementation and practical application of the List, a survey was
conducted among participants in accreditation examinations between
December 31, 2024 and January 13, 2025. The study also included
collecting respondents' suggestions on possible areas for improving
the tool. 879 people participated in the survey, including 747 (85%)
experts and 132 (15%) SEC members, representing 29 fields of
knowledge (Fig. 1).

160 3

Figure 1. Distribution of Survey Participants by Fields of

Knowledge

140



Andriy Butenko, Olena Yeremenko & Oksana Trebenko. Implementation analysis of the
list of major drawbacks in external quality assurance in higher education.

Distribution of survey participants by status: 720 people
(81.9%) — scientists or scientific and pedagogical workers; 135 people
(15.4%) — education seekers; 3 people (0.3%) — international experts
who are members of the SEC; 2 people (0.2%) — representatives of
employers who are members of the SEC; 19 people (2.2%) did not
indicate their status.

The results obtained demonstrated a high level of support for
the tool:

e 86.8% of respondents consider the List useful in their work
(Fig. 2);

e 86.9% noted an increase in the objectivity of establishing
compliance levels according to the Criterion (Fig. 3);

° 86.4% confirmed that using the List reduced
misinterpretations and ensured consistency of assessment approaches
between different experts and SEC (Fig. 4);

e 96.4% rated the Instructions for Forming the Appendix as

clear and understandable (Fig. 5).
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Figure 2. Respondents’ Ratings of Usefulness of the List for Work
(on a scale from 0 to 5: from ‘not helpful at all’ to ‘very helpful’)
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Figure 3. Respondents’ Ratings of Implementing the List on
Ensuring the Objectivity of Establishing Levels of Compliance

with the Criteria
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Figure 4. Respondents’ Ratings of Implementing the List on

Unification of Assessment Approaches
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529 (00.7%)

238 (2T 1%)

Figure 5. Respondents’ Ratings of Clarity and Comprehensibility
of Instructions for Filling out Appendix 1 List of Major
Drawbacks

The main areas of impact of the implementation of the List
on the quality of reporting documentation (according to
respondents):

1. Improving the structure and content of reports. The
List contributes to the logic, consistency and clarity of the
presentation, helps to formulate short, precise conclusions and
ensures unity of approaches to structuring the material.

2. Increasing objectivity and strengthening
accountability. The use of the List contributes to a consistent
understanding of the requirements of the criteria and the essence
of the shortcomings, the formation of conclusions based on clear
signs and evidence, and also stimulates more responsible

substantiation of the positions of the EG and SEC.
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Thus, the List is perceived not as a formal appendix, but as
a practical tool for improving the quality of expert judgment, the
consistency of conclusions, and trust in accreditation results.

Among the challenges are:

° Risk  of  templateization and  excessive
standardisation, which may limit professional judgment or reduce
the depth of the analytical approach.

° The complexity of interpreting the wording of certain
types of deficiencies.

° Doubts about the universality of individual items of
the List for different fields of knowledge.

° Additional explanations, application examples, and
training support.

Based on the survey results, several key areas for further
improvement of the List and the practice of its application were
outlined, aimed at increasing its effectiveness and practical value
in the accreditation procedure:

° improving the wording of significant shortcomings,
taking into account typical questions that arise among EG and SEC
members;

° regular updating of explanations, in particular
regarding substantiation of the facts of significant shortcomings,
which will contribute to the unification of interpretations,

improving the quality of EG reports and SEC opinions;
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° strengthening educational and methodological
support in using the List for EG and SEC members (trainings,
briefings, instructions);

° monitoring the effectiveness of the use of the List at
the next stages of the accreditation cycle, which will allow
assessing its impact in dynamics, recording new requests and
responding to them promptly.

4. Editorial changes to the List

I. Added to the List: positions were introduced because
cases were repeatedly recorded during accreditation examinations

1.5.1 The purpose of the study programme does not
correspond to the declared speciality and/or is focused on another
speciality (or field of knowledge).

5.2.3 Qualification works of higher education applicants
are not published (placed) on the official website of the higher
education institution (or its structural unit) or in the repository of
the higher education institution in accordance with the
requirements of the higher education standard (if such
requirements exist).

I1. Changes to the legislation have been taken into account:

Before: 1.2.1 The HEI awards a professional qualification
in a certain profession, but at least one of the following facts has
been established; the study programme (in particular, additional
ones — due to its selective educational components) does not
ensure the fulfilment of the requirements for knowledge, skills,

abilities and competencies specified by the relevant professional
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standard; the name of the profession does not correspond to the
current Classifier of Professions or is absent from the Classifier of
Professions; the HEI has not defined/approved by the relevant
local legal acts of the HEI: the procedure for awarding this
professional qualification or the relevant procedures, methods of
demonstrating competencies, or criteria (conditions) for awarding
a professional qualification in accordance with current legislation.

It became: 1.2.1 The HEI awards a professional qualification
In a certain profession, but at least one of the following facts has
been established: - the study programme does not ensure the
fulfilment of the requirements for knowledge, abilities, skills and
competencies specified by the relevant professional standard (in
particular, for additional professional qualifications - due to its
selective educational components); the name of the profession does
not correspond to the current Classifier of Professions or is absent
from the Classifier of Professions; the HEI has not defined/approved
by the relevant organizational and management documents of the
HEI: the procedure for awarding this professional qualification or
the relevant procedures, methods of demonstrating competencies, or
criteria (conditions) for awarding a professional qualification in
accordance with current legislation; in the absence of a professional
standard, the award of a professional qualification is carried out
without approval from the National Qualifications Agency.

I11. Compliance with the new Regulation:

3.4.1 Procedures for recognising learning outcomes acquired

through non-formal and/or informal education in HEIs are not
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defined OR DO NOT meet the requirements of the Procedure for
recognising learning outcomes acquired through non-formal and/or
informal education in higher and professional pre-higher education
approved by the relevant Central Educational Service.

IV. Clarification:

The time aspect has been clarified: it is now emphasised
that the inconsistency of teachers’ qualifications is recorded as
of the moment of the accreditation examination.

There were:

6.1.1 Inconsistency of qualifications (professional
experience — if the HEI lists it as a component of compliance)
of teachers with the educational components they provide,
taking into account the requirements of the legislation.

It became:

6.1.1 As of the time of the accreditation examination,
teachers whose qualifications (professional experience — if the
HEI lists it as a component of compliance) do not correspond
to the educational components they provide, taking into
account the requirements of the legislation, were involved in
the implementation of the study programme.

5. Assessment of the List to form a single database for
results analysis of the accreditation examinations

The introduction of the List has strengthened the
analytical component of the National Agency’s activities,
opening up opportunities for systematic analysis of
accreditation results. Its standardised structure provides a
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unified presentation of data on typical shortcomings and allows
for comparative analysis by various parameters (criteria, fields
of knowledge, levels of education, types of institutions, etc.).

Research conducted by the National Agency (Report for
2024; Analytical report, 2025) confirmed that the use of the
List during accreditation examinations allows for the
identification of patterns, typical combinations of
shortcomings and differences between branches and levels of
education. The data obtained became the basis for management
decisions, the development of recommendations and the
planning of support measures.

Thus, the List has proven its effectiveness as a tool for
systematising accreditation results, forming an evidence base
for decision-making and contributing to the improvement of
quality assurance systems at the institutional, sectoral, and
national levels.

Assessment summary of the implementation
effectiveness of the List. A comprehensive assessment showed
the level of achievement of the goals set during its development

and areas for further improvement.

Goal 1. Unification of approaches to decision-making
and ensuring objectivity of evaluation in the case of similar
manifestations of problems with the quality of study

programmes and educational activities under them.

148



Andriy Butenko, Olena Yeremenko & Oksana Trebenko. Implementation analysis of the
list of major drawbacks in external quality assurance in higher education.

of detection - description -
argumentation - conclusion in
reporting documentation;
approval of uniform principles
for using the List through the
Instruction and methodological
explanations.

assessment approaches;
the reasoning behind the
conclusions and the
evidence for determining
compliance levels has
increased.

Mechanisms Results Areas for
for achieving the goal improvement
Introduction of unified | There is a  more | Clarification of the
formulations  of  significant | consistent interpretation | wording of
deficiencies by criteria and sub- | of the requirements of | individual items of
criteria; application of the logic | the Criteria and | the List and

provisions of the
Instructions, taking

into account the
practice of
application.

Goal 2. Emphasising key aspects of compliance with legal

requirements when designing and implementing study
programmes.
Mechanisms Areas for
- Results .
for achieving the goal improvement
Identification of items in the List | The quality of | Development  of

that directly reflect violations of
the law; mandatory justification
of the presence of significant
shortcomings; preparation of
methodological materials with a
list of regulatory acts for each of
the Criteria.

argumentation in the EG
and SEC reports has been
improved; the proportion
of conclusions with clear
references to legislative
norms has increased.

additional tasks and
examples for
training with a focus
on legal aspects.

Goal 3. Codification of typical problems according to

Criteria and sub-criteria to improve the quality of systemic

analysis of the agency’s activities at the national level.

Mechanisms for Areas for
S Results .

achieving the goal improvement
Creation of a | Approaches to fixing | Expanding the set
structured coded | deficiencies have been | of indicators for
system of significant | unified, comparability of | comparative
deficiencies by criteria | information has been ensured; | analysis,
and sub-criteria; | the risk of duplication or | improving
ensuring the collection | erroneous  attribution  of | analytical data

and structuring of data

violations to different criteria
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for system analytics;
conducting frequency,

comparative and
sectoral analysis by
samples.

has been
analysis

results has been established; a
database has been formed - a
stable evidentiary basis for
further decisions and research.

reduced; regular
of  accreditation

processing
algorithms.

Goal 4. Strengthening the focus of the National Agency’s

advisory and training activities

Mechanisms for
achieving the goal

Results

Areas for
improvement

Including tasks for
applying the List in training
programs; conducting
briefings and webinars for
EG and SEC; developing a
methodological manual
with explanations for each

significant deficiency;
taking into account the
results of surveys and
expert feedback when

updating training materials.

Systematic educational and
methodological support for
experts and members of the
SEC has been ensured; the
number  of  incorrect
interpretations of
significant  shortcomings
has decreased; the
consistency of conclusions
between the EG and the
SEC has increased.

Expanding the
base of tasks
and examples
for training.

Goal 5. Expanding analytical capabilities to further

improve quality assurance systems at institutional, sectoral and

national levels

Mechanisms for
achieving the goal

Results

improvement

Areas for

Recording of EG and SEC
of identified shortcomings
in accordance with the
items of the List;
accumulation and
systematisation of this data
in a standardised format;
analytical processing of
generalised results; use of
data for planning,

A systematic approach
to the analysis of typical

shortcomings of study | analytical
programmes has been research,
provided; a basis for developing

analytical and strategic
decisions has been
formed; the results of
the analysis are used in
the advisory, regulatory

Expanding the
areas and depth of

recommendations
for HEIs on the
use of analytics in
improving
internal quality
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supporting and regulatory | and communication assurance
measures; integration of activities of the agency; | systems.
analytical conclusions into | analytics are used to

strategic documents and improve quality
recommendations for assurance systems at all
HEIs; publication of levels.

analytical materials.

CONCLUSIONS AND PROSPECTS

The assessment of the effectiveness of the implementation
of the List, carried out during 2024-2025, showed both
confirmation of its effectiveness and the need for certain
clarifications. The results obtained: analysis of reports of expert
groups and SEC, survey results (January 2025), as well as high-
quality feedback from experts and secretariat employees, became
the basis for the August update of the List and Instructions.

Improvement of the List and Instructions in August 2025
based on the results of the 2025 performance assessment. The
main areas of improvement of the List in August-September 2025
were: Making changes to the List; clarifying the Instructions on
the application of the List in the accreditation examination
process; updating the content of training for experts on
accreditation of study programmes; improving the educational and
instructional activities of the National Agency, in particular,
briefings and webinars. It should be noted that the improvement
carried out in August 2025 was the result of the implementation of
the PDCA system cycle. Unlike previous refinements (October
2024, January 2025), which were operational in nature and aimed

at eliminating individual inconsistencies, this update was a global
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revision of the tool. It was based on a comprehensive analysis of
the experience of practical application of the List, and feedback
from experts and SEC members. This improvement marked the
completion of the first full cycle of development of the List from
development and testing to effectiveness assessment and targeted
update based on the data received, which is consistent with the
principles of continuous improvement in the quality assurance
system. Further research should focus on assessing the
effectiveness of the updated List after the changes introduced in
August-September 2025.

The use of the List contributed to strengthening the
transparency and predictability of the accreditation procedure,
ensuring a common understanding of assessment approaches
among all participants in the process — HEIs, expert groups, SEC
and the National Agency, which, in turn, strengthened trust in

the assessment results.
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ABSTRACT

Investigating professional image-building for future
social workers is one of many inquiries into the university
educational environment. The methodological assumption of
this work is treated as one among the thoroughly integrated
pedagogical processes, aiming to integrate the educational,
developmental, and formative aspects of instruction through
teaching within the framework of learning. The social needs, on
the one hand, and the weak theoretical and methodological
bases for social professional training, on the other hand, are
significant research sources. The professional image of the
future social worker is conceptualized as a multi-layered
construct comprising four closely interdependent components:
cognitive: regarding knowledge concerning ontological-
philosophical-humanistic-legal-ethical issues of social work;
communicative: has practical skills of interpersonal interaction
with, developing empathy and trust with the others; emotional-
value: a humanistic value system plus emotional stability,
tolerance, and social accountability; reflexive-behavioural:
modelling the understanding of professional roles,
understanding the process of self-evaluation to project an
image, self-image maintenance, and behavioural adjustment.
Moreover, the methods should cover attainment at three
interrelated levels: organizational and methodical directing the
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development of syllabus, manual, training module, and e-
course; content nurturing of professional identity in the
framework of ethical principles along value-motivational
dimensions of future specialists; and technology, which involves
active implementation of modern methods and digital tools for
engaging students in their professional activity. Thus, the
technological classification of content falls into three major
sections: practice-oriented training (business simulations and
workshops on personal development); digital-communication
(web platforms for professional self-presentation and the
formation of a media identity in the context of the virtual world);
and practical (volunteering and internship), which is very
significant since it is at this level that knowledge is being
applied, skills developed, and image-related competencies
acquired within real social and professional environments. The
experiment's findings provide compelling evidence of the
methodological support's great efficiency in shaping the
professional image of prospective social workers during
university training programs, making it a topic of significant
importance and sound scientific merit.

Keywords: educational environment; methodology;
professional development; professional image; social work
competences; social work education.

© Pleskanov Dmytro, 2025

INTRODUCTION

New social issues arising from globalisation and digitalisation,
as well as ongoing changes in social institutions, underscore the
importance of social-sector professions fulfilling their tasks and
building trust through positive professional images (Mospan, 2019;
Mospan et al., 2022). Apart from having professional competencies, a
good social worker should present themselves to the public as
approachable, friendly, and ethically accountable for constructive
engagement with clients, colleagues, and the community. Internal

attributes and external ones are well nurtured within the university
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training environment, where one develops within oneself: values,
cultural communication skills, reflexivity, and self-presentation
capacities. This institutional timeframe is the setting upon which the
groundwork is laid for building a personal professional image, one that
does not solely belong to the student but is the primary determinant of
the public’s overall perception of social work (Clearfield, 1977;
Sacristan & Lalane, 2022).

Kosteva & Faichuk (2018) and Spirina & Liakh (2020)
highlight the limitations of the methodology in creating a professional
image for future social workers in Ukraine. Thus, a very urgent update
Is required regarding the theoretical underpinnings of methodological
support for educational processes, in a manner that considers theory in
relation to the integration of practical skill acquisition, specifically the
ethical framework and digital self-presentation tools. This clearly
indicates that this study is indeed valid in all practical implications.
The quality of professional image for potential future social workers
defines personal success in terms of the effectiveness of social
assistance work and the public perception of social work as a whole.

Creating professional images for future social workers in their
colleges and universities is a complex process, as it involves
integrating analytical studies with theoretical education, practical
competencies, and social and communicative competencies. The
methodological underpinning of the entire process will include, and
therefore be framed by, an organisational and methodological

framework that encompasses both content and technological aspects,
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thereby promoting a professional identity with a positive public
perception.

In an ideal world, theoretical aspects would coalesce around
generating a professional image through students’ understanding of
the relationship between social work, pedagogy, psychotherapy, and
ethics within the profession. This was an attempt at an integrated
educational approach, where theory-oriented and practice-oriented
training were supposedly merged, as it favours conscious
professionalism, as Shakhmatova calls it (Shakhmatova, 2011).

One, therefore, as per Davis and Gully (2012), understands
that there exists an entire professional development package,
including mentorship, supervision, and experiential learning,
which can help shape a social work image. The process of image
building, viewed through the lens of professional identity, would
impact the image-making process (Davis & Gully, 2012).

In practical terms, simulations in realistic job-setting
scenarios, where students are placed in realistic job situations
using simulations, have been identified as an important point.

b

“Social work performance usurps the public image,” observed
Smith (2012), who tagged some methodologies that might involve
constructing an image with case studies, practical scenarios, role-
play, internship with social service firms, and joint project
assignments (Smith, 2012).

Additionally, it requires development of presentation skills
and public engagement, which, according to Thompson (2017),
suggests that constructing a reputation today depends heavily on
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engaging service users and the broader society. Popovych (2013)
also stated that professional culture fosters interaction with media,
creating positive public perceptions of the social work profession,
and connecting practice with training and ethical standards,
thereby promoting public participation.

Awareness of personal (moral values), professional
(competence), and societal dimensions (communication skills) will
define a career image, leaving all three in need of methodological
substantiation for practical research within university training
(Tymoshenko & Kyryliuk, 2024). Spivak (2024) provides an
academic foundation for conceptualizing the professional image, as
well as promoting the integrative approach of merging psychological
understandings with necessary pedagogical constructs into a systemic
structuring of the theory dimension of the entire learning process.
Reflective practice is maturing into awareness among graduate social
work educators and practitioners of the competencies they need to
develop a positive identity.

Therefore, the need to adopt a holistic approach to
methodological support for shaping the images of future social
workers would link methodological objectives to the training
content: principles, methods, forms, and resources, all aimed at
creating strong, positive identities for social workers in
professional contexts as well as surrounding sociocultural cores.
Although a few scattered reports mention certain aspects of
training in this area, no comprehensive scientific model has yet

succeeded in unifying theoretical insights, practical abilities,
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ethical standards, and digital platforms to form a cohesive visual
representation of these practitioners. Society is now calling upon
highly trained personnel to fill this gap, as the inadequacy created
by poorly framed preparation leads their hackers to seek other
avenues. Inadequate preparatory frameworks necessitate further

exploration in this area.
RESEARCH METHODS

The primary focus of the research is to establish the
scientific methodology for developing future social workers’
professional images in university training. It also aims to clarify
the procedural methodology of the structural components that
would subsequently lead to the effective formation of a
professional identity.

The objectives provided references to clarify the meaning of
‘methodological support’ in relation to professional image-
building. They also identified the major structural elements of a
future social worker’s professional image and outlined the
effective strategies and pathways for training students in a
university. The inquiry was designed to test a methodological
system for professional image formation among future social
workers and to examine the conditions within the university
training process.

The specific research objectives were:

1. Literature review on professional-image formation in

pedagogy, social work, and psychology.
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2. Revealing cognitive, emotional, value,
communicative, and reflective structural components of
professional image.

3. Investigating the effectiveness of innovative learning
and teaching methods (business simulations, role play, personal
growth training, debates, case studies, volunteer projects, practical
work) in developing professional competencies.

4. Revealing principles for the successful adoption of
digital tools for students' professional self-presentation (e-
portfolios, video business cards, blogs).

5. Derivation of various methods of empirical
verification of the proposed methodological system and digital
adaptation thereof.

The present understanding of qualitative and theoretical
methodology was adopted for this study:

1. Theoretical modelling serves as a methodology for
developing an all-encompassing model of methodology for
designing a professional image, which will incorporate all
organizational, methodological, content, and technological
aspects.

2. The literature review was carried out, analysing
national and international literature on pedagogy, social work, and
psychology.

3. Structural-functional analysis seeks to investigate the
contents and functions of each component of the system of

professional development.
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4, Structuring of data from academic sources and
research reports that relate to the formation of a professional image
through a lens of content analysis and generalization.

The empirical phase of the research is a pedagogical
experiment involving 64 first-year Bachelor's students enrolled in
social work at Donbass State Pedagogical University, divided into
two groups: a control group (32 students) and an experimental
group (32 students). The experiment aimed to evaluate the
effectiveness of the proposed system and methodology for
developing professional images and competencies. In the
experimental group, innovative educational forms — such as
business simulations, role-plays, personal development training,
debates, case studies, volunteer projects, and performance
training — were employed to develop communicative, reflective,
and media-centric competencies. Use of digital platforms for
professional self-presentation (electronic portfolios, video
business cards, blogs) helped equip students with the means to
construct their digital media self.

Considerations in data collection included observations,
asking questions, self-reflection, and analysing students’ digital
products. Self-questioning was done with feedback on how their
self-evaluation compared with their observed behaviour
characteristics during and after participation in activities. The
collected data are considered internal proprietary information and
are retained in the Department of Pedagogy of Higher Education,

Donbass State Pedagogical University internal archive for analysis
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upon request. The proposed techniques include psychodiagnostic
methods, questionnaires, observation, expert evaluation, and self-
evaluation, all aimed at monitoring the dynamics of the
professional image's basic components: cognitive, emotional
value, communicative, and reflective-behavioural. For the
guantitative analysis of the obtained results, statistical methods
were applied to calculate percentiles and means, as well as to
perform before-and-after comparisons. This confirmed a positive
dynamic of professional image formation among students of the
experimental group, and thus, evidence for the effectiveness of the
proposed methodological system.

The English version of the article was translated by Al and
linguistically edited in accordance with international academic
standards. Al technology, while acting autonomously and keeping a
safe distance from content formulation and empirical results of the
study, provided an additional door for further strengthening the

scientific accuracy of presentation and the quality of research material.
RESEARCH RESULTS

Methodological support serves not only educational
activities but also acts as instruments that facilitate students’ own
developmental journeys. This thereby enhances self-awareness
concerning individual portrayals while honing presentation
capacities,  nurturing  ethical  accountability  alongside
advancements in societal maturity. The construct representing any

given practitioner’s identity emerges as a multifaceted
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amalgamation interlinking cognitive, value-driven, and
communicative behavioural characteristics, reflecting holistic
presentations regarding specialist integrity perceived across the

broader clientele community (refer to Fig. 1).

P
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" _;
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o "\
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Figure 1. Structure of the professional image of a social worker

The cognitive aspect involves a framework of
understanding regarding the nature and roles of social work, along
with its  philosophical-humanistic, legal, and ethical
underpinnings. This aspect is crucial for enabling social workers
to grasp their professional responsibilities, as well as the principles
of social justice, tolerance, accountability, and confidentiality.

An extensive range of professional preparation and
interpersonal skills falls under the umbrella of communication.
Whereas communication attempts to empathise with the client or
other professionals engaged in working with civil society
organisations, it builds relationships based on trust through
effective interpersonal skill development. The manner of
communication is said to greatly affect social work practice, and
it is viewed in this way by society regarding its social workers.
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The emotional-values element can be understood to encompass
a wide range of lay and humanitarian values, such as empathy for
people, emotional strength and stability, and tolerance for diversity in
character. Ultimately, the motivation to assist others or help those in
need is to improve the welfare of others. Thus, the component lays the
moral and psychological foundation of every social worker’s identity,
whose core responsibility is to deploy knowledge tempered with
emotional intelligence related to social accountability for their
actions. This reflective-behavioural aspect describes the mentality of
being aware of professional roles and conducting self-evaluations
concerning image-related behaviours. Reflexivity also involves
projecting the self onto others through verbal or non-verbal sign
systems, while allowing for adequate self-correction and personal
growth. Reflexivity holds special significance for the professional
development and identity.

Moreover, a social worker’s professional image 1is
multifaceted, encompassing intellectual, ethical, emotional, and
behavioural traits. The development of this image should be
viewed as part of broader professional growth occurring within an
integrated educational system at universities that aims to foster
personal maturity, social responsibility, and reflective capacities.
Each element contributing to a social worker’s professional image
develops across three levels: methodological, content-based, and
technological. We will examine these components in more detail
at each specified level. Working on extensive teaching materials

involves using a syllabus that describes the subject,
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methodological guides, teaching manuals, case studies prepared
by teachers, and exercise and simulation materials that present
different scenarios for role-playing.

This means that, with respect to organisation and
methodology, most efficiency will come from the harmonisation
of instructional materials across educational fields linked to
competency frameworks. This certainly facilitates joint
knowledge transfer, but equally impedes students from analysing
some critical societal problems like rational human beings, and
prepares them with strategies to use that knowledge in a
professionally conducive manner. The transition from
methodology to the content level suggests that, in this pedagogical
arrangement, it is ethical values that determine the decorum and
subsequent integrity of future social workers. Rather than self-
referential ways of discovering what they could ideally represent
in terms of their roles or professions.

The final layer dedicated to forming a social worker’s
professional image within university training systems is termed
the technological level. This encompasses various methodologies,
including forms of instruction methods designed specifically
around practical applications relevant to students’ learning
experiences, while promoting active engagement where students
take initiative in their own career growth.

Effective methodologies utilised in crafting this

professional image include:
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. Business simulation games that replicate typical
interactions between social workers and clients help develop skills
related to ethical decision-making.

. Personal development workshops focused on

enhancing confidence levels along with public speaking abilities.

. Debates or project tasks that foster analytical thinking
along with teamwork cooperation.

. Digital platforms serve both as instruments for
establishing one’s position professionally while crafting an online
presence reflective of their role within society.

The use of digital educational tools amplifies self-presentation
opportunities while broadening avenues for networking among
professionals — ultimately aiding in shaping media representations that
are crucial within contemporary contexts surrounding social work
practices (Devis & Hulli, 2012, 167-170).

Practical training plays a crucial role within this
methodological framework, which aims to cultivate the ideal
representation that aspiring social workers are expected to possess.
It allows students hands-on experience through volunteer
initiatives or internships, thereby refining their ethical standards
while enhancing the communicative proficiency necessary for
interacting professionally in real-world settings. Such practical
engagements lend authenticity to a professional person, as they

enable students to distinguish between client expectations and
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societal norms, aligning accordingly with the actual stakeholder
needs encountered during practice.

Thus emerges a sophisticated blend combining traditional
education with modern innovations involving interactive learning
formats supported by digital technologies, ensuring cohesiveness
throughout any instructional design implemented — fostering
knowledge acquisition alongside nurturing value-driven
perspectives. This influences behaviour patterns throughout all
aspects relating to cultivated trust within communities served by
specialists engaged therein.

The experiment is aimed at understanding how an
organizational and methodological approach, in combination with
an orientation of contents, can raise the performance level in the
processes of future image formation of practitioners. Social
workers possess the theoretical understanding as well as the
communicative effectiveness necessary in all aspects of their
profession and work. Finally, this goes with only emotional
awareness for adaptive responses to behavioural dynamics
characteristic of such occupations. Emotional awareness is the
buoyancy that comes with the accurate environmental assessment
concerning how one should operate with the demands of the
surrounding environment. Behaviour patterns express this in
choosing other professions, that as making and executing long-
term designs, and the overall level of success which one achieves.
Identify different options for realizing one's chosen path. It is

estimated with life indicators that are measured before and after
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interventions. Such measurement consists quite often of a few
estimations on clearly defined criteria, and that includes all
stakeholders in every iteration as well. Rigorous research findings
show that the increased awareness of emotions may lead to a shift
in values, considering the more evident positive differences that
exist between participants' post-experimental settings and test

scores (see Fig. 2).

