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Research on the state of resilient teaching at Ukrainian universities
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Abstract. In the context of the full-scale invasion of Ukraine by russia in 2022, educational approaches that
ensure not only the quality of teaching and learning but also adaptability and support for participants in the
educational process have gained particular relevance. The aim of the article was to investigate and assess the level
of awareness among teachers and students of Tavria State Agrotechnological University regarding the principles
of sustainable teaching and to determine the necessity of their implementation in the educational process. The
research methodology combined the analysis and synthesis of scholarly sources to establish a theoretical foundation
with an empirical stage that involved an anonymous remote survey of teachers and students conducted via Google
Forms. The survey included 29 thematic questions covering social issues, psycho-emotional state, institutional
support, and readiness for innovation. The majority of respondents reported a significant negative impact of current
crisis situations on the quality of teaching and learning (62%) and on their psycho-emotional state (55%). 90%
of respondents indicated the importance of integrating psycho-emotional resilience into the university teaching
and learning process. Over 70% of respondents expressed a desire to participate in the trauma-sensitive teaching
training, particularly in the “Resilient Teaching” programme. The survey identified the most pressing issues that
need to be addressed for the effective implementation of trauma-sensitive education at the university. It was
revealed that the concept of “Education for Sustainable Development” and the pedagogy of resilience provide a
holistic approach to the formation of a responsible, conscious and resilient citizen. The need for an ascertainment
study on the state of readiness of participants in the educational process to implement resilient, trauma-sensitive
teaching was emphasised. The practical significance of the study lies in the possibility of using the obtained results
to develop and implement trauma-informed and resilient teaching programs within the educational process of
higher education institutions in Ukraine
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INTRODUCTION

The development of education in Ukraine takes place in
conditions of long-term social, economic and security
challenges that significantly affect the organisation and
quality of the educational process. Full-scale-invasion
of russia against Ukraine in 2022 have necessitated re-
thinking traditional pedagogical approaches and seeking
learning models that ensure not only high educational
outcomes but also the sustainable development of educa-
tional practices. In wartime conditions, approaches, which
are focused on the long-term perspective, adaptability
and support of participants in the educational process are
of particular importance. This is why the concepts of re-
silient teaching, in particular, education for sustainable
development (ESD) and sustainability pedagogy, are con-
sidered as a new methodological basis for responding to
modern challenges. Despite the growing interest in this
approach worldwide, implementing sustainability strate-
gy in Ukrainian higher education institutions face several
problems, such as insufficient teacher training, limited re-
sources and a lack of a systematic approach to assessing
the effectiveness of such practices. In this regard, empiri-
cal research on the state of resilient teaching is an impor-
tant step toward modernising Ukrainian higher education
content and creating an educational environment capable
of meeting the needs of modernity.

Issues of educational development in the context of
sustainable development and social transformations are
widely discussed in the works of Ukrainian scientists.
In particular, O.V. Harashchuk & V.I. Kutsenko (2019)
considered education a key factor in the country’s so-
cio-economic development, analysed the components of
educational quality, and justified directions for improv-
ing specialist training. The theoretical principles of ed-
ucational transformation to achieve the sustainable de-
velopment goals (SDGs) were highlighted in the works
of N. Vnukova & H. Sotska (2023), who emphasised the
need to reorient content and learning outcomes in line
with sustainability principles. The methodological as-
pects of implementing ESD in Ukraine were analysed by
.M. Koreneva (2018), who established the conceptual
kinship between the approaches “New Ukrainian School”
and ESD and identified the main directions of SDG devel-
opment across different institutional types and forms of
ownership. O.M. Khmelevska (2018) justified the role of
educational institutions in the transition to the principles
of sustainability and the implementation of the SDGs in
Ukraine. Practical aspects of implementing the SDGs in
higher pedagogical education were examined in works of
H. Chaikovska (2023), which focused on preparing future
teachers to implement sustainable development tasks in
professional activities.

The issue of stress resistance among teaching staff
has been studied by researchers across psychological,
pedagogical, and interdisciplinary contexts. In particular,
N.Yu. Tsybuliak & A.Ye. Bondarchuk (2019) and A. Antono-
va (2025) clarified the essence of the concepts of “stress

» o«

resistance of a teacher”, “professional stress resistance”,
analysed the influence of stress factors on the profes-
sional activity of a teacher, outlined a number of practical
techniques aimed at overcoming negative manifestations
of stress. S. Kuzikova & T. Shcherbak (2022) focused on
the theoretical analysis of the concepts of “resilience”
and “stress resistance”, investigated the features of their
manifestation, taking into account the specifics of peda-
gogical activity. N. Trofaila (2020) in her studies revealed
the essence of the concept of “emotional stability” and
substantiated its importance for ensuring the profession-
al effectiveness of a teacher. In works of O. Tashkinova
& L. Ponomarova (2024), the psycho-emotional state of
teachers in the context of modern challenges to the educa-
tional process is analysed, and the results of implementing
the author’s advanced training programme were present-
ed. At the same time, international scholars emphasise
the importance of developing socio-emotional skills as
a broader framework for strengthening resilience in ed-
ucation. These skills enable individuals to regulate their
emotional states and build effective relationships among
participants in the educational process (Velmurugan et
al., 2026). The systematic assessment of learning out-
comes and the development of internal quality assurance
mechanisms are important components of improving the
effectiveness of the educational process in higher educa-
tion institutions (Sharova et al., 2023).

Despite the importance of the principles of resilient
teaching and ESD, the practice of their implementation
at Ukrainian universities remains insufficiently studied.
At the same time, the principles of resilient teaching are
relevant for improving the quality of higher education and
developing innovative pedagogical strategies. This is es-
pecially true for relocated higher education institutions,
particularly the Dmytro Motornyi Tavria Agrotechnologi-
cal State University (TSAU), which are constantly in crisis
yet continue to deliver high-quality education in line with
society and the state requirements. The purpose of the
article was to assess the organisation of the TSAU educa-
tional process in wartime conditions and to determine the
university’s level of readiness to implement sustainable,
trauma-sensitive teaching, as well as to assess the level
of awareness of teachers and students of the principles of
sustainable teaching and the need to implement them in
the educational process.

MATERIALS AND METHODS
This study was designed as empirical survey-based re-
search, supported by theoretical analysis of scholarly
literature. The analysis and synthesis of scholarly liter-
ature made it possible to identify the essence of sustain-
able teaching and to generalise existing research on this
topic, thereby establishing a theoretical foundation for
the empirical stage of the study. A questionnaire survey
was conveyed to determine the level of awareness of the
principles of sustainable teaching and the perceived need

(-
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for their implementation in the educational process at
TSAU, as this method enables the collection of data from
a broad group of participants in the educational process.
The survey of respondents was conducted in December
2025 remotely using Google Forms to ensure accessibility
and facilitate participation under current conditions. One
month prior to the survey, the Google Forms link was dis-
tributed among participants in the educational process.
The survey was anonymous in order to ensure the confi-
dentiality of personal data. The total sample of respond-
ents was 391 people. Among them were students (309
respondents, 79% of the total) and teachers (82 respond-
ents, 21%). This is due to the fact that the quality of the
educational process is influenced by all its participants,
including both instructors and students. The respond-
ents were distributed territorially as follows: 50.4% of
respondents at the time of the survey were in Ukraine in
front-line areas; 32.3% were in safer regions of Ukraine;
8.4% of respondents were abroad; 4.5% lived in the area
where hostilities were taking place, 4.3% lived in the oc-
cupied territory. Among the total sample of respondents,
298 people (76.2%) were men, 93 people were women
(23.8%). The gender imbalance in the sample is linked
to the specifics of individual educational fields in which
training is provided at TSAU. The study was conducted in
accordance with the ethical principles of The Declaration
of Helsinki (1964), ensuring voluntary participation, ano-
nymity, and confidentiality of the respondents.

The questionnaire contained 29 questions related to
the psycho-emotional state of respondents in war condi-
tions, adaptation of the educational process and the uni-
versity’s readiness to implement trauma-sensitive teach-
ing. Structurally, the items were organised into four blocks:

» Block 1. General information (5 questions).

» Block 2. Level of awareness of the trauma-sensitive
approach (3 questions).

» Block 3. Educational environment and challenges
(12 questions).

» Block 4. Readiness of educational institutions to im-
plement trauma-sensitive teaching (9 questions).

The publication draws on respondents’ answers to
the questions in Block 1 (type of educational institution,
gender, role within the institution, teaching experience),
Block 3 (occurrence of stressful situations, emotional in-
stability during the educational process, etc.), and Block 4
(the readiness of the higher education institution and
participants in the educational process to implement
trauma-sensitive teaching in the university’s educational
activities).

RESULTS
The survey results allowed to outline the current state of
sustainable practice in teaching and identify the most rel-
evant topics for teachers regarding sustainable teaching at
the university. The majority of respondents reported a sig-
nificant negative impact of current crisis situations on the
quality of learning and teaching (Fig. 1).

s)

Significant
H Moderate
62% m Minor

H Minimal

3%

Figure 1. The level of negative impact
of war on the quality of teaching and learning
Source: developed by the authors based on the analysis of the
survey results

As shown in Figure 1, 62% of the respondents (242 peo-
ple out of 391) reported a significant negative impact of
the war on learning and teaching. 28% of respondents
(110 people) noted a moderate negative impact. 7% re-
spondents (27 people) indicated a slight impact of the war
on learning and teaching. Only 3% (12 people) noted that
the war did not affect learning and teaching at the univer-
sity. Respondents located outside active hostilities more
often reported a minimal or moderate impact; however, the
territorial factor was not the primary focus of the analysis.

While the impact of war on the quality of teaching and
learning is substantial, it is closely intertwined with the
psycho-emotional condition of participants in the educa-
tional process. Therefore, it is important to examine how
crisis situations affect respondents’ psychological well-be-
ing. The distribution of responses to the question about the
impact of crisis situations on respondents’ psycho-emo-
tional state is shown in Figure 2.

Significant
B Moderate
55%
W Minor

W Minimal

3%

Figure 2. The level of negative impact
of war on respondents’ psycho-emotional state
Source: developed by the authors based on survey results

As can be seen from Figure 2, the war significantly
affected the psycho-emotional state of 215 people, which
is 55% of the total number of respondents. The moderate
impact of war on psycho-emotional state was reported by
125 respondents, which is 32% of the total number of re-
spondents. It can be concluded that the vast majority of
respondents (87%) testify to the negative psycho-emo-
tional impact of war on the personality, which creates
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conditions for chronic stress, which, without support,
transforms into burnout, decreased motivation, etc. A
small part of respondents noted that the war had almost no
impact (10%, 39 people) or did not affect at all (3%, 12 peo-
ple) on their psycho-emotional state. This can be partly ex-
plained by survey results on the reasons for the temporary
interruption of the educational process, including anxiety,
shelling, power outages, and other negative factors. This is
especially true for those respondents who live in danger-
ous areas. Thus, 68% (266 respondents) reported that they
constantly encounter negative factors that interrupt the
educational process and, accordingly, lead to stressful con-
ditions. 86 respondents (22%) reported that interruptions
to the educational process occur periodically. Only 10% of
respondents have the opportunity to study and teach with-
out interrupting the educational process (27 respondents —
rarely; 12 respondents — almost never). In addition, educa-
tional activities at TSATU are carried out in distance and
blended formats, in the mode of permanent crisis digital
education (Sharova & Sharov, 2024). In the absence of spe-
cifically adapted methods, this leads to increased fatigue
and psychological stress among participants in the educa-
tional process (Smirnova et al., 2022), reducing student en-
gagement and increasing the risk of academic losses.

According to the respondents, it is necessary to inte-
grate the principles of psycho-emotional resilience into
the university’s educational process. This task is consid-
ered very important (266 respondents, 68%) or important
(86 respondents, 22%). That is, 90% of respondents recog-
nise the importance of integrating psycho-emotional resil-
ience into teaching and learning. At the same time, 10%
of respondents noted that integrating the principles of
psycho-emotional resilience into the educational process
is an almost unimportant (7%) or unimportant (3%) task.
The distribution of responses regarding the perceived ne-
cessity of integrating psycho-emotional resilience princi-
ples into the university’s educational process is presented
in Figure 3.

Very important
B Important

8% § m Almost unimportant

3% HUnimportant

Figure 3. Assessment of necessity to integrate
the principles of psycho-emotional resilience
into the university’s educational process
Source: developed by the authors based on survey results

As illustrated in Figure 3, the overwhelming major-
ity of respondents (90%) recognise the importance of in-
tegrating psycho-emotional resilience into teaching and

learning, with 68% considering it very important and 22%
important. Only a small proportion of respondents ex-
pressed a neutral or negative attitude toward this initia-
tive. These results demonstrate a strong institutional de-
mand for resilience-oriented educational transformation.

The question regarding respondents’ readiness to
study the “Resilient Teaching” training programme elic-
ited a high level of interest. Over 70% of respondents ex-
pressed a desire to participate in training sessions on trau-
ma-sensitive teaching. 78 respondents (20% of the total)
were considering professional development under this pro-
gramme. Only 39 respondents, or 10% of the total, did not
express a desire to participate in the “Resilient Teaching”
training programme. The detailed distribution of respons-
es concerning readiness to participate in the programme is
shown in Figure 4.

Eager to study

70% m Under consideration

m Not eager to study

Figure 4. The respondents’ readiness to study
the “Resilient Teaching” training programme
Source: developed by the authors based on survey results

Figure 4 confirms a high level of motivation among re-
spondents to enhance their professional competencies in
resilience-based teaching. The majority demonstrate either
a clear intention or openness to participation, while only a
limited number of respondents remain uninterested. This
indicates favourable conditions for implementing struc-
tured training initiatives within the university. Respond-
ents were asked about TSAU’s readiness to implement a
trauma-sensitive approach during training and teaching.
The distribution of responses regarding the university’s in-
stitutional readiness is presented in Figure 5.

Average

49% m Difficult to answer

H Low

Figure 5. The TSAU’s readiness to implement
a trauma-sensitive approach
Source: developed by the authors based on survey results
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As shown in Figure 5, almost half of the respondents
(49%) assess the university’s readiness to implement a trau-
ma-sensitive approach as average. At the same time, 20%
evaluate it as low, while 31% found it difficult to answer.
The high percentage of respondents who selected “difficult
to answer” may indicate insufficient awareness of institu-
tional strategies and practices related to trauma-sensitive
education. Overall, the results suggest the need for clearer
communication, capacity-building, and systematic insti-
tutional support to strengthen readiness for implement-
ing resilience-based teaching. Respondents were asked
about TSAU’s readiness to implement a trauma-sensitive

approach during training and teaching. A quantitative anal-
ysis of responses to this question indicates an average level
of university readiness, as reported by 49% of respondents.
The answer “difficult to answer” was chosen by 31% of re-
spondents (121 respondents), indicating low awareness
among participants in the educational process about trau-
ma-sensitive education and resilience-based teaching. At
the same time, 79 respondents (19%) assessed the universi-
ty’s readiness to implement a trauma-sensitive approach as
“low”. Respondents were asked to select several basic needs
of the university, the satisfaction of which will allow raising
trauma-sensitive education to the proper level (Table 1).

Table 1. Needs requiring resolution for the effective implementation of trauma-sensitive education at the university

Need Number of respondents Percentage of the total, %
Teacher training 273 69.8
Methodological recommendations 254 64.9
Administrative support for staff 191 48.8
Access to external experts 99 25.1
Technological resources 157 40.1
Source: developed by the authors based on survey results
According to respondents, the most important need is DISCUSSION

the training of qualified teachers who understand the prin-
ciples of resilience-based teaching and apply them in the
educational process. This was reported by 273 respondents,
or 69.8% of the total. The preparation of relevant methodo-
logical recommendations is also a high priority, as noted by
64.9% of respondents. Almost half of respondents (48.8%)
indicated the importance of support for resilience-based
teaching from the university administration and access to
technological resources (40.1% of respondents surveyed
out of the total number of respondents). The significance of
administrative support is also highlighted in the study by
C. Blanco Fontao et al. (2026). The survey results indicate a
high level of demand for systematic training and support in
sustainable teaching, and the target audience’s readiness
to actively participate in implementing changes. This ap-
proach creates favourable conditions for implementing the
project “Supporting Adaptive and Flexible Education for
War-Affected Students in Ukraine” (SAFE LEARN).

Overall, the survey results demonstrate a strong in-
terconnection between the negative impact of war on the
educational process, respondents’ psycho-emotional state,
and the perceived necessity of institutional transforma-
tion. The data indicate not only a high level of stress and
disruption but also a clear recognition of the importance of
resilience-oriented teaching and a substantial willingness
among respondents to engage in professional develop-
ment. At the same time, the assessment of the university’s
readiness reveals structural and organisational gaps that
require systematic support, training, and strategic coordi-
nation. These findings create an empirical foundation for
implementing comprehensive resilience-based education-
al initiatives within the university.

Resilient teaching is based on the concept of ESD, which
combines the responsible behaviour of individuals with
the sustainable functioning of society. According to
J.A. Vargas-Merino et al. (2024), its conceptual provisions
are interdisciplinarity, system thinking, orientation to the
long-term perspective and active student participation in
the educational process. ESD contributes to the develop-
ment of socio-emotional, cognitive and behavioural skills
necessary to solve specific tasks of each of the SDG, which,
in turn, increases the effectiveness of their achievement
(Vnukova & Sotska, 2023). An important place in the con-
cept of resilient teaching is occupied by the development
of critical thinking, decision-making skills and awareness
of one’s own responsibility for the consequences of human
activity. In this way, ESD prepares the younger generation
to overcome modern challenges and contributes to the
long-term sustainable development of society (Chaikovs-
ka, 2023; Wahl & Rudinger, 2025).

M. Laufer et al. (2025) in their work emphasised that re-
cent global crisis situations have intensified the need to re-
consider existing procedures for organising the education-
al process, including the re-evaluation of long-established
teaching practices in light of new technological advances.
In the context of the implementation of the SDG (Cohen et
al., 2025), the informatisation of education and improve-
ment of the quality of the educational process are of par-
ticular importance in Ukraine (Kurylo et al., 2025), support
for educational agents of change, creation of sustainable
learning environments, improvement of coordination and
integration between educational levels, as well as updat-
ing the content of educational reforms (Khmelevska, 2018).
Researchers distinguish two main directions of ESD in
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Ukraine, depending on the leading driving forces and the
institutional centres of its implementation. The first di-
rection concerns the implementation of the SDGs within
the framework of formal education, primarily at higher
education institutions during the professional training of
pedagogical personnel, as well as in the sphere of informal
education through the activities of out-of-school educa-
tion institutions and public organisations. As I.M. Korene-
va (2018) noted, the second direction focuses on the ac-
tivities of non-governmental public organisations, which,
on a voluntary basis, unite citizens around the values of
sustainable development and civil society, laying the foun-
dation for socially significant decisions.

Pedagogy of resilience (PR) complements the concept
of ESD and focuses on the content of education, the abil-
ity of educational systems and participants in the educa-
tional process to adapt to changes and crisis situations. In
the context of PR, scientists emphasise the importance of
developing an integrated quality of the teacher’s personal-
ity, often called “stress resistance”, “emotional resistance”,
“teacher’s resistance”, or “professional resistance”. It is
embodied in the ability to overcome difficulties (Antono-
va, 2025), maintain dynamic balance (Trofaila, 2020), resist
the negative impact of stress factors (Tsybuliak & Bond-
archuk, 2019), effectively perform one’s professional duties
while maintaining emotional and psychological balance
(Tashkinova & Ponomarova, 2024), etc.

This is quite logical, because the quality of training of
the younger generation and their impact on ensuring sus-
tainable development of society largely depend on teach-
ers who transfer their experience and prepare graduates for
professional activity (Koreneva, 2018; Harashchuk & Kut-
senko, 2019). At the same time, the professional activity of
a teacher is often accompanied by stress factors (Kuzikova
& Shcherbak, 2022), and is often oversaturated with stress-
ful situations, including a high level of responsibility for
teaching and educating students (Trofaila, 2020). At the
same time, the teacher’s mental resources do not have time
to fully recover before the start of a new working day, which
leads to psychological discomfort and negatively affects
physical, mental and professional health (Antonova, 2025).

The PR considers the educational space as an envi-
ronment that supports psychological, social, and academic
resilience. This allows teachers to provide psychological
support and to develop emotional literacy and skills in
managing stress and negative psycho-emotional states.
In particular, through the implementation of the au-
thor’s professional development programme for teachers
“Resilient teaching in wartime conditions”, developed by
O. Tashkinova, & L. Ponomarova (2024); the use of practi-
cal methods that can help completely get out of a state of
stress or alleviate its course (Antonova, 2025). At the same
time, the selection and application of the most relevant
and effective methods and approaches should be based on
the current state of the problem under study, which is pos-
sible only through the implementation of the appropriate
empirical research.

CONCLUSIONS

Thus, in the context of globalisation and rapid socio-tech-
nological changes, traditional teaching models need
to be rethought. One of the promising areas is resilient
teaching - an approach that integrates the principles of
long-term effectiveness, social responsibility and envi-
ronmental awareness into the educational process. The
study enabled a comprehensive assessment of the state
of sustainable teaching at Dmytro Motornyi Tavria State
Agrotechnological University under wartime conditions.

The results of the empirical study indicated a sys-
temic negative impact of military actions on learning
and teaching at the university. The vast majority of re-
spondents noted a decrease in motivation and academic
performance, as well as a high level of psycho-emotional
exhaustion. At the same time, respondents demonstrat-
ed a high level of readiness to implement adaptive and
human-centred educational approaches and to partic-
ipate in professional development programmes in resil-
ient teaching. The obtained results provide a convincing
evidence base for the implementation of international
and Ukrainian projects aimed at developing sustainable,
trauma-sensitive teaching. The implementation of such
initiatives has the potential to become an important tool
for preserving the quality of higher education, supporting
the psycho-emotional well-being of the university com-
munity and forming sustainable educational systems in
conditions of a prolonged crisis. The findings confirm that
the integration of trauma-informed and resilience-ori-
ented approaches is not merely desirable but objective-
ly necessary under conditions of prolonged crisis. The
results highlight the strategic role of higher education
institutions in fostering psychologically safe and sustain-
able learning environments. Future research prospects
involve the development and testing of sustainable teach-
ing methods, along with the formulation of recommenda-
tions for integrating sustainability and trauma-sensitivi-
ty principles into the educational practices of Ukrainian
universities.
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Pedagogy of partnership as the basis
for humanising professional education
for law enforcement officers
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Abstract. This article examined the problem of humanising professional education for law enforcement officers in
the context of social transformations and building a democratic state. The aim of the study was to comprehensively
examine the pedagogy of partnership as a humanistic basis for the professional training and practical activities
of police officers, as well as to clarify the peculiarities of understanding and perception of partnership interaction
between law enforcement officers and the community. The methodological basis consisted of theoretical methods
(analysis, synthesis, comparison, generalisation, classification) and empirical methods — questionnaires for employees
of various police departments (patrol, prevention, duty units, district officers). The study showed that most of the
police officers surveyed have a positive attitude towards the idea of partnership with the community and recognise
its importance for increasing public trust. At the same time, barriers to the implementation of such cooperation
were identified: insufficient awareness of modern humanistic models of cooperation; limited experience in applying
partnership practices in everyday service; lack of measures to promote the consolidation of cooperation skills; and
the presence of an authoritarian style of communication. The survey data showed varying levels of readiness among
employees for humanistic interaction: some respondents demonstrated a high level of awareness of the values of
partnership, while others needed additional training and clarification on practical tools for cooperation with the
community. The results obtained made it possible to form a comprehensive picture of the real state of perception
of humanistic principles in the police environment and to identify areas for improvement in training. The study
emphasised the need to combine legal competencies with humanistic ones — the ability to engage in dialogue,
empathy and partnership, which are the basis for effective interaction between the police and the community in
a democratic society. The practical significance of the study lies in the possibility of using the results obtained to
improve professional training programmes and upgrade the qualifications of law enforcement officers with a view to
developing partnership-based, humanistic-oriented interaction with the public

Keywords: law enforcement officers; partnership-based interaction; humanistic principles; legal competencies;
professional training; socio-psychological skills )

INTRODUCTION
The humanisation of professional education is a leading demands on law enforcement agencies and necessitates a
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trust and subject-subject interaction. It promotes the
transition from an authoritarian model of education to a
dialogical one and ensures the formation of competencies
and value orientations necessary for the humane activities
of law enforcement officers.

The relevance of the issue raised is confirmed by sig-
nificant scientific interest, which is reflected in funda-
mental research, dissertations and publications. Thus, in
the monograph by A.V. Sakun et al. (2020), devoted to a
thorough theoretical consideration of the phenomena of
humanisation and humanisation of education, the authors
analysed the strategic foundations of the modernisation of
the educational space and explored the historical genesis
of these processes. They paid particular attention to the
sociocultural phenomenon of the unity of education and
science in the context of humanisation. O.V. Ursol (2021)
defined the essence of the humanisation of the pedagog-
ical process in higher education institutions, revealed the
meaning and structural components of the humanisation
of the educational space, and emphasised the expediency
of transitioning to a socio-cultural educational system and
the importance of introducing humanistic principles into
the pedagogical process of higher education institutions.
The author studied ways of implementing humanistic prin-
ciples in the educational process with the aim of training
specialists at a new level who will combine professional
and humanitarian training.

In the study by H.O. Usatenko (2024), the formation
and development of humanistic ideas in the countries of
the European space and in Ukraine were analysed from a
historical perspective, various practices were presented,
and the peculiarities of implementing humanistic prin-
ciples in the education system were identified. Particular
attention was paid to the period of the 20™ and 21% cen-
turies, and the challenges of implementing a humanistic
position in the education system were identified. O. Hor-
ishna (2025) emphasised that the trends and key features
of the humanistic paradigm of education, in particular
human-centredness, subject-subject interaction and the
orientation of the individual towards humanistic values,
directly influence the content and quality of the modern ed-
ucational space. On this basis, the researcher outlined the
main advantages of developing a humanistic approach, as
well as the challenges accompanying its implementation.
Pedagogy of partnership has been identified as an effective
tool for humanistic education in numerous studies. Thus,
T.L. Kovbasyuk (2023) emphasised that partnership interac-
tion is an effective factor in creating a democratic educa-
tional environment and actively involving all participants
in the educational process. Based on an analysis of con-
temporary challenges and trends in education, the author
defines the conditions and principles for the effective im-
plementation of partnership pedagogy. Having considered
cultural, social, technological and financial barriers, the
researcher proposed scientifically sound ways to overcome
them and emphasised the need for systematic support for
the successful implementation of the partnership approach.

The study by V. Radkevych (2023) demonstrated an ex-
amination of the partnership model of interaction in voca-
tional education in European countries. Studying the prob-
lem of public-private partnerships in vocational education,
the author identified effective communication between
participants for the exchange of experience and shared
use of resources as one of the important conditions for the
functioning of such partnerships. An approach based on
the principles of transparency, accountability and efficien-
cy combines the resources of different education sectors to
solve specific problems in vocational education, improves
its quality and, importantly, contributes to the growth of
each country’s national competitiveness.

Contemporary research by European scholars empha-
sises the significance of the humanistic and partnership
paradigm in education and professional training. Within
higher education, the concept of “students-as-partners”
demonstrates the effectiveness of cooperation between
lecturers and students as equal participants in the educa-
tional process, which transforms the academic environ-
ment (Mercer-Mapstone & Abbot, 2020). Such an approach
is relevant in various spheres of human activity. Human-
istic education, as noted by L. Chen et al. (2023), aims to
develop empathy, moral sensitivity and ethical compe-
tencies that are necessary in modern society. A similar
approach is implemented in community-based research
practices, where partnership pedagogy proves its effec-
tiveness in establishing interaction between educational
institutions and communities (Engel-Hills et al., 2023). In
the context of law enforcement training, these principles
resonate with the contemporary model of community po-
licing, which emphasises building trust and partnerships
between the police and the community (U.S. Department
of Justice, 2023). Thus, humanistic education and partner-
ship pedagogy form the value basis for the development of
models of socially oriented interaction in various spheres.

A separate layer of research concerns the training of
law enforcement specialists and models of partnership be-
tween the police and the community. Thus, in an article by
V.0. Anishchenko (2021) devoted to the problem of improv-
ing the professional training of future law enforcement of-
ficers, a model of professional competence for specialists
in this field has been constructed through the prism of
the latest approaches. The article analysed the features of
professional training determined by the specifics of future
activities and regulatory requirements, and proposes the
introduction of cooperation between teachers and students
as an effective method of improving professional training.

Despite significant scientific achievements, the issue
of forming a modern humanistic-oriented model of profes-
sional education for law enforcement officers remains rel-
evant and requires research and systematic review. In this
regard, the aim of the article was to conduct a comprehen-
sive study of the pedagogy of partnership as a humanistic
basis for the professional training and practical activities
of law enforcement officers, to clarify the peculiarities of
understanding, perception and attitude of employees of
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the National Police of Ukraine to partnership interaction
with the community based on the analysis of the results
of a questionnaire. In accordance with the stated aim, the
following objectives were set: to substantiate the impor-
tance of partnership pedagogy in the formation of profes-
sional and humanistic values of law enforcement officers
based on the analysis of scientific approaches to partner-
ship pedagogy as a component of the humanisation of their
professional education; to investigate the initial level of
understanding of the essence of partnership pedagogy by
employees of the National Police of Ukraine and their at-
titude towards partnership with the community and, based
on these data, to identify the key difficulties that compli-
cate the implementation of the partnership model in the
practice of Ukrainian law enforcement agencies; to pro-
pose a set of educational measures aimed at forming and
deepening partnership interaction between law enforce-
ment officers and the community.

MATERIALS AND METHODS
To achieve the research objective, complementary the-
oretical and empirical methods were comprehensively
applied. Theoretical methods - analysis of scientific and
pedagogical sources, synthesis, comparison, classification
and generalisation — formed the basis for a systematic
analysis of the problem. These methods made it possible
to reveal the essence and content of partnership pedago-
gy, systematise the principles of the partnership approach
(dialogue, trust, subjectivity, interaction) and form a con-
ceptual vision of partnership interaction in the police pro-
fession. For an objective analysis of the level of awareness
among police officers of the essence of humanistic inter-
action, its place in professional activity and the readiness
of law enforcement officers to cooperate with the public,
an online questionnaire survey of employees of the Na-
tional Police of Ukraine was conducted between July and
September 2025. The survey involved 137 employees of
police agencies and units of the National Police of Ukraine
in the Sumy and Kharkiv regions, including patrol police
officers, prevention officers, duty officers, and district
officers. The age of the respondents ranged from 26-35
years (45%), 36-45 (37%) and 46+ (18%). The percentage
of respondents with higher education, incomplete higher
education and secondary specialised education was 71%,
21% and 8%, respectively. The study ensured compliance
with the basic ethical principles set out in The Declara-
tion of Helsinki (1964), in particular voluntary participa-
tion, informed consent, confidentiality, and respect for
the dignity, rights and freedoms of each respondent. The
anonymous format of the survey ensured the sincerity of
the respondents’ answers. The survey was conducted on-
line using Google Forms and was titled “Study of the at-
titude of National Police employees towards humanistic
interaction with the public”. The results were processed
using quantitative and qualitative methods — by counting
the frequency of responses, percentage distribution and
content analysis of responses, with multiple responses

allowed. The participants in the study were asked to an-
swer the following questions:

» What personal qualities do you think are most im-
portant for a modern police officer?

» Do you consider humanistic interaction to be an im-
portant component of a police officer’s professional com-
petence?

» What forms of interaction with the public do you use
most often in your official activities?

» What factors, in your opinion, hinder humanistic in-
teraction between the police and the public?

» Are there any measures in place to develop human-
istic interaction, in particular with regard to interaction
with the public?

» How would you assess your own readiness for hu-
manistic interaction aimed at professional self-improve-
ment?

» Do you apply the principles of humanistic interac-
tion (respect, trust, dialogue, etc.) in your work, and how
often?

» What motivates you most to cooperate with the pub-
lic?

» What skills do you think are most necessary for ef-
fective police work with the public?

» What forms of training do you consider most effec-
tive for the development of humanistic interaction?

» What can contribute to improving humanistic in-
teraction between the police and the public (transparency,
improving communication culture, raising the level of ed-
ucation, etc.)?

> In your opinion, what personal or professional qual-
ities are most lacking in modern police officers?

In order to deepen understanding of the ideas of part-
nership pedagogy and to foster a positive attitude towards
partnership interaction with the public among representa-
tives of prevention units whose activities are directly relat-
ed to constant interaction with the population, a set of tar-
geted educational and practical measures was developed.
These activities were implemented in the form of training
sessions and practical sessions at the territorial police de-
partments of the Sumy and Kharkiv regions, in which 37
employees of the prevention departments took part. The
content of the sessions included interactive mini-lectures,
situational exercises, group discussions and modelling of
professional situations aimed at developing a culture of
communication, partnership skills, empathy, tolerance and
constructive dialogue with the public. The methodologi-
cal basis for the activities was provided by the principles
of community policing, partnership pedagogy and mod-
ern approaches to the social and emotional development
of adults. A comprehensive combination of theoretical
and empirical methods made it possible to obtain an ob-
jective picture of the state of police officers’ awareness of
the latest trends in humanistic interaction and to identify
internal contradictions between the value orientations of
law enforcement officers and the practical problems of in-
teraction with the community. This combination ensured

Pedagogical Sciences. 2026. Vol. 29, No. 1



A. Tanko

the scientific reliability of the results and their practical
significance.

RESULTS
The results of the survey conducted as part of this study,
shown in Figure 1, showed that respondents consider re-
sponsibility (82%) and professional competence (76%) to
be the most important personal qualities of a modern po-
lice officer. This indicates that police officers consider basic

90

professional standards to be key in their work. High scores
were also given to politeness, humanity and openness to
dialogue (63%, 58% and 54% respectively), indicating a
gradual shift towards a service-oriented model of policing
focused on people’s needs. The presence of characteristics
such as communication and behaviour culture, which re-
ceived slightly lower scores, highlights police officers’ ex-
pectations regarding the improvement of their own social
competence.
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Figure 1. Results of ranking personal qualities of modern police officers, %

Source: developed by the authors

The clarification of the view on the question “Is hu-
manistic interaction an important component of pro-
fessional competence?” revealed the following attitude
among respondents: the overwhelming majority of those
surveyed recognise humanistic interaction as necessary
for professional activity (67%). This forms a general trend
of understanding that police work can no longer be based
solely on force or administrative functions; instead, it re-
quires partnership and mutual respect. A small proportion
of those who do not consider it important or only partially
important (33%) indicates the existence of a certain con-
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servative core that needs additional training or a rethink-
ing of the role of the police.

The survey results shown in Figure 2 indicate that the
most common forms of interaction between law enforce-
ment officers and the public are preventive measures and
conversations (44% and 52%, respectively), which indicates
the priority of preventive work, a central element of modern
community policing. Social initiatives and volunteering are
used less frequently, which may indicate excessive work-
loads. The category “other”, chosen by 12% of respondents,
characterises isolated or situational forms of cooperation.
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Figure 2. Most common forms of interaction between law enforcement officers and the public, %

Source: developed by the authors

The main obstacle to effective cooperation by police
officers was identified as public mistrust: 68% of respond-
ents gave this answer (Fig. 3). This indicates a possible
social distance between the police and citizens. Other op-
tions included a lack of communication skills and bureau-
cracy, excessive workload and difficult working conditions.

A significant proportion of respondents (25%) said that
they do not receive or only occasionally (53%) receive
training for professional self-improvement. In other words,
measures to help consolidate cooperation skills are rare and
unsystematic. This gap needs to be addressed in the pro-
fessional development system for law enforcement officers.
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Figure 3. Barriers to the implementation of effective interaction by police officers, %

Source: developed by the authors

It is noteworthy that most respondents rated their
readiness to interact with the public as high or medium
(46% and 44%), which indicates internal motivation and
awareness of the importance of interaction with the com-
munity. In support of this statement, it was found that most
employees responded that they often apply the principles
of interaction with citizens in the form of friendliness and
empathy in their work. A small percentage of those who rate
their readiness as low (10%) indicate a need for additional
training programmes and individual support. At the same
time, the main motives for cooperation are crime preven-
tion (62%), while 33% of respondents chose personal devel-
opment. Among the most important skills needed by police
officers to work with the community, respondents chose

communication and conflict management, as these are the
skills that enable police officers to interact effectively in
complex or tense situations. However, skills such as empa-
thy and ethics scored slightly lower (37% and 32%), which
needs to be addressed in professional training programmes.

Responses to questions about readiness for partner-
ship (Fig. 4) indicate significant internal potential among
respondents, but systematic support is needed to realise
it. In this regard, respondents ranked training and situa-
tional exercises first, confirming the importance of prac-
tice-oriented learning. International programmes received
lower ratings due to complexity of access and logistical
constraints (22%). In other words, employees prefer forms
of training that allow to practise their skills directly (78%).
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Figure 4. Forms of support or training that police officers consider most effective
for developing readiness for partnership with the public

Source: developed by the authors

Respondents consider improving communication cul-
ture to be the key area for improving interaction with the
public, with 72% of respondents giving it priority (Fig. 5).
Transparency and openness in police activities are also of
great importance, as they build public trust (61% and 53%,
respectively). Respondents recognise the need for hu-
manistic education and training of personnel, as well as

for improving the legal framework. As can be seen, acces-
sibility of communication and transparency of work are
identified by respondents as the main indicators of inter-
action. This means that citizens should be able to interact
with the police without barriers, and the activities of law
enforcement officers should be understandable and open.
Preventive measures are important but are perceived as
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a secondary indicator. Responses to questions about the
qualities most lacking in modern police officers showed
a preference for characteristics such as stress resistance

and the ability to explain, while tolerance and the ability
to listen ranked low in respondents’ answers, which re-
quires separate attention.
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Figure 5. Priority areas for improving police-public relations

Source: developed by the authors

The survey results show that employees of the National
Police of Ukraine generally demonstrate a fairly high level
of awareness of the essence of partnership-based, human-
istic interaction and recognise it as an integral part of the
modern model of law enforcement. For most respondents,
partnership with the community is not a formality, but a
real component of daily work based on dialogue, respect,
openness and prevention of offences. Police officers clear-
ly understand that the effectiveness of their work depends
largely on the level of public trust, and that trust, in turn,
is built through transparency, accessibility, courtesy and a
professional culture of communication. The vast majority
of respondents recognise that humanistic principles, such
as respect for human dignity, the ability to listen and the
ability to engage in dialogue, are just as important as pro-
fessional competence. At the same time, the respondents’
answers reveal certain difficulties and challenges. First and
foremost, these are insufficient communication skills, bu-
reaucratic restrictions, and low levels of trust on the part
of certain population groups. Police officers recognise the
need for systematic training and the development of em-
pathy, conflict management, stress resistance, and cultural
competence skills. This indicates a realistic and self-criti-
cal attitude of employees towards their professional role.

Overall, the results of the survey show that the police
have the potential for partnership-based interaction with
the public, but this potential has not yet been fully real-
ised. Police officers recognise the importance of the part-
nership model, acknowledge its advantages and declare
their readiness for greater openness and cooperation with
the community. At the same time, the effective realisation
of this potential requires systematic support, in particular
through regular training events, institutionally established
mechanisms for interaction, the reduction of bureaucratic
barriers and the development of transparent professional
communication. After a series of activities, there were no-
ticeable changes in the views and professional attitudes of

prevention unit staff towards partnership-based interac-
tion with the public. During the course of the work, there
was an increase in attention to the ideas of partnership
pedagogy, as well as a deeper understanding of its role in
modern law enforcement. During the training activities,
there was also an increase in attention to understanding
the importance of communication culture and humanistic
qualities such as listening skills, empathy, tolerance and
willingness to consider the position of others. The results
confirm the need to introduce partnership pedagogy into
the system of professional training and advanced training
of law enforcement officers and demonstrate the feasibili-
ty of further developing such educational practices in the
context of humanising law enforcement activities.

DISCUSSION

The results of a survey of employees of the National Police
of Ukraine confirm the existence of a demand for a partner-
ship-based, humanistic model of law enforcement based on
a culture of communication, openness and transparency in
interactions with the public. At the same time, the data re-
corded indicate a contradiction between the declared read-
iness for such interaction and the institutional conditions
of professional training, which largely retain the features
of a command-administrative and hierarchical model. This
can be explained by the fact that the traditional system of
training law enforcement specialists is still based on the
principles of unquestioning subordination, strict discipline
and a command-and-control model, which does not meet
the requirements of a democratic state. The result of such
a training system is that law enforcement officers are not
sufficiently focused on the needs of society and the popu-
lation has a low level of trust in the police.