70% 63%

60%
50% Al % 44%
40% 37%
30%
20%
10%

0%

Control Group

Experimental Group

62%

m The cognitive aspect m The emotional-values element

Oreflective-behavioural aspect

Figure 2. Dynamics of levels of formation of professional image

in the system of university training of social workers

It enables one to visually demonstrate the differences in the
development level of the assessed indicators among the studied
groups. The control group shows somewhat average results with
respect to the cognitive component (41%), emotional-value
component (44%), and reflective-behavioural component (37%).
This indicates that a professional image in students emerges as a
common feature of traditional systems, where image teaching and
practice are considered essential for social work. The graph
illustrates that methodological support has been particularly in
practical training sessions, e-modules, and social-communicative

technologies. The positive divergence in experimental group indices
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from the control further affirms the proposition that interactions
within digital platforms and self-presentation tools continuously
enhance students’ levels of professional identity, awareness, and

their practical involvement in the social work setting.
CONCLUSIONS AND PROSPECTS

The study provided a theoretically grounded, systematized,
and empirically validated methodological support for the
professional image development of future social workers in their
university training. The professional image is described as a
multidimensional construct containing cognitive, communicative,
emotional value, and reflective-behavioural components. These
components determine not only the level of professional readiness.
However, it also reveals the ability of the future specialist to
engage in ethical interactions and meaningfully represent
themselves to society in their actual profession.

In a theoretical model of methodological support for the
effective development of a professional image, three levels will be
encompassed:

1. Organizational and methodological support, which
presumes the design and integration of all educational and
instructional materials that are to be included;

2. Support at the content level, conditioning the value-
oriented worldview, humanistic orientation, and identity of future

specialists;
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3. Technological support, including the introduction of
interactive learning methods in the process of teacher education,
interactive learning methods, a practical format of learning, and
digital devices for professional self-presentation.

Results from pedagogical experiments confirmed the
effectiveness of the proposed system. Experimental students
scored significantly higher than control group students on
measures of cognitive awareness, communication competence,
emotional resilience, and reflective self-regulation. Business
simulations, personal development training, role-playing
scenarios, project activities, volunteer assignments, internships,
electronic portfolios, and video business cards have emerged as
core experiences that facilitate the development of students’
professional identity and media-based self-representation.

Data reveal that practice and digital self-representation form
the crux of image-related competencies. Both real and simulated
professional situations will prepare students to internalize the
professional role, coordinate personal and ethical values, and
empower them with their own sense of responsibility towards
society and institutions for representing the profession. Thus, it
should be viewed as a comprehensive, integrated pedagogical
system for methodological support of professional image
formation in its entirety, ensuring the integrity of vocational
training, the maturity of professional identity, and societal
recognition. It should also address the professional attractiveness

of social work in modern society.
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Finally, methodological support for establishing a
professional image among future social workers within university
education is not simply an integrated pedagogical approach linking
educational aims with developmental purposes. It has also become
a necessity for highly skilled and morally mature professionals
working in a digitalized environment.

The prospect of research ready for the future involves a
longitudinal field study on the dynamics of forming a professional
image from a student’s educational program to practice. This
would also take into consideration the possible changes that digital
tools of self-presentation and media communication have brought
to the shaping of students’ professional identities. Another
promising area is the development of adaptive educational
programs for individual trajectories in the professional

development of future social workers.
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METOAOJIOT'TYHE 3ABE3IIEYEHHSA ®OPMYBAHHA
MNPO®ECIMHOI'O IMIJI’)KY B CUCTEMI
YHIBEPCUTETCBHKOI NIJITOTOBKHU COIIAJIBHUX
INPAIIIBHUKIB

JImumpo Ilheckanos,
acnipanm kageopu coyianvroi pobomu
Jlonbacvroco depacasrnoco nedacoeiunoco yHieepcumemy, [uinpo, Yrpaina
Diplec@yahoo.com

V yiii cmammi npononyemoca KomniekcHe HAyKO80-Memooudne
00CNi0MCeH s (hOpMYBAHHA NPOPeCiUn020 IMIONCY MAUOYMHIX COYIANbHUX
NpayisHuKieé 'y pamkax yHigepcumemcobkoi ocgimu. Memoodonociunor
OCHOBOI0 Yb020 € IHMEe2PoB8aHa nedazo2iuHa cucmema, NOKIUKaHa NOEOHAmMu
0CGIMHI, PO3BUBANLHI MA (HOPMYBANILHI ACNEKMU HABUAIbHOZO NPOYEC).
SHauywicms  yb020 OO0CHIOJNHCEHHS BUNIUBAE 3 HEBIONOBIOHOCMI MidiC
CYCRIIbHUM NONUMOM HA KBANIIKOBAHUX ma Npusabausux gaxisyie y
coyianvHuin cghepi ma HeOOCMAMHLOK MEOPEMUUHOIO MA MEMOOONOIUHOI
b6azoro wooo ixuvoi nidcomosku. Ilpogheciiinuii imioxnc maubymubo20
COYIanbHO20 NPaAYi6HUKA BUZHAYAEMbCA AK CKIAOHUL, 0a2amoeumipHull
KOHCMPYKM, WO CKIA0AEMbCA 3 YOMUPbOX B3AEMONOG'A3AHUX eNleMeHMIB:
KOCHIMUBHO20, AKUL OXONIIOE 3HAHHS NPO (PYHOAMEHMANbHI, PilocoPcbKo-
SYMAHICMUYHi, Npasoei ma emuyHi acnekmu coyiarbHoi pobomiu,
KOMYHIKAMUBHO20, WO 8i000padicac HABUYKU MIHCOCOOUCICHOI 83AEMOOII,
emnamii ma no6yo0osu 008ipu;, eMOYiliHO-YIHHICHO20, WO BMINIOE CUCTEM)
SYMAHICMUYHUX — YIHHOCMEU  pa3omM 3 eMOYIUHO  CMIUKICMIO,
MONEPAHMHICMIO MA COYIATLHOK BION0BIOAIbHICMIO, MA PePaeKCUBHO-
N0BEOIHKOBUL, WO BKIIOYAE PO3YMIHHA NPOQeciinux ponetl, CAMOOYIHKY
wWooo npesenmayii iMioxdcy, YNPAGIIHHA CAMOCHPULIHAIMMAM MA KOPEeKYiio
nosedinku. Ycnix y ¢opmyeanni npoghecitinoco imioxncy 3sanexncums 8io
3ACMOCY8AHHA ~ MemOOON02IYHOI  cucmemu, KA  00'€OHye  mpu
83AEMONOB'A3aHI PIBHI: OP2AHI3AYTIIHO-MEMOOUYHULL, KU 30CEPe0NCeHUL HA
CMBOPEHHI KOMNJIEKCHUX HABUANbHUX MAMepIanie, 6KI04a0dy niaHu Kypcis,
NOCIOHUKUY, HA8YANbHI MOOYML ma yugposi Kypcu;, KOHMEHMHU,
CHPAMOBAHULL HA PO3BUMOK NPOPeCiUHOl I0eHMUYHOCMI PA30M 3 emUYHUMU
NPpUHYUNAMU ma YiHHICHO-MOMUBAYIUHUMY — GUMIpAMU Y  MAUOYMHIX
cneyianicmis;, ma mexHon02iUHUL, WO BUKOHYEMbCA 3d OONOMO20I0 CYYACHUX
Memodie ma Yu@dposux IHCMPYMeHmie, Wo RNIOSUWYIOMb 3ATY4eHICMb
cmyoenmie 00  ixHbOi  mpogpecitinoi  OisneHocmi. Y cmpykmypi
MEexXHOJI02IYHO20 PIBHA € MPU Kame2opii KOHMEeHmy: NPaKmuyHe HA6YAHHA
(wo exnouae OizHec-cUMYIAYIT ma ceMiHapu 3 0COOUCMICHO20 PO3BUMKY);
yugposa Komynikayis (Wo 6KIOYAE OHIAUH-NAAMPopMU 01 npogecitinoi
camonpezenmayii ma GopmysanHs Mediai0eHMUYHOCMI V GIPMYATbHUX
KOHMeKCmax);, ma npaxmudnuil (o KI04ac 80JOHMEPCLKY pobomy ma
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CMAdCY8aHHs), AKUU MA€E NepuiopsioHe 3HAYEHHs, OCKIIbKU CHpUsE
3ACMOCY8AHHIO  3HAHbL,  NIOBUUWIEHHIO  Kealighikayii ma  po3eumky
KomnemeHyiu, nNo8SI3aHux 3 imiodcemM, 6 aBMEHMUYHUX COYIAIbHO-
npogecivinux ymoeax. Pesynbmamu excnepumeHmanbHo2o O0CHIOHNCEHHs
RIOKPeCIoioms 3HAYHY eOeKmuHiCmb 3aNPONOHOBAHOL MemoOO0N02IUHOT
nIOMpUMKU y hopmy8anui npogeciinoco imioxncy MatOymHix coyianbHux
NpayieHUKi6 'y pamKax YHIBepCUMEemcbKux Haguanohux npozpam. Lle
niOKpecioe K il NpaKmudHy aKmyaibHiCmb, MAax i HAYKO8Y 8IPO2IOHICMb.

Knrwouoei cnosa: npoghecitinuii imiodnc, coyianbhuii NpayiGHUK;
MemoouuHe 3a0e3neyents;, 0C8ImHeE cepedoguuye;, Npogecitina nio2omosKa,
KOMNemeHmHicmeo.
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ABSTRACT

An overview was provided on why the adoption of
educational gaming would benefit the organisational and
management competence development of higher education
students. Hence, this article paves the way for advancing the
concept of simulations, role-plays, and business games as a new
medium for imparting learning management skills that are both
theoretical and practice-oriented. On the other side of the
interdisciplinary approach, it states that there are cognitive, as
well as social and emotional, dimensions to organisational
management competence, which provides one with a wealth of
strategic thinking, effective communication, evidence-informed
decision-making, and teamwork. It harmonizes the latest
advances and research on the application of game-based
learning for future managers, educators, and social specialists.
The article pays particular attention to game-based educational
technologies, as they bear a 'European’ hallmark or feature
when compared with other classical forms of education. They
significantly impact motivation, the development of critical
thinking, self-reflection, and responsibility for common results.
A classification of gaming methods related to management task
integration is suggested: simulation models replicate
professional activity in reality; role-play games develop
communicative flexibility and leadership skills, while business
games build competencies in the area of strategic planning and
system views. The article proceeds with a description of the key
strategic aspects of the effective use of game-based learning,
namely, gradually increasing task difficulty, embedding games
within subject content, utilizing reflective practices, and
promoting teamwork. Through the consideration of these topics
via virtualized digital simulation and the added value of content
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on a virtual platform, distance opportunities and blended
learning experiences are further expanded.

Keywords: game-based learning; organizational and
management competence; learning models; strategies;
efficiency.

© Kuzin Oleksandr, 2025

INTRODUCTION

Training in organizational and management skills is
essential in a student’s education program, preparing them for
action, coordination, and control in the ever-complex social and
professional environments in which everyone is involved (Marin-
Diez & Reche, 2020). Competence training in management
functions and principles of planning and control, along with other
required skills in domains such as decision-making under
uncertainty, teamwork, and communication, is also covered
(Lohmann & Ohliger, 2021; Riemer & Schrader, 2020).

Therefore, it exposes students to various fields, such as
management, education, public administration, business
administration, and others. Students are putting these
competencies forth increasingly as necessary for entry and success
into the profession because, in reality, with the current trend that
the profession is taking. It seems that for a brighter future, the
speediness in adapting to changes and handling complex problems
would be the key determinants of success in that profession
(Kokun et al., 2023; Shatyrko, 2024). The significance of the
acquired competency for an individual amid the constant evolution
of techniques for addressing multidimensional dilemmas
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underscores its relevance to students studying management,
education, public administration, and business administration
(Furuoka et al., 2023; Shatyrko, 2024).

Higher education renders traditional modes of study, such
as lectures and seminars, which are likely less effective in
fostering management and decision-making skills in a rapidly
evolving environment (Brandl & Schrader, 2024). On the other
hand, game-based learning (GBL) is for the interaction of teaching
methods, allowing students to learn in semi-real situations while
developing their leadership, teamwork, communication, and
analytical skills, all solid grounds of organisational and
management skills (Anderson & Lawton, 2009; Khuda Bakhsh et
al., 2022; Leitner et al., 2023; Mospan, 2023; Pan, et al., 2021).

RESEARCH METHODS

This research aimed to explore the potential and strategic
effectiveness of GBL in fostering organizational and management
competencies among students in higher learning institutions.

Considering this, the other research objectives are:

° Exploring current theoretical and methodological
works in game-based learning in the areas of management and
higher education.

° Defining the structure and components (cognitive,
social, and emotional) of organizational and management

competence.
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° Revealing important forms of game pedagogical
technology (simulations, role-playing, and business games) and
their educative efficacy.

° Specifying the strategies and principles for the
successful introduction of GBL into university programs.

° Defining the potential paths for empirical verification
and digital adaptation of game pedagogies.

The following segments of qualitative and theoretical
methodology concerning the effectiveness evaluation were
selected for the study: theoretical modelling for developing a
conceptual model encompassing simulation, role-playing, and
business games as key tools for competence development within
interactive learning.

Theoretical analysis used for synthesis, comparison, and
systematization to assess the national and international literature
on pedagogy in higher education, psychology for management,
and the employability of gamification in learning.

The literature review has examined 19 academic sources
that provide a sound and adequate basis for theoretical and
methodological framing relevant to this study. Analytical and
comparative research in higher education pedagogy justifies the
choice of nineteen books. For maximum representation and depth
in conceptual analysis, about 15 to 25 citations should be set as an
aim. The selected sources cover a wide range, including game-

based learning, developing organizational and managerial
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competence, and integrating interactive pedagogical technology
into the higher education curriculum.

The absolute dominance of international research in the
reference corpus, over 80% in the cited writings, consists of peer-
reviewed articles published in high-impact journals indexed in
Scopus and Web of Science (for example: Simulation & Gaming,
Computers & Education, Education Sciences, JMIR Serious
Games). They provide recent empirical evidence and theoretical
insight into topics of gamification, management simulation, and
cognitive-socio-emotional development in education.

Recent research further broadened the theoretical perspective
of the study, keeping in mind various cultural, psychological, and
pedagogical interpretations of competence development. Their
presence adds to the international dimensions of the research and
connects the findings to national educational traditions and ongoing
academic discourse in Ukraine (Klymchuk, 2020; Karamushka, 2024;
Mospan et al., 2022; Shatyrko, 2024; Timchenko, 2000).

The goal of comparative analysis was to highlight the unique
features and benefits of game-based technologies in comparison to
traditional teaching modes. Generalization and structuring of data
from academic sources and research reports on game pedagogy in
management education were conducted through content analysis.

An example of an application related to simulation, role-
playing, and business games is provided to illustrate the
development of strategic thinking, teamwork, and decision-

making skills. Self-questioning was completed with feedback and
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self-reflection to compare the self-evaluation and evident
behaviour characteristics by students during and after participating
in educational games.

Al tools were utilized in various phases of this work to optimize
translation, perform semantic and linguistic editing of the English
version of the article, and standardize scientific terms in accordance
with international academic standards. While noninvasive to the
actual research and its outcomes, the use of Al supported utmost

precision and quality in the scientific presentation.

RESEARCH RESULTS

Game-based pedagogies are well-designed and constructed
techniques of learning that can simulate classroom or forum
settings as pedagogical instruments, such as role-plays, business
games, and similar forms of interactive learning activities,
specifically designed to stimulate student involvement in an
authentic learning experience. These methods could include those
that facilitate a proper understanding and grounding of theoretical
aspects in practical actions, thereby developing and nurturing
critical thinking, as well as social competencies for informed
management decisions (Klymchuk, 2020; Timchenko, 2000).

Simulation models enable the replication of professional and
management processes in real-life settings with extremely close and
justifiable assessments. Imparts assessment of impacts emanating

from decisions made in dynamic work settings and develops their
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predictive abilities. Encourages analytical thinking, strategic
planning, and resource allocation (Yeager & Roberts, 2025).

Role-playing presents students with the chance to engage
with their peers while gaining expertise in conflict resolution and
developing skills in delegation. Further expanding the scope of
leadership and organisational competencies through processes of
coordination within groups. Group members here play out either
the manager role or the business consultant side to effectively elicit
teamwork (Apaydin & Cakir Celebi, 2023).

Business Games are based on simulating business tasks
related to strategic planning and decision-making. They enhance
self-awareness in matters of critical and analytical capabilities, as
well as uncertain decision-making concepts, and put theory into
practice (Clarke-Habibi & Reimann, 2026).

As many realistic evaluations suggest, the effectiveness of
individual games in terms of their psychological impact or within
any discipline (Sokol et al., 2022; Sheerin et al., 2021), as well as
the factorial combinations of these interactive pedagogical
techniques for enhancing students’ organisational and
management skills, requires thorough investigation.

The combined applications of game-based pedagogies have
not yet evolved into a comprehensive proposal for organisational
and management competence. Indeed, the use of simulated
experiences, either through role-plays or business games, has had
several successes, but remains severely under-researched in terms

of the simultaneous use of multiple models within a single
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educational course. Or models connected across IPT and
disciplines that nurture management skills. A systematic approach
must also be established for evaluating the development of
cognitive, social, and emotional competencies among students,
thereby creating a research gap. This indicates the need to establish
a framework for integrated models and effective strategies for the
use of IPT in higher education.

The central theme of the study is game-based pedagogical
technologies that enable the development of organisational and
management competencies in students. This defines parameters
for their choice of appropriate models, strategies, and indicators
of success in integrating these technologies into higher
education systems.

Following the above, game pedagogical technologies can
be considered systematic pedagogical approaches. Possible
gaming contexts include simulation and role-playing
engagements that involve active learning participation by
students throughout the entire learning process (Klymchuk,
2020). The literature presents some of the most clear-cut
models for game-based learning in the development of
management competencies, including game simulations, role-
play formats, and business games.

GBL represents structured instructional methodologies
(Connolly et al., 2012; Riemer & Schrader, 2020), leveraging

gaming situations, including simulations, role-plays, and business
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games, to direct focus toward student engagement and foster
necessary professional skill sets (Klymchuk, 2020).

A primary benefit associated with IPT lies within its capacity
to construct a regulated, safe educational setting wherein learners can
replicate genuine occupational circumstances, make executive
choices, assess resultant impacts, and receive constructive feedback.
This facilitates integrative enhancement across cognitive, social, and

emotional domains (Hauge, 2021; Riemer & Schrader, 2020).

Business
games

Role models

Figure 1. Game Pedagogical Technologies

Simulation models involve modelling real management
processes in a learning environment. They enable students to gain
practical experience in decision-making, resource management, and
assessing the consequences of their actions in a safe environment
(Timchenko, 2000). Simulations are designed to develop analytical,
strategic, and critical thinking skills, as well as the ability to predict

the outcomes of management decisions.
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The table presents examples of tasks within various types of

game-based pedagogical technologies, outlining their educational

objectives and anticipated effects. The use of such tasks ensures the

integrative development of students’ organisational and management

competence, combining cognitive, social, and emotional aspects of

learning. Each type of game is designed to develop specific

management skills and foster a strategic vision of organisational

processes (see Table 1).

Table 1

Examples of game pedagogical technologies

Type

Example of Task

Objective and Expected
Outcome

Simulation
Models

Virtual Company Management:
students allocate budgets, make
staffing decisions, plan marketing
campaigns, and evaluate financial
results.

Development of strategic
thinking, planning, and
analytical skills; ability to
forecast the consequences
of management decisions.

Crisis Management: simulation
of emergencies such as supply
chain  disruptions or team
conflicts; development of
response plans and assessment of
decision outcomes.

Formation of abilities for
rapid  response,  risk
management,  decision-
making under complex
conditions, and  stress
resistance.

Project Management:
development and implementation
of a team project involving the
identification of priorities, role
distribution, and task monitoring.

Improvement of

organisational and
management skills, team
collaboration,  planning,
and control of task
execution.

Role-
Playing
Games

Management
Simulation:
managers,

Meeting
students act as
consultants, and
employees, discussing project
goals and making collective
decisions.

Development of
leadership competencies,
communication skills, and
the ability to coordinate
teamwork.
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Interdepartmental

Negotiations:  simulation  of
situations involving the allocation
of limited resources,

Formation of negotiation
skills, conflict
management abilities, and
consensus-building

argumentation of positions, and | capacity.
achievement of compromise.
Team Conflict Resolution: | Development of

practising mediation strategies
and distribution of responsibilities
within a team to minimise risks
and enhance interaction
efficiency.

management and social
competencies, the ability
to effectively resolve
conflicts, and facilitate
teamwork.

Business
Games

New Product Launch:
development of a marketing
strategy, production planning,
budgeting, and evaluation of
potential profits and risks.

Development of strategic
and analytical thinking,
planning, risk assessment,
and management decision-

Strategic Organisational
Planning: formulation of an
annual enterprise activity plan,
resource  management,  and
identification of key performance
indicators.

making skills.
Formation of systemic
thinking, strategic
planning  skKills, and
comprehensive
management of

organisational processes.

Case Study Analysis of Real
Companies: evaluation  of
management decisions made by
successful  and  unsuccessful
enterprises;  development  of
alternative strategies to enhance
management effectiveness.

Deepening of analytical

abilities, capacity for
critical  evaluation  of
management  decisions,
and  development  of
practical alternative
solutions.

Analysis of examples of tasks using simulation models,
role-playing, and business games suggests the systemic
effectiveness of game-based pedagogical technologies in
developing students’ organisational and management competence.
It was established that:

Simulation models enable you to replicate real management

processes in a controlled learning environment, fostering the
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development of strategic thinking, planning skills, analytical risk
assessment, and informed decision-making in complex conditions.

Role-playing games contribute to the development of
leadership and communication competencies, as well as the ability
to coordinate teamwork, negotiate effectively, and resolve conflicts.

Business games stimulate systemic thinking, integrate
theoretical knowledge into practical activities, and form skills in
strategic planning and comprehensive analysis of business
processes, which is key for the training of future managers.

The combination of different types of game tasks allows for
the comprehensive development of students' cognitive, social, and
emotional competencies. The systematic use of game technologies
in the educational process contributes to the development of high-
level organisational and management skills, increases motivation
for learning, and ensures the effective preparation of students for
professional activity in a dynamic and competitive environment.

The combination of simulation, role-playing and business
games ensures the comprehensive development of students’
organizational and management competence, integrating the
following components: cognitive component (development of
strategic, critical and analytical thinking, ability to plan and predict
results); social component (formation of communication skills,
ability to work in a team, negotiate and resolve conflicts);
emotional component (development of emotional intelligence,
ability to control emotional reactions and adapt to stressful
situations).
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Thus, game-based pedagogical technologies create an
integrated learning environment that combines theoretical training
and practical activities, ensuring the effective development of
students' organizational and management competence and their
readiness for professional activity in a modern, dynamic

professional environment.
DISCUSSION

Effective implementation of GBL for developing
students’ organisational and management competence requires
adherence to systemic strategies that ensure the gradual
complication of educational tasks. The integration of theoretical
knowledge with practical skills, as well as the development of
cognitive, social, and emotional competencies (Klymchuk,
2020; Timchenko, 2020). The main strategies include sequential
task complication, integration with academic disciplines, a
reflective component, and team interaction.

One of the key strategies is a gradual increase in the
complexity of game exercises. At the initial stage, students
perform basic tasks designed to master the principles of
management and team interaction. In the future, the level of
complexity will increase through the introduction of multi-level
simulation scenarios, crises, or complex business games, which
will stimulate the development of critical thinking, analytical

abilities, and the ability to make decisions in uncertain conditions.
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For example, a group of students initially manages a
hypothetical department of a company, making simple decisions
about resource allocation. At a more advanced stage, they carry
out strategic planning for the development of the entire
organisation, taking into account risks, budget constraints, and
interdepartmental conflicts (Hauge et al., 2014).

Management,  organisational  psychology,  project
management, and leadership together should constitute IPT.
Practical real-life projects must be rooted in the management
curriculum to provide direction for practice-oriented achievements
by students. It will demonstrate how students would implement a
new product during learning simulations in the arena of Project
Management, encompassing a comprehensive package of
budgeting, team role distribution, and risk assessment, as if in a
real-life professional process.

GBL will require such reflection, where students will
analyse their behaviour after these games, evaluate the
effectiveness of their judgments, and identify some strengths and
weaknesses in their actions. The teacher and peers provide
constructive feedback, which can be beneficial for personal
development through the student's self-reflection. For example, at
the end of the “Management Meeting’ role-play game, the students
would reflect on how efficiently responsibilities were allocated,
which decisions turned out to be optimal, and which ones require
correction. Thus, students can apply their experience and enhance

their retention of knowledge.
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Collective games are designed to develop communication
skills, the ability to delegate tasks, coordinate actions, and manage
conflicts. Team interaction models real professional situations,
stimulates effective communication, and forms leadership skills
within the group. For example, during the business game ‘Crisis
Management’, students distribute roles between units, coordinate
joint actions to minimise risks, and make collective decisions to
resolve an emergency, which ensures the development of
teamwork and stress management skills.

We highlight the advantages of using IPT in developing
students’ organisational and management competence, including
increasing motivation for learning, fostering critical and strategic
thinking, cultivating independent decision-making skills, and
enhancing teamwork and social interaction (see Table 2).

Table 2
Advantages of using IPT

Enhancement of * Emotionally engaging learning environment ¢
Learning Motivation | Motivational effect

Development of
Critical and Strategic
Thinking

*Development of independent decision-making skills
» Experimentation with diverse approaches

Improvement of
Teamwork and Social | <Development of communication competencies
Interaction SkKills

Game-simulated assignments are very engaging activities
that can help students self-direct their learning. These

competitions generate an atmosphere of competition and reward
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with maximum payouts possible for successful task completion,
while appreciating the real-life relevance of the fruits of education.
Management opportunities are required when modelling complex
scenarios that have yet to be encountered as problems in business
games and simulations, which necessitate identification,
perspective, projection, and documentation within the decision-
making process. This also equips students with the ability to
evaluate risks, weigh alternatives, select the more favourable
choice, and predict the outcome their decision will yield. Such
technologies offer students a protected environment to experiment
with various ideas and see how they work out, which is precisely
what independent decisions sustained through games aim to
provide — accountability and confidence in managers.

Teamwork and role-plays emphasise cross-cultural
communication. The needed emotional intelligence and skills
required while working in procedurally different team
environments are, therefore, developed. The link between
theoretical learning and application-oriented tasks is provided by
the GBL. This means that students can correlate and build the
applicability of knowledge in simulated environments similar to
those in which it would be applied professionally. This also aids
retention of this material and improves the overall effectiveness of
education. Students, trained through role-plays and simulation
games, possess significantly better management and

organisational skills than those trained in an equally long
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traditional manner, which involves lectures and seminars
(Karamushka, 2024; Shatyrko, 2024).

Thus, the game exercises must be related to the various
subjects of academic studies, according to the students' grasp of
knowledge and skills, so that an adequate balance of challenge and
success is maintained. We propose integrating simulation, role-
play, and business games into a cohesive training scheme that
equips learners with skills relevant to both organisational and
management contexts. This procedure thus allows simultaneous
advancement in cognitive, social, and emotional dynamics.

An important game reflection facility reinforces players’
previous learning experiences by analysing decisions made
during the game and evaluating their effectiveness, including
receiving feedback from tutors and/or peers. Using online
platforms, virtual entities, and online simulations would allow
GBL to manifest through effective application and usage in
distance or blended learning. Game scenarios, therefore,
transcend the constraints of space and time, set free from

geographical and temporal limitations.

Game-based pedagogy is likely among the most effective
means of enhancing students’ organisational and management
skills, as it fosters practical experience while engaging in
theoretical education, and builds critical thinking and social
skills (Connolly et al., 2012; de Freitas & Routledge, 2013). Its

successful application requires a structural design that
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interweaves different gaming paradigms with reflective practice

in a team-learning environment.
CONCLUSIONS AND PROSPECTS

Research findings indicate that the use of Game Pedagogical
Technologies (GPT) is effective in enhancing organizational and
management competence among students in higher education
institutions. Generalizations of similar analysis can thus be made:

That is, in theoretical and developmental references, almost
every kind of intensive research developed around gamified
education has focused on energizing cognitive activity and
developing management skills. Evidence suggests that traditional
forms of teaching often lack the much-sought integration between
theory and practice, whereas game technology may serve to
facilitate practice-oriented learning.

The organizational and management competence
structure has been defined as comprising the following
competencies: cognitive, strategic, analytical, critical, social,
communication, team interaction, leadership, emotional
stability, self-regulation, and empathy.

These three ingredients are essential for the total
development of any future specialist. The categories of game
pedagogical technologies are:

° Simulation training: including all the procedures that

repeat the professional management process in terms of
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methodology and develop in the person the skills of strategic
thinking and forecasting.