In a context where Ukraine is seeking to integrate into
the European community, which is based on the princi-
ples of the rule of law and respect for human rights, the
professional training of law enforcement officers must
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become humanistically oriented. It should be noted that the
humanisation of law enforcement is not simply a change
in external forms or an update of existing approaches, but
a profound transformation of the fundamental principles
of the entire system. Unlike humanisation in other areas,
it has its own unique and important features and should
permeate all aspects of the professional behaviour of
specialists, as it is an indicator of the transition from an
authoritarian model to a model of service and legal part-
nership between the state and society. The results of the
study show that areas such as humanistic education and
systematic updating of the regulatory and legal framework,
although recognised as necessary, remain secondary for a
significant proportion of respondents. This is consistent
with the conclusions of researchers who point out that in
the context of the dominance of the traditional disciplinary
paradigm, humanistic values are often perceived as an ad-
ditional rather than a basic component of the professional
training of law enforcement officers.

At the same time, the priority given to factors such as
improving communication skills, developing communica-
tion skills and practice-oriented training, which were iden-
tified by the majority of respondents, is consistent with the
findings of recent studies in the field of community polic-
ing and service-oriented policing. Similar conclusions can
be found in the works of Ukrainian and international schol-
ars, who emphasise that the effectiveness of law enforce-
ment in democratic states directly depends on the level of
public trust, which is formed not through administrative
control, but through dialogue, respect for human dignity
and partnership. These principles are interrelated and to-
gether form a new paradigm of law enforcement that meets
the demands of a democratic and legal society. Researchers
K.V. Hromovenko & Ya.O. Titska (2021) emphasised that
since law enforcement agencies constitute the “core” that
ensures the realisation of constitutional human rights and
freedoms, the modernisation of these bodies is impossible
without rethinking their interaction with communities and
moving away from outdated models of relations with the
population. The authors emphasised that building last-
ing trust among the population is only possible through
humane and sensitive interaction. Thus, according to
T.A. Pluhatar et al. (2024), humanism should be the foun-
dation of all the work of the National Police of Ukraine, as
it directs the activities of law enforcement officers towards
the real protection of human rights and freedoms, as en-
shrined in Article 3 of the Constitution of Ukraine (1996).

T. Slippenko (2022), based on an analysis of the expe-
rience of European countries, studied a model of law en-
forcement based on partnership between the police and
the community and considered the possibilities of its ap-
plication in Ukraine. O.M. Voluyko (2020) analysed Com-
munity Policing strategies — interaction between the police
and the population. The author concluded that the model
of interaction has its own philosophy and certain organ-
isational principles and reveals the philosophical and se-
mantic foundations of such interaction. V.V. Bondar (2024),

addressing the issue of establishing cooperation between
the National Police of Ukraine and the population in con-
ditions of martial law, noted the duality of this process:
for law enforcement officials, it provides an opportunity
to identify and analyse shortcomings in their work in or-
der to prevent problems in their professional activities in
the future; for the public, it will contribute to raising the
level of awareness and legal literacy, which will encourage
the population to cooperate, resulting in the prevention of
some offences.

In the context of research on police-community part-
nerships, it is worth mentioning the academic work of
A. Da Costa (2024), which analysed how representatives
of different groups — police officers, teachers, school ad-
ministrators, students and the media - shape the discourse
of “building relationships” between the police and young
people, using it as a key framework for defining the role
and significance of school resource officers in Canada.
The author demonstrated that it is through the rhetoric of
partnership, trust and support that a positive image of the
police officer is created in the school community and the
social value of the presence of law enforcement officers in
educational institutions is defined. At the same time, the
work points out the hidden problems that may arise in
this issue. The works studied are relevant in the context of
this research, since the format of cooperation between the
police and the population is also a model of partnership
based on trust, mutual respect, dialogue and cooperation.
A critical analysis of existing models of interaction allows
for a deeper understanding of approaches to law enforce-
ment training focused on humanistic values and effective
cooperation with the community.

A key element of the humanistic model of profession-
al education is the pedagogy of partnership, based on the
principles of mutual respect, trust, cooperation and shared
responsibility. In her scientific work L.V. Tkachuk (2021),
devoted to the study of the historical development of part-
nership pedagogy, the author concludes that such peda-
gogy arose as a response to the socio-economic and edu-
cational needs of society — to prepare successful citizens.
After all, the main goal of such pedagogy is to promote the
comprehensive development of a person through equal
interaction and dialogue between all participants in the
educational process. This creates favourable conditions for
the development of critical thinking, empathy and respon-
sibility, which are crucial for the effective and ethical per-
formance of professional duties. It can be argued that part-
nership pedagogy is the fundamental basis for organising
the educational process in any educational institution that
meets the modern requirements of a democratic society.

As noted in this regard by T. Motuz et al. (2024), pro-
fessionalism in partnership pedagogy is today an indispen-
sable condition for the existence and development of the
educational system. Such competence is the foundation on
which trust and mutual understanding are built, allowing
all participants in the educational process — from teachers
and students to administrators and parents - to work as a
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single, well-coordinated mechanism. It goes beyond simple
knowledge, encompassing skills of dialogue, empathy, co-
operation and conflict resolution, which are key to creating
a truly humanistic educational environment. Only through
the development of this competence is it possible to ensure
the sustainable development and adaptation of the educa-
tional system to the challenges of contemporary society.
At the same time, as noted by T.L. Kovbasyuk (2023), the
implementation of partnership pedagogy requires not only
theoretical understanding, but also a deep willingness of
all participants in the educational process to interact and
adhere to the principles of partnership. The willingness of
teachers, students and administrators to cooperate is the
basis of this approach. It involves moving away from the
traditional hierarchy and transitioning to a model where
everyone is an equal partner. Such cooperation is based on
key principles of partnership, such as respect for everyone,
trust, dialogue and equality. These principles form the ba-
sis for creating an open and supportive environment where
everyone can freely express their thoughts and ideas. Voca-
tional training involves collective work on projects, prob-
lem solving and group discussions. This approach helps
to develop teamwork and communication skills, as well as
teaching how to find compromises and respect the opin-
ions of others.

The principle of equality means that the teacher and
the learner are equal partners in the educational process.
The relationship between them is based on mutual respect,
not subordination. The teacher is a mentor and facilitator
who helps the learner to acquire knowledge and develop in-
dependently. This helps to increase the motivation, initia-
tive and responsibility of learners. In addition, the success-
ful implementation of partnership pedagogy depends on
all participants having the relevant professional skills and
abilities (Kovbasyuk, 2023). For teachers, this means the
ability to facilitate discussions, manage projects and me-
diate conflicts. For learners, it means developing teamwork
skills, critical thinking and independent problem-solving.
Together, these skills and principles create an effective ed-
ucational system that promotes not only the acquisition of
knowledge, but also the formation of a well-rounded and
responsible personality.

Equally important in partnership pedagogy is the prin-
ciple of dialogue. The educational process should be based
on open dialogue and involve subject-subject interaction.
Each participant has the right to express their opinion, ask
questions and participate in the discussion. This contrib-
utes to the development of the ability to argue one’s po-
sition and make informed decisions. Dialogue also helps
the teacher to better understand the needs and interests of
learners. Another of the most important principles in part-
nership pedagogy is the principle of mutual responsibility
for learning outcomes, which is shared among all partic-
ipants in the educational process. The teacher is respon-
sible for organising the process and creating conditions,
while the learner is responsible for their active participa-
tion and personal development. This principle shapes the

understanding that success depends on one’s own efforts
rather than external factors.

The author agrees with the statement by researcher
N. Yasinska (2024) that partnership pedagogy is a priority
of the modern education system, as this approach trans-
forms the educational process into a joint creative activity
where each participant is active and equal. The partnership
model allows teachers and students to jointly solve real
professional problems by integrating theoretical knowl-
edge into practical activities. This makes learning more
meaningful and applicable, which is especially important
for training specialists whose work requires constant deci-
sion-making in complex situations. Based on an analysis of
the key principles of partnership pedagogy, it can be con-
cluded that these principles are the foundation for creating
a safe educational environment where everyone feels val-
ued and protected, which is the basis for personal growth.

In the context of modern law enforcement training,
security is particularly relevant. When the educational
process is based on mutual trust, students feel psycho-
logically secure. This allows to freely express their opin-
ions, ask questions, and discuss complex ethical dilemmas.
Since partnership pedagogy is based on dialogue and co-
operation, it naturally contributes to reducing conflicts.
All problems and misunderstandings are resolved through
discussion. This helps participants in the educational pro-
cess to develop mediation and compromise skills, which
are indispensable for safe and harmonious interaction
both in the classroom and beyond. The author believes
that the application and observance of these principles in
educational activities for the training of law enforcement
officers influences the change in the worldview of future
specialists in this field, teaches them to work in a team, and
develops empathy and responsibility. Such training leads
to a humanistic attitude of future law enforcement officers
towards the population; they will communicate with citi-
zens as equal partners, cooperate with society, and resolve
conflicts through constructive dialogue.

In this work, the pedagogy of partnership is seen as a
key factor in the humanisation of professional training for
law enforcement officers, creating the basic conditions for
the formation of a new culture of interaction in the law en-
forcement system. It ensures the development of dialogue
skills, tolerance, responsibility and the ability to work in an
environment of mutual trust in future specialists. However,
the significance of partnership pedagogy is not limited to
the educational process alone. Its principles must contin-
ue to function in the professional activities of police of-
ficers, because only by transferring partnership models of
interaction into the real social environment is it possible to
form a modern service-oriented law enforcement system.

CONCLUSIONS
The generalisation of the research results shows that
the humanisation of professional education for law en-
forcement officers is not just another stage of reform, but
an important requirement of the times that meets the
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demands of a democratic society. This process goes beyond
the formal assimilation of legal norms and is aimed at a
profound transformation of the consciousness of future
specialists. The humanistic paradigm in education shifts
the focus from strict discipline and unquestioning obedi-
ence to the individual, their rights and dignity, shaping law
enforcement officers’ awareness of their mission as pro-
tectors. The results of the survey showed that the practical
implementation of partnership pedagogy as the basis for
the humanisation of professional education for law en-

methodological recommendations and the implementa-
tion of systemic solutions that would ensure a sustainable
combination of the humanistic paradigm and educational
practice in law enforcement agencies. A further direction
for scientific research could be a comparative study of the
experience of applying partnership pedagogy in the train-
ing of law enforcement officers in different countries (the
United States, Canada, European countries), which would
allow the best practices to be identified and adapted to
Ukrainian realities.

forcement officers is a relevant and timely task that meets
both the demands of society and current scientific trends
in the field of pedagogy and law. Specialists who are aware
of their social role are able to interact effectively with
citizens, resolve conflicts through dialogue, and promote
trust in law enforcement agencies. The implementation of
partnership pedagogy is a strategic step towards building a
constitutional state where serving the people is the highest
value. Further research requires the development of clear

ACKNOWLEDGEMENTS
None.

FUNDING
None.

CONFLICT OF INTEREST
None.

REFERENCES

[1] Anishchenko, V.0.(2021). Improving the professional training of master’s students — future law enforcement officers.
Bulletin of the National University “Chernihiv Collegium” named after T.G. Shevchenko, 168(12), 157-163. doi: 10.5281/
zen0do.4769544.

[2] Bondar, V.V. (2024). Cooperation between the National Police of Ukraine and civil society on the basis of partnership
under martial law. Scientific Bulletin of Uzhhorod National University. Series: Law, 81(2), 63-68. doi: 10.24144/2307-
3322.2024.81.2.10.

[3] Chen, L., Zhang, J., Zhu, Y., Shan, J., & Zeng, L. (2023). Exploration and practice of humanistic education
for medical students based on volunteerism. Medical Education Online, 28(1), article number 2182691.
doi: 10.1080/10872981.2023.2182691.

[4] Constitution of Ukraine. (1996, June). Retrieved from https://zakon.rada.gov.ua.

[5] Da Costa, A. (2024). “Relationship-building” and the normalization of police in schools. Critical Education, 15(3), 21-
42. doi: 10.14288/ce.v15i3.186790.

[6] Engel-Hills, P., Ibsen, H., & McDonald, L. (2023). Exposing the benefits of a pedagogy of partnership in health
professions education. Health SA Gesondheid, 28, article number a2329. doi: 10.4102/hsag.v28i0.2329.

[7] Horishna, O. (2025). Individual strokes and trends of humanistic development education paradigms in the context
of changing the management vector. Dnipro Academy of Continuing Education Herald. Series: Public Management and
Administration, 8(1), 20-29. doi: 10.54891/2786-698X-2025-1-2.

[8] Hromovenko,K.V., & Titska, Ya.O. (2021). The role of law enforcement agencies in ensuring human rights: Theoretical
and legal aspects. State and Regions. Series: Law, 2(72), 120-125. doi: 10.32840/1813-338X-2021.2.19.

[9] Kovbasyuk, T.L. (2023). Pedagogy of partnership: Current challenges and trends. Bulletin of Science and Education,
10(16), 640-649. doi: 10.52058/2786-6165-2023-10(16)-640-649.

[10] Mercer-Mapstone, L., & Abbot, S. (Eds.). (2020). The power of partnership: Students, staff, and faculty revolutionizing
higher education. Elon: Elon University Center for Engaged Learning.

[11] Motuz, T., Lukyanchenko, S., & Piskovenko, A. (2024). Pedagogical partnership as a strategic component of
professionalism development in education. Dnipro Academy of Continuing Education. Series: Philosophy. Pedagogy,
1(6), 78-85. doi: 10.54891/2786-7013-2024-1-9.

[12] Pluhatar, T.A., Lelet, S.M., & Hyra, Ya.M. (2024). Implementation of the principle of humanism in the activities of the
National Police of Ukraine. Science and Law Enforcement, 3-4(65-66), 60-76. doi: 10.36486/np.2024.3(65).

[13] Radkevych, V. (2023). Public-private partnerships in vocational education in European countries: Leading trends in
development. Professional Pedagogy, 2(27), 14-28. doi: 10.32835/2707-3092.2023.27.14-28.

[14] Sakun, A.V., et al. (2020). Processes of humanisation and humanisation of education: Monograph. Kyiv: KNUTD.

[15] Slippenko, T. (2022). Community policing as a partnership between the police and the community: A European
experience. Actual Problems of Law, 2, 154-158. doi: 10.35774/app2022.02.154.

[16] The Declaration of Helsinki. (1964, June). Retrieved from https://zakon.rada.gov.ua.

[17] Tkachuk, L.V. (2021). Historical aspect of the formation and development of partnership pedagogy. Psychological and
Pedagogical Problems of Modern Schools, 2(6), 193-201. doi: 10.31499/2706-6258.2(6).2021.248212.

Pedagogical Sciences. 2026. Vol. 29, No. 1


https://visnyk.chnpu.edu.ua/index.php/visnyk/article/view/425
https://visnyk.chnpu.edu.ua/index.php/visnyk/article/view/425
https://doi.org/10.24144/2307-3322.2024.81.2.10
https://doi.org/10.24144/2307-3322.2024.81.2.10
https://doi.org/10.1080/10872981.2023.2182691
https://zakon.rada.gov.ua/laws/show/254%D0%BA/96-%D0%B2%D1%80
https://doi.org/10.14288/ce.v15i3.186790
https://doi.org/10.4102/hsag.v28i0.2329
https://visnuk.dano.dp.ua/index.php/pma/article/view/236
https://dspace.onua.edu.ua/items/c6ca0dd1-7504-44f9-a848-a2267948e6d9
https://perspectives.pp.ua/index.php/vno/article/view/7144
https://www.centerforengagedlearning.org/books/power-of-partnership/
https://www.centerforengagedlearning.org/books/power-of-partnership/
https://visnuk.dano.dp.ua/index.php/pp/article/view/155
https://elar.navs.edu.ua/items/d0908374-a182-47db-a435-95bfdb2c1776
https://jrnls.ivet.edu.ua/index.php/1/uk/article/view/848
https://er.knutd.edu.ua/handle/123456789/17089
https://doi.org/10.35774/app2022.02.154
https://zakon.rada.gov.ua/laws/show/990_005%23Text
http://ppsh.udpu.edu.ua/article/view/248212

A. Tanko

[18] U.S.Department of Justice. (2023). Office of Community Oriented Policing Services. Retrieved from https://www.justice.
gov.

[19] Ursol,0.V.(2021).Essential characteristics of pedagogical process humanization in a higher educational establishment.
Scientific Bulletin of the Flight Academy. Series: Pedagogical Sciences, 9, 100-105. doi: 10.33251/2522-1477-2021-9-100-
105.

[20] Usatenko, H.O.(2024). Humanistic approach in education: Continuity of tradition and challenges of today. Retrieved from
https://skovoroda.man.gov.ua.

[21] Voluyko, O.M. (2020). Community policing strategy: Philosophy, essence, basic principles, and forms of
implementation. Juris Europensis Scientia, 4, 122-126. doi: 10.32837/chern.v0i4.141.

[22] Yasinska, N. (2024). Pedagogical partnership as a priority of modern pedagogical education. Pedagogical Search,
2(122), 33-35.

AHApin TaHbKO

Kanaupat 1opuanuyHmx HayK, TOLEHT

XapKiBCbKUIi HalliOHAJIbHUI Tlemaroriuamii yHiBepcutet iMmeHi I.C. CkoBopoau
61002, Byn1. AmueBcbkux, 29, M. XapkKiB, YkpaiHa
https://orcid.org/0000-0001-8425-2202

Meparorika napTHepcTBa IK OCHOBa ryMaHisauii
npodecinHoi OCBiTU NPaAaBOOXOPOHLIB

4 N

AHoOTaUiA. CraTTs npucssiueHa NOCIIKeHHIO NpobaeMy TyMaHisauii mpodecifiHoi ocBiTM INpaliBHUKIB
MIPaBOOXOPOHHMX OPTaHiB B YMOBaX CyCHiIbHMUX TpaHcdhopmaliii i po36ymoBu JeMOKpaTU4HOI gepskaBu. MeTa
JLOCITiIKeHHS ITOJISITasaa y KOMIUIEKCHOMY BMBUEHHI ITe1aroriky MapTHepCTBa SIK TyMaHiCTUYHOT 0OCHOBM IpodeciitHoi
MiITOTOBKY Ta MPAKTUYHOI AiSTTbHOCTI MOMILiSTHTIB, 8 TAKOX Y 3’ICYyBaHHI 0COGIMBOCTE PO3YMIiHHS i CIIPUITHSTTSI
MapTHepcbkoi B3aeMofii Misk MPaBOOXOPOHLSIMM Ta Tpomanoio. MeTomonoriuny 6a3y CTaHOBMIM TEOPEeTUYH
MeToAoM (aHasi3, CMHTe3, MOPIBHSHHS, y3arajJbHeHHs, Kaacudikallis) Ta eMIipuM4yHi MeTOAM — aHKeTyBaHHS
MpauiBHKUKIB pi3HMX MigposniniB mominii (maTpynbHOi, mpeBeHIlii, UeproBux 4YacTUH, OiIMTbHUYHUX OdillepiB).
HocTtimKeHHST TOKa3ajao, 10 OiMbIIiCTh ONMUTAHUX TOJMILiTHTIB MO3UTUBHO CTaB/ISITbCS OO imei MapTHEPChKOL
B3aeMOZii 3 TPOMaJOl0 Ta BM3HAIOTh ii BasKIMBICTb IJis MiABUILEHHS OOBipM HaceneHHs. BomHouac BUSIBIEHO
6ap’epy BIIPOBA/KeHHS TaKOi B3a€MO[ii: HemOCTaTHSI 0Gi3HAHICTh i3 Cy4acHMMM TYMaHICTUUHUMM MOZEISIMU
B3aeMOJii; 0OMeXeHMIT HOCBiJl 3aCTOCYBaHHSI MapTHEPChKUX MPaKTUK Y TMOBCSKAEHHIiN CIyx6i; BimcyTHiCTh
3aXOfiB, Ki 6 CIPUAIM 3aKPiIJIEHHIO HABMYOK CIIiBMpalli; HassBHICTh aBTOPUTAPHOTO CTWIIO KOMYHiKanii. JlaHi
aHKeTyBaHHS 3aCBiJuUM/IM Pi3HY TOTOBHICTb MpaliBHMUKIB 4O I'yMaHiCTMYHOI B3a€MO[ii: 4YacTMHA PECIIOH/EHTIB
MPOJEMOHCTPYBaia BUCOKUI DPiBE€Hb YCBiZOMJIEHHS I[iHHOCTEil MapTHEPCTBA, iHII MOTPeGYITh [OAAaTKOBOI
MiITOTOBKM Ta PO3’SICHeHb WIOL0 MPAKTMUHMX IHCTPYMEHTIB cHiBIpali 3 rpomanoio. OTpumaHi pe3yabTaTu
03BONMMAN cHOPMYBaTH KOMILIEKCHE YSIBJIEHHS IIPO peasbHMIl CTAH CIIPUIHSTTS T'YMaHICTUUHUX MPUHIUIIIB Y
MOMileiICbKOMY CepeloBMIIi Ta BM3HAUUTM HANpPSIMM YAOCKOHAJEHHS MiATOTOBKU. JOCHTiIKEeHHS HaroaoCcuio
Ha MoTpebi MO€qHAHHS MTPABOBUX KOMIIETEHTHOCTEN i3 TYMaHICTMYHMMM — 3[IaTHICTIO O Aiajory, emIarii Ta
MapTHEPCTBA, SIKi € OCHOBOIO e(DeKTUBHOI B3aeMOZIii moJtilii Ta TpoMaay B yMOBaX A€MOKPATUYHOTO CYCITiJIbCTBA.
[IpakTuyHe 3HA4YeHHS MAOCTII)KEHHS IIOJNSIra€e y MOXJIMBOCTI BMKOPDUCTAHHSI OTPUMaHMUX pe3yJabTaTiB [Js
BJIOCKOHAJIeHHS MporpaM mpodeciiiHol miAroToBkyM Ta migBuieHHs KBamidikalii npauiBHUKIB TPaBOOXOPOHHUX
OpTraHiB 3 MeTOI0 PO3BUTKY [TaPTHEPCHKOI, TYMaHICTMYHO OPi€HTOBAHOI B3a€MO/Iii 3 TPOMaJICbKiCTIO

Knio4oBi crioBa: cniBpo6iTHMKY IPaBOOXOPOHHMX OPraHiB; MapTHepChKa B3a€MOIis; TyMaHiCTUYHi IPUHIMAIIN;
MpaBOBi KOMITETEHTHOCTI; CJTysk6GOBA MiArOTOBKA; COIiabHO-TICUXOMIOTiUHI HAaBUUKM j

(s

\
Pedagogical Sciences. 2026. Vol. 29, No. 1



https://www.justice.gov/doj/office-community-oriented-policing-services
https://www.justice.gov/doj/office-community-oriented-policing-services
https://dspace.usfa.edu.ua/handle/123456789/1138
https://dspace.usfa.edu.ua/handle/123456789/1138
https://skovoroda.man.gov.ua/storage/files/gumanistichny-pidhid-v-osviti.pdf
https://doi.org/10.32837/chern.v0i4.141
https://znayshov.com/FR/32629/Pp_2_2024-35-37.pdf
https://orcid.org/0000-0001-8425-2202

Ilenaroriuni

Journal homepage: https://pedsciences.com.ua/en

PEDAGOGICAL SCIENCES

Vol. 29, No. 1, 2026

ISSN: 2524-2474, e-ISSN: 2524-2482
UDC 159.9:37.015.3
DOI: 10.33989/2524-2474.2026.1.24

Article's History: Received: 15.11.2025 Revised: 01.04.2026 Accepted: 05.05.2026 Published: 28.05.2026

llila Kastornykh®

Postraduate Student

Alfred Nobel University

49000, 18 Sicheslavska Naberezhna Str., Dnipro, Ukraine
https://orcid.org/0009-0002-9059-6241

Formation of competence in future psychologists within the domain
of psychosexual education for children and adolescents
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Abstract. The aim of the study was to describe the concept of professional competence in the field of psychosexual
education of children and adolescents, as well as to empirically verify its structure. The study employed an analysis
of international frameworks for psychosexual education, as well as the collection of both quantitative and qualitative
data on four components of professional competence of future psychologists, using questionnaires and tasks. The
cognitive component of competence was found to be generally well-developed within the future psychologists’
candidates, as indicated by the percentage of respondents who scored at either high (34.9%) or intermediate
(46.5%) levels within that component. However, an analysis of the tasks component of competence revealed fewer
future psychologists who exhibited the required abilities to execute practical actions within their field; only 37.4%
of respondents scored at a high level within the operational-practical component of competence, and only 28.0%
scored at the highest level within that component. Finally, while the majority of future teachers scored within the
intermediate level (58.0%) within the component of value-ethical competence, a majority of those who scored
within the highest level (41.8%) within that component revealed contradictions in their application of those values
and ethics to their tasks. The reflective component was characterised by the highest variability and the largest
proportion of low indicators (24.4%), evinced by fragmented self-analysis and difficulties in forecasting professional
actions. Correlation analysis confirmed the existence of statistically significant relationships between value-ethical
orientations and practical readiness (r=0.58), as well as between the reflective and practical components (r=0.49),
indicating their function as regulators of behavioural decisions. The obtained results facilitated the interpretation
of professional competence as an integrative system wherein individual constituents operated asymmetrically and
required targeted alignment. The practical significance lies in the potential application of these findings for the
development of educational programmes and training modules aimed at instructors of psychological disciplines
and developers of academic courses in the domain of psychosexual education

Keywords: cognitive component; communicative barriers; operational-practical component; reflective
component; supervisory practices; value-ethical component )

INTRODUCTION

The heightened relevance of the issue concerning the
formation of competence among future psychologists in
the sphere of psychosexual education for children and
adolescents is precipitated by the transformation of the
educational and sociocultural milieu, wherein sexuality is
no longer regarded exclusively as a biological phenome-
non but has acquired the status of a complex psychosocial

construct. The increase in risky behaviours by adolescents,
the growing complexity of the process of the formation of
identity, and the influence of the digital environment on
the perception of sexuality all contribute to the demand
for specialists capable of engaging with these issues at
a professional level. Yet, the training of psychologists in
this area is fragmented, focusing mainly upon providing
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theoretical knowledge of sexuality rather than providing
training in the ethical and reflective aspects of the profes-
sion. A need, therefore, exists for an analysis of the pro-
fessional competence of future psychologists in relation
to these issues.

K. Fanchang (2025) conducted a synthesis of theoret-
ical approaches to psychosexual development. As a result
of the study, the researcher was able to explain how psy-
choanalytic theory could help to understand how the ex-
periences of children and adolescents have an influence
upon the formation of their personalities. Furthermore,
the researcher was also able to discuss how psychosexual
development has an influence upon the behavioural strate-
gies exhibited by individuals. Another study was performed
by T.T.W.A. Yeung et al. (2026), who investigated the spe-
cific aspects of the experience of sexuality among young
individuals with autism spectrum disorders. The research-
ers found that these young individuals experienced higher
levels of anxiety in romantic and sexual relationships due
to difficulties in communicating with others. Based upon
these findings, recommendations were made regarding the
type of educational formats that should be implemented in
sexual education programs for these individuals.

A systematic review was performed by B. Ragaglia et
al. (2023), who investigated the effectiveness of psychosex-
ual interventions for individuals with developmental disa-
bilities. As a result of the research, the authors established
that most sexual education programs for these individu-
als had a focus upon transmitting knowledge of sexuali-
ty to the individuals with developmental disabilities, but
neglected to incorporate elements to facilitate the devel-
opment of behavioural skills in these individuals. Conse-
quently, the researchers concluded that most of these in-
terventions were ineffective. Another study investigates
the attitudes of professionals towards sexual education.
L.L. Wolford & K.L.Jansen (2024) analysed the attitudes of
practitioners towards sexual education. As a result of the
study, the researchers documented contradicting attitudes
towards the role of practitioners in sexual education pro-
grams. Based upon these findings, the practitioners lack
professional guidelines on sexual education. Another ob-
jective was to investigate sexual competence. The study
conducted by P. Tomaszewska et al. (2023) aimed to ana-
lyse sexual competence. The researchers established the
components of sexual competence, and that a deficiency in
these components led to risky behaviour in adolescents. As
aresult of this study, the researchers were able to conclude
the necessity of developing an integrative model of sexual
competence.

An analysis of the difficulties of sexual education pro-
fessionals was performed by F. Shibuya et al. (2023). The
researchers established that sexual education practition-
ers often encounter difficulties related to cultural and re-
ligious factors related to sexual education. For instance,
the professional must define their role in sexual education,
and this creates conflicts for practitioners. These diffi-
culties underscore the complexity of the transition from

sexual education using traditional models towards more
comprehensive approaches. Finally, the researchers under-
score the importance of ethical and value-based training
for specialists in sexual education. In a study by L. Jamia et
al. (2025), the professional requirements for teaching sex-
ual education was systematised. The researchers discov-
ered that many skills related to classroom management
and communication skills with adolescents are required
of teachers who deliver sexual education programs. Fur-
thermore, many attitudes towards sexual education were
found to be positive. For instance, many sexual education
teachers want to be openly communicative and support-
ive of their students. These findings enable the researchers
to provide an interpretation of the competence of teach-
ers in sexual education as a requirement of the integra-
tion of knowledge, skills, and values. Lastly, a review of
the concept of psychosexual development was performed
by K. Dobrzeniecki et al. (2026). The researchers integrat-
ed biological and psychological aspects of psychosexual
development. Furthermore, the researchers established
that these aspects are interdependent of one another. As
a result, sexual education can be seen as an integral part
of a comprehensive plan of personality development. Fi-
nally, the researchers concluded that an interdisciplinary
approach to sexual education is required.

Despite the number of research studies that have been
performed on the topic of sexual education, an elucidation
of the structure of the professional competence of future
psychologists in this area, and the interrelationship among
the components of that structure, has been lacking. The
aim of the study was to provide a theoretical and empirical
understanding of the structure of the professional compe-
tence of future psychologists in the field of psychosexual
education for children and adolescents. To achieve this
aim, it was necessary to undertake a series of analyses of
the theoretical approaches to sexual education, the com-
ponents of professional competence, and the level of for-
mation of such components among students of psychology.

MATERIALS AND METHODS
The methodological construct of the study was designed
as a staged procedure for integrating normative-concep-
tual provisions, empirical generalisations, and quantita-
tive-qualitative assessment of the level of professional
competence formation among future psychologists in the
field of psychosexual education. At the first stage, the oper-
ationalisation of the basic conceptual field was carried out
through a comparative analysis of the content parameters
of psychosexual education as stipulated in international
normative documents, notably the UNESCO et al. (2018)
and the WHO Regional Office for Europe and BZgA (2010).
The selection of these specific documents was determined
by their status as unified framework benchmarks for the
educational systems within the European area and their
practical implementation in the 2020s. Methodological-
ly, this was achieved through the content-structuring
of domains and conceptual blocks with the subsequent
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identification of indicators suitable for empirical measure-
ment. In parallel, a normative-legal operationalisation of
the ethical requirements governing the practice of a psy-
chologist was conducted. The main sources of information
that were utilised in the accomplishment of the purpose
of the study included the publication of the American Psy-
chological Association (2021) on psychological practice
with sexual minority persons, as well as the Council of Eu-
rope (2007). These publications enabled the establishment
of specific criteria to assess the value-ethical component
of the competence of future psychologists to work with
children within the area of psychosexual education, such
as criteria regarding non-discrimination against children
of any sexual orientation, the need to maintain the con-
fidentiality of their clients, the child rights orientation of
those future psychologists, as well as their abilities to in-
teract with those children in a way that is sensitive to their
cultural backgrounds.

The main aim of the empirical study that was conduct-
ed was to provide a comprehensive evaluation of the level
of formation of the professional competence component
among future psychologists that will work with children
within the area of psychosexual education. The compe-
tence component to be evaluated included the cognitive,
value-ethical, operational-practical, and reflective com-
ponents of such future psychologists. The study that was
conducted was of the descriptive-analytical type. Thus, be-
tween October and December of 2025, at Polissia National
University, an assessment was performed of 86 students
that were enrolled in the “Psychology” programme within
the Bachelor’s level of education. These participants were
selected according to accessibility in the field of psychol-
ogy, though inclusion criteria for the participants in the
study specifically required that they were enrolled in the
“Psychology” speciality within the university, and that they
provided their consent to participate in the research study.
Participants that were excluded from the study included
those without any training in psychology (to ensure the
validity of the assessment of their cognitive component),
those who did not completely complete the questionnaire,
and those who withdrew from the study at any stage.

Questionnaires were used to collect data from each psy-
chologist regarding the future psychologists’ knowledge of
psychosexual education of children. These questionnaires
contained both closed and open-ended questions. Some
questionnaires were distributed on paper, and others dis-
tributed online via Google Forms. Each questionnaire took
between 20 and 25 minutes to complete. The questionnaire
included four main blocks of questions. The first block as-
sessed the future psychologists’ knowledge of psychosexu-
al education of children, and contained 15 questions with
only one correct answer. The second block contained 12
statements regarding value-ethical considerations in the
psychosexual education of children, and asked the future
psychologists to rate each statement on a five-point Lik-
ert scale (from 1 for “strongly disagree” to 5 for “strongly
agree”). The third block contained 10 tasks (with situational

case studies) that asked the future psychologists to select
the behavioural model that they would employ in their re-
sponses to such situations. The fourth block contained a
series of open-ended questions, such as: “How do you un-
derstand the content of psychosexual education?”, “What
difficulties do you anticipate in working with adolescents
on topics related to sexuality?”, and “What knowledge or
skills do you lack for such work?”.

For each component of the competence of future psy-
chologists to provide psychosexual education to children,
scores were calculated for each future psychologist accord-
ing to the answers that they provided on the questionnaire
(both closed and open-ended), and these scores were nor-
malised to percentages. According to these percentages, the
psychologist could be classified as having a low, medium,
or high level of formation of their competence in provid-
ing psychosexual education to children. Furthermore, each
open-ended answer was coded according to a qualitative
model; that is, the answers were analysed for their mean-
ings, and were categorised according to those meanings.
Furthermore, those categories were verified by two teach-
ers to ensure that each psychologist was coded accurately
according to their answers on the questionnaire. The an-
swers to the closed questions were coded numerically (on a
five-point or one-point scale). Thus, each future psycholo-
gist was coded according to their knowledge, value-ethical
considerations, operational-practical skills, and reflective
components regarding the area of psychosexual education
to children. Each component was categorised according to
a percentage of psychologists who responded with each
level of formation (low, medium, high). Thus, each future
psychologist was assessed for their competence in each of
these four components, and categorised according to the
percentage of other participants that indicated similar lev-
els of competence. Finally, the answers on the open-ended
questions were also coded according to a qualitative model.
Each answer was coded according to its semantic units and
meanings (1 — present in answer, 0 — not present in answer),
which enabled the formation of integral scores (as percent-
ages of the maximum possible score for that component).
Thus, the answers provided by each future psychologist
were represented according to the percentage of future
psychologists that indicated that they also possessed such
a level of formation of those components of competence.

In addition to the coding of the answers from the fu-
ture psychologists to the questionnaire, the ethical aspects
of the study were also in compliance with international
standards for psychological research studies. Each future
psychologist was informed of the aim of the research study,
as well as that their participation in the study was both vol-
untary and they could exit the research study at any time.
Furthermore, the information that was collected from each
psychologist was to remain both anonymous and confiden-
tial. Such ethics were adhered to in compliance with both
the WMA Declaration of Helsinki (2024), as well as to the
Ethical principles of psychologists and code of conduct
(American Psychological Association, 2017).
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RESULTS

Theoretical foundations for preparing psychologists
for psychosexual education. Psychosexual education can
be regarded as an interdisciplinary phenomenon formed at
the intersection of various subjects. Such an interpretation
of the subject is enshrined in various international ap-
proaches to the subject. According to the UNESCO (2018),
psychosexual education should aim to develop the knowl-
edge and the skills that will allow individuals to make de-
cisions, form relationships and utilise their rights in the
area of sexuality. Similar principles are described within
the standards of the WHO Regional Office for Europe and
BZgA (2010). The psychosexual education component
of schools is aimed at developing behavioural strategies
within adolescents. As a result of the implementation of
sexual education programs in schools, levels of knowledge
regarding sexuality have increased, adolescents have de-
veloped intentions towards more responsible behaviours,
and there have been reductions in risky sexual practices by
those adolescents. The factors that contribute to the effec-
tiveness of sexual education within schools includes the
integration of components that relate to the cognitive, so-
cial, and emotional knowledge of adolescents. As a result of
the implementation of sexuality education in schools, ad-
olescents have not developed knowledge and skills regard-
ing sexuality but also lacked the formation of behavioural
strategies that are necessary for their safe and effective so-
cialisation within society. The content of the educational
programs relates to and are determined by the age-related
development of adolescents.

Within the age range of childhood, adolescents begin
to form perceptions regarding their bodies. According to the
Federal Centre for Health Education (2021), sexuality edu-
cation during the childhood years should include educa-
tion regarding the bodies of adolescents. Such education is
essential for the development of safe social interactions by
adolescents during these age ranges. Furthermore, educa-
tional interventions regarding the formation of adolescents
of their personal boundaries contribute to the prevention of
sexual violence against those adolescents. Adolescents who
participate in such education exhibit protective behaviour
towards themselves and do not tend to be victimised by sex-
ual abuse. During the adolescence age range, adolescents
form their identity and begin to interact with others. Sex-
uality during these ages is related to emotional aspects of
adolescents, their culture and their lived experiences (Cos-
ta et al., 2001). The World Health Organization recognises
the importance of teaching adolescents of specific skills
regarding their sexuality, interactions with others, and
their ability to make decisions regarding their sexual ac-
tivities (WHO Regional Office for Europe and BZgA, 2010).

The psychologist has to act within a framework of
guidelines that are established internationally, nationally
and through professional codes of ethics. The American
Psychological Association (2021), for instance, indicates
that psychologists should be culturally sensitive, non-dis-
criminatory towards populations of different ethnicities,

sexualities and cultures, and employ evidence-based tech-
niques when addressing issues related to sexuality. Addi-
tionally, the legal framework for the inclusion of sexual ed-
ucation within schools is established through the Council
of Europe (2007). Article 6 of this convention indicates that
each state within the council must implement sexual edu-
cation within schools to allow children to become aware of
the risks of sexual exploitation and abuse, as well as how
to protect themselves from these situations in their lives.
Additionally, the information that is to be taught within
schools should relate to the concepts of sexuality, as well
as to the risks to which they may be exposed (especially
in relation to the use of information and communication
technologies).

The activity of a psychologist within the area of psy-
chosexual education has to consider the various interests
of the child, the parent and the school within which the
psychologist functions. In many cases, the interests of the
parent in relation to sexuality within schools may conflict
with both the scientific approaches to sexuality education
and the requirements of the educational systems. Further-
more, many of the Eastern European countries do not offer
systematic sexuality education to their adolescents, lead-
ing to lower levels of awareness of sexuality and forcing
those adolescents to learn of sexuality from peers or from
digital media. The psychologist’s role in these countries
is more complex than in other portions of the world, and
requires skills in communication with various individuals
involved in the education of these adolescents.

Therefore, the training of future psychologists must
include more than the acquisition of knowledge. Psycholo-
gists must develop a range of competencies within their
areas of practice. According to Mulder (2012), competen-
cy-based education in fields related to sexuality education
requires that individuals gain an understanding of how to
effectively act within specific situations and environments,
despite the uncertainties that may surround those situa-
tions. The competencies that are specifically required of
psychosexual educators include knowledge of how to act
with a range of attitudes, emotions towards sexuality, and
an understanding of the social contexts in which they must
act. Such skills can be developed through both the theo-
retical knowledge of the content of sexuality education as
well as through the development of specific practice-relat-
ed skills. The models that relate to psychosexual education,
as presented in Table 1, can be constructed to determine
the requirements for knowledge and skills of students, as
well as to develop instruments for the assessment of these
competencies. An analytical examination of the structure
of competence in the field of psychosexual education re-
veals its non-linear nature. Knowledge without the re-
quired skills to apply that knowledge effectively can lead to
ineffective delivery of psychosexual education to patients.
Furthermore, the lack of a value-ethical component to
the competence can lead to the application of knowledge
and skills in ways that are unethical, especially regard-
ing sensitive topics within psychosexual education. The
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reflexive component of the structure is crucial for ensur-
ing that knowledge, values and skills are appropriately
applied within specific professional situations. Thus, each
component of the structure of competence is essential for

effectively delivering psychosexual education; the defor-
mation of any of these components has the potential to
negatively impact the professional competence of an indi-
vidual delivering such education.