° Role-playing games: develop flexibility, leadership,
and negotiation skills.

° Business games: teach principles of organization-
systems thinking, strategic thinking, and decision-making in
uncertainty.

Included in the pedagogies that implement interactive
technology in learning are the gradual complication of tasks, game
integration into academic disciplines, reflection for the
development of self-assessment and analytical thinking,
motivation to collaborate in teams, and others. The key principles
on which game technologies' conceptualization for efficient use
are constructed would be: creating a safe environment for learning,
where a student makes their own decisions, predictions, receives
feedback, and develops management autonomy.

Thus, the performance of laid-out tasks has been enabled to
further substantiate the placement of systematic application of
game pedagogical technologies in higher education. This is an
innovative approach to developing management skills, adapting to
change, enhancing critical thinking, motivating learning, and
preparing students for action in a dynamically changing
professional environment. Future research will also consider the
design of empirical frameworks for assessing GBL effectiveness.
The development of digital simulation tools for management

cases, and the creation of metrics to capture the changes resulting
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from game-based learning in the competency profiles of various

studying programmes.
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e-mail: sashanelut@gmail.com

Y cmammi 30iicneno IpYHMOBHUU AHANI3 3HAYEHHS  I2POBUX
neoacociuHuUxX MexHoN02ill V  PO3BUMKY  Op2aHi3ayiliHO-YNPAasiiHCbKOIL
KoMnemenmHocmi  cmyoenmie 3axknadie euwjoi ocsimu. Cgopmosaro
KOHYenmyabHi 3acaou 6UKOPUCTAHHS CUMYIAYIU, POAbOBUX | OINOBUX i20p
AK  IHHOBAYIUHUX IHCMPYMeHmie IHmez2payii meopemudHux 3HaHb 1
NPAKMUYHUX YMIHb  VAPAGNIHHA. Y  MIZCOUCYUNTTHAPHOMY KOHMEKCmi
OpP2aHI3aAYIUHO-YNPABIIHCOKA KOMNEMEHMHICMb MPAKMYEMbCs SIK KOMNIIEKC
KOCHIMUBHUX, COYIAIbHUX MA eMOYIUHUX KOMNOHEHMIB, Wo 3a0e3neuyoms
30amuicms 00 CMpPameziuHo20 MUCIEHHs, e@OeKmMUsHoi KoMyHIKayii,
nputinamms piuleHv i NPoOYKMueHoi KomManoHoi e3aemodii. Ha ocnosi
V3A2ANbHEeHHs CYYACHUX HAYKOBUX OOCHIONCEHb | NPAKMUYHO20 00CBIOY
3ANPONOHOBAHO  NIOXO0U 00 BNPOBAOINCEHHS [2POBUX MEXHONO02I Y
ni02omoeKy MaubymHix MmeHneodcepis, neoazcozié i coyianrbHux Gaxieyis.
Ilepesacu icposux nedazo2iunux mexHono2ii ¥ NOPIGHAHHI 3 MPAOUYTUHUMU
MemoOoamu HABYAHHA BU3HAYEHO uepe3 IXHIll NO3UMUSHUL 6NIU8 HA
MOMUBAYi0, PO3GUMOK KPUMUYHO20 MUCTEHHs, camopedhieKkcio ma
8iON0BI0aNbHiCMb 3a  KOJNEKMUGHUll pesyromam. Y medxcax inmezpayii
VIPABNIHCOKUX 3A80AHbL 3ANPONOHOBAHO KIACUDIKAYIIO i2DOGUX MEmOOUK:
CUMYTAYINHI MOOeili 6I0MBOPIOIOMb YMOBU NPOGECiliHOi OiANbHOCMI, PONbO8GI
iepu po36u6arOMsd KOMYHIKAMUBHY SHYUKICMb I JI0epCbKi HasuyKu, Oil0si
iepu cnpusawoms QOpPMYSAHHIO CMPAmMeiuno20 WIAHY8AHHA Ui CUCIEMHO20
mucnenHs. Busnaueno cmpameziuni npunyunu eqpekmueHo20 6npo6a0NCceHH s
inmepakmuenux neoazoziunux mexuonoziti (II[IT) y nasuanvuuii npoyec:
nOCMynose YCKIAOHeHHs 3a80aHb, imezpayis i2op y 3MIiCM HABYATbHUX
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OUCYUNTITH, CMUMYTIOBAHHS pPe@IeKCUusHol OiIbHOCMI ma NiOMpUMKA
Komanonoi cnignpayi. Okpemy ygazy npuoiieno poi Yudposux cumyaiayiu i
BIPMYANIbHUX NAAMPOPM, SKI POUUPIOIOMb MOICIUBOCHT OUCMAHYIUHO20
ma smiwano2o Hagyauus. lliokpecneno, wo cucmemHe 3acmocy8aHHs
ieposux mexHono2il niosuwye eghekmugHicms npogecilinoi nid2omosxu
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ABSTRACT

The article highlights the theoretical and practical aspects

of developing emotional intelligence and emotional competence
among higher education students. It analyses the scientific
approaches to the concepts of ‘emotional intelligence’ and
‘emotional competence’ proposed by both foreign and domestic
researchers. The role of these constructs as key components of
future specialists’ professional and personal competence is
substantiated. The essence of innovative practices for
developing emotional intelligence is revealed, including the use
of interactive and innovative technologies, emotional self-
regulation platforms, and digital training programs. Here is
emphasised that in the information society, developing
emotional intelligence serves as one of the leading innovative
goals of higher education, as it ensures the ability for effective
communication, leadership, and psychological well-being. The
conclusion is drawn that innovative technologies of emotional
learning open new opportunities for self-awareness and
professional realisation of higher education students.

Keywords: emotional intelligence; emotional
competence; innovative practices; higher education students;
self-regulation.
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INTRODUCTION

The concept of sustainable development in higher
education institutions (HEIs) involves not only the
transformation of the individual but also of the educational
process (Mospan, 2024). The Law on Higher Education of
Ukraine defines the interconnectedness of various activities,
from scientific and innovative to educational and
communicative (Sysoieva & Mospan, 2015). Communication is
a complex process that requires individuals to be aware of their
own feelings and emotions, as well as to understand the states
of others. The relevance of this article is driven by the need to
identify and address the following contradictions: between the
challenges of today and the professional competence required
for developing the creative potential of higher education
applicants; between accreditation expertise of educational
programs and the practical training of students; between the
development and implementation of a model for managing the
development of an individual’s creative potential and innovative
development practices, and the actual content of professional
training. The relevance is also reinforced by the requirements of
the National Strategy for the Development of Higher Education
in Ukraine (2022-2032), which emphasises the formation of
emotional competence, creativity, soft skills, and students’
psychological well-being. Therefore, there is a need to study

emotional intelligence (EI) as a structural component of creative
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potential (CP) and emotional competence (EC) as a prerequisite
for the professional success of higher education students.

Thus, researching innovative practices of EI development
in HEIs has both theoretical significance and practical value.
Consequently, the development of new CP models and
innovative practices for fostering EI and EC in higher education
applicants will positively influence the organisation of the
educational process, the quality of management, self-
development, qualitative transformation, and personal growth of

the individual, as well as their overall effectiveness.
BACKGROUND

The scholarly literature highlights the psychological
conditions for the development of managerial competence, which
is closely related to EC and an individual’s psychological culture.
Recent publications present theoretical and practical aspects of El
development as a set of self-aware abilities associated with the
emotional sphere, as the capacity to perceive emotions, and as a
factor influencing social and personal interaction. Contemporary
studies identify mechanisms through which EI affects success in
performing key life tasks (Bar-On, 2000); substantiate a
psychological and pedagogical model for developing emotional
competence in future psychologists and determine the influence of
emotions on the effectiveness of intellectual and cognitive activity
(Rakityanska, 2020); and develop emotional competencies as a

teaching innovation in HEIls (Fernandez-Gavira et al., 2021).
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Besides, Sysoieva and Mospan (2018) examine the issue of
harmonising the educational thesaurus, which requires attention in
the process of creating the European Higher Education Area and
developing common educational standards.

Analysis of the scientific literature provides insight into the
existing work on the formation of the phenomena of El and EC as
the interrelation between abilities and an individual’s effectiveness
and success. At the same time, the review of these studies suggests
that there is a persistent problem regarding the examination of EC
as an integration of awareness, the development of emotional
skills, individual characteristics influencing success, and the
practices for assessing El and EC levels. These particular aspects
require more detailed investigation. The research objective is to
present the results of a theoretical analysis and interactive
practices for developing an individual’s creative potential (CP)
and exploring the dynamics of individual transformation under
conditions of constant social change by increasing levels of EI and

EC, as well as examining technologies for their development.
METHODOLOGY

Theoretical  research  methods  (analysis,  synthesis,
generalisation, systematisation) were applied to scientific sources in
psychology, pedagogy, and educology to define the concepts of
‘emotional intelligence’ and ‘emotional competence,” and to
determine their structure, components, and developmental

determinants. A comparative-analytical method was used to examine
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international and national experiences in implementing innovative EI
development practices in HEIls. Empirical methods included
observation, description, and modelling. Theoretical and empirical
methods were employed to structure the acquired knowledge,
investigate the ambiguous role of El in managing the development of
CP, and formulate conclusions regarding the understanding of this
phenomenon within the structure of CP. Innovative technological
methods were also introduced to model emotionally charged
situations and train empathy. Thus, the issue of professionalism,
teaching quality, and the implementation of innovative practices for
developing El and EC remains particularly relevant in the context of

wartime and post-war conditions.
RESEARCH RESULTS AND DISCUSSION

Scholars argue that EI inspires students to generate new ideas.
It functions as a cognitive ability that meets correlational criteria, since
practical training is an integral component of education that shapes the
professional competence of higher education students, as well as their
skills and abilities. Therefore, EC has been analysed as an integration
of erudition, the development of emotional skills, and individual traits
related to achievement and accomplishment.

Where can students acquire skills in self-awareness and self-
regulation, empathy, and relationship management? How can they
find the connection between their inner driving force and the ability to
solve problems? Karpenko (2019, 60) states that self-understanding

becomes the key to mutual understanding and therefore influences the
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practices of constructing interpersonal and broader social discourses.
The development of self- and mutual understanding, as well as the
unfolding of an individual’s subjective potential, is made possible
through emotional intelligence. Emotions determine the trajectory of
success through conscious choice and the congruent identity of the
individual. Marukhovska-Kartunova et al. (2023, 502) argue that in
modern education, there are no clear recommendations regarding
where emotional intelligence skills can be taught and acquired. An
ideal option may be collaborative development projects (emotional
intelligence development projects)... The instructor creates the
conditions where a strong need for teamwork emerges, where a
significant outcome is required, and where learning takes place over a
sufficiently long period. Therefore, the process through which skills
are practised is a significant element in forming the competencies of
future professionals. Koroid (2025, 161) noted that an individual must
find coping resources for achieving personal maturity, be able to
choose methods of self-realisation, and strive for the development and
implementation of their creative potential. El is indeed a component
of CP, and its levels provide individuals with the quality of social
interaction and a sense of deep satisfaction and boundless joy. Thus,
through the development of CP, both EC — as a component of
professional competence — and El are enhanced. Consequently, the
impact on students’ achievements manifests through CP development,
indicators of EI/EC levels, and skills of control and constructive

problem-solving.
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What educational technologies can be applied for

developing EI? Today, educational technologies aimed at

developing EI focus on forming the abilities and skills

necessary for understanding, recognising, and regulating one’s

own emotions, engaging in self-reflection, communicating

effectively, and ensuring quality management of student

groups as well as effective interaction with them (see Table 1).

Therefore, El is defined as an integrative characteristic of an

individual

that

combines

communicative abilities.

emotional-regulatory

and

Table 1

Educational Technologies of REI

Educational
Technologies

Purpose of Use

Methods

Technology of
Emotional Learning
Design and Micro-

Development of self-
understanding and self-
regulation, emotional self-
control and increased

Video cases, reflective exercises,
training, and emotion cards

Storytelling Technology
with Emotional

emotional vocabulary and self-
expression skills

Reflection motivation, as well as
collaboration skills
Technology for
Developing Emotional Recognition and expression of | Emotion diary, podcasts, comics,
Literacy (EL) and emotions, development of “Emotional Barometer” exercises,

video stories, analysis of literary
and artistic images

Technologies

Reflection

Art-Therapeutic Music Therapy, Drawing,
Technologies and Self-Discovery through Emotional Film Club: Viewing
Media-Therapeutic Creativity and Reflection, Discussion of

Characters’ Alternative Actions

Project-Based Learning

Development of Social
Responsibility

Volunteering, Social Projects

Coaching and Reflective
Technologies

Development of Self-
Discovery and Self-Regulation

Self-Analysis, Coaching Sessions

Technologies

Reflection

“Design Thinking for Development of Emotional Adaptation of the Design Thinking

Emotions” Technology Empathy and Collaboration Methodology

Interactive and Digital Use of ICT for the Online Platforms, Mobile
Development of Self- Applications
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Under current conditions, the development of EI and EC has
become a key factor in forming the psychological well-being of
future professionals, and subsequently of those they will educate.
Accordingly, “El as a coping resource, as emotional self-
productivity in ensuring successful self-design of the individual, is
capable of motivating and developing, influencing the challenges
of today and the choice of coping strategies. Emotional
understanding, awareness, and consciousness as intrapersonal
competencies of El are particularly significant for the development
of creative potential. El influences the effectiveness of an
educational institution, its image, and above all, improves personal
and professional relationships that harmonise with an innovative
educational environment” (Koroid, 2025, 70). Similarly,
Fernandez-Gavira et al. (2021) described an educational
innovation for students based on Bisquerra’s model of emotional
competencies. The students demonstrated their abilities to
recognise and regulate emotions and their interpersonal
competencies, which contributed to engagement and motivation.

In the scholarly literature, several models of El are presented:
Goleman’s mixed model (1995) and the ability model by Mayer and
Salovey (1990). In particular, Bar-On’s model (2000) is designed to
conceptualise El. His research argues that El is a synergy present
within intelligence, where overall intelligence is the sum of the
intelligence quotient, the emotional quotient, and an undetermined
quotient. To understand and measure the impact of El, one must

possess the skills and abilities to listen, observe, and feel. This
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requires a focus on a competent individual and active investment
through planning, analysis, reflection, and awareness. Mayer and
Salovey (1990) defined EI as a set of mental abilities. Their model
views El as a collection of cognitive abilities related to emotions. El
and competence are interpreted through the category of ability,
which encompasses alignment among awareness, emotions, skills,
and capabilities. Regarding Goleman’s mixed model (1995), it
emphasises the popularisation of the EI concept by identifying key
components that encompass both intrapersonal and interpersonal

dimensions. The author’s model of EI is presented in Fig. 1:

SKILLS Emotional Intelligence
-Understanding / Empathy ’
-Proficiency / Communication
Skalls ABILITIES / CIRCLE OF

ENOWLEDGE AND SKILLS
-Relationzhip Management
ABI_LITY . -Self-_iwareﬂess__ Seglf- Improvement
-Understanding and Recognition -Building Connections,
—Self-Actu_alizatim Self-Regulation, Approachability
Interpretation
-Control, Organization
-Management. Assertiveness ’

Key Aspects
EI as an Integral Formation

Figure 1. Components of Emotional Intelligence
International and Ukrainian scholars have recognised the

importance of EI development, and therefore have examined it
from various perspectives. Carthy et al. (2022) presented an
analysis of an online EI coaching program for Irish students,
focusing on its impact and student perceptions. This program
enhanced self-awareness, self-regulation, and the perception of

social support. Personalised coaching sessions combined with
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practical tasks proved particularly valuable. The results highlight the
importance of adapting content to students’ needs, showing that a
combination of online modules with periodic coaching sessions yields
better outcomes than passive courses alone. Therefore, identifying the
factors influencing El and EC in relation to the individual remains
relevant and requires detailed examination. To develop students’ self-
understanding, self-regulation, emotional self-control, and motivation,
we will examine a synthesised selection of scholars and their works

related to educational technologies (Table 2):

Table 2

Research by Scholars on Educational Technologies for REI
and the Development of EC

Scientist

Approach/Idea

Implementation

J. Mayer, P. Salovey
(USA)

EI Model as the Ability to
Understand and Regulate
Emotions

Emotional Training,
Development of Empathy in
Learning

H. Gardner (USA)

Theory of Multiple
Intelligences

Development of Self-
Awareness and Collaboration

C. Rogers (USA)

Humanistic Approach in
Education

Personality-Oriented
Technologies

S. Denham (USA)

Research on EC for
Preschool Children

Art-Therapeutic
Technologies for Developing
Emotional Sensitivity

Interactive Learning
Technologies: Stimulating

Role-Playing Games, “Circle
of Ideas” Technology for

O. Pometun ) ¢
(Ukraine) the ngelopment of Develop_lng Emotional
Emotional Culture Expressiveness

o o Sacial-Psychological
N. Chepeleva Communicative-Dialogical | Trjnings, Technologies for
(Ukraine) Approach to Developing EC | peyeloping Empathy through

Dialogue

N. Pidbutska, T. Study of Technologies for Coaching and Reflective
Sushchenko Developing El in Technologies for Developing
(Ukraine) Pedagogical Education El in Future Teachers
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As we can see, scholars study both EI and EC, since high
levels of EI and EC influence professional competence,
communication effectiveness, and overall success. Motivation and
the mobilisation of active creative activity, the development of
creative potential (CP) during the provision of educational
services, support, empathy, regulation of emotional
expressiveness, emotional control, and the development of
emotional literacy should become key elements in professional
training. Thus, innovative practices and modern educational
innovations, as well as updates to learning objectives, require a
competency-based approach. EC, as a set of acquired knowledge
and skills, ensures an individual’s competitive advantage under
contemporary conditions through a redefinition of EI structure,
which includes self-awareness, self-control, self-motivation, self-
development, and communication skills. Researchers of EC have
not yet reached a consensus on the factors that determine its
formation. However, Zabarovska (2024) attempted to identify the
main components of an individual’s EC, including knowledge,
skills and abilities, experience, attitudes, and values. She notes that
the concept of emotional competence is a distinct psychological
construct, based on emotional intelligence, but fundamentally
different in nature. Developed concepts of emotional competence
consider it as a combination of abilities, the result of emotional
intelligence  development, emotional literacy, emotional

awareness, and an integral psychological property.
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Hulbs and Kobets (2021, 18) understood EC as the ability to
recognise emotions, achieve and generate them in ways that promote
understanding and management of emotions, thereby contributing to
one’s emotional and intellectual growth. Emotional competence is
associated with abilities that include: accurately assessing and
expressing emotions—both one’s own and those of others; cognitively
assimilating emotional experiences; recognising, understanding, and
interpreting emotions. EC reflects the level of intrapersonal and
interpersonal connections as well as EIl, since EI ensures high
effectiveness through the regulation of emotions, recognition of
emotions in others, gaining experience, and professional problem-
solving. Thus, EC is distinguished as the quality of identifying and
effectively ~ recognising  emotions  during  interpersonal
communication. Therefore, the implementation of models for
managing the development of creative potential and innovative
practices for developing EI and EC in higher education institutions
serves as an indicator of ensuring students’ competitiveness and a
crucial factor in the development of human capital. In this context,
there is a need to develop the theoretical foundations of El and EC
with regard to their capacity for emotion management.

How can EC be structurally conceptualised? Let us consider
the author’s model of EC: A combination of understanding,

awareness, and management in the domain of emotions (Fig. 2):
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Emotional competence

Skills '
-Understanding / Empathy Abilities
-Proficiency/ -Relationship management
Communication skills -Social sensitivity

‘ -Self-regulation t
Ability
_Self-regulation Psychological mechanisms

-Control, organization

EC as an integrated construct,
uﬂe EC = Emotional Competence)

Figure 2. Components of Emotional Competence

Thus, innovative practices will play a decisive role in
REI and EC. For example, the Ministry of Education and
Science of Ukraine, together with the NAESU et al. (2021),
recommend the collection of scholarly works “Modern
Information Technologies and Innovative Teaching Methods in
the Training of Specialists: Methodology, Theory, Experience,

)

Problems.” In this collection, well-known researchers and
practising educators highlight modern innovative technologies
and innovative teaching methods in the training of skilled
workers, junior specialists, specialists, and master’s degree
students. In addition, Derstuhanova (2022) presented scholarly
views on the development of the idea of the competency-based
approach and the periodisation of the concept of ‘competence,’
developed by Australian and Ukrainian scholars. By comparing
the work of international and domestic researchers, she

concluded that, in addition to the existing interpretation of this
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term as a combination of knowledge, skills, abilities, ways of
thinking, attitudes, values, and other personal qualities,
competence may also be viewed as an evaluative category that
has a quantitative dimension. Radkevych et al. (2018)
conducted a review of the features of the development of
vocational education and training systems in the countries of
Western, Central, and Eastern Europe, as well as the
Scandinavian countries, to use this for a comparative analysis
of domestic and foreign models of managing the development
of vocational education and training.

Thus, the direction of the vector of European education
development has been established toward competencies as the
target educational benchmark for training. Therefore, by
conducting a comparative analysis of domestic and
international views, achievements, and models, one can
conclude that a competency-oriented approach should be
applied to the development of key competencies of higher
education institution students. Holmes et al. (2021) suggest that
educators reach a shared understanding and interpretation of
competency-based education and develop appropriate,
authentic, and fair assessment processes. Besides, Mospan
(2023) reveals trends in the development of global multilingual
higher education during the decade preceding the COVID-19
pandemic, which could contribute to understanding this

phenomenon during the pandemic. Therefore, here are
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recommended REI innovative practices for students of the

Faculty of Pedagogical Education (Table 3).

Table 3
Innovative REI Practices
Course Practice Work  format Result
Short dail
oractices 0 Digital platforms | Development of
recognising one’s “Emotional (Mentimeter, emotlo_nal se_lf-
ownge moti% et check-in” Padlet), mood reflection sl_<|IIs and
the beginning of technique cards, emo- group emotional
e beginning O diagrams culture
classes
Emotional Scenarios of || .| Ability to act calmly
regulation training | Pedagogical | Situation analysis and empathetically
situations
Reflective Development of self-
Awareness of journals, awareness and the
reactions, learning | Emotional exercises for ability to manage
self-regulation and | Coaching identifying one's emotions in
empathy emotions, and professional
coaching sessions | situations
Music, poetry,
Art Therapy, and drawing as a Deve_lopment of
. . means of self- emotional
Art Coaching and Music- . .
. . ; discovery and expressiveness and
Creative Practices Emotional . . .
developing self-regulation skills
Collages . L
emotional through creativity
sensitivity

Thus, attention is focused on awareness and self-regulation,

empathy and social awareness. REI and EC have a positive impact

on interpersonal relationships, reflection, and professional
development. Herasymovych and Stakhova (2024, 236) note that
emotional intelligence is extremely necessary in the social sphere
of students’ lives. The authors emphasise that the ability to
empathise, regulate emotions, and build harmonious relationships
with peers not only contributes to personal growth but also lays
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the foundation for a successful future professional career.
Popadynets and Podolian (2025, 364) assert that the effectiveness
of methods for developing emotional intelligence increases
significantly when regular practice is ensured (at least three times
a week), when an individualised approach is applied, when
feedback is received from a mentor or psychologist, and when the
acquired skills are integrated into daily life. Besides, Raievska and
Soliakova (2021, 129) emphasise that they view emotional
competence as “the ability to recognise emotions —both one’s own
and those of others. People with a high level of emotional
intelligence possess skills that allow them to feel more confident
in society and achieve meaningful results.

REI and EC are, in fact, essential for an individual to acquire
the experience needed for effective interaction, self-design, and
creative growth. Emotional intelligence can be viewed as a core
resource for the self-actualisation and self-realisation of future
specialists, whereas emotional competence represents a synthesis
of knowledge, practices, and the level of one’s professionalism
and moral self-understanding. Thus, a university instructor must
also enhance their own REI, as they take on the role of a

practitioner-psychologist and expert-consultant.
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CONCLUSIONS

By implementing the most effective practices, the instructor
ensures effective interaction, self-regulation, and psychological
resilience among higher education students. The development of
students’ soft skills determines their competitiveness and success;
therefore, innovative REI and EC practices for higher education
students encompass a set of both psychological-pedagogical and
technical solutions. Innovative practices facilitate the transition
from knowledge-based to emotionally humanistic education, in
which the student becomes an agent of self-development, and EC
and EI become part of professional culture. Accordingly, a hybrid
approach works best: scalability combined with practice yields the
most stable results. Active methods, in particular, stimulate
engagement, enhance motivation, and strengthen the ability to
apply emotional intelligence. Therefore, further scientific inquiry
will focus on examining the relationship between EI and academic
success, leadership potential, and psychological well-being, as
well as on the development of original courses and programs.
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IHHOBAIIMHI TIPAKTUKHA PO3BUTKY
EMOLINHOTO IHTEJIEKTY U EMOIUMHOI
KOMIETEHTHOCTI 3/I0OBYBAYIB BUIIIOI OCBITH

Temsana Kopoio,
0okmop ¢hinocoghii' y eanysi snanv 01 Ocsima/lledazozika, Kuiscoxutl
cmonuuHutl yHieepcumem imeni bopuca I pinuenka, Yxpaina
tetkor2024@gmail.com

Y cmammi euceimneno meopemuuni ma npakmuuyHi acnekmu
npooiemu po3eUmKY eMOYitiH020 IHMeNeKmy Ut eMOYiliHOI KOMNemeHmHoOCmi
3000y6auie euwjoi ocsimu. 30IUCHEHO aHANi3 HAYKOBUX Ni0X00i8 U000
NOHAMb  «EeMOYIUHUL  IHMeNeKm» ma «eMOYIUHA KOMNEmeHmHICHby
3apyOiNCHUX | BIMYUSHAHUX HAYKOBYI8. DOSPYHMOBAHO iX POJIb AK KIIOUOBOI
CK1a0080i npoghecitinoi i 0coOUCMICHOI KOMNEeMeHmHOCMi MauOymHix
cneyianicmis. Po3kpumo cymuicmb IHHOBAYIUHUX NPAKMUK (HOPMYBAHHS
eMOYItiHO20 — IHMeNeKmy, 30KpemMa BUKOPUCMAHHA — THHOBAYIUHUX U
IHMEePaKmMuBHUX MEXHONO02IU, MAKOHC NAAMPOPM eMOYIUHOI camopeynayii
U yugposux mpenineis. Haconoweno, wo 6 ymosax iHpopmayitinoco
CYCRiIbCmea po36UMOK eMOYIUHO20 IHMeNeKmy BUCMYNAE OOHIEI 3
NpOoBIOHUX [HHOBAYIUHUX Yilel Guwjoi oceimu, mMomy sK 3abe3neyye
30amuicms 00 epexmusHoi KoMYHiKayii, aidepcmea ma NCUXoso2idHo20
onacononyyus. 3podieHo 8UCHOBOK, WO IHHOBAYINHI MeXHON02Ti eMOYIHO2O
HABYAHHSA 8IOKPUBAIOMb HOBI MONCIUBOCMI OISl CAMONIZHAHHS, NPOQeCiliHoi
camopeanizayii 3000y6auisé uujoi oceimiu.

Knwuosi cnosa: emouyivunuti inmenekm, IHHOBAYIUHI NPAKMUKU,
3000ysaui euwoi oceimu, eMoyiltiHa KOMNEMeHMHICMb, [HHOBAUIUHI
MExXHON02I1, eMOYIUHA KYIbmypa, CAMOpeyIAYiA.
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ABSTRACT

This study examines the intricate interplay of
psychological and cognitive factors that influence student
attitudes and engagement within the flipped classroom model,
with a particular focus on the role of ‘clipped thinking’ — a
digital cognitive barrier characterised by fragmented attention.
Employing a survey-based methodology in an English for
Academic Communication course, the research analysed
students’ perceptions regarding clarity, relevance, motivation,
and learning priorities. The findings indicate that while the
model’s success is profoundly shaped by intrinsic
characteristics, such as psychological readiness and individual
cognitive style, its initial implementation successfully mitigated
potential resistance. Specifically, the study confirms that high
perceived clarity and relevance of the course design
significantly boost initial student acceptance and motivation.
Moreover, students prioritise active oral and interactive
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communication skills, validating the flipped structure's goal of
dedicating face-to-face time to high-value application.