Table 1. Structure of the future psychologist’s competence in the field of psychosexual education

Component Content Indicators of development
Knowledge of psychosexual development; Accurate reproduction of theoretical provisions; ability
Cognitive understanding of risks (abuse, early debut); awareness to identify risks in case studies; knowledge assessment
of legal norms. outcomes.
Operational- | Counselling skills; psychoeducation; age-appropriate Commu.mcatlon effectiveness; ability to e_sta{bhsh trusting
- . . P g rapport; evaluation of practical case studies; behaviour in
practical adaptation of information; group facilitation.

role-play scenarios.

Value-ethical orientation towards children’s rights.

Tolerance; non-discrimination; confidentiality;

Absence of stigmatising attitudes; adherence to ethical
standards; results of value-based questionnaires.

Reflexive

correction.

Self-awareness; emotional regulation; understanding
of professional boundaries; capacity for self-

Level of reflexivity; ability to analyse one’s own actions;
indicators of emotional burnout; participation in
supervision.

Source: compiled by the author based on C.A. Collier-Harris & ].D.G. Goldman (2017), R. Maasoumi et al. (2024), M. Hytti &

N. Sandstrom (2025)

The development of competence among future psy-
chologists within higher education institutions can be
determined by various factors. The structure of the ed-
ucational programmes within these institutions is of
paramount importance. In most countries within the
EU, specialists in the field of sexual health are prepared
through education that integrates sexual health into oth-
er disciplines rather than creating a stand-alone sexual
health module within psychology programmes. Research
conducted within the framework of the Love Act Project
across eight European countries (Italy, France, Greece,
Lithuania, Belgium, Cyprus, Spain, and the Basque Coun-
try) demonstrated that the systematic training of teach-
ers and educators in matters of comprehensive sexuality
education necessitates the use of specially designed tools
to enhance both the awareness and practical skills of pro-
fessionals (Idoiaga & Legorburu, 2024).

Concurrently, the integration of international guide-
lines into national educational systems serves as a mech-
anism for standardisation and quality enhancement in
professional preparation. The UNESCO (2018) defines com-
prehensive sexuality education as an interdisciplinary pro-
cess encompassing eight key concepts (relationships; val-
ues, rights, culture, and sexuality; understanding gender;
violence and staying safe; skills for health and well-being;
the human body and development; sexuality and sexual be-
haviour; sexual and reproductive health) and three learn-
ing domains (knowledge, skills, attitudes). The Guidance
emphasises scientific accuracy, age-appropriateness, a hu-
man rights orientation, gender equality, and the imperative
to develop critical thinking and interpersonal skills.

Despite the outlined possibilities, the development
of competence is accompanied by systemic constraints.
One of these is the deficit of structured training courses,
as documented in research within the European context.
Specifically, in Spain, an analysis of 132 primary teacher
training programmes revealed that specialised courses or
modules on affective-sexual education are exceedingly

rare, and the relevant content is integrated only into iso-
lated disciplines, leading to the fragmentation of knowl-
edge (Fernandez et al., 2025). In Greece, research involv-
ing educational policy stakeholders confirmed that the
current teacher training system fails to provide systematic
coverage of comprehensive sexuality education topics,
and curricula remain limited and fragmented (Katsarou &
Pliogou, 2026). This engenders cognitive gaps and dimin-
ishes readiness for practical engagement. An additional
constraint lies in the insufficient level of educator prepa-
ration. A proportion of teachers demonstrate a moderate
or low level of confidence and knowledge, particularly in
addressing sensitive topics such as the rights of sexual mi-
norities, consent, and sexual rights. The absence of such
preparation restricts the utilisation of interactive meth-
ods and reduces the efficacy of the educational process.
In a study conducted in English secondary schools as part
of the evaluation of the Positive Choices intervention, it
was found that the contextual factors influencing the ef-
fectiveness of educational interventions are precisely the
level of teacher training, their skills, and their commit-
ment to teaching (Ponsford et al., 2026).

One of the contributing factors is the influence of stu-
dents’ individual attitudes. A study involving 458 prospec-
tive early childhood educators confirmed that attitudes
towards sexuality education act as a mediator between
the level of knowledge and self-assessed teaching efficacy,
with this mediated effect being more pronounced in wom-
en (Ding et al., 2026). A synthesis of the presented data
allows for the assertion that the formation of competence
among future psychologists in the domain of psychosex-
ual education is the result of a complex interplay among
institutional structures, sociocultural conditions, and in-
dividual psychological factors. The efficacy of this process
is contingent upon the systematic nature of educational
programmes, the level of instructor preparation, the uti-
lisation of practice-oriented methods, and the capacity for
the integration of international standards, whereas the
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principal limitations are associated with the fragmented
nature of curricular content, ethical challenges, and the in-
fluence of personal attitudes.

Empirical aspects and pedagogical conditions
for the formation of competence in future psycholo-
gists. During the first two decades of the 21 century, the
implementation of European standards for the country
of Ukraine, particularly in the area of mental and repro-
ductive health, has led to the development of a lack of a
comprehensive strategy for the introduction of sexuali-
ty education into the country’s educational programmes
(Shevtsova, 2025). As a result, the training of psycholo-
gists within Ukraine on psychosexual issues has been up
to date through various initiatives within the country’s
higher education institutions. The role of the psychologist
within Ukraine is beginning to gain significance within
the nation due to the growing psycho-emotional burden
upon the children and adolescents of the country as a

result of the war. For instance, a study performed by the
Rating Group (2025) in October of 2025 reported that 37%
of children between the ages of 10 and 18 in Ukraine have
developed a high level of stress within the period of the
past year, with 40% of girls between the ages of 10 and 13
experiencing such stress levels during that same time peri-
od. Thus, sexuality education in Ukraine is now integrated
with mental health services provided by psychologists for
the prevention of risky behaviours by those children and
adolescents, as well as for the development of their per-
sonality. The findings from this research will allow for a
comprehensive analysis of the degree of formation of pro-
fessional competence in the area of psychosexual educa-
tion among future psychologists. Such analysis will allow
for an examination of each of the following aspects of such
competence: cognitive, values-ethical, operational-practi-
cal, and reflexive competence. The results of such analysis
are presented in Table 2.

Table 2. Distribution of proficiency levels across competence components (%)

Component Low Medium High
Cognitive 18.6 46.5 34.9
Values-ethical 21.0 37.2 41.8
Operational-practical 19.7 52.3 28.0
Reflexive 24.4 44.2 31.4

Source: compiled by the author

The analysis of the distribution of proficiency levels
across the competence components revealed an uneven pro-
file of professional readiness among future psychologists.
The highest indicators for the high level were recorded for
the values-ethical component, which may signify students’
awareness of the moral and ethical foundations of profes-
sional activity; however, this value orientation is not un-
derpinned by an adequate level of operational-practical
readiness, where the medium level predominates and the
proportion of the high level is the lowest among all compo-
nents. Conversely, the cognitive component demonstrated a
balanced structure with a share of the high level indicating
a sufficient assimilation of theoretical knowledge, yet the
transformation of this knowledge into practical skills appears
to be hindered. The reflexive component is distinguished by
the highest proportion of the low level, which may indicate
an insufficient development of the capacity for self-anal-
ysis and the correction of one’s own professional conduct.

Quantitative substantiation of these levels was car-
ried out through the calculation of integral scores for each
component, followed by normalisation and quartile dis-
tribution. The lowest mean indicators were recorded for
the operational-practical component (M = 58.6%, median
56.0%), which correlates with its smallest share of the high
level (28.0%). In contrast, the values-ethical component
demonstrated the highest mean values (M=71.8%, median
69.0%), consistent with its largest share of the high level
(41.8%). The reflexive component exhibited the highest
variability (SD = 19.8), which is corroborated by the wid-
est interquartile range (31.0 p.p.) and the largest share of

the low level (24.4%). The cognitive component occupied
an intermediate position with a relatively uniform distri-
bution (M =64.3%, SD =15.2). This configuration of quan-
titative indicators provided the foundation for a detailed
qualitative analysis of each component.

A primary analysis of the cognitive component demon-
strated that only one-third of the students possess system-
atic knowledge of psychosexual development. 34.9% of the
students demonstrated a high level of knowledge, 46.5%
demonstrated a medium level of knowledge, and 18.6%
displayed a low level of knowledge regarding psychosexual
development. A more detailed analysis of the knowledge of
each of the thematic blocks of psychosexual development
demonstrated that knowledge regarding biological devel-
opment was understood by 68% of students, yet only 42%
of students possessed an understanding of the psychosocial
aspects of psychosexual development. The values-ethical
component of the psychosexual development of students
was similarly distributed with slight contradictions within
each of the levels. Students with high levels of tolerance
towards diversity within the populations of adolescents
were present within 41.8% of students, those with medi-
um levels of tolerance within 37.2% of students, and those
with low levels of tolerance and acceptance of diversity
represented 21.0% of student respondents. An analysis of
individual statements within this component revealed that
63% of students agreed with the necessity of discussing is-
sues related to sexuality in educational environments, yet
only 48% of students indicated their readiness to discuss

such topics within their professional capacities.
\ 29
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The operational-practical component of the psycho-
sexual development of these student respondents was the
least developed component of their knowledge. Only 28.0%
of students represented a high level of readiness to work
with adolescents with sexual issues, 52.3% of students dis-
played an intermediate level of readiness to discuss such
topics in their professional careers, and only 19.7% of stu-
dent respondents represented a low level of readiness to
treat adolescents with sexual issues. Furthermore, students
were more likely to correctly answer questions about the
provision of information (61%) compared to answering
complex ethical questions about treating adolescents with-
in sexual risk situations (39%). The component of the study
that relates to the sexual development of these students
and their readiness to treat sexual issues among adoles-
cents was an unevenly developed component altogether.
A high level of self-awareness was demonstrated by 31.4%
of respondents, who are capable of identifying their own
limitations and emotional reactions. The intermediate lev-
el (44.2%) is characterised by partial reflection, while the
low level (24.4%) indicates a lack of awareness of one’s own
attitudes and their influence on professional practice.

In responses to questions concerning the content of
psychosexual education, a proportion of students (57%)
narrowed it down to biological aspects or risk prevention
(pregnancy, infections), indicating a reduction of the com-
prehensive approach to a biomedical-informational model.
Only 26% of respondents included elements of emotion-
al development, interpersonal relationships, and identity
formation in their open-ended statements. This directly
impacts the limitations of future practice, as the psycho-
social component of development is overlooked. Respons-
es to questions about difficulties in working with children
and adolescents revealed a predominance of communica-
tive barriers. Approximately 62% of students explicitly in-
dicated a “fear of saying the wrong thing” or “uncertainty
about adolescents’ reactions”, suggesting an insufficient
level of professional role formation. Furthermore, 48% of
respondents noted that they lack clear conceptions of the
boundaries of appropriateness in communication on topics
related to sexuality.

Regarding the assessment of students’ attitudes to-
wards various aspects of sexuality, particularly regarding
gender identity and sexual orientation, it became possi-
ble to establish the presence of latent polarisation within
the group of students. In particular, while the majority of
students displayed tolerant attitudes towards these as-
pects of sexuality within the context of the closed ques-
tions, their open-ended responses reflected contradictory
judgements about the need to discuss these aspects with-
in their future professional activities. The analysis of the
students’ responses about the sources of their knowledge
of psychosexual development indicated that only 31% of
the students indicated that they learned about such topics
through courses within their university, 52% from informal
sources (the Internet, social media), and 17% from their
own experience. In relation to the component of students’

readiness to participate in the psychosexual education ac-
tivity, the majority of students indicated a lack of knowl-
edge regarding how to communicate with the adolescents
who would participate in the activity, a lack of confidence
in their understanding of the psychosexual boundaries be-
tween themselves as psychologists and the students who
would participate in these activities, and a lack of experi-
ence in any actual psychosexual education activities with
these types of students. However, 44% of the students ex-
pressed the need for additional training in these topics,
particularly in the form of workshops and supervision.

A comprehensive evaluation of the open-ended ques-
tions enabled the identification of several systemic pat-
terns within the answers of the students. Thus, it is possible
to identify that the students have a discrepancy between
their knowledge and their comprehension of these topics,
that they have emotionally uncertain reactions towards the
topics of sexuality and gender identity, indicating a lack of
development of the operational component, and that their
attitudes towards sexuality are influenced by the sociocul-
tural stereotypes present within their society and culture.
As a result of such analysis, it is possible to identify the
typical knowledge, skills and competencies gaps within the
training of these future psychosexual education psycholo-
gists. A lack of integration of the knowledge components
into their practical activity is identified, as are deficiencies
in their communication skills with adolescents regarding
these topics, as well as in their knowledge of professional
boundaries and ethical standards. Another identified issue
is the insufficient level of reflection that the students ex-
hibit regarding their own attitudes towards sexuality and
their potential influence upon their professional activities
with these future students.

Based on the results of this survey, it was also possible
to delineate the profiles of the typical students who partic-
ipated in the survey. Thus, it is possible to determine that
approximately 29% of the students are “cognitively orient-
ed” in their approach to their future profession, indicating
a high level of knowledge of the topics of sexuality with
insufficient readiness to participate in the activity. Around
34% of the students are “value-oriented” in their approach
to their future profession, indicating that they have toler-
ant attitudes towards sexuality but a lack of confidence in
their ability to act upon those attitudes within their future
professional activities. Another 27% of the students are
“integrated” in their approach to their future profession in
that they exhibit high levels in each of the components of
their competence. Finally, 10% of the student group is “at-
risk” in relation to their development of competence in the
area of psychosexual education.

The correlational relationships between the various
components of the competence enabled the specification of
directions for educational intervention. Thus, the high lev-
el of correlation between the value-ethical component of
competence and the component of readiness to participate
in practical activity indicates the necessity for the targeted
cultivation of attitudes of tolerance and ethical sensitivity
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towards those with different sexual characteristics or atti-
tudes. The moderate level of correlation between the com-
ponent of knowledge and the component of readiness to
participate in practical activity indicates the limitations of

the traditional methods of educating these future psycho-
sexual education psychologists. The summarised results of
the correlational analysis of the competency components
are presented in Table 3.

Table 3. Correlational relationships between competence components (Pearson’s r)

Component Cognitive Value-ethical Reflective Practical readiness
Cognitive 1.00 0.27* 0.33* *
Value-ethical 0.27* 1.00 0.45**
Reflective 0.33* 0.45** 1.00
Practical readiness 0.41%* 0.58%** 0.49**

Source: *p<0.05; **p<0.01; ***p<0.001
Source: compiled by the author

Considering the results of the correlational analysis, it
is possible to identify the aspects of competence that may
be targeted during the training of future psychologists.
The component of competence related to value-ethical
considerations was found to have the strongest relation-
ship with the component related to the readiness of indi-
viduals to perform practical activities; thus, indicating the
role of these values in determining an individual’s read-
iness to perform such activities. The component related
to reflective aspects of competence exhibited moderate
relationships with each of the value-ethical and practical
components of competence; indicating its role as a medi-
ator between these two other components of competence.
Finally, the cognitive component of competence related to
the weakest relationships with each of the other compo-
nents of competence; suggesting the autonomisation of
these cognitive aspects from those related to values and
practical components of competence. Thus, these find-
ings suggest that the cognitive component of competence
should be developed in relation to the other components
of competence - particularly those of value-ethical and re-
flective aspects — as they play a mediating role in the per-
formance of professional actions by future psychologists.

Through generalising these findings, it is possible to
suggest various potential directions for the improvement
of the professional training of future psychologists. One
such direction for improvement to the training of future
psychologists is the adjustment of the educational pro-
grammes that are currently implemented for psychologists.
According to research from the Organisation for Economic
Co-operation and Development (n.d.), educational pro-
grammes that include applied modules or interdiscipli-
nary classes for future psychologists have ensured higher
levels of adaptability of those future psychologists within
their future careers. Additionally, based upon the findings
of this study, the integration of a compulsory educational
component related to psychosexual education for future
psychologists is another direction for the adjustment of
the educational programmes for those future profession-
als. These results help to confirm the need for such an edu-
cational component for future psychologists, as the lack of
knowledge of psychosexual concepts relates to low levels of
readiness to perform practical activities.

The integration of psychosexual education as a com-
pulsory element of training presupposes not only the
introduction of new disciplines but also an interdiscipli-
nary synthesis of psychological, pedagogical, and medical
knowledge. Such an approach enables the formation of a
holistic vision of psychosexual development as a multidi-
mensional process extending beyond the confines of a sin-
gle discipline. The development of teaching and methodo-
logical materials should be oriented towards a combination
of theoretical content with practical tools. In particular,
the creation of case banks reflecting real-life situations of
interaction with children and adolescents, as well as the
implementation of simulation scenarios and role-playing
games, is advisable. Another component is the introduc-
tion of supervisory practices, which ensure the transforma-
tion of individual experience into professional knowledge.

The prospects for further research should be appropri-
ately linked to the analysis of the long-term effects of ed-
ucational interventions, which will enable an assessment
of the stability of the competencies formed in profession-
al practice. Cross-cultural comparisons acquire particular
significance, as they provide an opportunity to identify the
influence of the sociocultural context on the formation of
professional readiness. The effectiveness of psychosexual
education depends upon the cultural adaptation of both
content and teaching methods. Thus, the practical implica-
tions of fostering competence in future psychologists with-
in the domain of psychosexual education lie in the necessi-
ty for a systemic modernisation of the educational process,
encompassing the institutional integration of relevant con-
tent, the development of practice-oriented teaching mate-
rials, and the reinforcement of the role of reflective and
ethical components in training. It is precisely this model
that allows for the overcoming of the identified empirical
imbalances and ensures the preparation of specialists ca-
pable of effective and responsible professional practice.

DISCUSSION
The juxtaposition of the research findings enabled the
recognition of a common trend in the study: that the ef-
fectiveness of psychosexual education and the training
of specialists in this field is determined not through the
individual components of such training, but through the
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nature of the interaction of those components. The research
results enabled the consolidation of the approaches to psy-
chosexual education discussed in the existing literature
to formulate an interpretative framework for understand-
ing the competence of specialists in this field. Within this
framework, the disproportions between the components of
such competence enabled the recognition of the fact that
while many training methods aim to incorporate elements
of the models of psychosexual education discussed in this
study, they do not account for the interaction of those ele-
ments — limiting their effectiveness in contributing to the
development of competencies that can be directly applied
in the field. Accordingly, the findings contribute to the
scholarly literature on the topic in recognising the need to
shift the focus of training efforts towards the development
of these competencies in relation to each other.

The findings of E.S. Goldfarb & L.D. Lieberman (2021)
correlate with the research findings obtained in this study
regarding the effectiveness of psychosexual education. The
authors noted that such an education can have positive
effects upon the participants in relation to their risky be-
haviours, their interpersonal skills, their attitudes towards
diversity, and their critical thinking skills. These findings
are in agreement with the proposition of the study that the
approach to training specialists in the field should focus
upon the integration of each of these components of psy-
chosexual education. However, the findings of the study
also revealed that despite the theoretical knowledge of psy-
chosexual concepts by many specialist students, those stu-
dents did not automatically exhibit the behavioural chang-
es in response to those changes in knowledge. This finding
is suggestive of the need for the changes in educational ap-
proaches suggested by E.S. Goldfarb & L.D. Lieberman, sup-
porting the conclusions drawn by the authors of this study.

The propositions of the study by M. Ubbiali et al. (2024)
can be juxtaposed with the findings of this study regard-
ing the competence of specialists. M. Ubbiali et al. propose
that specialists in the field should not be focused upon
knowledge alone, but should also develop skills in relation
to the content of psychosexual education, including skills
related to pedagogy, communication, and emotional regu-
lation. The competence model proposed by the authors of
this study is consistent with these suggestions. However,
the findings of this study indicate that these skills are the
least developed among specialists in the field, indicating a
discrepancy between the model proposed by M. Ubbiali et
al. and the actual structure of competence within special-
ists in psychosexual education. Thus, the findings of M. Ub-
biali et al. act as a means of clarifying the model of compe-
tence that should exist within specialists in psychosexual
education, as the research findings indicate that such a
model is not yet achieved in specialists.