The theoretical value is provided by integrating emerging
digital-cognitive barriers (clipped thinking) with established
psychological factors (cognitive load), offering a novel,
integrated model for understanding student resistance beyond
simple success-or-failure dichotomies. The practical value lies
in providing educators with actionable evidence that ensuring
clear structure and high perceived relevance is the most efficient
instructional strategy for promoting initial acceptance and
justifying the pre-class workload across disciplines.

Keywords: clipped thinking; cognitive load; engagement;
flipped classroom; student acceptance.

© Yaroslava Fedoriv, Susanna Kytaieva, Mariya Fedoriv, 2025

INTRODUCTION

The global tendency toward educational reforms stimulates
the emergence of pedagogical models that actively engage learners
and maximise instructional time. Within the system of higher
education, it is characterised by a shift from passive, lecture-based,
instructor-centred sessions to student-centred, active learning
methods, which aim at the development of critical thinking,
problem-solving skills, and cooperation (Mospan & Sysoieva,
2022; Mospan, 2023). The need for flexible and effective teaching
strategies intensifies with the proliferation of digital learning
resources, suggesting the integration of technology while
preserving the key role of in-person communication. Within the
context of continuous pedagogical transformation and
technological integration, the flipped classroom model has arisen
across various academic disciplines. This model, fundamentally

reconfiguring the traditional sequence of instruction, promises a
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more effective use of classroom time for dynamic learning
activities. However, the successful realisation of this novel model
depends on its acceptance by students and their active
participation, which generates a complex set of challenges
connected to students’ readiness, motivation, and cognitive
information processing styles.

FLIPPED CLASSROOM MODEL

The flipped classroom model represents a pedagogical
shift that reorganises the traditional structure of teaching and
learning. Instead of relying on classroom time for content
delivery through lecturing, the model places the initial
exposure to new material before class. Students use
instructional resources (e.g. texts, videos, or other multimedia
materials) independently at home or outside scheduled class
hours. The flipped classroom model is defined by two key
phases: pre-class preparation and in-class active learning. The
preparatory phase requires students to engage independently
with the foundational content delivered through readings,
videos, or multimedia materials. This prepares them for the in-
class time, which is then dedicated to active learning activities
such as guided discussions, case studies, problem-solving
sessions, and collaborative projects led by instructors and
peers.

The pre-class exposure to the study material allows learners
to acquire necessary knowledge at their own pace, pausing or

revisiting the content as needed (Abeysekera & Dawson, 2015;
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Huang, Silitonga, & Wu, 2022; Kaplan et al., 2023). The time
spent in the classroom is thus focused on active learning
activities that promote deeper understanding and practical
application of knowledge. Namely, brainstorming, problem-
solving, group discussions, and simulations enable students to
test and refine their comprehension, benefiting from peer
collaboration and instructor guidance. In this way, the
classroom becomes a space for interaction (debates,
presentations, Q&A sessions), involving critical thinking and
creativity, which refer to higher-order learning rather than
passive reception of information (Khojasteh et al., 2021; Vitta
& Al-Hoorie, 2020).

By redistributing learning activities — pre-class
preparation, case studies or project work followed by in-class
collaborative practice — the flipped classroom model fosters
autonomy, increases student engagement, and makes more
efficient use of instructional time. Recent evidence also
highlights that this approach significantly improves learning
performance (Gondal et al., 2024; Kus, 2025), enhances
student self-efficacy (Sun et al., 2023), and supports subject-
specific learning outcomes, including language acquisition
(Vitta & Al-Hoorie, 2020). At the same time, systematic
reviews note that its effectiveness depends on the integration
of technology, student preparedness, and specific types of in-
class activities (Baig & Yadegaridehkordi, 2023).
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THE GAP BETWEEN THE FLIPPED CLASSROOM
POTENTIAL AND STUDENT RESISTANCE

The flipped classroom implies reorganisation of teaching
and learning, yet its implementation does not always align with
expectations. Recent research (e.g., Kus, 2025; Tsapro et al., 2025)
demonstrates that the flipped classroom model can improve
learning outcomes and foster deeper engagement. Studies report
that flipped learning can enhance performance, engagement, and
higher-order thinking skills. However, student acceptance varies.
On the one hand, some students appreciate the flexibility and
interactive nature of flipped instruction, while others perceive it as
an increased workload or feel uncertain about new evaluation
formats (Han, 2022), and, in many contexts, learners resist the
additional responsibility of pre-class preparation or express
scepticism about the value of in-class activities (Abeysekera &
Dawson, 2015; Sun et al., 2023).

This gap between pedagogical potential and classroom
reality underscores the importance of providing clear guidance to
students and designing structured learning activities to ensure
equitable participation and effective outcomes.

PSYCHOLOGICAL FACTORS

In addition to pedagogical and logistical challenges, the
flipped classroom model also clashes with students’
experiences. Research indicates that flipped learning often
requires higher cognitive effort, as learners must actively

engage with pre-class materials and independently integrate
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new knowledge (Agyeman & Aphane, 2024; Mazlan et al.,
2024). This approach places higher demands on students’ self-
discipline, motivation, and time management skills, which can
be challenging for those accustomed to more passive learning
formats (Mardiha, 2023; Perta et al., 2024).

The model can also disrupt traditional expectations of
teaching and learning. Students may feel uncomfortable when
class time is no longer devoted to instructions and drills,
particularly if they are used to familiar, teacher-centred
scenarios (Mamun & Dippro, 2025). Furthermore, in-class
activities typically involve group/team discussions, problem-
solving, or peer feedback, which implies social interaction.
This can increase anxiety, especially for students who are less
confident or socially hesitant, affecting participation and
engagement (Baig & Yadegaridehkordi, 2023; Gondal et al.,
2024; Vitta & Al-Hoorie, 2020).

Taken together, these psychological factors highlight
that the success of the flipped classroom is not solely
determined by instructional design or technology. Equally
important is attention to students’ readiness, emotional
responses, and capacity for autonomous learning. Addressing
these factors through scaffolding, clear guidance, and a
supportive classroom atmosphere can reduce resistance and

maximise the benefits of flipped learning.
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NEW DIMENSION: DIGITALISATION
Research suggests that digital media habits may introduce
additional complexity to the flipped classroom model. The
phenomenon of ‘clipped thinking” — a form of fragmented attention
and rapid task-switching shaped by frequent exposure to digital
content — may exacerbate existing barriers to effective engagement
(Cai et al., 2022; Feng et al., 2022; Galindo-Dominguez, 2021, Jia et
al., 2023; Joy et al., 2023). Students accustomed to short, highly
segmented interactions with their gadgets may struggle with sustained
cognitive effort, deep processing of pre-class materials, and
engagement during in-class activities. This digital attentional pattern
can amplify challenges related to self-regulation, cognitive load, and
anxiety about class participation, further contributing to resistance or
uneven attitude to flipped learning practices.
Table 1 summarises the key factors, barriers, and influences,
integrating pedagogical, psychological, and cognitive dimensions.
Table 1.
Key Factors Influencing Students’ Resistance to Flipped

Classrooms

Impact on Student

Dimension Key Factors / Barriers
Engagement

pre-class workload;
active in-class
participation; unfamiliar
teaching structure

increased effort and
potential resistance if
expectations are unclear

Pedagogical
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Dimension

Key Factors / Barriers

Impact on Student
Engagement

Psychological

higher cognitive load;
self-regulation demands;
social exposure/anxiety

can lead to reduced
participation, stress, or
avoidance

Digital /
Cognitive

‘clipped thinking’
(fragmented attention;
rapid task-switching)

difficulty sustaining focus
on pre-class materials;
shallow engagement

Perception /
Acceptance

resistance to change;
scepticism about the

value of flipped activities

variable acceptance despite
pedagogical benefits

Research also highlights positive attitudes (motivational

factors) that boost student engagement within the flipped classroom
model (Mardiha et al., 2023; Sun et al., 2023; Perta et al., 2024),

categorised across four key dimensions reflected in Table 2.

Table 2.

Motivational Factors Related to the Flipped Classroom
Model and Their Impact on Student Engagement

Key Factors / Positive

Impact on Student

Dimension Attitudes Engagement
clear expectations and increased motivation to
instructions; relevance of | complete pre-work;

Pedagogical pre-class material; deeper processing of

meaningful in-class tasks
(active learning)

material in class;
enhanced collaboration

Psychological

(self-paced pre-class);
supportive classroom

environment; growth

mindset

control over learning pace

reduced anxiety (less
pressure to “get it”
immediately); increased
self-efficacy and
academic persistence
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Key Factors / Positive

Impact on Student

Dimension Attitudes Engagement
high-quality, engaging pre- | improved retention of
. class content (videos, core concepts; efficient
Digital / . . . . .
g interactive resources); use of in-class time for
Cognitive

digital literacy of students

complex problem-
solving; increased focus

Perception /
Acceptance

high perceived value of
active learning; positive
prior experience with the
model; belief in the
teacher’s competence

acceptance and
commitment to the
model; higher
satisfaction with the
learning process;

increased student
responsibility

1. Pedagogical factors enhance engagement when the
structure is well-executed. Clear instructions and expectations, with
the relevant pre-class material and meaningful active learning tasks in
class, lead to increased motivation to complete pre-work, deeper
processing of concepts, and enhanced collaboration among students.

2. Psychological factors improve the learner's emotional
state and belief in their abilities. When students can control their
learning pace (self-paced pre-class) and are in a supportive classroom
environment that encourages a growth mindset, they experience
reduced anxiety and display increased self-efficacy and academic
persistence.

3. The digital/cognitive dimension benefits from effective
content. Utilising high-quality, engaging pre-class resources (like

videos) and leveraging students’ existing digital literacy results in
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overall increased focus, improved retention of core concepts, and
efficient use of in-class time for complex problem-solving.

4. Perception and acceptance foster commitment. Students
demonstrate strong acceptance and enthusiasm when they have a high
perceived value of active learning and have had positive prior
experiences with the model. This leads to higher satisfaction with the
learning process and increased student responsibility for their own
SucCess.

Based on the above literature review, students’ resistance to the
flipped classroom model is multifaceted, originating from the
pedagogical factors (an unfamiliar workload), psychological pressures
(higher cognitive load and anxiety from social exposure), and modern
digital and cognitive factors (‘clipped thinking’ resulting in
fragmented attention). Consequently, the effectiveness of the model is
dependent on these challenges, requiring that instructional strategies
proactively address the demands of cognitive effort, anxiety
management, attention fragmentation, and resistance to change. This
Is done to foster higher student engagement and ensure acceptance and
active learning within this structure. In other words, the current
research exhibits a critical gap in understanding how the above-
mentioned factors shape learners' engagement within flipped
classrooms.

Consequently, the research aim of the present study is to
investigate the reasons behind students’ attitudes to flipped
classrooms, considering established psychological and cognitive

explanations (e.g., disruption of traditional expectations, increased
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cognitive demands, social exposure) and the role of clipped thinking.
By integrating these perspectives, the research aims to provide a
comprehensive understanding of the factors that influence students’
engagement, acceptance, and learning outcomes in flipped learning

environments.
RESEARCH HYPOTHESIS

In view of the fact that university students resist flipped
classrooms due to cognitive effort, self-discipline, traditional
expectations, social exposure, and clipped thinking. The effectiveness
and students’ acceptance of the flipped classroom model can be
positively influenced by the following factors. Perceived control over
learning pace, the implementation of clear learning objectives, and
well-designed and engaging pre-class resources, opportunities for
meaningful classroom collaboration, and the development of digital
literacy skills.

A conceptual diagram summarising the interactions of the
flipped classroom components, psychological factors, and clipped
thinking is presented in Fig.1. The diagram visualises the dual
influence on student outcomes in the flipped classroom, illustrating
how negative factors (cognitive effort, self-regulation demands,
traditional expectations, social exposure, and clipped thinking) lead to
decreased acceptance and engagement (“Resistance Path,” the down-
pointing arrow), while positive factors (including perceived control,

clear learning objectives, pre-class resources, meaningful
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collaboration, and digital literary skills) promote increased

effectiveness and acceptance (‘Success Path,” the up-pointing arrow).

IIIII

The Flipped
Classroom
Model

Simnitanecus influence:
Batance of
Barers and Eradiers Meaningful

Collaboration

Digital Literacy
Skills

Figure 1. Interactions of the flipped classroom components.
Composed by the authors using Paint, the Microsoft digital
graphical tool

Thus, students’ success within the flipped classroom model
is significantly influenced by underlying psychological factors,
which include the cognitive demands of complex work, the
necessary self-regulation requirements for independent learning,
and the impact of interaction during active group work, all of
which influence participation and engagement. Additionally,
digital/cognitive factors (e.qg., clipped thinking) can reduce focus,
affecting the quality of both pre-class preparation and in-class
engagement. The outcome of the flipped classroom — in terms of
both engagement and learning outcomes — is therefore shaped by
the pedagogical structure, the students’ psychological readiness,

and their individual cognitive style.
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RESEARCH METHODOLOGY: STUDENTS’ ATTITUDES
IN A FLIPPED CLASSROOM: A CASE OF ACADEMIC
COMMUNICATION COURSE

This study employed a survey-based, cross-sectional research
design to assess Master students’ initial attitudes toward the structure,
content, and perceived utility of the English for Academic
Communication course utilising a flipped classroom model.

PARTICIPANTS AND SETTING

The survey participants were university students enrolled in the
mandatory course of English for Academic Communication. The
survey took place during the second scheduled class meeting, ensuring
the data were taken from all enrolled students present.

RESEARCH INSTRUMENT

The primary research instrument was designed as a structured
questionnaire aimed to elicit initial student perceptions of the flipped
class model across three main dimensions: clarity, relevance, and
motivation (Table 3).

Table 3.

Assessing Students’ Acceptance of the Flipped Classroom

Survey Section Sample Questions Response Format
“How clear and 4-point Likert scale
Course Clarity/ understandable is the (Likert, 1932); e.g.,
Expectations course syllabus to you?’ “Very clear” to “Not

clear at all”

“How relevant do you find | 4-point Likert scale;
Relevance/Utility | the course content to your e.g., “Highly relevant”
academic needs?” to “Not relevant”
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Survey Section Sample Questions Response Format

“How useful was the first 4-point Likert scale:
Flipped Activity homework assignment for “Very useful” to “Not
Assessment understanding the course useful”

aims and expectations?”’

“How motivated do you 4-point Likert scale:
Motivation feel to actively participate “Very motivated” to
/Engagement in this course after the first | ‘“Not motivated”

lesson?”

“Which skills do you Multiple-choice
Learning consider the most selection (selecting
Priorities important to gain fromthis | one or more options)

course?”

DATA COLLECTION PROCEDURE

The data collection was integrated into the second class
meeting, following this schedule:

e (lass 1 (Introduction): The instructor introduces the
course, including the syllabus and the expectations of the flipped
model. Students are assigned their first independent homework
(pre-class preparation) on the topic of formal vs. informal style,
with clear instructions.

e Class 2 (Conducting the survey):

o At the beginning of the second class, students are
introduced to the survey’s purpose (to improve the students’
progression through the course) and instructed to complete it
anonymously and independently.

o The Survey: Master Students’ Attitude to the Course.

This phase is performed in Google Forms before the main
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academic discussion to capture attitudes based primarily on the
first class and the assigned homework experience.

o Data use: Following the survey, the instructor reviews
key findings (major attitudes derived from survey responses)
alongside the assessed positive outcomes of the homework
(checked on the course platform). This data can be used to build

the rest of the course interaction.
DATA ANALYSIS

The analysis of the collected data involved:

e Assessing students’ responses to quantify student
perceptions of study material clarity, relevance, utility, and
learners’ motivation.

e Analysing which skills the students consider the most
important to determine their learning priorities.

The findings provide immediate feedback to the instructor
to adjust pedagogical strategies and form the basis for the flipped

classroom structure.
SURVEY RESULTS

COURSE SYLLABUS ANALYSIS

The analysis of students’ responses regarding the clarity of
the course syllabus reveals a high degree of perceived clarity
among the 60 respondents. A dominant majority of students
(58.3%) rated the syllabus as “Very clear,” and an additional
40.0% found it to be “Mostly clear.” Cumulatively, 98.3% of the
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students felt the syllabus was either “Very clear” or “Mostly
clear,” positively communicating the course structure and
expectations from the outset. Crucially, no respondents rated the
syllabus as “Not clear at all,” with only a negligible fraction — one
student (1.7%) — finding it “Somewhat unclear.”

These results suggest that the foundational information
required for student success in the flipped classroom (clear
expectations) was effectively established, which aligns positively
with the enabling factors described in the research hypotheses.
PERCEIVED RELEVANCE OF THE COURSE CONTENT

Assessing students’ perception of the relevance of the
course content to their academic needs demonstrates general
approval and perceived value among the 60 Master students. The
responses were split almost evenly between the two highest
positive categories: 48.3% of students rated the content as “Highly
relevant, and another 48.3% found the content “Relevant.”
Cumulatively, 96.6% of the participants consider the course
content to be relevant or highly relevant to their academic success,
suggesting that the course is well-aligned with the students’
perceived professional or academic needs. Only two students
(3.3%)considered the content to be “Somewhat relevant.” No
students reported the course content as “Not relevant.” These
results therefore indicate that the course is relevant, which is a key
factor in establishing students’ acceptance and motivation in the

flipped classroom model.
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PERCEIVED USEFULNESS OF THE FLIPPED
CLASSROOM MODEL

The analysis of the first “flipped” homework’s usefulness in
clarifying the course aims and expectations shows its positive
perception. A majority of the students found the independent, pre-
class task to be useful: 58.3% of students rated the assignment as
“Useful,” and 38.3% of students rated the assignment as “Very
useful.” Only two students (3.3%) found the assignment to be
“Slightly useful,” and no students rated it as “Not useful.”
Cumulatively, 96.6% of the students found the pre-class task to be
useful or very useful. This high acceptance suggests that the first
practical application of the flipped model was successful in bridging
the gap between theoretical course aims and practical student
expectations, which aligns with the hypothesis that clear learning
objectives and effective pre-class resources enhance students’
acceptance. This demonstrates that the initial exposure to the
independent learning component of the flipped classroom was
positive, mitigating potential resistance to the pre-class workload.
STUDENT MOTIVATION FOR ACTIVE
PARTICIPATION

The analysis of students’ motivation to actively participate
after the first lesson further underscores the positive reception of
the course and the flipped class activities. The data show strong
initial motivation among the 60 Master students: 58.3% of students

reported feeling “Motivated” to actively participate, and 30.0%
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reported feeling “Very motivated.” In total, 88.3% of the students
expressed positive motivation (“Motivated” or “Very motivated”).
This high level of motivation is a key indicator of increased
acceptance and engagement, supporting the hypothesis that
perceived relevance, clear objectives, and useful pre-class work
successfully foster students’ acceptance of the flipped class model.

A smaller segment of the students reported lower levels:
11.7% of students felt only “Slightly motivated,” and no
respondents reported feeling “Not motivated.” Although the
number is small, the “Slightly motivated” group identifies a
segment of the class where instructors could focus pedagogical
strategies (encouraging meaningful collaboration) to convert
passive motivation into active engagement, thereby further
boosting overall participation.

STUDENTS’ PERCEIVED LEARNING PRIORITIES

The final stage of the analysis examined students’ learning
priorities by asking respondents to mark the most important skills
they hoped to gain from the “English for Academic
Communication” course, which revealed a preference for oral and
interactive communication skills, academic discussions, and
academic writing. In particular, presentation and public speaking
skills were the top priority, selected by 36.7% of respondents,
indicating a high need for developing confidence and competence
in delivering formal talks. Next, the ability to participate in
academic discussions and debates was the second priority, chosen

by 21.7% of students. This underscores the value students place on

239



The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

interactive, in-class communication, which aligns with and
supports the active learning phase of the flipped classroom model.

The remaining skills garnered a smaller, but still significant,
proportion of the votes. “Improved academic writing skills” and
“Better understanding of formal vs. informal communication
styles” were each selected by 15.0% of the students. “Expanded
academic vocabulary and terminology” was the lowest priority,
chosen by 11.7%.

IMPLICATIONS AND RECOMMENDATIONS

The findings offer a promising direction for instructional
practice. The students’ acceptance, motivation, and alignment
with course objectives found here suggest that the instructor
should use the initial ratings to proceed with the flipped model.
The flipped model helps to reserve live interaction time for the
very activities students prioritise. In the final account, students are
more engaged when they perceive the flipped classroom to be
helpful, well-run, supportive, and empowering.

The core takeaway from this study — that clear structure and
perceived relevance promote strong initial students’ acceptance
and success in the flipped classroom—is highly applicable and can
be extrapolated across other subjects and study areas.

In other words, for a flipped classroom model to succeed
in any subject, Table 4 outlines four key principles. First,
providing clear structure and expectations reduces student
anxiety and confusion. Second, the course must establish

perceived relevance by explicitly linking pre-class content to
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valuable in-class activities. Third, instructional design must

address cognitive barriers by breaking down complex pre-class

material to prevent overload. Finally, the model develops active

skills, using face-to-face time to practice the complex

applications that students value most, thereby justifying the

preparatory work.

Table 4.

Key Principles for Application in Other Disciplines

Principle

Application in Other Disciplines

Clear Structure
& Expectations

Mathematics and Coding: Providing explicit,
sequenced instructions for pre-class problem sets and
clear rubrics for in-class group work reduces anxiety
and prevents students from feeling lost in complex
material.

Psychology/Sociology: Clear guidelines for pre-class
readings on theoretical frameworks, paired with precise
instructions for in-class group analysis of case studies
or experimental data.

Perceived
Relevance

History and Literature: Linking the pre-class
reading/lecture (e.g., a historical event or literary
theory) to an active in-class debate, simulation, or case
study (e.g., analysing current events through a historical
lens). This answers the student question, “Why do I
need to learn this?”

Nursing/Healthcare: Using pre-class modules to cover
foundational anatomy, so in-class time can be used for
hands-on clinical simulations or diagnosing complex
patient scenarios, directly linking theory to practice.

Addressing
Cognitive
Barriers

Engineering and Science: Recognising that topics
requiring significant synthesis (like circuit analysis or
biological processes) impose a higher cognitive load.
Instructional design must ensure pre-class materials are
chunked and high-quality to prevent “clipped thinking”
and allow students to arrive prepared for deeper, active
learning.
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Principle Application in Other Disciplines

Philosophy:  Acknowledging the density of
philosophical texts. Pre-class work can involve guided
reading questions or short videos explaining core
concepts, so students aren't overwhelmed before the in-
class Socratic discussion.

Business and Law: If students develop such skills as
negotiation, legal writing, or complex modelling, the
flipped model should be used to dedicate the live
interaction time exclusively to practising these high-
priority, complex application skills, justifying the
Developing preparatory work.

Active Skills Graphic Design/Architecture: Using pre-class time to
learn software tutorials or design principles, freeing up
in-class “studio” time for active creation, peer critique,
and instructor feedback on their actual projects

CONCLUSION

Based on a survey-based methodology, this study has
investigated students’ attitudes toward the flipped classroom
model in an academic communication course, focusing on their
engagement and perceived outcomes. The study proves that the
foundation of the model rests on two interconnected phases:
independent Pre-Class Preparation and In-Class Active Learning,
but its success depends on intrinsic student characteristics, such as
psychological factors (cognitive demands, self-discipline, and
social exposure), as well as digital and cognitive factors (‘clipped
thinking and fragmented attention). Overall, students’

engagement and learning outcomes are shaped by the complex
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interaction of the pedagogical methods, psychological readiness,
and individual cognitive styles.

The survey results validate the English for Academic
Communication course design and its implementation, mitigating
potential negative factors outlined in the research hypothesis.
Students’ feedback indicates overall approval for the course
structure, with a majority finding the syllabus clear and the content
highly relevant, confirming that clear objectives and perceived
value boost acceptance. This positive reception extends to the
flipped component, as nearly all students found the initial
homework manageable and useful, suggesting that the pre-class
workload was seen as constructive. Furthermore, students’
motivation for active participation proved high, with a large
majority reporting feeling motivated after the first lesson,
indicating strong initial acceptance. Finally, students’ primary
learning priorities are concentrated on active skills, particularly
oral communication (presentations and public speaking), as well
as interactive skills (academic discussions and debates).

The theoretical value of this study is that it contributes to
the available literature by moving beyond a simple dichotomy
of student success versus failure in flipped learning.
Specifically, it provides an empirical link between emerging
digital-cognitive barriers (“clipped thinking”) and fundamental
psychological factors (such as cognitive load), offering a more
specific, integrated model for understanding students’

resistance. Furthermore, by demonstrating that the successful
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mitigation of these issues is directly measurable through
positive indicators like perceived clarity and relevance, the
study reinforces the importance of the Perception/Acceptance
dimension as a critical, actionable component of the flipped
model's theoretical framework.

The results offer immediate, actionable insights for educators
and course designers across disciplines, testifying to the practical
value of the study. The development of speaking skills provides a clear
guideline for instructors to dedicate in-class time to high-value
activities such as presentations and debates, thereby justifying the pre-
class workload. Furthermore, the findings highlight that ensuring high
perceived clarity and relevance is the most efficient instructional tool
for promoting initial students’ acceptance, suggesting that the time
invested in refining the syllabus and linking pre-work to tangible in-
class application directly addresses key motivational factors.

However, despite positive initial findings, the long-term
effectiveness of the flipped classroom demands further investigation.
Instructional strategies must proactively address issues such as
cognitive effort, anxiety management, attention fragmentation, and
resistance to change to consistently foster students’ engagement. This
study demonstrates that the initial acceptance and engagement in any
flipped learning environment are not subject-specific but are
fundamentally connected to motivation and cognitive load
management, confirming that effective instruction across all
disciplines relies on establishing clear structure and perceived

relevance.
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Lle Oocnioxcenns npucesuene BUBYEHHIO KOMWIEKCHOL 83a€EMOOIT
NCUXONIOSTYHUX 1 KOSHIMUBHUX (DaAKMopis, 5KI 6NIuUBaAmMb HA CMAGIEHHS.
CMYOeHmi8 ma ix 3anyueHicmb HABYAIbHULL Npoyec NpU 3ACMOCYBAHHI MOOei
nepeeepuymozo xuacy (flipped classroom). Ocobnuey yeaey npudineno poii
«KIIN0B020 MUCTIEHHA) — YUPPO-KOSHIMUBHO20 Dap'epa, wo XapaKxmepuzyemuscs
ppazmenmosaroio yeazoio.

Buxopucmosyiouu memooonozito onumysanna na Kypci «Axademiuna
KOMYHIKAYisl  AHTIUCLKOIO MOBOIOY, OYI0 NPOAHANI308AHO  CNPUUHAMMS
cmydenmamy  ACHOCMI,  PeleeanmHOCmi, — MOMUSayii.  ma  HABYWILHUX
npiopumemis. Pezynomamu noxkazyoms, wjo, xoua ycnix Mooeui 3Ha4¥HO0 MIpoio
3anexHcums  6i0  BHYMPIWHIX  XAPAKMEPUCMUK, MAKUX 5K NCUXON02IUHA
20MOBHICMb ~ MA  [HOUBIOYAILHULL ~ KOSHIMUBHULL ~ CMUIb,  NOYAMKOBA
iMniemenmayis. mMooeni YCHIWHO 3HUUIA Nomenyiunutl onip. 30Kpema,
00CNI0dHCEHHS NIOMBEPONCYE, U0 BUCOKA CHPULIHAMA SACHICIb A PENIeBAHMHICHb
CMpYKmypu ma 3micmy Kypcy CYMmeESO NiO8UUYIONb NOYAMKO8e NPULIHAMMA
cmydenmamu ma ixuo momusayiro. Kpim moeo, euseneno, wo cmyoenmu
Haoaoms npiopumen akKmueHUM YCHUM Ma IHMePaKMUEHUM KOMYHIKAMUGHUM
suoam OSLIbHOCHI, W0 NIOMBEPONCYE OOYLTLHICIb CIPYKIYDU NePesepHymoc0
KIACY, CNPSMOBAHOL HA eheKmusHe BUKOPUCIAHHS AYOUMOPHO20 YACY.

Teopemuuna yinHicmb OOCTIOJNCEHHS NOJSAAE 8 THMe2payii HOBIMHIX
3HAHb WO00 YUPDPO-KOSHIMUBHUX Oap €PI6 («KNIN0Be MUCTIEHHY), YCMANeHUX
NCUXONIO2TUHUX (akmopie (KoeHimusHe HABAHMANCEHHS), NPONOHVIOYU HOBY,
iHmez2posamny mooeis OJisi PO3VYMIHHS HENPULHAMMA YU ONOPY CMYOeHmi8 MOOel
NepesepHymoco Kidcy no3a Melcamiu npocmoi Ouxomomii ycnixy 4u Hegoadui.
Ipaxmuuna yinnicms nonsieae 8 HAOAHHI BUKIAOAYAM OOKA30801 OA3U MO0, WO
3a0e3neyeHHs YimKoi CmpyKmypu ma GUCOKOI pele8aHmMHOCMI € HAauoOibuu
e exmuHo nedazoeiuHo cmpamezicio Ol 3A0X0UEeHHs NPULHAMMS MOOel
ma oOIpYHMYBAHHSL NONEPEOHbO20 NO3AAYOUMOPHO20 HABAHMANCEHHS 8 YCiX
HABUATILHUX OUCYUNTITHAX.

Knwuoei cnosa: 3anyuenicmv;, Kuinoge MUCTEHHS,  KOSHIMUGHE
HABAHMANCEHHS, NePeBEPHYMULL KILAC; NPULIHAIMMS CIMYOeHmamu.
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ABSTRACT

This article examines the cognitive, neuropsychological,
and pedagogical significance of deep reading in the context of
the digital transformation of contemporary culture. Drawing on
interdisciplinary  research in  neuroscience, cognitive
psychology, media studies, and reading pedagogy, the study
defines reading as a complex cognitive activity that integrates
visual, linguistic, semantic, and affective processes. Such
integration strengthens executive functions, sustained attention,
metacognitive monitoring, analytical reasoning, and social and
emotional competencies. A theoretical analysis of recent
empirical findings reveals substantial evidence that digital
environments — characterised by fragmentation, accelerated
media formats, and habitual multitasking — undermine the
cognitive conditions necessary for deep reading. International
assessments such as PIRLS and PISA likewise indicate a decline
in reading stamina, comprehension depth, and higher-order
interpretive skills among school-age learners. These tendencies
are exacerbated by the persistence of outdated instructional
models that emphasise factual reproduction rather than
immersive engagement with literary texts. The study argues that
restoring deep reading requires a pedagogical reorientation
toward slow, reflective, and emotionally engaged interaction
with texts, supported by teachers who understand the cognitive
mechanisms of reading and the challenges of digital culture.
Policy-level measures, including curriculum redesign and
strengthened reading promotion initiatives, are also essential.
Overall, the article demonstrates that deep reading remains a
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vital cognitive and cultural practice capable of fostering
intellectual resilience, ethical sensitivity, and reflective thinking
in the digital age.

Keywords: attention, cognitive development, deep
reading, digital culture, educational strategies, empathy,
literary education, media environment, neuroscience, reading
competence.
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INTRODUCTION

Over the past decades, a growing body of international
scholarship has demonstrated that reading constitutes one of the
fundamental cognitive practices shaping the architecture of the brain,
the emotional sphere, and the intellectual development of the
individual. Neurocognitive research shows that reading is not merely
the ability to decode graphic symbols but a highly complex activity
that engages multiple brain regions working together to form new
neural connections (Carr, 2010; Dehaene, 2020; Zull, 2011).
Through this integration, reading strengthens attention, working
memory, analytical thinking, imagination, and empathy, thereby
becoming a powerful driver of holistic personal development.
Besides, reading is an activity that activates both cognitive and
affective systems, enabling the learner to form durable internal
representations and develop reflective, emotionally attuned thinking
(Immordino-Yang & Damasio, 2007).

These scientific insights stand in sharp contrast to the
contemporary situation, in which the rapid expansion of digital

technologies has radically altered the nature of human interaction
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with text. Numerous studies report a decline in sustained attention,
the dominance of skimming, reduced persistence in cognitively
demanding tasks, and the weakening of deep, focused reading — a
skill that once formed the foundation of education (Baron, 2015;
Mangen et al., 2013). Meta-analytic evidence demonstrates that
digital reading is frequently associated with lower comprehension,
decreased metacognitive monitoring, and less accurate recall
compared to print reading (Delgado et al., 2018; Singer & Alexander,
2017). At the same time, school-age youth seldom read full literary
works, often replacing them with summaries or fragmented digital
interpretations, which negatively affects their cognitive growth,
linguistic competence, and emotional sensitivity.

The problem is further exacerbated by the fact that many
teachers responsible for cultivating students’ reading
competencies are not sufficiently familiar with contemporary
findings in cognitive psychology, educational neuroscience,
and the psychology of reading (Willingham, 2009, 2017).
Consequently, schools frequently reproduce outdated
instructional models in which attention is directed not toward
reading as a cognitive process but toward the reproduction of
factual material such as biographies, literary-historical data, or
schematic plot summaries. This misalignment reduces the time
allocated to genuinely deep reading and, as a result, literature
lessons often become lessons about literature rather than

lessons of reading. Such instructional practices overlook the
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crucial significance of slow, immersive engagement with a
text — an approach repeatedly emphasised in modern research
on reading and learning (Wolf, 2007, 2018).

In the digital age — marked by overwhelming information
flows, increasingly brief and fast-paced media formats,
fragmented attention, accelerated multitasking, and the illusion of
informational mastery — educational institutions face profound
challenges from digital transformation (Mospan & Sysoieva,
2022; Mospan, 2023). Students find it increasingly difficult to
maintain cognitive endurance, and their reading habits are shaped
by media environments that reward speed over depth, immediacy
over reflection, and surface-level scanning over analytical
engagement (Carr, 2010; Ophir et al., 2009). Research in media
psychology and digital well-being further shows that such
environments promote rapid attentional shifts and undermine the
cognitive mechanisms required for sustained, reflective reading
(Kaye et al., 2021).

These circumstances necessitate a comprehensive
examination of the role of reading in cognitive development, an
evaluation of current reading practices in schools, an identification
of the factors that impede deep reading, and the development of
pedagogical strategies that can restore reading to the centre of
literary education. The present article addresses these issues by
conceptualising reading not merely as an educational or cultural

activity but as a deeply cognitive and neuropsychological process
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that plays a decisive role in shaping the intellectual identity,

emotional maturity, and reflective capacity of the modern student.
METHODS

The present study is based on a comprehensive theoretical
analysis of contemporary interdisciplinary scholarship in the fields
of the neuropsychology of reading, cognitive science, media
psychology, and the methodology of teaching literature. The
methodological foundation of the work combines several
analytical approaches applied to an extensive corpus of scientific
sources that encompass findings from recent decades in
neuroscience, developmental psychology, pedagogy, and digital
literacy research (Chesnokova & Zyngier, 2024; Dehaene, 2020;
Willingham, 2009; Zull, 2011). This integrative framework
enables a holistic understanding of reading as a multifaceted
cognitive and cultural phenomenon shaped simultaneously by
biological, psychological, educational, and technological factors.

The first methodological component involved a cognitive-
neuropsychological analysis of studies describing the functioning
of the brain during reading, the formation and consolidation of
neural networks, and the roles of working memory, attention,
executive functions, and emotional processing. This approach
made it possible to conceptualise reading as a multilayered activity
that integrates visual, linguistic, semantic, and affective brain
systems. Recent researches illuminate the neural mechanisms

underlying meaning construction, empathy, and reflective
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thinking. Special attention was also paid to the emerging field of
educational neuroscience, which offers insights into how reading
fosters cognitive flexibility and long-term neural plasticity (Carr,
2010; Immordino-Yang, 2016; Kandel, 2016).

The second analytical tool consisted of a psychological-
pedagogical analysis focused on the influence of reading on the
development of thinking skills, emotional sensitivity, reflective
capacity, and empathy. This included an examination of research
on reading competence, the developmental characteristics of
school-age learners, and motivational factors influencing students’
engagement with literary texts (Baron, 2017; Mangen et al., 2013).
Studies on reading motivation and the science-of-reading
framework (Duke & Cartwright, 2021) were incorporated to
clarify how cognitive and affective components interact in the
formation of reading comprehension.

A further methodological component was the analysis of
digital transformations, drawing on media psychology, digital
culture studies, and cognitive load theory. This allowed us to trace
how contemporary information environments — characterised by
fragmentation, multimedia saturation, rapid shifts between tasks,
and clip-like formats — affect students’ attention span, depth of
information processing, and reading habits (Carr, 2010; Robinson
& Calvo, 2021). The analysis also considered findings on digital
well-being and attentional fragmentation, which highlight how
constant connectivity and digital multitasking reshape the

cognitive preconditions required for deep reading (Kaye et al.,

254



Larysa Udovychenko. Deep reading and cognitive development in the digital age -

challenges and educational strategies.

2021; Ophir et al., 2009). Meta-analytic comparisons of print and
digital reading (Delgado et al., 2018; Singer & Alexander, 2017)
further informed the interpretation of changes in comprehension
and metacognitive monitoring.

The methodological toolkit was additionally complemented
by a pedagogical content analysis of current school practices. This
involved systematising existing instructional models of literature
lessons, evaluating their alignment with contemporary cognitive-
scientific findings, and identifying elements of instruction that
either support or hinder the development of deep, meaningful
reading. Traditional educational approaches were compared with
newer instructional strategies aimed at cultivating sustained
attention, emotional engagement, interpretive thinking, and
dialogic interaction with texts (Ferlazzo, 2020; Wolf, 2018). Such
a comparison made it possible to outline pedagogical conditions
conducive to restoring deep reading in a digitally mediated
educational environment.

Overall, the study employs an interdisciplinary
methodology that integrates neuroscientific data, psychological
models of reading, analyses of educational practices, and
contemporary approaches to teaching literature. This
multifaceted framework provides a holistic foundation for
understanding the role of reading in student development and

enables the identification of pedagogical strategies capable of
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supporting, strengthening, and restoring deep reading in the

context of the digital age.
RESULTS

The results of the theoretical analysis demonstrate that
reading plays a uniquely significant role as a cognitive and
emotionally intellectual activity that exerts a multidimensional
influence on student development. Neuropsychological research
confirms that reading is a highly organised process involving
numerous brain regions responsible for visual perception,
linguistic processing, semantic integration, logical reasoning, and
affective response (Carr, 2010; Dehaene, 2009, 2020; Zull, 2011).
Through this coordinated activity, reading forms complex neural
networks that foster the interaction of several cognitive systems
and strengthen executive functions, sustained attention, analytical
thinking, and the capacity for prolonged concentration. Numerous
studies further indicate that the neurological benefits of reading
extend into long-term cognitive resilience, supporting neural
plasticity throughout the school years (Immordino-Yang, 2016).

One of the key findings is that reading literary texts activates
mechanisms of imagination, empathy, and emotional sensitivity. By
engaging with artistic imagery, students draw upon internal models
of the world, fostering the development of ethical thinking, the ability
to interpret another person’s emotions, and an expansion of personal
experience through the feelings and situations presented in the text.

In this sense, reading functions as an intellectual and emotional
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training ground that reinforces learners’ capacity for reflection, self-
understanding, and empathic reasoning (Baron, 2015; Mangen &
van der Weel, 2016). Recent educational research also emphasises
that deep engagement with literature has measurable benefits for the
growth of social and emotional competencies and narrative
understanding (Wolf, 2018).

The analysis of literary and pedagogical scholarship further
indicates that reading contributes not only to the formation of
cognitive structures but also to holistic personal development.
Reading enriches vocabulary, shapes the internal linguistic picture
of the world, cultivates sensitivity to semantic nuance, and
enhances critical and interpretive thinking skills. It is one of the
most powerful factors in the development of abstract reasoning
and independent intellectual work. These findings align with
large-scale international assessments such as PIRLS and PISA,
which repeatedly demonstrate strong correlations between reading
proficiency, academic performance, and long-term learning
outcomes (Mullis et al., 2022; OECD, 2019).

However, the examination of contemporary reading
practices among students reveals several persistent problems
related to a considerable decline in reading activity. Students
across grade levels increasingly avoid reading full literary works,
often substituting genuine interaction with the text with
fragmented browsing, plot summaries, short online adaptations, or

social media content. Such practices hinder the development of
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deep reading competence and negatively affect attention, inner
focus, metacognitive monitoring, and the ability to analyse literary
works on a meaningful level (Baron, 2015; Singer & Alexander,
2017). Meta-analyses similarly show that digital reading
environments often encourage superficial processing and reduce
comprehension accuracy (Delgado et al., 2018).

One of the central causes of this phenomenon is the digital
transformation of the information environment. Today’s children
grow up in a culture of instant messaging, short video formats, clip
thinking, and fragmented data consumption. Rapidly shifting
information streams promote habits of surface-level scanning
rather than vertically deep engagement with a text. This creates a
cognitive dissonance between the nature of digital media, which
rewards speed and immediate reward, and the nature of reading,
which requires focus, time, and cognitive endurance (Carr, 2010;
Kaye et al., 2021). Research on digital distraction confirms that
repeated attentional switching, characteristic of digital behaviour,
weakens students’ ability to sustain prolonged cognitive effort
(Robinson & Calvo, 2021).

In addition, several didactic problems impede the effective
organisation of reading in school instruction. Many teachers lack
adequate  knowledge of contemporary  findings in
neuropsychology and cognitive science related to reading, while
school curricula remain overloaded with factual content that limits
time for deep reading and discussion. As a result, students

frequently direct their efforts not toward the literary text itself but
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toward external, formal elements of the lesson: plot summaries,
biographical facts, or character lists (Willingham, 2017). Such
practices displace the core activity of reading and reduce
opportunities for meaningful interpretation. Comparative studies
in reading education also highlight a gap between traditional
instructional models and newer approaches rooted in the science-
of-reading perspective (Duke & Cartwright, 2021).

The analysis further reveals a significant discrepancy
between the requirements of contemporary reading science and
current school practices. While neuroscience emphasises the
importance of slow, reflective engagement with a text, many
classrooms continue to prioritise rapid progression through
material. This contradiction may be one of the factors
contributing to the decline in reading skills, reduced attention
span, and a weakening of interpretive thinking. Emerging
research in digital-age learning similarly shows that deep
reading requires structured pedagogical scaffolding and a
deliberate balance between print and digital modalities
(Barzillai et al., 2018).

In summary, the results indicate that reading in
contemporary schools is experiencing a crisis caused by
cognitive, cultural, and pedagogical factors. Despite this,
theoretical analysis confirms that reading remains a crucial
resource for brain development and for cultivating analytical,

emotionally intelligent, and reflective thinking. Its
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developmental potential persists, making reading indispensable
for the formation of an intellectually resilient and intrinsically

motivated learner in the digital age.
DISCUSSION

The discussion of the findings underscores the urgent need,
within contemporary digital culture, to rethink pedagogical
approaches to reading and to update the methodology of teaching
literature. Neuropsychological and cognitive data highlighting the
importance of deep reading for brain development, attention span,
analytical thinking, and emotional functioning pose a clear
challenge for schools: to create learning environments capable of
helping students resist fragmented and superficial modes of text
interaction. These findings align with broader educational
neuroscience research showing that cognitively demanding,
immersive reading tasks stimulate long-term neural plasticity and
foster reflective, integrative thinking.

One of the key directions for methodological renewal is
the re-establishment of reading as the central, rather than
secondary, activity of the literature lesson. This requires
reducing the volume of factual material that often displaces the
time needed for genuine immersion in a literary work. Instead
of prioritising plot retellings, biographical notes, or external
character features, instruction should be oriented toward work
with the text itself — toward forming internal connections

between the student's emotional experience and the artistic
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content of the work (Willingham, 2017). Research within the
science-of-reading framework also emphasises the value of
explicit metacognitive engagement, sustained attention, and the
deliberate cultivation of interpretive strategies.

In this context, the principle of slow reading becomes
especially significant, standing in opposition to digital
fragmentation and clip thinking. Slow reading makes it possible to
experience a literary text deeply, to integrate multiple cognitive
and emotional processes, and to cultivate imagination, empathy,
and interpretive skills. It is through reading that the student
develops the ability to concentrate on complex textual structures,
identify subtexts, understand character motivations, and articulate
an ethical stance (Mangen & van der Weel, 2016; Wolf, 2018).
These processes are increasingly recognised as essential for
strengthening cognitive stamina in the digital age, where constant
multitasking weakens sustained engagement (Ophir et al., 2009).

The discussion also highlights the necessity of updating
teachers’ pedagogical thinking. In practice, many literature
teachers lack familiarity with contemporary neuropsychological
and cognitive-scientific findings on reading, which limits their
ability to design effective methodologies. Competence in working
with students’ attentional mechanisms, sustaining motivation, and
fostering skills of focus and emotional engagement requires
targeted professional development and continuous learning. The

modern teacher must become a mediator between the deep
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cognitive mechanisms of reading and the realities of digital
culture, which often encourages immediacy and superficial
processing. Teacher preparation programs, therefore, should
integrate findings from cognitive science, media psychology, and
digital literacy studies.

Another essential direction for improvement is the
implementation of practical technologies of deep reading, which can
make the literature lesson more interactive, emotionally engaging, and
oriented toward the student’s personal experience. Such technologies
include annotated reading, reading workshops, readers’ journals,
interpretative work with artistic imagery, dialogic reading, and
individual or group projects encouraging creative engagement with a
text. These forms restore the connection between the student and the
text, returning reading to the status of an emotionally meaningful and
intellectually rich activity. They also support the development of
multimodal literacy, a competence increasingly necessary in
contemporary media environments (Barzillai et al., 2018).

Furthermore, the discussion confirms the necessity of systemic
changes at the level of educational policy. Curriculum frameworks
must be revised to reduce overload and strengthen the emphasis on
reading as a process. State and institutional initiatives are needed to
support school libraries, promote reading among young people,
integrate cognitive-scientific knowledge into teacher education, and
modernise instructional materials. International assessments such as
PIRLS and PISA consistently demonstrate the importance of strong

reading competencies for academic achievement and lifelong learning
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(Mullis et al., 2022; OECD, 2019). These findings underscore that
policy interventions are not merely desirable. However, it is essential
for preventing further decline in deep reading skills.

In a broader context, the findings of the study show that reading
remains a unique practice capable of providing balance between the
speed of digital information and the depth of intellectual reflection. In
a world where digital media cultivate habits of instant gratification,
reading instead demands time, focus, and inner discipline. For this
reason, restoring reading to its central position within education may
serve as an effective response to the major pedagogical challenges of
the digital age, reinforcing the cognitive foundations necessary for
thoughtful, resilient, and ethically grounded learners.

In conclusion, the discussion confirms that an updated teaching
methodology — grounded in the principles of slow, deep, and
personally engaged reading — has the potential to significantly enhance
student development and to restore literature’s role as a core space of
intellectual and spiritual culture in the school environment. Only
through such a reorientation can education respond meaningfully to
the cognitive and ethical demands placed on young people in an era of

rapid digital change.
CONCLUSIONS

The present study demonstrates that reading occupies a
central place in the cognitive, emotional, and intellectual
development of the student, and that its importance grows

significantly in the context of the digital transformation of
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contemporary culture. Findings from neuropsychology and
cognitive science confirm that reading activates complex neural
networks, strengthens executive functions, and develops attention,
analytical thinking, imagination, and empathy. Literary texts, in
turn, stimulate emotional self-understanding, broaden internal
experience, cultivate ethical sensitivity, and foster reflective and
interpretive insight. These outcomes underscore the irreplaceable
role of literature-based reading in shaping both cognitive and
social and emotional maturity.

At the same time, the analysis reveals a deep crisis of
reading in contemporary schools — one caused not only by digital
acceleration but also by weaknesses in current didactic practice.
Fragmented attention, the dominance of clip-like formats, reduced
reading stamina, and the mismatch between instructional routines
and the actual cognitive mechanisms of reading have led to a
decline in reading competence and superficial engagement with
texts. International assessments such as PIRLS and PISA further
confirm that declining deep-reading skills correlate with lower
academic performance and weakened higher-order reasoning.

In this context, updating the methodology of teaching
literature becomes particularly urgent. An effective pedagogical
strategy must rely on the principles of slow, attentive, and
emotionally engaged reading; regular and unhurried immersion
in the text; and the cultivation of intrinsic motivation to read.
The preparation of teachers who understand the cognitive and

neuropsychological processes underlying reading is therefore
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essential. Such preparation should include familiarity with
contemporary research on digital reading, metacognition, media
distraction, and attentional scaffolding. Without this, teachers
will remain unable to counteract the pressures of digital culture
within the classroom.

Equally important is supporting reading at the level of
educational policy. Curriculum frameworks must be revised to
reduce overload, allowing time for extended engagement with
literary works. Institutional initiatives are needed to strengthen
school libraries, integrate cognitive-scientific knowledge into
teacher education, and promote reading as a meaningful cultural
practice for young people. Approaches informed by the science
of reading (Duke & Cartwright, 2021) and digital-well-being
research (Kaye et al., 2021) can guide reforms that foster
sustained reading habits, deeper comprehension, and greater
student autonomy.

In summary, the return of reading to a central position in
school-based humanities education is not a nostalgic gesture but
a scientifically grounded and pedagogically necessary response
to the challenges of the digital age. Reading provides the
conditions for intellectual resilience, balances the speed of
information flows with the depth of thought, and supports the
formation of a holistic, reflective, and emotionally sensitive
personality. For these reasons, reading must remain a core

educational practice shaping the development of the modern
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student in an era of rapid technological change. Ensuring this
will require coordinated efforts from teachers, policymakers,
researchers, and communities — yet the benefits for the
intellectual and cultural future of young people make this

endeavour both urgent and profoundly worthwhile.
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Y cmammi 30iticheno mincoucyuniinapruil auaniz KOeHImueHo2o,
HeUpONCUxXoociyHo20 ma neda2ociuHo20 3HAYeHHs: 2IUOUHHO20 YUMAHHSA 8
ymosax yugposoi mparcopmayii cyuacnoi xyromypu. Cnuparouucv Ha
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ABSTRACT

This paper explores the way English language teachers
use TikTok as a platform for developing digital competence and
creating educational content. The study aims to reveal the
pedagogical purposes, content formats, and levels of digital
competence demonstrated in teacher-generated TikTok videos.
A descriptive qualitative design was employed to analyse 111
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videos published under English-teaching-related hashtags.
Using an observation checklist based on the European
Framework for the Digital Competence of Educators
(DigCompEdu), the videos were classified by instructional
purpose, format, and technological sophistication. The findings
indicate that reflective and personal content predominates,
revealing teachers’ tendency to use TikTok for professional self-
expression and informal learning rather than structured
instruction. Vlogs were identified as the dominant format,
reflecting teachers’ preference for authentic, narrative-sStyle
communication that humanises the teaching profession. Most
creators demonstrate an intermediate level of digital
competence, confidently using the platform’s basic features but
rarely applying advanced editing or Al design strategies. The
study concludes that TikTok enhances teachers’ digital,
communicative, and creative competencies. However, its
interactive and assessment-oriented potential remains
underused. The paper highlights the need for targeted
professional development to support educators in transforming
social media into a strategic environment for innovative
teaching and the growth of digital literacy.

Keywords: content creation; digital competence; English
teachers; microlearning; TikTok
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INTRODUCTION

Digitalization, as a sociocultural phenomenon of modern
times, has become one of the driving forces behind the
development of most spheres of social life, including education
(Mospan et al., 2022; Mospan, 2023). The issue of digital
transformation in education has become particularly relevant after
Ukraine signed the Agreement on Participation in the EU Digital
Europe Programme (2021-2027), which provides for the
development of digital infrastructure, the support of innovative

educational practices, and the enhancement of citizens’ digital
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competencies (Ministry of Foreign Affairs of Ukraine, 2020). The
quality and sophistication of learning forms, mechanisms, and
tools determine the level of professional training, mastery, and
competence of future specialists. Accordingly, education must be
one of the most progressive sectors in the country, capable of
training qualified professionals with a high level of expertise and
a set of positive personal qualities (Kovalchuk et al., 2018).

Therefore, there is a need for competent professionals who
possess a variety of digital educational tools and can use them
appropriately and effectively in their professional teaching practice.
Pedagogical digital competence is defined as “the ability to
consistently apply attitudes, knowledge, and skills required to plan,
conduct, evaluate, and revise ICT-supported teaching” (From, 2017).
In the context of education digitalisation, based on the European
Framework DigCompEdu, the Framework of Digital Competence for
Teaching and Academic Staff has been developed. It describes five
levels of teachers’ digital competence, defined by analogy with the
levels of foreign language proficiency: from Al (beginner) to C
(leader-innovator) (Conceptual and Reference Framework for Digital
Competence of Educators, 2021)

Digital competence is a crucial professional skill for modern
teachers, involving confident and critical use of digital
technologies across educational contexts. The research highlights
that digital competence requires teachers to logically use digital
technologies across professional activities (Henseruk, 2021),
develop continuous learning and adaptability in digital
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environments (Bidyuk et al., 2023), and integrate digital tools for
innovative teaching (Bilyakovska et al., 2024).

The rise of digital pedagogy has led to the emergence of new
learning formats, such as microlearning and social video platforms.
Considering the data from Statistic Brain, which indicates a decrease
in human attention span over the past 15 years from 12 to 8.25
seconds (Kokoulina, 2020), microlearning can be viewed as an
effective form of lifelong learning, particularly for practising
educators in educational institutions. (Lytvynova, 2021).

Although numerous attempts have been made to define
microlearning, there is still no single, universally accepted
definition (Wang et al., 2021). The concept is often associated with
eLearning, mobile learning, and informal learning (Fidan, 2023).
Some researchers regard it as a form of eLearning (Zhang & West,
2020), others as its successor (Javorcik et al., 2023), or as one of
the methods within eLearning designed to maintain the focus and
purpose of learning activities (Salleh et al., 2022).

Typical examples of microlearning include a three-minute
video explaining new software features, a short grammar quiz for
quick practice, or digital flashcards that introduce daily vocabulary
— each intended to deliver concise, actionable knowledge in easily
digestible segments. Despite differences across definitions,
research consistently highlights that the essence of microlearning
lies in providing small, focused learning units that address specific

educational goals (Monib et al., 2024)
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Social media platforms, including TikTok, can support
English as a Foreign Language (EFL) learning and boost students’
enthusiasm and language proficiency. As a popular video
platform, TikTok offers a powerful microlearning space for highly
engaging, bite-sized educational content across multiple
disciplines. It can be utilised as an educational tool with its editing
features, short video format, and customisation options (Meliana
& Seli, 2023). The platform’s primary strengths are brevity,
accessibility, and alignment with digital generation learning
preferences. TikTok offers unique educational opportunities
across various disciplines, including language learning, creative
education, and skill development.

Multiple studies demonstrate the effectiveness of TikTok,
namely its ability to deliver learning units in under 60 seconds
(Zuheir et al., 2021) and significant improvements in
mathematics achievement using TikTok-based microlearning
(Magbago et al., 2025).

The platform’s educational potential is substantiated by
research showing high student engagement: Lamimi et al.
(2024) found that perceived usefulness and ease of use
significantly influence learning intentions, and Meliana et al.
(2023) confirmed microlearning’s success in language
education.

Critically, Conde-Caballero et al. (2023) reported high

satisfaction and technology acceptance across different
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educational contexts, suggesting TikTok’s versatility as a
microlearning tool.

Moreover, TikTok is considered a platform for enhancing
teachers’ digital competence, offering both professional
development opportunities and challenges. Thus, teachers are
increasingly using TikTok to develop digital skills and
innovative teaching approaches, to construct multifaceted
professional identities, with studies revealing they can become
more adaptive, expressive, and innovative (Ulla et al., 2024).
However, the research also considerations (Lindra et al., 2024).