The study by A.P. Adekola & A.H. Mavhandu-Mud-
zusi (2022) enabled the interpretation of the role of the
sociocultural context of the students within the effective-
ness of psychosexual education. The authors determined
that without taking consideration of the environmental

and sociocultural factors that affect the students, the pro-
vision of psychosexual education was not associated with
changes in the students’ behaviours. Such findings are in
accordance with the findings of this study, which deter-
mined that the cognitive component of the competence
model was limited among specialists in psychosexual ed-
ucation. The correlation between the cognitive and prac-
tical components of the competence model indicates the
lack of effectiveness of the knowledge-based component
of training. In contrast, the correlation between the val-
ue-ethical component and the practical component of
competence is more substantial, indicating its importance
in the development of specialists in psychosexual educa-
tion. Thus, the findings of A.P. Adekola & A.H. Mavhan-
du-Mudzusi support the findings of this study in suggest-
ing the integration of each of these components as part of
the training of specialists.

The tenets of the study by D. Mollen & D.M. Ab-
bott (2022) are correlated with the findings of the study.
D. Mollen & D.M. Abbott suggested that the topics relat-
ing to psychosexual education are lacking within many
psychology curricula, leading to the lack of competence
among specialists in psychosexual education. These find-
ings are supported by the results of this study, wherein
many specialists exhibit lacking knowledge of the aspects
of psychosexual education beyond those relating to bio-
medical sciences alone. Concurrently, the results allowed
for a more nuanced delineation of the consequences of
such fragmentation: it manifested not only within the cog-
nitive domain but also in diminished confidence in com-
munication, avoidance of complex topics, and an inade-
quately formed professional role. Within this context, the
scholars’ conclusions received empirical confirmation and
were extended through the inclusion of an analysis of the
internal structure of competence. It was established that
even when discrete elements of training are present, their
insufficient integration fails to ensure the formation of ho-
listic professional readiness.

The results obtained in the present study serve to
refine the propositions set forth in the work of F.]. Pla-
za-del-Pino et al. (2021), which primarily addressed barri-
ers to the implementation of sexuality education in prima-
ry schools. That study established that a deficit in teacher
professional training and the anticipation of adverse pa-
rental reactions substantially constrain the delivery of ed-
ucational programmes. In the present research, these as-
sertions received further empirical concretisation through
the identified disproportion between the value-ethical and
operational-practical components of competence. Specif-
ically, the documented high proportion of students with
developed tolerant attitudes was coupled with insufficient
readiness for practical interaction, reflecting an analogous
mechanism of avoiding challenging communicative situa-
tions as described by the authors. Furthermore, the present
study expanded upon these conclusions by demonstrat-
ing that the barriers are not confined to external factors
but possess an intra-professional nature, linked to the
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insufficient development of the reflective component and
the ambiguity of professional boundaries.

A comparison with the findings of O. Ivanova et
al. (2024) permits an interpretation of the empirical data
obtained herein within a broader institutional context. The
study demonstrated that the existence of international pol-
icies in the field of sexuality education does not guarantee
their mandatory implementation, resulting in variability in
national approaches and fragmentation of the education-
al environment. In the present research, fragmentation is
also reflected at the level of training itself: only a segment
of the surveyed respondents demonstrated a systemic un-
derstanding of psychosexual education, while a proportion
of the participants had knowledge based on a medical-in-
formational model alone. The fragmentation of knowledge
corresponds to the effect of political ambiguity on psycho-
sexual education, as evidenced by the authors of the article.
Additionally, the sociocultural constraints on psychosexu-
al education, as discussed by O. Ivanova et al., are reflected
within the attitudes of the students towards such educa-
tion. Another research study that helps to shed light upon
the formation of knowledge and skills within the area of
psychosexual education is that conducted by G. Vinciguer-
ra et al. (2022). The researchers performed a study to de-
termine the effectiveness of various psychosexual training
methods for students with intellectual disabilities. The
authors found that knowledge levels increased among the
students following the training sessions. As such, the au-
thors recommend the reinforcement of the practical com-
ponent of training for these students, such as through the
use of case-study methods and the supervision of training
sessions by educators.

Concurrently, the results obtained allowed for the
clarification that an increase in cognitive indicators does
not guarantee an automatic enhancement of practical
readiness, given that only a moderate correlation was
identified between these components. Thus, in contrast to
the localised effect of knowledge enhancement recorded
by the authors, the present study revealed the necessity
of integrating cognitive, value-based, and reflective di-
mensions to achieve sustainable professional outcomes.
Analysis of the provisions put forward by D. Bulgarelli &
B. Ragaglia (2025) has allowed for a deeper understanding
of the significance of individualisation and the duration
of educational interventions. The study underscored the
necessity of adapting programmes to the specific needs of
autistic adolescents, as well as the importance of coopera-
tion between professionals and families. In the present re-
search, these ideas were reflected in the identified role of
the sociocultural context and communicative barriers that
influence the efficacy of future psychologists’ professional
practice. In particular, it was established that a proportion
of respondents experienced difficulties in defining the
boundaries of interaction with parents, which indirectly
corroborates the necessity of developing intersubjective
communication skills, as emphasised by scholars. Concur-
rently, the present study expanded upon these conclusions

by demonstrating that individualisation should pertain
not only to client groups but also to the process of profes-
sional training, taking into account the varying profiles of
students’ competence formation.

The synthesis of the comparative results indicated that
scholarly approaches to psychosexual education converge
in acknowledging its integrative nature; however, they
diverge in the degree of attention afforded to the inter-
nal structure of professional competence. The conducted
research enabled the specification of these approaches
through the empirical identification of imbalances among
discrete components and the establishment of correlational
links between them. This has provided grounds for refining
scientific conceptions regarding the mechanisms of transi-
tion from knowledge to professional action, which, in prior
works, were predominantly examined at a conceptual level.

CONCLUSIONS

The present study has provided a theoretical substantia-
tion and empirical verification of a structural model of pro-
fessional competence among future psychologists in the
domain of psychosexual education. Based on the analysis
of international normative legal and scientific approach-
es to the problem of psychosexual education, it is possible
to determine the characteristics of such a phenomenon.
Psychosexual education can be considered an interdiscipli-
nary phenomenon, the formation of knowledge of which
is based on the integration of knowledge from the fields of
developmental psychology, psychology of teaching, medi-
cine, and public health. The main trend in the development
of psychosexual education is the shift from providing in-
formation to forming strategies for behaviour. The effec-
tiveness of sexuality education has been established to rely
upon the integration of the cognitive, social, and emotional
components of the learning process. With regard to the de-
velopment of knowledge according to the age of students, it
was ascertained that in younger age groups, the formation
of concepts regarding the body and its boundaries is the
main component of sexual education that prevents cases of
sexual violence against children. Among adolescents, edu-
cational efforts should focus upon the development of com-
munication and emotional skills. The ethical norms that
must guide the activity of a psychologist involved in the
field of psychosexual education are primarily constituted by
international human rights and psychological ethics norms
and national policies regarding such education. In addition
to these international norms, students within Eastern Eu-
rope face additional barriers in the area of psychosexual
education due to the limited access to systematic educa-
tion and the reliance upon informal sources of information.

In the empirical component of this research, four
components that constitute the professional competence
of future psychologists in the area of psychosexual educa-
tion were identified: cognitive, value-ethical, operation-
al-practical, and reflexive components of knowledge. In
each of these components, it was determined that students
exhibited an uneven level of formation of these concepts.
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In the value-ethical component, students exhibited the
highest rates of formation of the knowledge within this
area (41.8%). However, the same students exhibited only
a medium rate of formation of the operational-practical
component of knowledge (52.3% had achieved a medium
level of formation for this component, compared to 28%
who developed an understanding of the concept of forming
a plan to prevent sexual violence against women). The cog-
nitive component of knowledge was even in its formation
rates (34.9% within the higher range of development of
this component vs. 46.5% who had developed only medium
levels of knowledge within this area). In the reflect on the
component of knowledge among future psychologists, a
higher rate (24.4%) of students lacked knowledge of strate-
gies for preventing sexual violence against women. Within
these components, correlations were found between val-
ue-ethical knowledge and the operational-practical com-
ponent (r=0.58). Additionally, correlations between the re-
flective component and both the value-ethical component
(r=0.45) and operational-practical component (r=0.49) of
knowledge were found among students. Based upon these
correlations, four different groups of students within the
sample can be categorised according to the formation of
their professional competencies: cognitively oriented,

value-oriented, integrated, and at-risk category of stu-
dents. Thus, results of this research indicate that the for-
mation of professional competencies among future psy-
chologists who intend to work in the area of psychosexual
education requires the development of both value-ethical
and reflective components of knowledge as a means of de-
veloping effective professional practice in this area. A lim-
itation of the study resides in the relatively modest sample
size and its localised character, which precludes the gener-
alisation of findings to the entire cohort of higher educa-
tion institutions in Ukraine. Prospects for further research
are envisaged in the analysis of the long-term effects of
educational interventions and cross-cultural comparisons,
which would enable an assessment of the stability of the
competencies formed within professional practice.
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dopMyBaHHA KOMMNETEeHTHOCTi ManbyTHiX ncuxonoris
y chepi ncuxoceKcyanbHOiI OCBiTK giTen Ta NigniTKiB

4 N

AHoOTaUifA. MeTo10 gocTiKeHHsT 6Y/I0 OKPecauTy KOHLeNTyalbHi 3acaiy Ta 3AiCHUTY eMIipUuHy IepeBipKy
CTPYKTYPHOI opranisariii mpodeciiiHOi KOMITIETEHTHOCTI MaitOyTHiX TICUXOJIOTIB y cepi MCUXOCeKCyaabHOI OCBITH
JiTei Ta migmiTKiB. MeTomonorivuHa orika nepegbavarsna MoegHaHHS aHasi3y MisXkKHapOIHUX HOPMaTUBHUX PAMOK i3
KiTbKiCHO-SKiCHMM BUMipIOBAaHHSIM YOTYPbOX KOMIIOHEHTiB KOMIIETEHTHOCTi Uepe3 cTaHJapTU30BaHe aHKeTyBaHHS,
CUTYyalliliHi 3aBOaHHS Ta TeMaTuUuyHe KOAYBaHHsS BiAmoBimeit. AHami3 BigmoBimel 3acBigumB, 10 KOTHITMBHUI
KOMITOHEHT JIeMOHCTPYBaB BiTHOCHO 36a71aHCOBaHMI1 po3MoAin piBHiB chopmoBaHocTi (34,9 % Bucokoro Ta 46,5 %
CcepelHbOTO PiBHIB), 1[0 MOKAa3aja0 LOCTaTHil 06cCsT 3acBO€HOI TeopeTnyHoi iHdbopmalii. BogHouac cutyaniiii
3aBJaHHS BUSIBWIN 0OMeskeHY 34aTHICTh 10 TpaHchopMallii 3HaHb Y PAKTUYHI Ail, 110 MPOsIBMIIOCS y JOMiHYBaHHI
CepelHbOTO DPiBHSI OMepaliifHO-MPakKTUYHOTO KOMIIOHeHTa (52,3 %) Ta HaiHWKYill 4yacTii BMUCOKOTO DiBHS
(28,0 %). OuiHIOBaHHS LiHHICHO-eTUYHMX Opi€HTAllill MoKa3aao iX BiZHOCHY cOpMOBaHICTh, 30KpeMa BUCOKMIL
piBeHb 6ys0 3adikcoBaHo y 41,8 % pecroHIeHTIB, OJHAK BiIKPUTi BiAIIOBiIi BUSIBMIM HASIBHICTH MPUXOBAHUX
CyIlepevyHoCTeli y 3aCTOCYBaHHI IIMX OPieHTUPIB y ckIagHux npodeciiinux cutyanisx. PedaekcMBHMIT KOMIIOHEHT
XapaKTepu3yBaBCsl HAWBUIOK BapiaTUMBHICTIO Ta YAaCTKOIO HU3bKUX TMOKa3HUKIB (24,4 %), 10 MPOSIBISIIOCS
y ¢parmMeHTapHOCTI caMoOaHali3y Ta TPYLHOIAX y MPOTHO3yBaHHI mpodeciituux niit. KopensuiiiHmit aHamis
3aCBifUMB HASIBHICTh CTATUCTMYHO 3HAUYIIMX 3B’SI3KiB MiX LIiHHICHO-eTMUHMMM Opi€HTALisIMM Ta MPAKTUYHOIO
rotoBHicTio (r=0,58), a TAaKOX MixX pedIeKCMBHUM i MPaKTUYHMUM KoMIoHeHTamu (r = 0,49), 110 BKasaao Ha iXHIO
¢dbyHKLiI0 perynsTopa MOBeAiHKOBMX pilieHb. OTpMMaHi pe3ylbTaTU AO3BONWIM iHTepIHpeTyBaTu npodeciiiHy
KOMIIET@HTHICTb SIK iHTerpaTUBHY CUCTeMYy, Y MeKax SIKOi oKpeMmi CKaanoBi (GyHKLiOHyBaau HepiBHO3HAUHO Ta
noTpebyBany IiecIpsIMOBAHOIO Y3TO[KeHHs. IIpakTuuHe 3HAUEHHs IOJSITA€ Y MOXIMBOCTI BMKOPMCTaHHS
OTPUMAaHMX PE3yNbTaTiB IJIs1 PO3POOKM OCBITHIX MporpaM i TPEHiHTOBUX MOJYJ/IiB, OPiEHTOBaHMX Ha BUK/IAHAyiB
TICUXOJIOTIUHMX CIIeIiaIbHOCTel Ta pO3POOHUKIB HaBYAIbHUX KypCiB Y cdepi mcuxocekcyanbHOi 0CBiTH

Knio4oBi CnoBa: KorHiTMBHMIT KOMIIOHEHT; KOMYHIiKaTMBHi 6ap’epy; olepawijiHo-MpaKTUYHMII KOMIIOHEHT;
peduieKCMBHMIT KOMITOHEHT; CYIIepBi3iiiHi MPaKTUKY; IiIHHICHO-e TUYHMIT KOMITOHEHT j
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Pedagogical methods of overcoming muscle tension
in vocal students at the initial stage of training

4 N

Abstract. The aim of the study was to determine the effectiveness of a set of pedagogical methods for reducing
muscle tension in vocal students at the initial stage of training. The methodology involved a quasi-experimental
design with pre- and post-testing, implemented over 12 weeks during the academic semester. A combination of
theoretical generalisation of approaches to the nature of muscle tension and empirical testing of the impact of the
pedagogical complex was used in a sample of 48 students divided into experimental and control groups. The results
showed that at the initial stage, medium and high levels of muscle tension prevailed, mainly in the neck, shoulder
girdle and lower jaw. During the 12-week formative stage, the experimental group showed a decrease in the overall
tension index from 2.1 to 1.2 points. The most pronounced changes concerned respiratory and phonation indicators:
shoulder raising during inhalation decreased by 41% compared with 12% in the control group, jaw tension by 36%
compared with 10%, and neck tension by 33% compared with 9%. Students in the experimental group also corrected
body position and breathing independently in 64% of cases, while this figure did not exceed 27% in the control group.
Subjective tension decreased from 6.8 to 3.9 points in the experimental group and only from 6.8 to 6.1 points in
the control group, while the discrepancy between self-assessment and expert assessment decreased from 1.2 to 0.4
points. The practical significance of the study lies in the possibility of using a substantiated set of methods for the
systematic formation of vocal-body coordination and the development of students’ self-regulation skills

Keywords: respiratory coordination; phonation; articulation; sound production; body awareness; self-regulation

INTRODUCTION
The relevance of the study is determined by the need for
the stable formation of basic vocal skills in students at the

include work with bodily freedom in the main process of
vocal training.

initial stage of training. It is during this period that mus-
cle tension often disrupts respiratory coordination, sound
formation, the work of the articulation apparatus and gen-
eral bodily freedom during singing. The problematic of the
study is that in pedagogical practice, muscle tension is of-
ten eliminated situationally - through individual exercises
or teacher’s remarks. This approach does not always devel-
op the students’ ability to recognise and control tension
on their own. The study is needed to substantiate a system
of pedagogical methods that help reduce muscle tension,
prevent the consolidation of ineffective vocal habits, and

In the scientific literature, the problem of muscle ten-
sion in vocal singing is considered through the interaction
of physiological, bodily coordination and pedagogical fac-
tors. N.P. Paolillo et al. (2021) showed that certain vocal
phenomena, in particular inspiratory vocal fry, are asso-
ciated with the anatomical and physiological organisation
of the vocal apparatus and can be used to regulate voice
production. This gave grounds to consider voice work not
only as a technical training, but as a controlled process of
coordination of breathing, phonation and muscle activity.
This approach was deepened in the work of J. McGlashan et
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al. (2023), where the use of Complete Vocal Technique in
cases of muscle tension dysphonia was associated with im-
proved vocal function and reduced excessive tension. An
important result was that structured pedagogical instruc-
tions helped to reduce compensatory muscle activity.

The importance of the pedagogical organisation of
vocal work was also observed in the study by D. Koval-
sky (2021). The author linked healthy vocal technique to
stable voice development and emphasised that incorrect
technical attitudes at an early stage can perpetuate inef-
fective motor patterns. At the same time, muscle tension
cannot be explained by singing technique alone. In the
study by T. Jeffery et al. (2024), singers’ physical character-
istics were analysed through the example of hypermobility,
which was associated with pain, loss of vocal stability and
restrictions in performance activity. This broadened the
interpretation of muscle tension, as the singer’s physical
condition appeared as a factor that directly affects vocal
function and must be considered in pedagogical work. The
same logic was continued in the research by M. Kendiizler
& S. Akkas (2025), where a structured pedagogical model
at the initial stage supported the acquisition of basic mu-
sical skills and reduced learning overload. Although not
directly focused on vocal training, the results confirmed
the importance of a clear sequence of activities, assess-
ment criteria, and manageability of the learning process.
A similar logic was supported by T. Fu (2025), who linked
the effectiveness of vocal training to the variability of
pedagogical methods. It has been shown that a combina-
tion of different strategies allows for better consideration
of students’ individual characteristics. The physiological
dimension of the problem was specified by L. Tian (2025),
who established the dependence of articulatory quality on
the biomechanical coordination of the laryngeal muscles.
Violation of this coordination led to increased tension and
reduced accuracy of sound production. This confirmed that
muscle tension does not occur in isolation, but as part of
the overall motor organisation of singing. Breathing plays
a special role in this system.

An analysis of the above studies showed that muscle
tension was considered a multifactorial phenomenon re-
lated to breathing, posture, biomechanics, and general
body condition. At the same time, most studies focused ei-
ther on physiological mechanisms or on specific methods
of exposure. The issue of integrating these approaches into
a systemic pedagogical model focused on the initial stage
of training remained insufficiently developed. The problem
of developing students’ ability to independently recognise
and regulate muscle tension was also covered to a limited
extent. The study aimed to examine the impact of a system-
atically organised set of pedagogical methods on reducing
muscle tension in vocal students during the initial stage of
professional training and to determine the conditions for
their effective integration into vocal pedagogy. To achieve
this goal, the following tasks were set: to summarise theo-
retical approaches to understanding muscle tension in vo-
cal singing and identify pedagogical means of reducing it;

to empirically test the effectiveness of a set of pedagogical
methods for overcoming muscle tension in vocal students.

MATERIALS AND METHODS

The study was conducted over 12 weeks during the spring
academic semester (February-April 2025) and had a qua-
si-experimental design with pre- and post-testing. The
methodological construction combined a theoretical gen-
eralisation of approaches to understanding muscle tension
in vocal singing with an empirical test of the effectiveness
of a pedagogically organised set of methods for reducing
it. The theoretical block included the systematisation of
scientific positions on the nature of muscle tension as a
consequence of impaired coordination of breathing, pho-
nation, articulation and postural organisation. On this ba-
sis, groups of pedagogical means of influence were identi-
fied: body-oriented practices, breathing and coordination
exercises, vocal and technical tasks with controlled load,
and verbal pedagogical modelling. The working criteria for
assessing muscle tension were also formulated: bodily, res-
piratory, phonation and reflexive, which ensured the integ-
rity of the subsequent analysis.