According to TikTok Creative Centre, approximately
2,000 posts with the hashtag #anrmiiiceka, around 329 posts
with #anrmiiicekamoBa, about 329 posts with #learnenglish, and
nearly 1,000 posts with #learningenglish are published weekly
in Ukraine. Thus, the data shows that TikTok is gradually
becoming popular with Ukrainian teachers who are eager to
grow professionally and develop their digital methodological
creativity.

cautions about potential risks, such as inappropriate
content creation and the need for ethical Thus, the relevance of
the study is determined by a certain research gap: most studies
focus on students, while the teacher as a digital content creator
remains underexplored. Besides, little research has been done
to explore how Ukrainian EFL teachers utilise the TikTok

platform to develop their digital competence.
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RESEARCH OBJECTIVES

The purpose of this research is to identify the pedagogical
purposes, content formats, and levels of digital competence
demonstrated in Ukrainian teacher-generated TikTok videos and

to reveal the specifics of educational content creation on TikTok.
RESEARCH METHODS

The study adopts a descriptive qualitative research design to
investigate teachers’ digital competence as demonstrated in TikTok
videos. This approach is appropriate because it enables an in-depth
exploration of how educators apply digital tools, strategies, and
pedagogical techniques within a social media context. The research
design involves analysing videos using a competency framework and
interpreting the data. A descriptive analytical method is employed to
examine teacher-generated content and how teachers integrate digital
literacy and innovative teaching practices.

The researchers conducted a content analysis of 111 TikTok
videos created by Ukrainian teachers. To verify authorship, the
researchers examined the creators’ profile descriptions, usernames,
and linguistic or contextual cues (such as Ukrainian captions or
location tags). The selection criteria included public availability on
TikTok, posting within the one-week observation period, at least one
relevant hashtag, such as H#BUKIIQQYaHTI1ACHKOT,
H#BUMTEIBAHTIIIMNCHKOI, #HaHTNINCHKA, #BUKIAAaHHSIAHTIIIMCHKOI,
#anrmilicbka MoBa, and clear audio-visual quality suitable for

categorisation.
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Data were collected directly through the TikTok interface
using a structured observation checklist as the primary research
instrument. The checklist helped classify videos according to specific
dimensions of digital competence, including pedagogical purpose,
video format, and content creation skills.

To support the quality, accuracy, and transparency of the
research process, several digital tools were employed. TikTok
Creative Center was used to identify relevant educational hashtags,
analyse video trends, and estimate the popularity of English-
language teaching content among Ukrainian creators. Elicit, an Al-
assisted academic research platform, facilitated the discovery and
organisation of recent scholarly sources related to digital pedagogy,
microlearning, and teacher digital competence, ensuring that the
literature review was comprehensive and up to date. Grammarly was
applied in the final stages of manuscript preparation to refine the
linguistic clarity, grammar, and academic tone of the text. All tools
were used ethically to enhance the rigour and presentation of the
study; the authors maintained full responsibility for data

interpretation, analytical decisions, and conclusions.
RESULTS AND DISCUSSION

The videos were classified according to their pedagogical
purpose, format, and the teachers’ level of digital competence.

In terms of pedagogical purpose, five main groups were
identified: instructional/educational videos, which included

grammar or vocabulary explanations, pronunciation tips, mini-
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lessons, and examples of common mistakes;
motivational/inspirational videos, such as “how not to be afraid to
speak English,” success stories, motivational quotes, calls to
action, and lesson extracts; informative/awareness-raising videos,
featuring educational news, digital tools for teachers, and
professional advice; reflective/personal videos, focusing on
teaching experiences, challenges, and humour from a teacher’s
life; and evaluative/analytical videos, presenting the analysis of
students’ mistakes or reactions to other educational content.

Based on format, the videos were divided into several types:
microlearning (short 15-60-second explanations of one concept),
sketch/ short scene (humorous or situational clips such as “Teacher
vs Student”), voice-over/ lip-sync (using trending sounds or audio
with educational subtitles), screen tutorials (demonstrations of
digital tools like Quizlet, Canva, or ChatGPT), reaction/duet/stitch
videos (where teachers commented on or added to others’ content
or feedback), interactive quizzes or tasks (short challenges or
comprehension checks), and vlogs (personal reflections,
classroom moments, or teaching experiences).

Finally, the videos were classified by teachers’ digital
competence into three levels: basic, involving simple use of trends
and minimal editing; intermediate, featuring captions, effects, and
basic editing; and advanced, demonstrating creative use of
algorithms, EdTech tool integration, and audience analytics.

The study used three pie charts to present the results of

analysing 111 teacher-generated TikTok videos. The first pie chart
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(Fig.1) illustrates the distribution of different types of teacher-
generated content on TikTok, analysed by their pedagogical
purpose.

The data clearly show that reflective/personal content
dominates the platform, accounting for 59% of all analysed posts.
This suggests that teachers tend to use TikTok primarily as a space
for self-expression, reflection, and sharing personal experiences
related to teaching and learning, rather than as a purely
instructional tool. Such content may include humorous sketches,

“a day in the life” videos, or reflections on classroom challenges.

B Paz?; Evaluative/

analytical: 4%: 4% = [nstructional’ educational

B Motivational! inspirational
Informative’ awareness-raising
Reflective/ personal

m Evaluative analytical

Pag?; Reflective/
personal; 59%; 39%

Pagl; Informative,
awareness-raising; 4%;
4%

Figure 1. Teacher-Generated Content on TikTok for

Pedagogical Purposes

The second most frequent category is instructional or
educational content (19%), which typically includes short

grammar explanations, vocabulary lessons, or pronunciation tips.
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This indicates that a considerable number of educators still use
TikTok for direct pedagogical purposes, adopting microlearning
strategies suitable for short-form video formats.

Motivational or inspirational content represents 14%,
showing that some teachers focus on encouraging learners or
promoting positive attitudes toward language learning.
Informative/awareness-raising and evaluative/analytical videos
are less common (4% each), suggesting that sharing professional

resources or critical reflections remains limited on this platform.

W Microlearning W Sketch / short scene

Screen totorials

Pag2; Viogs; 44%; 44%

W Interactive quizzes or tasks

B Pan2; Interactive quizzes of
tasks ; 1%; 1%

B Pagl; Reaction/duet/stitch; 3%; 3% X _
Pag2; Screen tutorials ; 3%; 4%

Figure 2. Teacher-Generated Content on TikTok by Format

The second pie chart (Fig.2) illustrates the distribution of
formats used by Ukrainian educators in their English-teaching TikTok
content. The most common format is vlogs (44%), indicating that

many teachers prefer to share personal insights, classroom
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experiences, or reflections rather than strictly instructional materials.
This trend reflects TikTok’s social and performative nature, where
authenticity and storytelling attract greater engagement.

Voice-over or lip-sync videos make up 22% of the content,
showing that educators often use trending sounds or videos for
linguistic commentary, pronunciation practice, or humorous
explanations. Microlearning videos (14%) remain a significant
portion, demonstrating teachers’ interest in concise, goal-oriented
instruction suitable for short attention spans.

Sketches or short scenes (13%) are used creatively to simulate
real-life communication or highlight common language mistakes.
Screen tutorials (5%) and reaction/duet/stitch videos (3%) appear less
frequently, suggesting that explicit digital instruction and interactive
engagement are not yet widely adopted in teacher-generated content.
Interactive quizzes or tasks account for only 1%, revealing limited use

of assessment-oriented strategies on the platform.

= Papl; Advanced; 7%; 7%

u Bazic
B Intermediate
= Advanced

Figure 3. Teacher-Generated Content on TikTok for

Teachers’ Digital Competence
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The third pie chart (Fig.3) presents the distribution of
TikTok videos created by teachers according to their level of
digital competence. The results indicate that the majority of
teacher-generated content (78%) falls within the intermediate level
of digital competence. This means that most educators
demonstrate a functional ability to use TikTok’s core features,
such as video editing, text overlays, and sound synchronization,
without necessarily employing advanced editing tools or
pedagogical design strategies.

A smaller portion (14%) of videos corresponds to the basic
level, where teachers rely on minimal digital tools and limited
interactivity. These videos often consist of direct-to-camera
explanations or simple recordings with little post-production. Only
7% of the analysed content demonstrates an advanced level of
digital competence, characterised by creative use of algorithms,
EdTech tool integration, and audience analytics, professional
editing, multimodal integration (text, visuals, and sound), and

clear pedagogical structuring.
DISCUSSION

Overall, the findings highlight TikTok’s dual function for
teachers: it serves both as a social space for professional identity
and emotional expression and as a pedagogical tool for
microlearning and engagement. The predominance of reflective
and personal posts implies that many educators use TikTok to

humanise the teaching profession and connect with audiences
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through relatable, authentic content. This finding is consistent with
the observation that TikTok facilitates the construction of teacher
identity in the digital sphere, allowing educators to merge
professional expertise with personal storytelling (Ulla et al., 2024).
Meanwhile, the smaller share of analytical or informative posts
reflects the platform’s entertainment-driven nature, where lighter,
narrative-based content tends to attract more attention and
engagement (Jerasa & Ura, 2025).

The data further suggest that TikTok functions primarily as
a space for professional self-expression and informal learning
rather than structured instruction. Teachers appear to integrate
personal branding and relatable storytelling with educational aims,
adapting their materials to fit the platform’s fast-paced and
visually oriented environment. However, the relatively low
proportion of interactive or tutorial-based formats indicates
potential for further pedagogical innovation, particularly in the
areas of learner participation, formative assessment, and
multimodal task design. These trends align with Meliana & Seli’s
(2023) findings, which demonstrate that TikTok-based
microlearning can enhance engagement but often lacks systematic
instructional depth. Expanding interactive components could
therefore help educators leverage TikTok’s participatory
affordances for deeper and more sustainable language learning.

In addition, the predominance of intermediate-level digital
competence among content creators suggests that while many teachers

are confident users of social media technologies, they employ them in
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a technically and pedagogically moderate way. This pattern mirrors
broader trends in digital pedagogy, where educators tend to use social
media tools for content delivery and engagement, but less frequently
for innovation or critical learning design (Aydin, 2023). The relatively
small proportion of advanced-level creators highlights the ongoing
need for systematic professional development in digital competence,
particularly in areas such as creative video production, data literacy,
and media pedagogy. As Jerasa & Ura (2025) note, cultivating such
competencies could enable teachers to transform TikTok from an
informal sharing platform into a strategically integrated teaching
environment that supports learner autonomy, multimodal literacy, and

sustained engagement.

CONCLUSION AND PROSPECTS FOR FURTHER
RESEARCH

The study confirms that TikTok serves as a dynamic platform
for developing English teachers’ digital competence and fostering
innovative pedagogical practices. The content analysis of 111 teacher-
generated videos demonstrated that educators use TikTok primarily
for self-expression, professional identity formation, and informal
microlearning rather than for systematic instruction. The
predominance of reflective and vlog-style content highlights teachers’
preference for authenticity, creativity, and emotional connection with
their audience. At the same time, the widespread use of intermediate-
level digital skills suggests that teachers are confident in employing

basic technological tools but often lack advanced knowledge of media
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design, interactivity, and analytics. Consequently, TikTok can be
viewed as an effective medium for practical digital literacy
enhancement, enabling teachers to integrate pedagogical,
communicative, and technological competencies in real-life contexts.

Further research should focus on the impact of TikTok-based
teaching on students’ engagement and learning outcomes, as well as
on analysing gender, age, and institutional differences among teachers
who integrate social media into language instruction. Such directions
will contribute to a deeper understanding of TikTok’s role in shaping
digital pedagogy, teacher identity, and professional transformation

within the Ukrainian and global educational contexts.

REFERENCES

Aydin, S. (2023). A systematic review of social media as a teaching and
learning tool in higher education: A theoretical grounding perspective.
Education and Information Technologies, 28(4), 4771-4793.
https://doi.org/10.1007/s10639-023-11647-2

Bidyuk, N., & Bidyuk, D. (2023). Teacher’s Digital Competence in the
Modern Information and Educational Environment. Academic Notes.
Series: Pedagogical Sciences, (212), 22-28.
https://doi.org/10.36550/2415-7988-2023-1-211-22-28

Bilyakovska, O., Prusak, Yu., & Yakymovych, T. (2024). L{ugpposa
KOMNeMeHmHIiCmb K YUHHUK SIKOCMI  Npogecitino-nedazoeiuHol
oisvrocmi suknadaya [Digital Competence as a Factor of the Quality
of  the Teacher’s Professional and Pedagogical
Activity]. Pedagogical almanac, (55), 56-63.
https://doi.org/10.37915/pa.vi55.504

Conde-Caballero, D., Castillo-Sarmiento, C.A., & Ballesteros-Yanez,
I. (2024). Microlearning through TikTok in Higher Education. An
evaluation of uses and potentials. Education and Information
Technologies, 29, 2365-2385. https://doi.org/10.1007/s10639-023-
11904-4

Fidan, M. (2023). The effects of microlearning-supported flipped classroom
on pre-service teachers’ learning performance, motivation and
engagement. Education and Information Technologies, 28(10),
12687-12714. https://doi.org/10.1007/s10639-023-11639-2

285


https://doi.org/10.1007/s10639-023-11647-2
https://doi.org/10.36550/2415-7988-2023-1-211-22-28
https://doi.org/10.37915/pa.vi55.504
https://doi.org/10.1007/s10639-023-11904-4
https://doi.org/10.1007/s10639-023-11904-4
https://doi.org/10.1007/s10639-023-11639-2

The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

From, J. (2017). Pedagogical Digital Competence — Between Values,
Knowledge and Skills. Higher Education Studies, 7(2),
http://doi.org/10.5539/hes.v7n2p43.

Henseruk, H. (2021). Mixcnapooni  pamxu  yugposoi
KOMNEeMeHmHOCME ~ MAUuOYymuix — yuumeinie [International
Framework of Digital Competence of Future Teachers].
Pedagogical Sciences, 94. https://doi.org/10.32999/KSU2413-
1865/2021-94-4

Javorcik, T., Kostolanyova, K., & Havlaskova, T. (2023).
Microlearning in the education of future teachers: monitoring
and evaluating students’ activity in a microlearning course.
Electronic ~ Journal of E-Learning, 21(1), 13-25.
https://doi.org/10.34190/ejel.21.1.2623

Jerasa, S., & Ura, S. (2025). Learning from TikTok: Quality and reach
of #TeacherTok as a classroom management tool for teacher
education. TechTrends. https://doi.org/10.1007/s11528-025-
01098-6.

Khlaif, Z. N. & Salha, S. (2021). Using TikTok in Education: A Form of
Micro-learning or Nano-learning?. Interdisciplinary Journal of
Virtual Learning in  Medical Sciences, 12(3), 213-218.
https://doi.org/10.30476/ijvims.2021.90211.1087

Kokoulina, O. (2020). Microlearning 101: Using a Little Learning to Grow
Big Skills. Ispring. eLearning Basics.
https://www.ispringsolutions.com/blog/what-is-microlearning

Konyenmyanvro-pechepenmna  Pamka yughposoi  xomnemenmuocmi
(2021) [Conceptual and Reference Framework for Digital
Competence of Pedagogical and Scientific-Pedagogical Workers.
Project]. Ministry of Digital Transformation of Ukraine.
https://osvita.diia.gov.ua/uploads/0/2900-

2629 frame_pedagogical.pdf

Lamimi, 1., Alaoui, S. & Ouelfatmi, M. (2024). Bite-Sized Learning on
TikTok: Exploring the Platform’s Educational Value within the
Framework of TAM (Technology Acceptance Theory). Open
Journal of Social Sciences, 12, 228-245.
https://doi.org/10.4236/jss.2024.124015

Lindra, A., Aprison, W., & Asi, R. S. (2024). “TikTokers” Teacher In The
Code Of Ethic For Teacher In Islamic Education. AL-WIJDAN
Journal of Islamic  Education Studies, 9(2), 172-182.
https://doi.org/10.58788/alwijdn.v9i2.3695

Lytvynova, S. (2021). Mikponasuanns IK-mexnonoeiii nedazoeie 6 ymosax
OHJIALIHOB8020 MApaghony K napaduema yugposoi mpanchopmayii
oceimu [Educators’ Microlearning of ICT via Online Marathon as a
Paradigm of Education Digital Transformation]. Herald of the
National Academy of Educational Sciences of Ukraine, 3(1), 1-6.
https://doi.org/10.37472/2707-305X-2021-3-1-10-1

286


http://doi.org/10.5539/hes.v7n2p43
https://doi.org/10.32999/KSU2413-1865/2021-94-4
https://doi.org/10.32999/KSU2413-1865/2021-94-4
https://doi.org/10.34190/ejel.21.1.2623
https://doi.org/10.1007/s11528-025-01098-6
https://doi.org/10.1007/s11528-025-01098-6
https://www.ispringsolutions.com/blog/what-is-microlearning
https://osvita.diia.gov.ua/uploads/0/2900-2629_frame_pedagogical.pdf
https://osvita.diia.gov.ua/uploads/0/2900-2629_frame_pedagogical.pdf
https://doi.org/10.4236/jss.2024.124015
https://doi.org/10.58788/alwijdn.v9i2.3695
https://doi.org/10.37472/2707-305X-2021-3-1-10-1

Hanna Piskurska, Oksana Popova & Alla Skyrda. TIKTOK as a tool for english teacher
digital competence.

Magbago, C. V., Rayon, S. C., & Godinez, Ch. D. (2025). Improving
Students’ Achievement in Mathematics using Micro-learning
Approach through TikTok Videos. European Journal of
Education and Pedagogy, 6(3), 17-21.
https://doi.org/10.24018/ejedu.2025.6.3.927

Meliana, R., & Seli, F. Y. (2023). Microlearning: in Media Social
TikTok  Video. HORIZON:  Indonesian  Journal  of
Multidisciplinary, 1(2), 84-91.
https://doi.org/10.54373/hijm.v1i2.105

Ministry of Foreign Affairs of Ukraine. Digital Transformation.
Retrieved November 11, 2025, from https://ukraine-
eu.mfa.gov.ua/en/2633-relations/galuzeve-
spivrobitnictvo/yedinij-cifrovij-rinok-yes

Monib, W. K., Qazi, A., & Apong, R. A. (2024). Microlearning
beyond boundaries: A systematic review and a novel
framework for improving learning outcomes. Heliyon, 11(2),
e41413. https://doi.org/10.1016/j.heliyon.2024.e41413

Mospan, N. V., Ognevyuk, V. O., & Sysoieva, S. S. (2022).
Emergency higher education digital transformation: Ukraine’s
response to the COVID-19 pandemic. Information
Technologies and Learning Tools, 89(3), 90-104.
https://doi.org/10.33407/itlt.v89i3.4827

Mospan, N. (2023). Trends in emergency higher education digital
transformation during the COVID-19 pandemic. Journal of
University Teaching & Learning Practice, 20(1), 50-70.
https://doi.org/10.53761/1.20.01.04

Salleh, D., Khairudin, N., & lIbrahim, M. (2022). Micro-learning:
motivating students’ learning interests. Jurnal Psikologi
Malaysia, 36(1), 153-162. URL.:
https://spaj.ukm.my/ppppm/jpm/article/view/715

Ulla, M.B., Lemana, H.E. & Kohnke, L. (2024). Unveiling the
TikTok Teacher: The Construction of Teacher Identity in the
Digital Spotlight. Journal of Interactive Media in Education,
()12, 1-14. https://doi. org/10.5334/jime.845

Wang,T., D. Towey, D., Ng, R.Y.K., & Gill, A.S. (2021). Towards
post-pandemic transformative teaching and learning: case
studies of microlearning implementations in two post-
secondary educational institutions. SN Computer Science, 2(4).
https://doi.org/10.1007/s42979-021-00663-z. Art no. 271

Zhang, J. & West, R.E. (2020). Designing microlearning instruction
for ProfessionalDevelopment through a competency based
approach. TechTrends, 64(2), 310-318.
https://doi.org/10.1007/s11528-019-00449-4

287


https://doi.org/10.24018/ejedu.2025.6.3.927
https://doi.org/10.54373/hijm.v1i2.105
https://ukraine-eu.mfa.gov.ua/en/2633-relations/galuzeve-spivrobitnictvo/yedinij-cifrovij-rinok-yes
https://ukraine-eu.mfa.gov.ua/en/2633-relations/galuzeve-spivrobitnictvo/yedinij-cifrovij-rinok-yes
https://ukraine-eu.mfa.gov.ua/en/2633-relations/galuzeve-spivrobitnictvo/yedinij-cifrovij-rinok-yes
https://doi.org/10.1016/j.heliyon.2024.e41413
https://doi.org/10.33407/itlt.v89i3.4827
https://doi.org/10.33407/itlt.v89i3.4827
https://doi.org/10.53761/1.20.01.04
https://spaj.ukm.my/ppppm/jpm/article/view/715
https://doi.org/10.5334/jime.845
https://doi.org/10.5334/jime.845
https://doi.org/10.1007/s42979-021-00663-z.%20Art%20no.%20271
https://doi.org/10.1007/s11528-019-00449-4

The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

TIKTOK SIK IHCTPYMEHT PO3BUTKY IIU®POBOI
KOMITETEHTHOCTI
BUKJIAJIAYA AHI'ITMCBKOI MOBH

TI'anna Ilickypcoka,

Kanouoam nedazoeiuHux Hayk, doyenm Kageopu moenoi niocomosxu [{BH3
«/loneyvkuti HayioHabHull mexuiunuLl yHisepcumemy, 8yi. Lllesuenka, 9,
82100, /lpoeobuy, Jlvsiecvka oon., Ykpaina,
ganna.piskurska@donntu.edu.ua

Oxcana Ilonoea,

KaHOUuoam neoazociyHux Hayk, 0oyenm Kagheopu moeHoi niocomosku /[BH3
«/[oneyvkuti HayioHabHull mexHiunuLl yHisepcumemy, 8yi. Lllesuenka, 9,
82100, [pocobuu, Jlveiscoka 0on., Yrpaina,
oksana.popova@donntu.edu.ua
Anna Ckupoa,

KaHOUuOam neoazociyHux Hayk, 0oyenm Kagheopu moHoi niocomosku J[BH3
«/[oneybKkuti HayioHanbHUuL mexHiuHul yHieepcumemy, 8yi. Lllesuenxa, 9,
82100, [pocobuu, Jlveiscoka 0on., Yrpaina,
alla.skyrda@donntu.edu.ua

Y ecmammi posensioaemoca akmyanvue numanns sukopucmanus TikTok
AK naamgopmu 01 po36UMKY YUPPOBOI KOoMNnemeHmHOCmi @uumenis
AH2NIUCHKOI MO8U mMa CMBOPEHHS HUMU OC8IMHb020 KowmeHmy. Mema
cmammi noaisieae y O0CAIONCeHHI neda2o2iyHux yinetl, hopmamie KOHMeHmy
ma pieHi8 YUPPoBoi KoMnemewmHoCmi, NPOOEMOHCMPOBAHUX YV 8i0€0
TikTok, cmeopenux euxnadauamu aweniticbkoi moeu. Jns ananizy eioeo,
onyoOniKosaHux 3 Xxewimezamu, NO8 A3AHUMU 3 BUKIAOAHHAM AH2LILCLKOL
Mo8u, 6Y10 3acmMoco8ano onucosuli memoo. Ha ocHogi koHmponvno2o cnucky
cnocmepedicenb, po3podieHo20 Ha ochosi €eponelicbkoi pamku yupposoi
komnemenmuocmi neoaeoeie (DigCompEdu), sioeo 6ynu rnacugikosari
8i0N0GIOHO 00 ix nedazociunoi memu, ¢hopmamy ma MexXHOLO2IYHOT
cknaonocmi. Pesynomamu  ceiouams, wo nepesadicac perexcusHuill i
NepCOHANbHULL ~ KOHMEHm, W0 6KA3VE HA  MEHOeHYilo  BUKIA0ayis
suxopucmogysamu TikTok nepesasicno onsa npoghecitinoco camosupasiceHus
ma He@hopManrbHO2O HABUAHHA, A He OJisl CMPYKMYPOBAHO20 SUKIAOAHHSL.
Buseneno, wo oominytouum ¢popmamonm € n1o2u, wo 8ioobpasicae nepesazy
BUKA0AYI8 00 ABMEHMUUHO20, ONOBGIOHO20 CMUNI0 KOMYHIKAYIl, AKUll HA0ae
JI0OCbK020 8UMIPY HNpogheciiiniii  OisnbHOCMi uumensd. 3a3HAYeHO, WO
Oinvwicme  a8mMopie  OeMOHCMPYIOMb  cepedHill  piseHb  YUPpogoi
KOMNemeHmHOCMi,  YNeBHeHO  KOPUCMYIOUUCL — 0a308umMu  QYHKYiamMuU
niamgopmu, ane pioko 3ACMOCO8YIOYU pO3WUpeHe peodazy8anHs abo
aneopummu wimyunoeo inmenekmy. Ha ocnosi eusuenux oanux ma amanizy
3pobaeni eucnoexu, wo TikTok cnpuse pozeumxy yugposoi, komyHikamusHoi
ma meopuoi KomnemeHmHoCmel 8UKIA0AYi8, npome 1020 IHMepaKmueHull i
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OYIHIOBAIbHULL NOMEHYIAN 3ATUUAEMbCA HeOOCMAMHbO GUKOPUCMAHUM. Y
cmammi  NiOKpecieHO HeOOXIOHICMb  YIIeCnPAMO8AH020 NPOGeCiliHo20
PO3BUMKY, AKULL OONOMONCE Nedazo2am Nepemeopumu coyianvhi media Ha
cmpameziune cepedosuwye 05l IHHOBAYIUHO20 HABYAHHA MA 3POCHAHHSL
yughposoi epamomuocmi.
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ABSTRACT

The article examines contemporary digital education
resources that contribute to the development of media literacy
in Ukrainian and international contexts. Rapid technological
progress, the spread of misinformation, and the emergence of
synthetic media have intensified the need for effective media-
literacy education. The study analyses a wide range of digital
tools, including online courses, interactive platforms,
methodological guides, and professional development
programs. It evaluates their potential to strengthen critical
thinking, information verification skills, and digital safety.
Through content analysis and comparative review, the research
highlights the pedagogical value, structural features, and
thematic focus of key resources, including national media-
literacy initiatives, international MOOCs, fact-checking guides,
and professional educator programmes.

The findings demonstrate that digital resources offer
accessible, scalable, and practice-oriented opportunities for
enhancing information resilience among diverse learner
groups. Both Ukrainian and global experiences underscore the
importance of integrating media literacy into formal and non-
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formal education, as well as adapting instructional strategies to
emerging digital threats, including deepfakes and
algorithmically curated content. The study concludes that
continuous innovation, cross-sector collaboration, and
systematic support are essential for building an informed and
resilient society capable of resisting manipulation in the digital
information environment.

Keywords: digital education resources; media literacy;
critical thinking; information resilience; misinformation.
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INTRODUCTION

The rapid development of digital technologies and the
transformation of global communication practices have
fundamentally changed the way individuals access, evaluate and
share information. These sweeping changes have led to
international concern about misinformation, disinformation,
manipulative digital content, and synthetic media. These factors
erode public trust, distort democratic processes, and threaten the
stability of modern information ecosystems. Researchers are
increasingly highlighting the fact that even individuals who
frequently use the internet, including teenagers and students,
often struggle to assess the reliability of online content and
identify persuasive digital techniques employed in commercial
or political communication (Buckingham, 2019; Lin et al.,
2024). The spread of deepfakes, Al-generated visuals, and
algorithmically curated media feeds further complicates the
public’s ability to navigate their media environment critically
(Albardia et al., 2025; Gordon et al., 2025). These challenges

underscore the importance of making media literacy a key 21st-
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century competency and a vital component of civic resilience.
International organisations and researchers consistently
emphasise the importance of media literacy for safeguarding
democratic societies and fostering informed participation in
digitally mediated public life (Anstead et al., 2025; European
Commission, 2018). Besides, well-designed media literacy
interventions enhance critical thinking and fact-checking
abilities, positively influencing behavioural and psychosocial
outcomes such as emotional well-being, responsible online
engagement and reduced susceptibility to manipulation (Eyal,
2024; Gordon et al., 2025). At the same time, comparative
analyses reveal that media literacy programmes must be tailored
to specific cultural, infrastructural and socio-political
conditions, given that levels of access, digital inequalities and
media ecosystems vary widely across regions (Boshoff, 2024;
Polat et al., 2025).

In Ukraine, the need to strengthen media and digital literacy
has become especially acute amid ongoing information warfare,
the proliferation of propaganda and increasingly sophisticated
disinformation campaigns. National studies emphasise the
importance of fostering media-critical competencies among
educators, students, and the public to ensure information security,
enhance societal resilience, and support the country’s strategic
communication priorities during wartime (Buchatska et al., 2024,
Mospan, 2023; Pokulyta & Sotska, 2025). Digital education

resources, such as online courses, interactive platforms, fact-

292



Kolisnichenko Anhelina & Kapeliushna Tetiana. Digital education resources for media
literacy developing: Ukrainian and international experience.

checking guides, multimedia modules, and professional
development programs, play a pivotal role in equipping learners
with the practical tools needed to identify manipulation, verify
information, recognise bias, and navigate digital risks (Mospan et
al., 2022; Petrushkova, 2023; Stoika, 2023).

This article aims to contribute to a deeper understanding
of how digital media education tools can support the
development of an informed, resilient and critically engaged

society in the digital age.
RESEARCH OBJECTIVES

The primary objective of this study is to analyse how
modern digital education resources contribute to the
development of media literacy across different educational
contexts. This involves examining the extent to which such
tools strengthen critical thinking, information verification
skills, and digital safety, as well as assessing their role in
enhancing information resilience in an era of rapid
technological change and widespread misinformation. A
further objective is to compare national and international
approaches to digital media-literacy education to identify
common trends, effective practices, and innovative
instructional methods. Besides, the study aims to outline
strategic directions for improving media-literacy development

and ensuring that educational systems remain responsive,
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adaptable, and aligned with global standards of digital

competence.
RESEARCH METHODS

The study employs a set of theoretical research methods
consistent with its aim of analysing contemporary digital
education resources for the development of media literacy. The
authors apply content analysis to examine the structure, thematic
focus, and pedagogical value of various online courses,
methodological guides, interactive materials, and professional
development programs presented on national and international
educational platforms. In addition, the article employs
comparative analysis to juxtapose Ukrainian and global practices
in media literacy education, identifying shared trends, distinctive
features, and areas of convergence. The research is further
grounded in systematisation and generalisation, enabling the
synthesis of findings from multiple sources and the formulation of
overarching conclusions regarding the effectiveness, relevance,
and pedagogical potential of digital tools for fostering media

literacy in formal and non-formal learning environments.
RESEARCH RESULTS

This section begins with an overview and analysis of digital
education courses, which could be beneficial as an effective digital
education resource for developing media literacy. The Diia Education

ttps://osvita.dlia.gov.ua/en/search?page=1), an educational portal,
(https://osvita.dii alen/ h? 1) ducational I
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offers online courses in the format of educational miniseries. These
courses are designed to strengthen information literacy and critical
thinking skills within the contemporary information environment. In
particular, the course Media Literacy in Times of Pandemic, created
by the Ministry of Digital Transformation of Ukraine in cooperation
with UNICEF and supported by USAID, introduces users to the basic
principles of identifying fake news, manipulative techniques, and
conspiracy theories. Special attention is devoted to the challenges that
emerged during the COVID-19 pandemic. Across six episodes, the
course addresses key aspects of critical thinking, information
verification, and visual content analysis. The material is available in
both Ukrainian and English, concludes with a final test, and is valued
at 0.1 ECTS credits. Its target audience is broad, ranging from school
students to older adults (Media Literacy in Times of Pandemic, 2025).

Another relevant course is How to Protect Yourself from
Fakes and Disinformation, which consists of ten dialogue-based
episodes. Host Sviatoslav Hrynchuk, along with leading experts,
explores topics related to conspiracy theories, visual fakes, social
media community standards, personal data protection, and
information security issues. The course was developed on the Diia
Education (https://osvita.diia.gov.ua/en/search?page=1). Education
platform as part of a comprehensive EU-supported information
and educational campaign aimed at countering disinformation.
Participants acquire competencies in information literacy, fact-
checking, critical thinking, and digital security. The course is

intended for active citizens and, like the previous one, is valued at
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0.1 ECTS credits (How to protect yourself from fake news and
misinformation, n.d.).

Particular attention should be given to the interactive
course Very Verified: Online Course on Media Literacy,
developed by the international organisation IREX in partnership
with the online education studio EdEra, among digital education
resources for developing media literacy skills. This ten-episode
educational series, supplemented with articles and interactive
tasks, are designed to develop skills for identifying fake news,
manipulative content, and the activity of bots and trolls. It also
introduces methods for verifying headlines, images, and videos,
as well as strategies for overcoming the influence of information
bubbles. The course is implemented within the Learn to Discern
project, supported by the U.S. Embassy, the British Embassy,
the Ministry of Education and Science of Ukraine, and the
Academy of Ukrainian Press. The content is intended for a wide
audience, regardless of age or profession. The course carries 0.2
ECTS credits and integrates competencies in information
literacy, critical thinking, and data literacy (Very Verified:
Media Literacy Online Course, n.d.).

Among the media-literacy-related offerings is Spotting
Misinformation Online, a short course by Andrew Seaman that
trains learners to evaluate the credibility of online information.
Participants receive practical guidance on verifying news, reviews,
medical data, and other types of content, as well as an introduction

to free fact-checking tools.
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Another course, Develop Media Literacy by Garrick Chow,
focuses on building foundational digital skills. The topics include
safe information searching, recognising online fraud,
collaborating through cloud services, sharing digital content, and
communicating effectively in online environments.

Digital Sustainability: How to Reduce Your Digital
Footprint, taught by Lorena Diaz Quijano, addresses sustainable
digital consumption. Learners explore the environmental impact
of digital activity and receive recommendations for reducing their
digital footprint in everyday and professional contexts, which
indirectly contributes to strengthening overall media literacy.

The introductory course Understanding the Impact of
Deepfake Videos, offered by Ashley Kennedy, explains how
deepfake videos are created, their potential risks and uses, and the
tools available for detecting manipulated content. It also provides
guidance on counteracting manipulative video materials.

Deepfakes Decoded: Navigating Disinformation in the
Digital Age, taught by Edward Delp, examines the technologies
behind manipulative media. The course discusses the social,
political, and informational threats posed by deepfakes, presents
modern detection techniques, and analyses their impact on the
perception of truth in the digital era. Collectively, these courses
contribute to the development of critical thinking, digital and
media literacy, and a more conscious engagement with the

information environment.
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An additional digital education resource for developing
skills in working with visual information is the guide Fake / Not
Fake: How to Verify a Photo, available on the Diia portal. This
methodological resource contains practical recommendations for
identifying manipulated images. It highlights the importance of
paying attention to physical coherence (perspective, shadows,
proportions, reflections), cultural and geographical context
(architecture, weather conditions, signage, vehicle licence plates),
as well as typical markers of manipulative content such as
emotionally charged headlines (“SHOCK!” or “Urgent!”) and
questionable sources. The guide also provides instructions for
using specialised image-verification tools such as Google Search
by Images, TinEye, FotoForensics, and others. These tools help
identify the source, detect signs of editing, and retrieve technical
information, including metadata, geolocation, and camera
parameters. The guide is a convenient resource for anyone seeking
to strengthen their critical-thinking skills and improve their ability
to navigate visual content in the digital age (Fake or not fake: How
to verify a photo, n.d.).

The next section outlines platforms used for media literacy
development. The online educational platform LinkedIn
Learning (https://www.linkedin.com/learning/) offers access to a
diverse range of professional courses across various fields,
designed to develop skills and enhance qualifications. Users may
take advantage of one month of free access after registration,
followed by the option to purchase an individual or group
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subscription at a later time. Upon completion of a course,
participants receive a certificate.

The TED (2025) platform offers a range of resources aimed
at developing media literacy among educators and the broader
public. These include thematic video collections and talks that
address key aspects of media consumption, critical analysis, and
content creation. The collection “How to Pop Our Filter Bubbles”
(9 talks) explores strategies for escaping the informational bubbles
created by social media and news feeds, aiming to gain a more
comprehensive understanding of the world. The series “The Pros
and Cons of Screens” (7 talks) highlights both the advantages and
risks associated with digital life. The “Media with Meaning”
collection (12 talks) features stories of individuals who create
meaningful media — from feature films to forms of citizen
journalism. These talks demonstrate examples of media content
produced by authors committed to social relevance and depth.

Several talks have a distinctly practical orientation. In “How
to Spot Fake AI Photos”, digital forensics expert Hany Farid
provides guidance on identifying errors and inconsistencies in Al-
generated images. In “How to Choose Your News”, Damon
Brown explains how news is produced and how to distinguish facts
from opinions or disinformation. Alex Edmans, in “What to Trust
in a ‘Post-Truth’ World”, offers practical tools for mitigating
biases and identifying credible sources. Meanwhile, Hamish
McKenzie in “This Is What the Future of Media Looks Like”

analyses emerging trends in independent media and the role of
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audiences in sustaining high-quality content (Media. A collection
of TED Talks (and more) on the topic of Media, n.d.).

In addition to video materials, TED has developed the
TEDx Fact-Checking Guide, a detailed manual for speakers
and organisers of TEDx events. The guide emphasises the
importance of verifying empirical claims, establishing criteria
for reliable sources, identifying common risks associated with
misinformation, and providing recommendations for interaction
with presenters. Special attention is given to topics that are
particularly challenging for fact-checking - alternative
medicine, health-related claims, experimental research, and
pseudoscientific statements. The guide promotes a culture of
responsible engagement with media and fosters trust in public
communication (TED, n.d.)

EdEra (https://ed-era.com/) is a Ukrainian online platform
that offers high-quality educational products in the form of short
video lectures accompanied by summaries, tests, and interactive
tasks. The courses cover a wide range of topics, including media
literacy, and are available both free of charge and on a paid basis.
Learning takes place at a flexible pace, and participants receive a
certificate upon completion. EdEra combines thorough research
into the educational process with modern instructional design,
ensuring both effectiveness and strong learner engagement. This
platform offers contemporary educational products in the form of
concise video lectures, accompanied by notes, tests, and

interactive activities. Its courses address a broad spectrum of
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relevant issues, including the development of media literacy,
critical thinking, and digital competencies. Training is self-paced,
and each completed course results in a certificate. The platform
integrates a research-based approach to pedagogy with modern
design solutions, facilitating effective knowledge acquisition for
diverse groups of learners. Within the field of media education,
this platform offers the following free online courses.

In 2024, at the initiative of the Ministry of Education and
Science of Ukraine, in partnership with the international
organisation IREX and with the support of the U.S. Embassy, the
updated online course Very Verified 2.0 was launched — a modern
educational resource aimed at developing media literacy (Very
Verified: Media literacy online course, n.d). The course addresses
the challenges posed by information warfare, disinformation, and
propaganda, all of which have a direct impact on Ukrainian society
during wartime, which helps users understand whom and why they
should trust within today’s media landscape. It consists of several
modules that explain key concepts of media literacy, including
how manipulations work, which emotional triggers are used in
fake news, how to recognise propaganda, distinguish facts from
opinions, and verify sources, images, and videos. Special attention
Is given to artificial intelligence, social-media algorithms, and
digital security. Additional courses include:

e Think Twice! —a course aimed at developing critical
thinking. It helps learners build skills in logical analysis, identify
cognitive biases and fallacies, and understand the difference
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between facts and judgments. It is recommended for adolescents,
educators, and representatives from civil society.

e Media Literacy Hours - a training course for
educators that includes ready-made lessons, methodological
materials, presentations, and interactive resources for teaching
media literacy in schools (Grades 5-11). The materials align with
the national curriculum and help foster students’ resilience to
disinformation.

e« This Is Not Clickbait! — a course for journalists,
editors, SMM specialists, and all content-related professionals. It
aims to teach the accurate interpretation of sociological research,
the avoidance of manipulative survey-based techniques, and the
responsible handling of data.

e Personal Data Protection — a course designed for
individuals working with personal information in digital
environments. It covers the legal foundations of data protection,
cyber hygiene, password security, and responses to data
breaches. It is beneficial for employees in the education,
healthcare, and public sectors.

Courses available on the EdEra platform address the needs
of contemporary society in terms of enhanced information security
and the development of responsible media consumption habits.
They are designed with consideration of learners’ age and
professional characteristics, making them an effective tool within

both formal and non-formal education systems.
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Within the broader context of professional development for
educators and academic staff in Ukraine, an important role is
played by the Centre for Human Resource Development at Sumy
State University (2025), which currently offers 115 professional-
development programs ranging from 1 to 6 ECTS credits. Among
them, two programs stand out for their focus on developing digital
and media literacy.

The first programme, Media Literacy, or Why One Should
Not Believe Everything in Today’s Information Society (30
hours / 1 ECTS credit, distance format), is designed to develop
the ability to analyse, critically evaluate, and recognise
disinformation in the media environment. The curriculum
addresses the nature of fake news, various manipulative
techniques, the specifics of how false information spreads on
social media, journalistic ethical standards, and the challenges
of the post-truth era. The expected learning outcomes include
the ability to use modern information-search systems, identify
manipulative content, and apply fact-checking principles.

The second programme, Security in the Digital Society and
Educational Environment (30 hours / 1 ECTS credit, distance
format), focuses on the fundamentals of cyber hygiene, protection
of personal and corporate data, countering cyber threats, and safe
use of online resources, social networks, and email. Special
attention is given to identifying and countering fake information
in the media, as well as protecting digital devices and educational

resources. The learning outcomes include developing safe
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behaviour skills in the digital space, understanding ethical norms
of technology use, and recognising manipulation within the
information environment.

Both programmes are supported with modern resources,
including access to presentation materials, interactive learning
formats, and qualified instructional support. Upon completion,
participants receive an official professional-development
certificate.

Notably, the nationwide online conferences Priorities in
Education: Information Hygiene and Media Literacy (2022),
Priorities in Education: Internet Safety During Wartime (2023),
Internet Safety — New Challenges for Educator (2024), Internet
Safety: Protecting Students and Teachers in the Digital Space
(2025), and Education in the Age of Al: Media Literacy and Critical
Thinking (2025) provide valuable insights from subject teachers,
media-literacy specialists, and internet safety experts. These events
offer up-to-date recommendations on safe online behaviour and the
creation of a secure digital learning environment.

The webinar Online Tests and Media Literacy: Teaching
and Developing aims to enhance teachers’ awareness of
integrating media literacy into the educational process through
modern digital tools. Participants deepen their understanding of
key media-literacy concepts, revisit the basics of safe online
behaviour, and explore effective ways to use online tests to
develop students’ critical thinking and informational resilience.

Particular attention is given to hands-on practice, enabling
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participants to create their own subject-specific online tests, which
can serve as an effective tool for developing skills in media
analysis, fact-checking, and detecting misinformation.

The webinar Developing Critical Thinking and Media
Literacy in English Language Lessons focuses on fostering these
skills within the school setting. Participants engage with both
theoretical foundations and practical approaches to integrating
media education components into English language instruction,
particularly when teaching topics such as advertising. Special
emphasis is placed on blended learning and the use of online
courses offered by leading global universities (MOOCs) as
instruments for enhancing students’ digital, linguistic, and
information-communication competencies. During the webinar,
educators receive practical recommendations for helping students
critically evaluate media content, identify manipulative
techniques, and make informed decisions.

As part of efforts to strengthen students’ information
resilience and critical thinking, a range of supplementary materials
Is offered, providing practical advice and tips for developing
media literacy. Among these resources, the publication “Media
Safety and Media Literacy” introduces readers to the basic
concepts of information security and strategies for protecting
oneself from manipulation. The resource “Media Literacy and
Critical Thinking: Practical Exercises for Every Lesson” presents
activities that help integrate media-content analysis skills into any
subject area, while “Developing Media Literacy” addresses issues

305



The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

of information security, explains the relevance of media education,
and offers engaging exercises for students.

The publication “Media Literacy: Strengthening Students’
Information Immunity” focuses on strategies for enhancing critical
thinking. The resource “Lessons in Media Literacy” teaches
learners how to analyse news messages and identify fake
information, and “Media Literacy: Strengthening Students’
Information Immunity” supports the development of responsible
media behaviour. Altogether, these materials serve as valuable
resources for educators seeking to diversify the learning process
and make students more resilient to manipulative content.

In 2025, one of the most relevant professional development
opportunities for teachers and academic staff is the course Media-
Literate Teacher — Media-Literate Student (100 hours). The
programme aims to develop the competencies required for
effective and safe engagement with information in the modern
educational environment. Key components of the course include
fostering critical interpretation of information with consideration
of children’s developmental characteristics, preparing teachers to
work with media content, mastering the fundamentals of
information security, and adhering to principles of safe internet
use. The course supports the development of information literacy
as one of the essential skills of the 21st century, contributing to the
creation of a safe educational environment.

The National Association for Media Literacy Education

(NAMLE) is a leading U.S. non-governmental organisation
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dedicated to the advancement of media education. Its activities
include  developing instructional  materials, organising
professional development for educators, shaping public policy in
the field of media literacy, and fostering partnerships among
educational institutions, media organisations, researchers, and
civil society groups. NAMLE strives to ensure that every
individual can consume, create, and disseminate information in the
digital environment critically, consciously, and responsibly
(National Association for Media Literacy Education, 2025).

NAMLE’s free resources section offers a wide array of
materials to support media education: teaching guides, lesson
plans, assessment tools, and interactive projects for school and
university students. Key thematic areas include disinformation,
digital literacy, cybersecurity, media analysis, and content
creation. These resources are designed for teachers, parents,
students, and researchers and are available in various formats,
including PDFs, videos, and interactive presentations. They
facilitate the integration of media literacy into both formal and
non-formal education.

One of the association’s major initiatives is the annual
NAMLE Conference, which brings together educators,
researchers, librarians, teachers, civil society activists, and
policymakers working in the field of media literacy. In 2025, the
conference was held on 11-12 July in a hybrid format, combining
online participation with in-person attendance at several locations

in Chicago. The event covered a broad range of topics — from
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integrating media education into school curricula to addressing
challenges of the digital age, such as artificial intelligence,
disinformation, memes, ethical news consumption, inclusion, and
environmental sustainability in media.

Participants had the opportunity to engage in panel
discussions, thematic sessions, masterclasses, and workshops. The
programme featured presentations on critical-thinking practices,
methods of multimedia-based instruction, approaches to assessing
media literacy within the educational process, and contemporary
learning technologies. The NAMLE Conference serves as an
important platform for exchanging experiences, developing
innovations, and supporting the global movement toward the
sustainable implementation of media education.

U.S. Media Literacy Week is an annual national
educational initiative organised by the National Association for
Media Literacy Education each October (27-31 October 2025). Its
goal is to raise public awareness of the importance of media
literacy as a key 21st-century skill. Throughout the week, a variety
of events are held across all U.S. states, including webinars, panel
discussions, presentations, school activities, and professional
networking events.

Each day of the week is thematically dedicated to a specific
aspect of media literacy, including information access, analysis,
critical evaluation, media-content creation, and participation in the
media environment. Educators, librarians, researchers, civil society

organisations, and government institutions come together to promote
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practical tools and resources that foster critical thinking, responsible
information consumption, and content creation. The initiative
encompasses both formal and non-formal education, contributing to
the global dialogue on countering disinformation and strengthening
digital resilience (NAMLE, 2025).

EdX (https://www.edx.org/) is an international online
learning platform founded by the Massachusetts Institute of
Technology and Harvard University, offering access to over four
thousand courses from universities and companies worldwide. It
encompasses a broad range of fields, from science and technology
to business and the humanities. Users can learn at their own pace,
earn certificates upon course completion, and enrol in online
bachelor’s and master’s programmes. The platform also supports
the development of digital and media literacy. In particular, the
following courses are of interest.

The course “Social Media: How Media Got Social”,
offered by Curtin University, spans four weeks (2-3 hours per
week) and examines the origins of social networks, their impact
on everyday life, and the transformation of communication
practices. Instructors Tama Leaver and Gwyneth Peaty examine
how digital platforms have transformed information exchange —
an especially pertinent context for understanding the
dissemination of misinformation. The course helps develop
critical thinking within the media environment.

The course “Media and Digital Policy in Africa”,
designed for a four-month study period (3-5 hours per week),
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examines issues related to freedom of expression, access to
information, digital rights, and media literacy within the African
context. The programme addresses media regulation, the impact
of artificial intelligence, strategies for combating
disinformation, and the significance of civic participation in
shaping democratic information policy. This course is useful for
those interested in comparing regulatory approaches, levels of
media literacy, and the challenges of the digital age across
Africa, Ukraine, Europe, and other regions.

In October 2024, the Ministry of Culture and Strategic
Communications of Ukraine, together with the Filter project and
international partners (IREX, USAID, UNDP, Zinc Network, and
the Embassies of the United States, Japan, and the United
Kingdom), organised the national #TestYourMedialLiteracy
initiative for the third time as part of Global Media and
Information Literacy Week.

The test consisted of 25 questions divided into five thematic
blocks: basic media literacy and information space concepts,
social media, information credibility and influence, fact-checking
skills, and cybersecurity and digital hygiene. More than 80,000
people completed the test on 17 October, marking the highest level
of participation in its history. Results showed that 87% of
participants correctly identified fake news, but only 7% answered
guestions on journalistic standards correctly. In total, 6% of

respondents achieved an “advanced media literacy” level, while
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the largest group (53%) answered 12—23 questions correctly and
received a “beginner” designation (Kachkovska, 2024).

Every participant received an electronic certificate. In
addition, the 50 top performers received prizes such as books,
chargers, and media games.

The test is designed to provide a large-scale assessment of
media literacy levels, raise public awareness about the
mechanisms of disinformation and media manipulation, mobilise
society in the context of information warfare, and strengthen
critical thinking and digital culture across different age groups.
This initiative represents an important step toward implementing
Ukraine’s Information Security Strategy, as it unites government
institutions and international partners, engaging pupils, students,
educators, civil servants, and journalists in building information

protection and critical resilience.
CONCLUSIONS

The analysis of contemporary digital educational
resources indicates that media literacy has become a
fundamental prerequisite for cultivating critical thinking,
information resilience, and responsible engagement in digital
environments. Significant progress has been made in creating
accessible, practice-oriented tools that support learners of all
ages, from school students to educators and the broader society.
These tools include a diverse range of online courses,

methodological guides, interactive learning activities, and
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professional development programs that enhance the ability to
navigate misleading information, identify manipulative
techniques, and strengthen digital safety.

International experience underscores the importance of
diverse instructional formats, global perspectives, and innovative
methodological approaches to media literacy. Globally,
educational initiatives are placing increasing emphasis on the
growing importance of critical engagement with information,
particularly in the context of rapid technological development, the
proliferation of synthetic media such as deepfakes, and the
expanding influence of artificial intelligence on information
production and dissemination. Collectively, these developments
emphasise the necessity for continuous innovation in media-
education practices.

The findings of this study demonstrate that integrating
digital education resources into both formal and non-formal
learning environments has a significant impact on the
effectiveness of media literacy education. Contemporary courses
are now responsible not only for providing students with a
theoretical foundation, but also for cultivating practical
competencies essential for navigating complex digital ecosystems.
These competencies include verifying sources, analysing visual
materials, recognising misinformation, and understanding the
ethical norms of media creation.

A key conclusion of this analysis is that media literacy

education must be responsive and adaptable to changing needs. As
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digital technologies evolve and disinformation strategies become
more sophisticated, educational approaches must be regularly
updated to incorporate interactive components and align with
global standards of information security and digital competence.
A comprehensive review of national and international
experiences reveals that the sustained development of media
literacy depends on systemic support, cross-sector collaboration,
and the active involvement of educators, students, researchers, and
policymakers. Strengthening media literacy at all levels of
education is crucial in building an informed and resilient society
capable of confronting disinformation and participating

responsibly in the global information landscape.
PROSPECTS FOR FURTHER RESEARCH

Future research on digital resources for media literacy
development should focus on evaluating the actual effectiveness
of specific online courses, interactive platforms, and fact-
checking tools in enhancing learners’ critical thinking and
information verification skills. Empirical studies using
diagnostic assessments or observational methods would help
determine which formats are the most effective in different
educational contexts. Further investigation is also needed into
how digital media literacy tools can be more systematically
integrated into school and university programmes, including the
level of teachers’ preparedness and the institutional conditions

that influence adoption. In addition, as Al-generated content and
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deepfake technologies rapidly evolve, researchers should
explore how these new challenges reshape media-literacy
requirements and what pedagogical approaches best support
learners’ ability to navigate complex digital environments.
Finally, comparative studies across countries could provide
valuable insights into effective strategies for enhancing media
literacy in Ukraine and aligning national practices with global

trends.
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ABSTRACT

The paper addresses the currently important issues of building an
inclusive learning environment at universities and the design of courses
as components of this environment. According to the goals of the work,
it explores and elaborates a functional approach to the selection of
didactic and digital tools that provide a design of inclusive learning
courses based on the universal learning design (UDL) concept
associated with neuropsychology. This includes identifying three large-
scale brain networks, which are responsible for certain aspects of
information perception, information processing, and decision-making.
Building on these neuropsychological explorations, we identified the
didactic approaches and matched them with the necessary digital tools.
This allows for achieving such variability within an inclusive course
design for each component of the learning process (supported by a
proper large-scale brain network) and at all three levels. In addition,
the paper highlights the experience and preliminary results of the pilot
implementation of an online course as a component of a virtual
inclusive campus, which was designed based on the elaborated
approach. After the course piloting, the key findings were summed up,
including the strengths and weaknesses of the course. After the
improvements, the course is going to be disseminated to a larger cohort
of trainees with follow-up empirical research on the students’
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satisfaction, level of accessibility, and learning motivation, which
makes a prospect of the research.

Keywords: inclusive learning environment, university ecosystem,
inclusive course design, universal design for learning, variability,
accessibility, digital tools.
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INTRODUCTION

In the rapidly evolving landscape of higher education, the
imperative to create inclusive learning environments has never
been more urgent. Universities are challenged not only to
accommodate a diverse student population but also to ensure
equitable access to quality education for all learners, including
those with varying abilities, backgrounds, and learning
preferences. The transition to digital and blended learning
formats, accelerated by global events and technological
advancements, has further highlighted the necessity for
thoughtfully designed courses that address the principles of
inclusivity and universal access (Denysova & Tsapro, 2024;
Mospan & Sysoieva, 2022; Mospan, 2023).

Despite significant progress in educational technology,
many institutions still face obstacles in selecting and integrating
didactic and digital tools that genuinely support inclusive
pedagogy. The Universal Design for Learning (UDL)
framework has emerged as a leading paradigm, offering a set of
principles and guidelines to guide the development of flexible,

accessible, and engaging learning experiences. However,
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practical approaches for the systematic selection and
implementation of such tools determined by UDL principles
remain underexplored in the context of course design at the
university level.

Thus, it is important to explore theoretical pillars of
building accessible and inclusive courses, and to pick up
relevant didactic and digital tools which could help implement
these theoretical pillars into the practice of the said courses’
design. Therefore, our research addresses this critical gap by
exploring and elaborating a functional approach to the selection
of didactic and digital tools for the design of inclusive learning

courses, explicitly anchored in UDL principles.

RESEARCH OBJECTIVES

The purpose of this research is to explore and elaborate on
a functional approach to selecting didactic and digital tools that
provide the design of inclusive learning courses based on UDL
principles. In addition, the paper highlights the experience of
piloting an online course as part of a virtual, inclusive campus.
The paper comprises the interconnected sections: introduction,
where the importance and urgency of the work are formulated;
theoretical framework analyses of recent studies related to the
topic and providing the proper theoretical background for the
research; the results and discussion subsection, which highlights
and interprets the progress of the work, and conclusions closing

the paper.
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METHODOLOGY AND THEORETICAL FRAMEWORK

The theoretical framework of the research is made by the
results of learning of recent studies and other resources devoted to
the: (1) challenges of building an inclusive learning environment
at contemporary university; (2) design of the courses as a
component of learning environment; (3) concepts of UD and UDL
as a pedagogical and psychological pillars for inclusive courses
structuring, design and implementation.

According to various resources and educational evidence,
the creation of an accessible and inclusive learning environment at
contemporary universities is really urgent, and at the same time,
very challenging. Recent studies (Rudnik, 2022; Vergara et al.,
2025; Vieriu, 2025) highlight that the drive for inclusivity in
higher education is shaped by increasing student diversity,
technological advances, and evolving pedagogical expectations. In
particular, it is pointed out that there is often a gap between
institutional policies and their practical application, mainly due to
inconsistent teacher training and technical limitations. While
available digital tools can support flexible and inclusive
pedagogical designs, shortcomings like the lack of automated
accessibility checks and limited support for specific disabilities
persist (Vergara et al., 2025). In addition, the inconsistent
implementation of inclusive practices (especially in Ukrainian
institutions) is constrained by the insufficient conceptual,

methodological, and financial base for the overwhelming and
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correct implementation of advanced techniques of inclusive higher
education (Afonso et al., 2025; Vergara et al., 2025).