The empirical block was implemented on the basis of
three specialised art institutions in the United States: Indi-
ana University Jacobs School of Music, The Juilliard School
and Curtis Institute of Music. The choice of these insti-
tutions was based on the availability of structured vocal
training programmes, a combination of individual lessons
and performance practice, as well as the possibility of at-
tracting students from different educational fields within
a single professional environment. This made it possible
to ensure comparability of the data and at the same time
take into account the variability of pedagogical conditions.
The sample included 48 1-2 year bachelor’s students aged
18-22 who were studying Vocal Performance, Vocal Arts
and Music Education with a vocal specialisation. Students
of the Vocal Performance programme were recruited from
Indiana University Jacobs School of Music and Curtis In-
stitute of Music, Vocal Arts students from The Juilliard
School, and Music Education students from Indiana Uni-
versity School of Education. The participants were divided
into experimental and control groups of 24 people each.
The experimental group worked with an additional set of
pedagogical methods, while the control group continued
their studies according to the standard programme. Thus,
the comparison was conducted between two training mod-
els: the standard vocal training model and the standard
model supplemented with targeted methods for reducing
muscle tension.

The study consisted of three stages. In week 1, the
study was conducted as a baseline assessment: the initial
level of muscle tension was recorded using pedagogical ob-
servation, expert evaluation of video recordings and stu-
dent self-assessment. Weeks 2-11 were spent on the forma-
tive stage, during which a set of methods was implemented
in the experimental group: exercises on body awareness,
breathing coordination, vocal tasks with a limited load,
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specific verbal instructions and keeping a reflective diary.
At week 12, a control phase was conducted, which involved
repeating the same or equivalent vocal tasks and compar-
ing the obtained indicators with the initial results. Muscle
tension was measured using four tools: pedagogical obser-
vation on a scale of 0-3, independent expert evaluation of
video materials, student self- assessment on a ten-point
scale, and vocal and pedagogical diagnostics that recorded
sound stability, attack pattern, respiratory coordination,
and degree of independence. The general index of mus-
cular tension was calculated as the mean score of bodily,
respiratory and phonation indicators recorded through
pedagogical observation and expert assessment on a 0-3
scale. To compare students’ subjective perception with
external evaluation, self-assessment scores were correlat-
ed with expert assessment indicators at the baseline and
control stages. The results were processed by comparing
the mean values, analysing the dynamics of changes, and
comparing the experimental and control groups by all indi-
cators. Compliance with ethical standards was ensured by
the voluntary participation of students, anonymisation of
the data obtained and the use of video materials only for
research analysis in accordance with the ethical provisions
of the Code of Ethics of the American Sociological Asso-
ciation (1997), International Code of Market, Public, and
Social Research and Data Analysis (2025) and the Europe-
an Commission Guidelines on Ethics and Data Protection
(European Commission, 2021). The applied methodology
provided an opportunity to assess both external manifes-
tations of muscle tension and internal mechanisms of its
regulation in the conditions of a pedagogically organised
educational process.

RESULTS
Theoretical basis for the interpretation of muscle
tension in vocal singing. The formation of vocal tech-
nique at the initial stage of training is associated with
the need to coordinate respiratory, phonation and artic-
ulation processes. In this context, muscle tension is seen
as an indicator of impaired internal coordination, which
manifests itself in the overactivation of certain muscle
groups. Its presence changes the nature of sound forma-
tion, complicates breath control and affects the stability
of performance. The theoretical positions underlying the
interpretation of the results made it possible to consider
muscle tension not as an isolated phenomenon, but as a
component of an integral system of vocal activity. Muscu-
lar tension in vocal performance is seen as a consequence
of impaired coordination between breathing, phonation,
articulation and postural organisation. When working op-
timally, these components mutually support each other:
inhalation is not accompanied by shoulder raising, exha-
lation ensures even sound production, the articulatory
apparatus remains mobile, and the position of the head
and body does not create additional pressure on the vo-
cal apparatus. If this coherence is disturbed, the student
begins to compensate for the instability of the sound with

excessive muscle effort. This is most often manifested
in clenching the lower jaw, neck tension, fixation of the
shoulder girdle, a hard attack of sound, a shallow inha-
lation, or uneven exhalation. For example, if there is in-
sufficient respiratory coordination, a student may try to
“hold” a phrase by straining the throat or amplifying the
sound with the neck muscles. Such an action sometimes
gives a short-term acoustic result, but gradually reinforc-
es an ineffective motor pattern. At the initial stage of
training, such manifestations occur more often because
the student does not yet have stable skills in controlling
breathing, resonance, articulation, and sound dynamics.
For more trained singers, the tension usually becomes
more localised: it can appear during complex interval
transitions, work in the upper register, or the performance
of long phrases. Thus, the level of training affects not only
the intensity of the tension, but also its localisation, fre-
quency of occurrence, and the student’s ability to con-
trol it. From a pedagogical point of view, muscle tension
requires not only a physiological explanation, but also
methodological elaboration, as it is directly related to the
formation of vocal skills (Crocco & Meyer, 2021). In this
context, muscle tension is seen as a result of the learning
process, not just a biomechanical phenomenon. This po-
sition allows for the integration of bodily, respiratory, and
vocal technical aspects into a single system.

In the practice of vocal training, the reduction of mus-
cle tension is achieved through a combination of several
approaches, each of which is aimed at a specific component
of vocal action and has its own mechanism of pedagogical
influence. The body-oriented approach is based on devel-
oping the student’s ability to be aware of their own bodily
state while singing. Its essence lies not only in performing
relaxation exercises but also in developing sensorimotor
control. The student learns to fix the position of the head,
the level of tension in the neck, the mobility of the jaw, the
stability of the shoulder girdle, and to correlate these sen-
sations with changes in the sound. For example, while per-
forming the same exercise, he can deliberately change the
degree of tension and compare the result. This approach
forms a connection between bodily sensations and the
acoustic result, which allows you to gradually move from
external control to internal self-regulation. The breath-co-
ordination approach is aimed at stabilising the interaction
between inhalation, exhalation and the onset of sound. Its
implementation involves systematic work with a soft, un-
controlled inhalation, avoiding shoulder raising, and form-
ing an even and controlled exhalation (Zhang et al., 2022).
An important element is to synchronise the beginning of
the sound with the exhalation phase without an additional
muscle impulse. In practice, this is achieved through short
vocal phrases, long exhalation exercises, and singing on
closed or semi-closed vowels. As a result, the need to com-
pensate for the lack of respiratory support by straining the
larynx or neck is reduced. The vocal-technical approach
involves organising the teaching material in such a way as
to avoid situations in which the student is forced to use
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excessive muscle effort. Its essence lies in the gradual com-
plication of tasks: at first, exercises in the middle register
with a limited range are used, then interval transitions
are added, the amplitude of sound is expanded, and dy-
namic variations are introduced. It is important that each
new task is introduced only if stable coordination is main-
tained. This approach allows to form a technique without
overloading the vocal apparatus and prevents compen-
satory stresses from becoming fixed (Friman, 2025). The
combination of these approaches ensures coordinated
work with the body state, breathing and sound produc-
tion, which creates conditions for a sustainable reduction
in muscle tension. Verbal pedagogical instruction deter-
mines how clearly the student understands the required
vocal and bodily action. Generalised instructions often
have limited corrective value because they do not specify
the parameter that needs to be changed. More effective
pedagogical guidance is based on precise indication of
the relevant component of vocal action, such as posture,
breathing, articulation, phonation onset or the degree of
muscular effort. In this case, the teacher’s verbal feedback
performs a regulatory function: it focuses the student’s
attention on a specific element of performance and sup-
ports the transition from external correction to conscious
self-control. Each approach affects a separate aspect of
vocal training: body-oriented exercises develop self-ob-
servation, breathing exercises stabilise coordination, vo-
cal-technical tasks reduce the risk of overload, and precise
instructions increase the controllability of the learning
action. Their combined use makes it possible to address
muscle tension as a systemic pedagogical problem rather
than as a set of isolated manifestations during the lesson
(Crocco & Meyer, 2021).

Despite the availability of different approaches to
reducing muscle tension, their use often remains insuffi-
ciently systematic. Individual breathing, relaxation, pos-
ture, or sound formation exercises are used as a reaction
to a specific student’s mistake, rather than as part of a
consistent pedagogical programme. Because of this, ten-
sion may decrease during a particular lesson, but reappear
in another vocal task: when moving to a higher register,
singing a longer phrase, or increasing the volume. Anoth-
er limitation is related to the lack of a clear algorithm for
the initial stage of learning. A beginner student does not
yet understand how breathing, phonation, articulation
and body position interact. If the pedagogical actions do
not have a certain sequence, the student receives individ-
ual corrections, but does not form a holistic way of vocal
action. In this case, they may correct the position of the
jaw but maintain neck tension; stabilise the inhalation but
continue to force the sound. A significant limitation is also
the predominance of external control by the teacher. The
student follows the instruction during the lesson, but is not
always able to independently determine where the tension
has arisen and what caused it. Therefore, correction de-
pends on the constant presence of the teacher. A separate
problem is the gradual complication of vocal tasks without

sufficient development of body awareness. When a student
moves to a wider range, more complex dynamics, or longer
phrases without self-regulation skills, tension builds up
and becomes a habitual way of performing (Chapman &
Morris, 2021). This highlights the need for a systematic ap-
proach that combines different methods into a single ped-
agogical model.

The problem of muscle tension in vocal students is
considered according to four working criteria: bodily, res-
piratory, phonation and reflective. The bodily criterion
covers the state of the neck, shoulder girdle, lower jaw, fa-
cial muscles and general posture during singing. Its indi-
cators are shoulder lifting while inhaling, excessive neck
extension or clamping, jaw fixation, body stiffness, and
violation of the natural head position. The respiratory cri-
terion reflects the quality of the interaction between in-
halation, exhalation and the onset of sound. Its indicators
include a sharp or shallow inhalation, uneven exhalation,
breath holding before phonation, amplification of sound
due to pressure, and loss of stability in longer vocal phras-
es. Such manifestations indicate that the student has not
yet developed sufficiently stable respiratory coordination.
The phonation criterion relates directly to the quality of
sound production. It includes a hard attack of sound, insta-
bility of timbre, narrowing of the dynamic range, forcing
of sound, violation of legato and loss of uniformity during
the transition between sounds. This criterion determines
the extent to which muscle tension affects the vocal and
technical result. The reflexive criterion characterises the
student’s ability to be aware of their own bodily state while
singing. Its indicators are the ability to identify the area
of tension, to relate it to a specific vocal action, to adjust
the body position or breathing method after pedagogical
instruction. The more accurately a student recognises his
or her own tension, the higher is their readiness to con-
trol their vocal technique independently. The application
of these criteria makes it possible to evaluate muscle ten-
sion not only by external signs, but also by its impact on
breathing, sound and the student’s ability to self-regulate
(Summersgill et al., 2023).

The totality of theoretical positions suggests that mus-
cle tension in vocal singing is formed as a result of a dis-
turbance in coordination between the main components of
voice production and is supported by compensatory muscle
activity. Existing approaches to its reduction include phys-
ical, respiratory, technical and verbal aspects, but their
application is not always systematic. The identified limita-
tions are related to the fragmentation of methods, lack of
a clear pedagogical structure and insufficient development
of students’ independent control. The proposed system of
criteria allows to integrate different aspects of muscle ten-
sion assessment and creates a basis for further analysis of
empirical results.

Empirical results of the study of muscle tension in vo-
calists. The empirical results characterised the changes
in muscle tension in vocal students at the initial stage of
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professional training under conditions of targeted peda-
gogical influence. The study involved students from three
specialised artistic institutions in the United States: In-
diana University, The Juilliard School, and Curtis Insti-
tute of Music. This sample made it possible to trace the
manifestations of muscle tension in different educational
environments, but within related vocal and pedagogical
programmes. The obtained indicators reflected the initial
state of bodily, respiratory and phonation coordination, as
well as the dynamics of its changes during the formative
stage. The main attention was focused on how pedagogi-
cally organised methods influenced the reduction of ten-
sion in the neck, shoulder girdle and lower jaw, breathing
stability, the nature of sound formation and the ability
of students to independently recognise their own body
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clamps. The results also made it possible to compare the
effectiveness of two training models: conventional vocal
training and training with an additional set of methods
aimed at overcoming muscle tension. This made it pos-
sible to assess not only the external reduction of certain
manifestations of tension, but also changes in the way the
vocal action is organised, in particular in the interaction
of breathing, phonation, articulation and reflective self-
control. At the initial stage, it was important to establish
how widespread muscle tension is among vocal students
and what level of its severity prevails. Such fixation made
it possible to assess the initial state of vocal-body coor-
dination before the implementation of the pedagogical
complex and to determine whether the problem requires
systemic corrective action (Fig. 1).
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Figure 1. Distribution of students by the level of muscle tension at the baseline stage

Source: compiled by the author

The distribution also indicated that students with a me-
dium level of muscle tension constituted the largest group
(47.9%), whereas the proportion of students with a low level
remained comparatively small (18.7%). This suggests that
at the beginning of vocal training, balanced vocal-body co-
ordination had not yet become stable for most participants,
even in the absence of critically pronounced tension. At
the same time, the relatively high proportion of students
with severe manifestations of tension (33.4%) pointed to
the risk of consolidating compensatory motor patterns

Shoulder elevation during inhalation
Neck tension

Lower jaw fixation

Postural abnormalities

Facial muscle tension

0% 10%

during the early stages of skill formation. Such a distribu-
tion demonstrated that muscle tension was associated not
only with isolated technical difficulties, but also with the
general organisation of breathing, posture and phonation in
novice singers. The localisation of muscle tension enables
the identification of body regions most actively involved in
compensatory activity during singing. Such a distribution
makes it possible to identify typical areas of tension in stu-
dents at the initial stage and correlate them with the pecu-
liarities of respiratory and phonation coordination (Fig. 2).
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Figure 2. Localisation of the most pronounced manifestations of muscle tension at the assessment stage

Source: compiled by the author

The distribution of indicators also demonstrated that
the most frequent manifestations of tension were associat-
ed with compensatory reactions occurring during the coor-
dination of breathing and phonation. The predominance of
shoulder elevation during inhalation (62%) together with
high rates of neck tension (58%) and lower jaw fixation
(54%) indicated that students tended to stabilise sound

production through excessive muscular effort rather than
coordinated respiratory support. At the same time, lower
rates of postural abnormalities and facial muscle tension
(28% each) suggested that global body imbalance was less
pronounced than localised tension directly involved in vo-
cal action. This pattern indicates that, at the initial stage
of training, difficulties were concentrated primarily in the
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mechanisms responsible for the initiation and mainte-
nance of sound rather than in general body organisation.
Comparison of muscle tension manifestations across the
Vocal Performance, Vocal Arts and Music Education pro-
grammes made it possible to clarify how the type of vo-
cal tasks and the format of training influenced the bodily

organisation of singing. In Vocal Performance, tension was
mainly associated with technically complex vocal tasks; in
Vocal Arts, it appeared in combination with movement and
stage performance; and in Music Education, it was more
often expressed as generalised body tension with unstable
breathing and unclear localisation (Table 1).

Table 1. Differences in the manifestations of muscle tension depending on the educational programme

Educational program Type of muscle tension

Main manifestations

Vocal performance Localised, technically induced

Tension in specific areas (neck, jaw) during technically complex vocal tasks

Vocal arts Combined with motor activity

Tension arises in interaction with movement and stage performance

Music education Generalised, diffuse

Overall body tension, unstable breathing, lack of clear localisation

Source: compiled by the author

The comparison across educational programmes also
demonstrated that muscle tension developed through
different compensatory mechanisms depending on the
dominant learning activities and performance require-
ments. In the Vocal Performance programme, tension was
more often localised and appeared during technically de-
manding vocal tasks, which indicated a direct connection
between muscular overload and the pursuit of technical
precision. In Vocal Arts, the integration of singing with
movement and stage performance created additional coor-
dination demands, causing tension to emerge through the
interaction of vocal and motor activity. By contrast, stu-
dents of Music Education more frequently demonstrated
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Self-assessment (10-point scale)

diffuse and less clearly localised tension patterns, suggest-
ing insufficiently stabilised vocal-body coordination and a
lower level of differentiation between breathing, posture
and phonation processes. These differences indicate that
muscle tension in beginning singers is shaped not only by
vocal technique itself, but also by the broader educational
and performative context in which vocal skills are formed.
The correlation between students’ self-assessment and
external expert evaluation made it possible to determine
the level of reflexive control during vocal training. Com-
parison of these indicators makes it possible to establish
how adequately students perceive their own bodily state
during singing (Fig. 3).

2.1

Expert assessment (3-point scale)

Figure 3. Correlation of self-assessment and expert assessment of muscle tension at the statement stage

Source: compiled by the author

The comparison of self-assessment and expert eval-
uation demonstrated a noticeable discrepancy between
students’ subjective perception of muscle tension and
the externally observed manifestations of vocal-body
imbalance. While students assessed their tension at
6.8 points on a ten-point scale, the expert evaluation
reached 2.1 points on a three-point scale, which corre-
sponded to a relatively high level of objectively recorded
tension manifestations. This difference indicated that
students tended to perceive muscular discomfort in a
generalised way without sufficiently differentiating its
localisation, intensity or connection with specific vocal
actions. The results also suggested that beginning vocal-
ists experienced difficulties in recognising compensato-
ry muscular patterns during singing, particularly those
related to breathing coordination, neck tension and
jaw fixation. Such indicators point to an insufficiently
developed reflective component of vocal training and

confirm the importance of pedagogical methods aimed
at strengthening body awareness, self-observation and
conscious regulation of vocal action.

During the 12 weeks of the formative stage, the exper-
imental group recorded a gradual decrease in the overall
muscle tension index from 2.1 to 1.2 points. The dynam-
ics of changes was not uniform, as different components
of the vocal action responded to the pedagogical influence
at different rates. At weeks 1-3, the most noticeable chang-
es concerned respiratory coordination. The frequency of
shoulder raising during inhalation decreased, exhalation
became more even, and the beginning of the sound be-
came less sharp. This indicated a primary decrease in the
compensatory activity of the shoulder girdle and neck. At
4-7 weeks, phonation changes became more pronounced.
Students started the sound more steadily, used a hard at-
tack less often, and were better able to hold short vocal
phrases without additional forceful pressure. During this
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period, the overall level of tension decreased more slowly,
but the changes became more stable. At 8-10 weeks, artic-
ulatory and postural indicators began to change more no-
ticeably. There was an improvement in mandibular control,
a decrease in neck tension, and stabilisation of the head
and body position during vocalisations. These components
took longer to develop as they were associated with ha-
bitual motor patterns. At 11-12 weeks, the results became
more stable in different performance conditions. In the
exercises and vocalisations, the reduction of tension was
more pronounced, while in the artistic fragments some
manifestations of tension were still present. The students’
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ability to identify their own tension increased from 3.2 to
6.9 points on the self-assessment scale, which showed the
development of reflexive control and gradual coordination
between the inner feeling and external manifestations of
vocal action. Comparison of changes in the general mus-
cle tension index between the control and experimental
groups made it possible to evaluate the effectiveness of
different approaches to the organisation of vocal training.
Fixing the indicators before and after the formative stage
made it possible to establish the extent to which targeted
pedagogical influence affects the level of coordination and
tension reduction (Fig. 4).
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Figure 4. Dynamics of the general index of muscular tension in the control
and experimental groups before and after the formative stage

Source: compiled by the author

The dynamics presented in Figure 4 showed that both
groups demonstrated a decrease in the general index of
muscle tension, but the scale of change was different. In
the control group, the index decreased from 2.0 to 1.8
points, which amounted to a reduction of 0.2 points or
10%. In the experimental group, the decrease was con-
siderably more pronounced: from 2.1 to 1.2 points, with
a reduction of 0.9 points or 43%. Thus, the experimental
group showed more than four times greater improvement
than the control group. This indicates that the additional

set of pedagogical methods had a stronger effect on re-
ducing muscle tension than standard vocal training alone.
Qualitative changes in vocal technical indicators reflect
not only a decrease in muscle tension, but also a restruc-
turing of the way the vocal action is organised. Compari-
son of these changes between the control and experimen-
tal groups made it possible to determine how different
teaching models influenced the stability of sound pro-
duction, the nature of the onset, and the level of student
autonomy (Table 2).