It is also underlined (Afonso et al., 2025; Bindhani et al.,
2024) that the effectiveness of inclusive education is closely tied
to systematic training of educational staff. Without ongoing
professional development, educators may resist implementing
inclusive strategies due to their lack of readiness in both theoretical
and practical terms. Teachers’ training (re-training) must be
focused on their professional development in terms of mastering
the psychological and didactic basics of the inclusive ecosystem
of a university. Besides, the teachers should also be equipped with
proper digital tools that allow the educators to implement
accessibility and diversity of delivered educational services. As it
is claimed in the academic and practical resources, these things are
challenging and remain urgent and unsolved. There is a lack of
systematic approaches to equity and inclusion, and more research
is needed to address these gaps (Sharma, 2019).

Existing resources and systemic barriers are also emphasised
in some studies as challenges to building an inclusive learning
environment at a university. Attitudinal barriers (like misconceptions
about disabilities), inadequate funding, and rigid curriculum
frameworks prevent the provision of individualised support. These
systemic issues can lead to segregation and discrimination,
undermining the goals of inclusive education (Bindhani et al., 2024).
It is underlined the need for holistic approaches implementation:

successful inclusive education initiatives prioritise collaboration
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among stakeholders, flexible curriculum design, and access to
specialised support services. These approaches foster a sense of
belonging and promote empathy and understanding among all
students (Afonso et al., 2025).

The next theoretical pillar of our work is based on the
studies devoted to the problems of designing inclusive courses as
components of the learning environment. The courses are seen as
a central thing to shaping the learning environment, and their
design significantly impacts accessibility, inclusivity, and student
engagement. Inclusive courses are also considered essential
elements that ensure equal access to education for all students
(Chamblin, 2017; Moore et al., 2007). According to studies, the
process of inclusive online course design includes some stages that
are similar to the design of conventional courses, but their results
are different. These stages include:

(1) Students’ needs analysis: understanding the specific
needs of students to adapt the course to their abilities.

(2)  Development of educational materials and learning
content: creating materials in various formats (text, video, audio)
and ensuring their accessibility for all students.

(3) Interactivity support: including interactive elements
(surveys, discussions, group projects) to ensure active students’
engagement and participation. It is admitted that the design of
online and hybrid courses, guided by the Online Engagement
Framework (OEF), can significantly enhance students’
engagement. Redesigning courses to include cognitive,
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behavioural, and emotional elements leads to higher student
satisfaction and success (Freels et al., 2025; Mohammed et al.,
2019; Ren et al., 2024).

(4) Adaptive technologies implementation: using
technologies that support inclusion (e.qg., text-to-speech programs,
accessible PDF documents).

(5) Providing monitoring and evaluation: continuous
monitoring of student progress and adapting the course according
to their needs.

Based on the papers’ analysis (Chamblin 2017; Freels et al.,
2025; Schott et al., 2015), we distinguished the peculiarities of the
design stages of inclusive courses in comparison with typical
conventional ones (Table 1).

Table 1
Comparison of the Design Stages of Conventional

and Inclusive Learning Courses

Stage of design Conventional Inclusive Course
Course
. General student Consideration of each
Needs Analysis . , e
analysis student's specific needs
Materials Text-based Various formats (text,
(content) . . )
materials video, audio)
Development
. . Additional interactive
Interactivity Testing, surveys
elements
Adaptlvg May be limited Use of adap_tlve
Technologies technologies
o General Individualised approach to
Monitoring assessment of
assessment
success

324



Thus, as it is emphasised (Alvarez-Chaves, 2025; Semerikov
et al., 2025; Smith & Ragan, 2005), an inclusive course is an
important component of an inclusive university environment. Such a
course is intended to provide: (1) equal access to learning: courses
are designed to accommaodate the needs of students with different
disabilities (e.g., through the use of adapted fonts, text alternatives
for graphics, and subtitles for videos); (2) personalizing the learning
process that is reached through flexible deadlines for assignments,
different forms of assessment, and access to learning materials at a
time convenient for the student; (3) additional means of engagement
and interactivity like forums, virtual discussion rooms, group
projects that promote active interaction between students and the
teacher; (4) adapting teaching approaches: teachers can use blended
learning methods that encompass both traditional and digital means
of presenting material.

However, in advanced educational centres which promote
efficient inclusive practices, it is emphasised that a high-quality
inclusive course should be built based on the concept of universal
learning design and must meet the set of special requirements.
Therefore, it is important to highlight the theoretical foundations of
Universal Design (UD) and Universal Design for Learning (UDL) as
pedagogical and psychological pillars for inclusive course
structuring, design, and implementation. This allows us to justify the
didactic basics and the selection of digital tools for the development

of the said courses as a part of the university ecosystem.
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Universal Design (UD) and Universal Design for Learning
(UDL) are recognised as educational approaches for guiding
educational practice that provide flexibility and adjustability in the
ways of learning content representation, students’ engagement,
knowledge expression, and skills demonstration by the students.
The approaches allow for reducing barriers in instruction,
providing appropriate accommodations, supports, and challenges,
and maintaining high achievement expectations for students.
Besides, UDL aims to eliminate architectural, pedagogical, and
curricular barriers, providing equal learning opportunities for all
students. It advocates for flexible, interactive, and proactive
instructional approaches (Wakefield, 2018).

The key UDL Principles can be used as a fundamental for
inclusive course design. In fact, UDL is built on three core
principles: provision of variety and multiple means of
engagement, representation, and action/expression. These
principles ensure that learning environments are flexible and
accessible, accommodating diverse abilities, backgrounds, and
learning styles (IDA, 2021; Priyadharsini, 2024).

UDL Principles contribute to teachers’ competence
development. Training in UDL significantly enhances teachers’
ability to value diversity and implement accessible lesson
planning. The effectiveness of UDL training is independent of
course duration or delivery mode, making it a scalable solution for
teacher development. In terms of integration with policy, UDL

aligns with international conventions (e.g., UN CRPD) and
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national policies, reinforcing the right to inclusive education. Its
adoption is seen as a paradigm shift in inclusive education, moving
from one-size-fits-all to need-based, personalised learning (IDA,
2021; Priyadharsini, 2024).

Finally, inclusive learning environments face persistent
challenges, including inconsistent practice, resource limitations,
the need for ongoing teacher development, and others. Courses
make up the core of the inclusive learning environment. The
process and results of their design, especially within blended
learning, can either support or prevent inclusivity at a university.
The concept of UDL provides a robust framework for structuring,
designing, and implementing inclusive courses, emphasising
flexibility, accessibility, and the removal of barriers. At the same
time, the course design based on UDL principles put forward the
task of picking up proper didactic ways and justified selection of
digital tools for these principles’ realisation, which is the core

purpose of our work.

RESULTS AND DISCUSSION

The theoretical issues were implemented to elaborate on the
strategy of selecting the proper didactic and digital tools. In
particular, the functional approach was used, which allowed us to
match neuropsychological functions of large-scale brain networks
with the leading components of the tutorial process determined by

UDL principles. We also picked up proper didactic and digital
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tools for their realisation. The main ideas of this process of
matching and selection are depicted below.

The core pillar is that the UDL concept is associated with
neuropsychology, identifying three large-scale brain networks.
According to neuropsychology (IDA, 2021; Priyadharsini, 2024;
Wakefield, 2018), the learning process is based on the interaction
of several large-scale brain networks, each of which is responsible
for certain aspects of information perception, information
processing, and decision-making.

One of the large-scale brain networks involved in the
learning process is the affective network, focusing on why a
human being learns. It is responsible for motivation, interest, and
emotional aspects of learning (Wakefield, 2018). For instance,
using interesting, relevant and personally-driven learning content
can maintain students’ motivation. Affective networks interact
with receptive large-scale brain networks that are focused on what
a person learns. It is in charge of the perception and processing of
information via vision, hearing, and touch, which encourages
educators to envisage presenting learning content in different
formats (text, audio, video).

Finally, there are also strategic large-scale brain networks
focusing on how we learn and are responsible for planning,
organising and completing learning tasks that make educators
think about allowing students to choose the formats of completing
and performing the tasks. These networks and their interaction

help to develop teaching strategies that consider the
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neuropsychological diversity of learners (Chamblin, 2017;
Wakefield, 2018). Exactly from the understanding of the functions
of the said large-scale brain networks, the three UDL principles
ensure variability and design options in the realisation of the
learning components: (1) Students’ Engagement; (2) Learning
Content Presentation; (3) Students’ Action & Knowledge
Expression. Moreover, the design options are essential at different
levels: at the level of physical and direct accessibility to the
learning content, at the level of cognitive accessibility to the
learning content, and at the level of executive function of a learner.
Thus, it is necessary to determine the ways and tools to achieve
such variability within an inclusive course design for each
component of the learning process and at all three levels.

Let us determine the didactic ways and select proper tools
to achieve variability of Learning Content Representation. The
presentation of learning content in an inclusive course should be
adapted to the diverse cognitive and sensory needs of students.
This includes ensuring that information is accessible through
different channels and formats at different levels of presentation
of learning content.

Thus, at the level of physical access and perception of
learning content, the variability in the course can be achieved via:

. providing learning content in various ways (through
sight, hearing, touch, etc.);

. providing information in a format that allows the
user to customise it.
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Digital tools selection may include the following
instruments:

(1) embedded tools of LMSs (accessibility widgets);

(2) services for converting textual educational content
into video (sound) format (e.g., InvideoAl, EIAI);

(3) means for adding subtitles.

At the second level of so-called cognitive access of learning
content, where the linguistic-symbolic form of learning content
representation is recommended to be used, the variability in the
course can be achieved thanks to the representation of the learning

content:

e in various forms from the standpoint of its cognitive
perception and awareness (through explanation of textual and
symbolic information, different structuring, multiple visualisation

using various multimedia tools);

e in different languages.

Therefore, selected digital tools may include the following
groups of instruments:

(1) graphic organisers and smart infographics tools (e.g.,
Lucidchart, Napkin, Canva);

(2) tools for semantic analysis of the text (e.g., Voyant
Tools, TextAnalyzer).

Finally, at the highest level of cognitive accessibility

(awareness of educational content and building learners’
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knowledge), the variability in the course can be achieved through
the following ways:

. appealing to previously acquired knowledge;

. generalisation of educational information in various
ways (through a semantic portrait of educational content,
infographics, supporting (video) summaries);

. managing the process of assimilation (processing) of
educational content using interactive visualisation.

Respectively, the digital tools that can be used to achieve
this level of variability should include the applications and
platforms for the creation of interactive video and presentations
(e.g., H5P, ISLCollective, EddPuzzle, Mentimeter).

We would like to emphasise that, in terms of the provision
of inclusion and ensuring universality of learning within the
inclusive course, in the context of the learning content
representation. The suggested didactic and digital tools promote
active awareness, understanding, and assimilation of content by
students with different types of intelligence and with different
abilities. In fact, the suggested tools allow us to achieve the main
goal of UDL: not only to make information accessible for
perception, but rather to teach students to transform the
information available to them into knowledge ready for their
application. Then, we should select proper tools to achieve
variability for the students’ engagement component while

implementing an inclusive course design.
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At the level of welcoming and maintaining interest in the
learning engagement component, the priority must again be
focused on accessibility of educational content. Psychologists
emphasise that information that is not paid attention to, that does
not engage students in learning effectively, remains inaccessible
to them. Multiple ways of drawing attention to relevant
information contribute to its accessibility for students with
different levels of interest and preferences. So, at the level of
welcoming and maintaining interest in learning, the variability

in the course can be achieved through the following:

. varied ways to draw attention to relevant
information;

. supporting individual choice and autonomy;

. custom settings to minimise distractions and a

‘mistake-proof” strategy.

Respectively, the digital tools that can be used to achieve
this level of variability for the Students’ Engagement component
should include embedded in the learning platforms means of
attention attraction and its retaining; emotional connection
through personalised greetings; discussions in forums and
personal encouragement from the teacher side.

At the second level, where sustaining effort and
persistence should be supported, the variability can be achieved

thanks to the following didactic means:

° increasing the relevance of goals and objectives;
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° variation (ranking) of the course and microtasks

requirements;

° stimulating collaboration through various means of

Interactivity;

° increasing feedback aimed at improving learning
outcomes.

It is essential to underline that the learning of skills and
strategies requires sustained attention and effort. Students vary
considerably in their ability to self-regulate in this way. Their
differences reflect differences in their initial motivation, abilities
and skills, receptivity to context, and so on. Thus, to realise the
said didactic means for the students’ diversity, in an inclusive
course, there should be implemented such groups of digital tools
like:

(1) platforms for creating quizzes that increase students’
interest in learning and interactive surveys for collecting students’
opinions in real time (e.g. Kahoot, Mentimeter, Slido);

(2) tools to implement gamification strategies both in
individual and team mode (e.g. ClassCraft platform);

(3) interactive whiteboards for collaboration and
exchange of ideas between students (for instance, Padlet or Zoom
whiteboard and others).

At the third level of the students’ engagement, it IS

recommended to apply the following didactic means:

333



The Modern Higher Education Review, No. 10, 2025 ISSN 2617-5266 (Online)

e promoting expectations and beliefs that enhance

motivation;
e developing personal skills and coping strategies;

e developing self-esteem and reflection.

We would like to underline that students in general
develop self-regulation skills on their own, via trial and error or
by observing successful practices. In the whole, learners
experience significant difficulties developing these skills, and
individual differences are more likely than uniformity. Thus, a
successful approach should focus on providing enough
alternatives to assist students with varying abilities to
effectively manage their own engagement in studying.
Therefore, at this level, there can be applied digital tools which
involve students with different levels of motivation and
eagerness to learn in practically driven activities (special e-
environments for exact subject domains, simulators,
gamification platforms). Besides, the tools help to organise
group projects and provide transparency in the distribution of
tasks (e.g., Trello platform).

Finally, we are going to suggest the didactic ways and select
proper tools to achieve variability at different levels for the
Students’ Action & Knowledge Expression component while an
inclusive course design. According to studies, it is really

important to provide students with the opportunity to choose how
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to complete tasks and demonstrate their knowledge. This promotes
creativity and reduces barriers to learning.

At the lowest level of physical actions to access and
navigate learning content, variability in an inclusive course can
be achieved via varied navigation and feedback methods and
supporting individual access to learning tools and assistive
technologies. In the course design, it is essential to understand
that the learning content that is difficult to access or illogically
arranged creates a barrier to its accessibility, remaining
inaccessible to the students. Thus, alternative methods of
navigation contribute to its physical accessibility for students
with different needs. The digital tools in this context are
embedded tools for efficient and alternative navigation in
LMSs, including built-in accessibility widgets. At the second
level of this component of learning, focused on students’

knowledge and communication, in the didactic dimension:
° variety of communication tools;

° opportunities for students to demonstrate knowledge

through a variety of tools, forms and formats;

° assessment flexibility through graded levels of
support for practical tasks and performance.

These solutions seem to be correct, as there is no single way
to express knowledge that is optimal for all students. Therefore,

providing options for learning activities and ways of expression is
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important to provide equal opportunities for academic
achievements for all students.

Thus, in an inclusive blended learning environment,
learners should be supported to use a variety of digital tools to
express their knowledge in the format that is the most
appropriate to them in terms of physical and cognitive
accessibility. Therefore, the different groups of digital tools
should be available for students to express their knowledge in
the best way possible. These groups include:

(1) tools for creating infographics as an alternative way
for students to express their knowledge and opinions (e.g.,
Lucidchart, Napkin, Canva);

(2) tools for storytelling design (e.g., MyStorybook,
Moovly, Adobe Spark);

(3) tools for design of interactive video and presentations
(e.g., H5P, ISLCollective, EddPuzzle);

(4) teamwork tools (e.g., Miro, Trello) to collaborate on
projects.

On the highest level of this component of learning,
executive functions are implemented. Psychologically,
executive functions are the abilities which allow a learner to
overcome impulsive, short-term responses to the environment
and instead set long-term goals, plan strategies to achieve the
targets, monitor their progress, and adapt strategies if needed.
Thus, in terms of students’ diversity, the educators should
focus on:
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° managing the right goal setting;

° supporting planning and developing learning

strategies;
° enhancing the ability to monitor learning progress;

° using formative assessment (self-reflection or peer
assessment), encouraging students to reflect on their learning
outcomes.

The digital tools can indirectly assist students and
teachers. As a recap of our explorations, these theoretical
deliverables allowed us to match neuropsychological functions
of large-scale brain networks with the leading components of
the tutorial process determined by UDL principles.
Specifically, we picked up proper didactic and digital tools for
the principal’s realisation in the progress of design of inclusive
courses as an integral part of the university. The depicted
didactic and psychological pillars, as well as proper digital
tools, made a basis for the development and implementation of
the author’s course “Tools for inclusive course design” as a
component of the inclusive virtual campus piloted within an
Erasmus+ project, Academic Freedom and Inclusion through
Digitalisation (AFID).

The course was deployed on the MS Teams platform,
whose embedded facilities were implemented to provide

primary physical level of accessibility to the learning content
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presentation, navigation, and students’ engagement. The
course was designed based on the said UDL principles,
providing the variability of all the components of the tutorial
process using the didactic ways and digital tools presented
above. Besides, the essence of learning content got the students
(mostly, they were PhD students and university teachers who
are eager to design themselves inclusive courses) familiar with
theoretical basics of inclusive environment building,
peculiarities of a course design based on UDL pillars, and their
neuropsychological foundations. The practical focus of the
course was the selection and mastery of different groups of
digital tools in the context of their facilities for achieving
variability for potential students’ engagement, learning content
presentation, and students’ action. Thus, we could expect the
designed and implemented inclusive course as an important
component of an inclusive university ecosystem may become
an instrument for empowering students by providing: access to
learning resources from anywhere in the world; use of adaptive
platforms that adapt to the student's pace and learning style;
integration of accessibility technologies to create a comfortable
learning environment for all participants.

The current students of the piloted course (in total 32
trainees) were assigned a spectrum of various analytical and
practical tasks that allowed them to choose the format and tools
for their performance and provided them with freedom of

choice and necessary variability. Fig. 1 presents the episodes
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of students’ tasks done within the course, piloting and
mastering proper digital tools (services for converting textual
educational content into video (sound) format (InvideoAl,
EIAl); graphic organisers and smart infographics tools
(Lucidchart, Napkin, Canva); tools for semantic analysis of the
text (Voyant Tools)) to learn how to achieve variability of

Learning Content Representation.

(GASID Counded by

the European Union

Episodes of students’ tasks doing within the course piloting
Digital tools mastering to achieve variability

of Learning Content Representation VEYANT

BHATZONOL

Figure 1 Students’ Works Done in the Course with Digital

Tools to Achieve the Variability of Learning Content
Representation

Fig. 2 presents the episodes of students’ tasks performing

within the course piloting and mastering digital tools (gamification
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platforms (e.g., ClassCraft); platforms for creating quizzes that
increase students’ interest in learning and interactive surveys for
collecting students’ opinions in real time (e.g. Kahoot,
Mentimeter, Slido) and their combinations) to learn how to

achieve variability in the Students’ Engagement and Motivation.

(GAFID Cotmadly.. .. [GAFID

-funded by
the European Union Soligy

the European Union

Episodes of students’ tasks doing within the course piloting

¥ x 3 b s s Episodes of students' tasks doing within the course piloting
Digital tools using to achieve variability in students' motivation

Digital tools using to achieve variability in students’ motivation

XapKiBCbKUM HaLlIOHaNbHMIn EKOHOMIYHMIA yHIBepcUTeT imM. CemeHa KyaHeua XapKIBCHKMM HaLlIOHANbHIMMA EKOHOMIUHMI yHiBepcuTeT iM. CemeHa Ky3Heua
J

Figure 2 Students’ Works Done in the Course with Digital
Tools to Achieve Variability in Students’ Engagement and
Motivation.
Fig. 3 presents the episodes of students’ tasks performing
within the course, piloting and mastering various digital tools to

learn how to achieve variability in Knowledge Expression.

|_T1'AF|D Co-funded by AFID Co-funded by
> the European Union o> the European Union
Episodes of students' tasks doing within the course piloting Episodes of students’ tasks doing within the course piloting
Digital tools using to achieve variability in Knowledge Expression Digital tools using to achieve variability in Knowledge Expression

XapKIBCbKWIA HALLIOHAbHWI EKOHOMIYHWM YHIBepCUTET iM. CemeHa KyaHeus XapKIBCbKyi HALIOHaNbHMIA EKOROMIYHMY YHiBepcuTeT M. Cemera KyzHeus

Figure 3 Students’ Works Done in the Course with Digital

Tools to Achieve Variability in Knowledge Expression
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After the course piloting, there were summed up the key
findings according to proper metrics (maximum rating is 5). In
particular, it was revealed:

* Inclusion Feedback: 99% of students who felt
supported.

» Instructor Evaluation: 4.9-5 rating for training adequacy
and support effectiveness.

» Satisfaction Levels: average 4.55-4.9 rating for content,
accessibility.

» Accessible inclusivity features (subtitles, multilingual
materials, visual generalisation of the content): average rating
4.55.

* The structure of the course materials was clear and
logical, and the content was very detailed: average rating 4.9.

» High engagement: active participation, the tasks were
engaging, interactive, and contributed to the development of the
students’ skills: average rating 4.9.

« Effective instructor—student interactions: average rating
4.9.

Besides, analysing the students reviews as feedback after
piloting, there were underlined some important strengths of the
course that included: (1) high level and quality of educational
service, (2) the course is practical, interesting and as meaningful
as possible; (3) the knowledge gained within the course are
implemented by students in their practical activities (teaching,
scientific,  educational,  practical-psychological/therapeutic,
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volunteer); (4) the program of the course is logically and
qualitatively planned, (5) students appreciated the variety of the
formats of learning content presentation and others. There were
also revealed some challenges and areas of improvement which
include occasional technical difficulties (e.g., connectivity,
platform navigation), need for more personalised support, content
enhancement opportunities and others. After the improvements,
the course is going to be disseminated for a larger cohort of
trainees with follow-up empirical research on the students’
satisfaction, level of accessibility and motivation to learning,

which makes a prospect of our research.
CONCLUSIONS

The paper treats the currently important issues of building an
inclusive learning environment at contemporary universities and the
design of the courses as components of the said environment. Based
on recent studies’ analysis, it is proved the urgency of the research
associated with the importance of exploring theoretical pillars of
building accessible and inclusive courses has been proven. To
elaborate a functional approach to the selection of didactic and digital
tools for the design of inclusive learning courses, resting on the
paradigm of universal learning design.

According to the goals of the work, it is explored and
elaborated functional approach to the selection of didactic and
digital tools which provide a design of inclusive learning courses

based on the UDL concept associated with neuropsychology. This
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includes identifying three large-scale brain networks, each of
which is responsible for certain aspects of information perception,
information processing, and decision-making. Exactly from the
understanding of the functions of the said large-scale brain
networks, the three UDL principles come and determine the
necessity to ensure variability and design options in the realisation
of each of the components of the learning process: (1) Students’
Engagement; (2) Learning Content Presentation; (3) Students’
Action & Knowledge Expression. It is also underlined by
psychologists that the importance of ensuring these design options
at different levels: at the level of physical and direct accessibility
to the learning content, at the level of cognitive accessibility to the
learning content, and at the level of executive function of a learner.

Resting on these neuropsychological explorations, we
determined the didactic ways and matched them with groups of
necessary digital tools. This allows for achieving such variability
within an inclusive course design for each component of the
learning process (supported by a proper large-scale brain network)
and at all three levels.

In addition, the paper highlights the experience and
preliminary results of the pilot implementation of an online course
as a component of a virtual inclusive campus, which was designed
based on the elaborated approach. After the course piloting, the
key findings, including the strengths and weaknesses of the course,
were summed up. It was concluded that after the improvements,

the course should be disseminated to a larger number of trainees
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with follow-up empirical research on the students’ satisfaction,
level of accessibility and motivation to learning, which makes a

prospect of our research,
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BUBIP IUPPOBUX IHCTPYMEHTIB IS PO3POBKH
KYPCY SAK KOMIIOHEHTA IHKJIFO3UBHOI'O
HABYAJIBHOI'O CEPEJIOBHUIIA B YHIBEPCUTETI

JIvwomuna binoycosa,
Kanouoam ¢hizuko-mamemamudiux Hayx, npogecop, Akademisi KOCHIMUSHUX ma
npupooruyux Hayx (Yxpaincoka @inist), npocn. Yuisepcumemcokuii, 54, 50086,
Kpusuii Pie, Yxpaina, LIB215@gmail.com

JIroomuna I pusyn,

O00KMOp nedazociyHux HayK, npoghecop Kagheopu ingopmayivinux cucmem
Xapxiecbkoeo HayioHanbHoeo ekoHomiuHozo yHisepcumemy imeni C. Ky3neys,
npocn. Hayku, 94, 61166, Xapxie, Yxpaina,

Lgr2007 @ukr.net

Y oocniooicenni  posenadaromvcsa  akmyanbHi  numanHs  no0y008u
IHKTIIO3UBHO20 HABYANILHO20 CEpedosUlid 8 CYHYaCHOMY YHieepcumemi ma
NPOEKMYBAHHSL KVPCI8 SIK KOMNOHEHMIB Yb02o cepedosunya. Bionosiono do yineti
pobomu, QOCIIONCYEMBC MA PO3POOIAEMbCA PYHKYIOHATLHUL NIOXIO 00 8UOOPY
OUOGKMUYHUX MA YUDPOBUX THCMPYMeHmis, AKi 3a0e3neqyioms NpOEKMYEaHH:s.
IHKTIFO3UBHUX HABUALHUX KYPCI8 HA OCHOBI KOHYENnyii YHIBEPCAIbHO20 OUBAUHY
ona uaeuanns (UDL), noe’s3anoi 3 Hetponcuxonozicio, 6usHauaodu mpu
BEIUKOMACULMAOHT MepexCci MO3KY, KOJCHA 3 SKUX 8ION0BIOAE 34 NeBHI ACneKmu
cnputinamms  inghopmayii, 00pooKu  iHpopmayii ma nputiHAMms - pilieHv.
Cnuparouucs Ha yi HEUPONCUXONOSTUHI OOCTIONCEHHS, 8 PODOMI 3aNPONOHOBAHO
oUOaKmuuHi memoou ma 3icmasuiu ix i3 epynamu HeoOXiOHUX Yupposux
IHCMpyMeHmis, sKi 0038010Mb 00CASMU MAKOL 8aPIAMUBHOCI 8 PAMKAX
IHKTIIO3UBHO20 OU3ALIHY KYPCY Ol KOWCHO20 KOMNOHEHMA HABYATIbHO20 Npoyecy
(niOmpuMy8ano2o 8i0N0BIOHOI0 BEIUKOMACUIMAOHON Mepexicer0 MO3Ky) ma Ha
6cix mpvox pisusax. Kpim moeo, y cmammi sucsimieno 00ceio ma nonepeowui
pe3yibmamuy  NiIOMHO20  BNPOBAONCEHHSI  OHIAUH-KYPCY 5K KOMNOHEeHmA
8IPMYAILHO2O THKIIO3UBHO20 KAMNYCY, sKULL 0V8 po3poOneHull HA OCHOSI
po3pobnenozo nioxody. llicna ninomyeanns xypcy 0OVi0 RiOCYMOBAHO OesKi
KIII04081i BUCHOBKU, BKTIFOYAIOYU CUTIbHI Ma claOKi cmopoHu Kypey. Tlicis eénecenns
NoKpaujeHs Kypc 6yoe NOwUpeHo Ha OLbuLy Ko2opmy CIyXauie 3 noOwibum
eMNIPUYHUM  OOCTIONCEHHAM — WO0O0  3A0080JICHOCMI  CMYOeHmis,  piGHs.
00CmynHocmi ma Momusayii 00 HAGUAHHSA, WO € NEePCHeKMUBON) HAUO020
00CIONHCEHHS. .

Knrouogei cnoea: inknosueHe HasuanbHe cepedosuuje, exocucmema
VHigepcumemy, NPOEKMYBaHHs IHKIIO3UBHO20 KYPCY, YHIBEPCANbHUL OU3ALIH O
HABUAHHS, 8aPIAMUBHICIb, OOCIYNHICMb, YUPPOBI IHCIMPYMEeHMU.
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