Table 2. Qualitative comparison of changes in vocal and technical indicators between groups

Vocal-pedagogical indicator

Experimental group

Control group

Sound stability

Noticeable improvement; sound became more even
in exercises, vocalises, and short repertoire excerpts

Improvements were inconsistent and
mainly observed in simple exercises

Onset of tone (attack)

Reduced hardness of attack; onset became softer
and more coordinated

Hard attack persisted in more complex
tasks and at higher dynamics

Phrasing

More even phrasing with improved breath
distribution

Phrasing remained dependent on
continuous teacher guidance

Articulatory freedom

Reduced jaw fixation; articulation became more
flexible

Jaw tension persisted, especially in more
demanding vocal passages

Increased ability to self-correct posture, breathing,

Corrections mostly occurred after direct

Dependence on teacher feedback

and jaw position

teacher intervention

Source: compiled by the author

The comparison of vocal-pedagogical indicators
demonstrated that the experimental group showed more
stable and coordinated changes across all analysed pa-
rameters. Sound production became more even not only
in isolated exercises but also in vocalises and short rep-
ertoire excerpts, whereas in the control group improve-
ments remained limited mainly to simpler technical tasks.

Differences were also observed in phonation quality: stu-
dents in the experimental group demonstrated a softer and
more coordinated onset of tone, while hard attack contin-
ued to appear in the control group during more demanding
passages and increased dynamics. In phrasing, the experi-
mental group achieved more balanced breath distribution
and greater continuity of vocal lines, whereas students in
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the control group still relied heavily on continuous teacher
guidance. Changes in articulation also differed between the
groups: jaw fixation decreased and articulatory movements
became more flexible in the experimental group, while per-
sistent jaw tension remained characteristic of the control
group, especially in technically complex fragments. The
data additionally showed a reduction in external pedagog-
ical dependence. Students in the experimental group inde-
pendently corrected posture, breathing and jaw position
in 64% of cases, compared with 27% in the control group,
where correction predominantly occurred only after direct
teacher intervention.

The most pronounced initial effect was provided by
breathing and coordination exercises, as they affected the
basic mechanism of vocal action - the coordination of in-
halation, exhalation and sound onset. The students grad-
ually reduced the need to compensate for breathing insta-
bility by tensing the neck, shoulder girdle or larynx. The
most rapid changes were in such indicators as shoulder
raising during inhalation, abrupt onset of phonation, and
uneven exhalation. This showed that breathing work was of
primary importance for reducing the overall level of mus-
cle tension. The body awareness method had a less rapid,
but more lasting effect. Its result was manifested not only
in the reduction of individual clamps, but also in a change
in the way students observed themselves. They could more
accurately identify the area in which tension arose, associ-
ate it with a specific vocal action, and respond more quickly
to pedagogical instruction. The most noticeable effects of
this method were on the control of the lower jaw, head po-
sition, shoulder girdle, and overall postural organisation.
Verbal pedagogical modelling proved to be effective when
the instructions were specific. Generalised instructions
such as “relax” did not provide stable correction, as they

did not indicate the exact action to the student. Instead,
phrases such as “leave your shoulders still when you in-
hale”, “don’t lock your lower jaw”, “start the sound softer”
provided a clear reference point and reduced the number
of repeated errors. This increased the controllability of the
learning process. Vocal exercises with a low level of force-
fulness helped to stabilise sound production. Short chants
in the middle tessitura, humming, singing on comfortable
vowels and legato in a small range allowed students to per-
form tasks without forcing the sound. However, their ef-
fect was most consistent when they were combined with
breathing exercises and body control. The isolated use of
such exercises reduced tension only within a specific task.
The reflective vocal diary enhanced the students’ ability to
record their own changes. The post-class notes helped to
track in which situations tension arose most often, which
exercises produced tangible results, and which pedagogical
instructions were most understandable. Thanks to this, the
students gradually moved from passively following instruc-
tions to consciously controlling their own vocal and bodily
state. The integrated application of the methods provided a
cumulative effect. Breathing exercises reduced the primary
tension, body awareness helped to recognise it, verbal in-
structions directed correction, vocal exercises consolidated
the new way of sound formation, and the diary supported
reflective control. It was the combination of these methods
that proved to be most effective, as it affected not a single
manifestation of tension, but the entire structure of vocal
action. Self-assessment made it possible to record students’
perception of their bodily state during singing and to deter-
mine the extent to which their ability to recognise muscle
tension changed after the formative stage. These data com-
plemented the results of the external assessment, as they
reflected the internal level of vocal-bodily control (Table 3).

Table 3. Students’ self-assessment data on muscle tension

Indicator Experimental group Control group Interpretation of results
Subjective perception of tension 6.8 Doints 6.8 Points The initial level of subjective tension
before the formative stage P ©P was the same in both groups
Subjective perception of tension . . The reduction was more pronounced
after the formative stage 3.9 points 6.1 points in the experimental group
Dynamics of subjective tension -2.9 points -0.7 points The set of pedagogical methods contributed

to a greater reduction in internal discomfort

Discrepancy between
self-assessment
and expert assessment

from 1.2 to 0.4 points

A more accurate perception
of one’s own condition was formed
in the experimental group

slight decrease

Role of the reflective journal
strategies

Systematic recording of tension
zones, causes, and correction

The journal supported the development

Not applied of self-observation and reflective control

Source: compiled by the author

The results showed that in the experimental group the
subjective feeling of tension decreased and the accuracy of
self-observation increased. This confirmed that the peda-
gogical complex influenced not only the external manifes-
tations of tension, but also the development of students’
reflexive ability to control their own state while singing.
The generalisation of the data obtained showed a decrease

in the overall level of muscle tension in the experimental
group, improvement of respiratory coordination and sta-
bilisation of sound production. Respiratory and phonation
indicators responded most quickly to the pedagogical in-
fluence: shoulder raising during inhalation decreased, ex-
halation became more even, sound onset was softer, and
vocal phrases were more stable. Postural and articulatory
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changes were formed more slowly. Neck tension, lower jaw
fixation and unstable body position proved to be more per-
sistent manifestations, as they were associated with fixed
motor habits. Their correction required not only repetition
of exercises, but also the development of body awareness
and self-observation. The best results were achieved with
a regular combination of several methods: breathing and
coordination exercises, body awareness, vocal tasks with
low strength load, specific pedagogical instructions and
a reflective diary. It was the comprehensive use of these
tools that ensured not a situational reduction of tension,
but a gradual change in the way of vocal action. The overall
dynamics showed the transition of students from depend-
ence on external prompts from the teacher to more inde-
pendent regulation of their own state. Students more accu-
rately identified areas of tension, responded more quickly
to pedagogical instructions, and more often corrected
their breathing, body position, and sound production.

DISCUSSION

The obtained results made it possible to specify the peda-
gogical interpretation of muscle tension as a consequence
of impaired coordination of vocal-body processes and to
correlate it with modern approaches to vocal pedagogy.
The established dominance of medium and high levels of
tension at the initial stage of training was consistent with
the provisions of M. Urbano & Y. Bensoussan (2025), who
emphasised that muscle tension in singers is systemic and
requires an interdisciplinary approach. At the same time,
this study showed that even within the framework of ped-
agogical influence without the involvement of medical in-
terventions, a significant reduction in tension is possible,
which clarified the limits of the effectiveness of purely
pedagogical means. The results, which showed a gradual
decrease in tension through a combination of breathing,
body and verbal methods, correlated with the findings of
N. Molins-Macau (2025), who proved the effectiveness of
body-mind approaches in vocal practice. However, in con-
trast to the generalised conclusions about the positive
impact of body methods, the data obtained showed their
differentiated effect: body awareness provided not a rapid
reduction of tension, but stabilisation of the ability to rec-
ognise it. This made it possible to clarify the function of
such approaches as a tool for long-term regulation rather
than operational correction.

Observations on the localisation of stress in the neck,
shoulder girdle and jaw were consistent with the results of
N. Henry (2021), where these areas were identified as key
in the formation of technical problems. However, the pres-
ent study showed that their role changes depending on the
stage of training: at the initial level, the tension is gener-
alised, while in more trained students it becomes localised.
This complemented the previous findings by introducing
the factor of learning dynamics. The analysis of phona-
tion changes, in particular the reduction of the stiffness of
the sound attack, correlated with the position of J. Seesh-
oltz (2022), who considered hyperduction as a consequence

of excessive muscle effort. At the same time, the results
demonstrated that the correction of this phenomenon is
possible not only through work with the vocal folds, but
also through changes in respiratory coordination. This
conclusion expanded the understanding of cause-and-ef-
fect relationships in the formation of phonation disorders.
The revealed dependence of the effectiveness of ped-
agogical influence on the sequence and load of vocal tasks
was consistent with the approach of K. Lawrence (2022),
where vocal activity was considered through the prism of
load physiology. However, the results of the study showed
that the principles of gradual complication should be com-
plemented by the development of body awareness, other-
wise even an optimally constructed load can lead to the
accumulation of tension. The results on the effectiveness
of the combination of methods correlated with the findings
of C. Gassull et al. (2024), where body practices were con-
sidered as an auxiliary tool for voice optimisation. How-
ever, this study showed that the isolated use of individual
methods does not provide a sustainable result. This made
it possible to clarify their role as components of a single
pedagogical system, rather than autonomous means. The
concept of functional unity of voice proposed by B.M. Do-
scher (2023), found confirmation in the established inter-
dependence of respiratory, bodily and phonation indica-
tors. At the same time, the empirical data concretised this
idea by showing that the violation of unity had different
intensity depending on the component, which opened up
the possibility of differentiated pedagogical influence.
The comparison of the results between the experimen-
tal and control groups was consistent with J. Sear (2024),
where the structured nature of vocal training was con-
sidered a condition for improving the quality of learning.
In the present study, this thesis was specified: it was not
the orderliness of the classes that proved to be effective,
but the organisation in which breathing, body-oriented,
vocal-technical and reflective methods were combined
into a single sequence. In the control group, maintaining
the usual programme resulted in only a slight decrease
in tension, while in the experimental group, the complex
impact contributed to a more noticeable restructuring of
the vocal action. This made it possible to clarify the con-
cept of pedagogical design: it should include not only the
selection of exercises and repertoire, but also the logic of
the transition from external teacher correction to student
self-regulation. The identified role of respiratory coordi-
nation correlated with the results of Y. Wang (2024), who
emphasised the importance of conscious breath control in
vocal training. At the same time, the data obtained showed
that breath control had a lasting effect only if it was bodily
integrated. Excessive concentration on breathing without
simultaneously working with the position of the shoul-
ders, neck, jaw, and body did not completely eliminate
compensatory clamps. This clarified the boundaries of
cognitively oriented approaches: breathing awareness was
necessary but not sufficient without sensorimotor control.
The psychological aspect of muscle tension, considered by
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D. Celik (2025), was confirmed by the change in students’
self-esteem. In this study, bodily tension in vocal perfor-
mance was related not only to the physical state, but also
to the nature of self- perception, the level of internal con-
trol, and the psycho-emotional response to performance.
The results of the present study confirmed this conclu-
sion: after the formative stage, the subjective feeling of
tension in the experimental group decreased, and the
discrepancy between self-assessment and expert assess-
ment became smaller. This indicated that the pedagogical
influence changed not only the external manifestations of
tension, but also the students’ ability to recognise their
own vocal- bodily state more accurately. The inclusion of
mindfulness elements in vocal training, substantiated by
X. Wang (2025), correlated with the effect of the reflective
diary used in this study. In previous work, the emphasis
has been placed on the connection between mindfulness
practices and improved performance stability and well-be-
ing. The results obtained refined this approach, as the
reflective practice produced a measurable pedagogical ef-
fect: students more often associated tension with specific
vocal actions, responded more quickly to instructions, and
corrected their breathing, body position, and articulation
more independently. Thus, mindfulness manifested itself
not as a general psychological resource, but as a tool for
developing vocal self-regulation.

The reduction in dependence on the teacher was con-
sistent with the approach of M. Hoch et al. (2025), in which
student-centred learning was associated with the develop-
ment of autonomy, awareness and students’ participation
in managing their own vocal development. In the present
study, this position was empirically clarified: autonomy was
not formed only through a change in the teacher’s role or
through greater freedom in learning. It developed gradual-
ly through work with specific mechanisms of vocal action,
including breathing, body position, jaw position, sound at-
tack and recognition of tension. The reduced need for con-
stant pedagogical prompts showed that a student-centred
approach required not only changes in communication, but
also a methodically organised system of self-regulation.

The conclusions of T.]. Clark (2024) about the need to
modernise vocal pedagogy were also confirmed by the re-
sults obtained. In the previous study, modernisation was
associated with updating the content, methods and prin-
ciples of vocal training in accordance with the needs of
modern music education. The results of the present study
have specified which components of such modernisation
were effective at the initial stage: breathing coordination,
body awareness, accuracy of verbal instructions and reflec-
tive self-assessment. Thus, the renewal of vocal pedagogy
proved to be effective when it was aimed at restructur-
ing the way of vocal action, and not just at expanding the
methodological arsenal. The problem of training future
teachers, considered by M.N. Hinds (2025), received an
additional explanation through the results of this study.
The work emphasised the need to strengthen the vocal
and pedagogical training of students who will work with

the voice of other performers in the future. The findings
concretised this thesis: pedagogical competence had to
include not only knowledge of vocal technique, but also
the ability to recognise muscle tension as a systemic phe-
nomenon. It was about the ability to see the connection
between breathing, posture, phonation, articulation, and
the student’s level of self-control. This clarified the content
of the future teacher’s training, since working with tension
required not situational remarks, but a consistent selec-
tion of pedagogical methods. In general, the comparison of
the results revealed that current research captures certain
aspects of the problem of muscle tension, while the data
obtained demonstrated it as an integrative pedagogical
phenomenon. This made it possible not only to confirm the
existing provisions, but also to clarify them in the direction
of systematic organisation of vocal training.

CONCLUSIONS

It was established that muscle tension in vocal singing
resulted from impaired coordination of breathing, phona-
tion, articulation and posture. It appeared as compensatory
tension in the neck, shoulder girdle and jaw, which initially
supported sound production but later became fixed as an
ineffective motor pattern. Its reduction required breath-
ing and coordination exercises, body awareness, controlled
vocal tasks, precise verbal instructions and reflective prac-
tices. The empirical test confirmed the effectiveness of the
proposed complex. In the experimental group, the overall
tension index decreased from 2.1 to 1.2 points, compared
with 2.0 to 1.8 points in the control group. Shoulder raising
during inhalation decreased by 41%, jaw tension by 36%
and neck tension by 33%, while in the control group these
indicators changed by 12%, 10% and 9%. Students in the
experimental group independently corrected body position
and breathing in 64% of cases, compared with 27% in the
control group. Subjective tension decreased from 6.8 to
3.9 points, and the discrepancy between self-assessment
and expert assessment declined from 1.2 to 0.4 points. It
was found that the integrated use of methods ensured the
greatest pedagogical effect. Breathing exercises reduced
primary tension, body awareness and reflective diary en-
tries strengthened self-observation, verbal instructions
improved correction accuracy, and vocal exercises consoli-
dated new coordination. Consequently, the overall tension
index decreased from 2.1 to 1.2 points, subjective tension
from 6.8 to 3.9 points, and students independently correct-
ed body position and breathing in 64% of cases. The study
was limited by the small sample of beginner students, the
12-week observation period and the absence of instru-
mental physiological measurements. Further research was
considered promising in terms of expanding the sample,
including students with different levels of training, ex-
tending the observation period and applying instrumental
methods for assessing muscle activity.
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Abstract. The study aimed to compare sensory integration therapy and sensory-adapted modification of
the educational environment as approaches to enhancing the participation of children with autism spectrum
disorders in pre-school education. The study was conducted as a theoretical and analytical review of scientific,
professional, international and regulatory-educational sources, followed by a comparison of the two approaches
in terms of their impact on the child’s functional participation, adaptive behaviour and educational engagement.
The study established that the participation of a child with autism spectrum disorders in pre-school education
cannot be equated with mere physical presence in the group, as it entails genuine inclusion in educational,
play, communicative and everyday activities. The study determined that sensory difficulties acquire pedagogical
significance when they affect self-regulation, behavioural stability, contact with the teacher and peers, the ability
to respond to instructions, and the ability to maintain participation in group situations. The study demonstrated
that sensory integration therapy acts primarily at the individual level, creating the conditions for sensory
regulation, adaptive response, praxis and the organisation of behaviour. Sensory-adapted modification of the
educational environment operates at the level of the educational situation: it reduces sensory barriers, increases
the predictability of routines, the structure of the space, the accessibility of instructions and the flexibility of
participation methods. The study established that these approaches are not interchangeable: the first creates the
internal conditions for participation, whilst the second ensures the accessibility of the pre-school activity. A model
of a sensory-adapted pre-school environment has been developed, covering the identification of the child’s sensory
needs, analysis of the physical and organisational environment, selection of pedagogical and environmental
adaptations, and assessment of the child’s participation in daily activities. The practical significance of the results
is determined by the possibility of using the proposed model to organise an inclusive pre-school environment in
which support for children with autism spectrum disorders is directed towards expanding functional participation,
adaptive behaviour and educational engagement, rather than merely reducing individual behavioural difficulties

Keywords: functional participation; adaptive behaviour; educational accessibility; pedagogical support;
environmental barriers; self-regulation; inclusive practice )

INTRODUCTION
In modern early years education, the participation of environment addresses the sensory needs of the child.
children with autism spectrum disorder (ASD) is becom-  Sensory overload, difficulties with self-regulation, atten-
ing increasingly associated not only with the availability  tion instability, and avoidance of tactile, auditory or visual
of an inclusive group or an individual development pro-  stimulican limit a child’s inclusion in play, communication,
gramme, but also with the extent to which the educational  activities, routine moments and interaction with peers.
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Therefore, the issue of sensory integration in the context
of early years education goes beyond a narrowly remedi-
al approach and concerns the organisation of conditions
under which a child with ASD can functionally participate
in daily activities. In this context, it becomes relevant to
compare sensory integration therapy, focused on individ-
ual sensory regulation, with sensory-adapted modification
of the educational environment, aimed at reducing barri-
ers to participation in the pre-school group. The issue of
sensory integration in children with ASD has already been
addressed in Ukrainian studies; however, the focus in these
works has been unevenly distributed.

For example, I.M. Hryhus & I.M. Kruk (2022) addressed
sensory integration in children with early-onset autism as
an area of rehabilitative support linked to the correction
of sensory impairments and the development of function-
al activity. This approach highlights the individual level of
sensory support, but leaves the educational context less
well covered, where sensory difficulties manifest during
group play, transitions between activities, communication
with the teacher and contact with peers. A more compre-
hensive perspective is proposed in the study by O. Kasi-
anenko (2025), where sensory integration is considered
within the framework of early intervention programmes
for children with ASD. In this framework, sensory support
is linked to interdisciplinary collaboration, family involve-
ment and the coordination of various forms of support;
however, the focus of the analysis remains on early inter-
vention, whereas pre-school education requires a separate
consideration of sensory support as a prerequisite for daily
participation in the educational environment.

Another research approach is notable in the study
by O. Mamicheva & Yu. Butko (2025), in which senso-
ry integration disorders in children with ASD are ana-
lysed in terms of causes, manifestations and interven-
tion strategies. This approach details the behavioural
manifestations of sensory disorganisation, in particular
avoidance, hyper-reactivity, seeking of stimuli, or diffi-
culties in adapting to change, but provides less insight
into the link between these manifestations and barriers
in the pre-school environment. The family-oriented as-
pect of support is highlighted in the study by L.I. Basen-
ko & K.A. Tymruk-Skoropad (2024), in which a physical
therapy programme for children with ASD is linked to
family involvement, physical activity and specially organ-
ised therapeutic interaction. This approach emphasises
the importance of coordination between specialists and
parents, but relates more to therapeutic support than to
the pedagogical organisation of a sensory-accessible en-
vironment in a pre-school education setting (PSE). The
occupational therapy dimension of the issue is explored
by N.R. Holod et al. (2026), analysing the theoretical and
methodological foundations of intervention for children
with ASD. This approach contributes to the research of
children’s functional activity and the role of professional
support; however, the issue of modifying the education-
al environment as a daily condition for participation in a

pre-school group requires further theoretical and analyt-
ical consideration.

The psycho-corrective approach to supporting chil-
dren with autism in Ukraine was discussed by V.Y. Bocheli-
uk et al. (2021), emphasising corrective approaches aimed
at overcoming or reducing the manifestations of autism.
This logic highlights the importance of specially organised
psychological support, but it insufficiently explains how
the everyday educational environment can prevent sen-
sory overload and support the child’s participation with-
out constant remedial intervention. The classification as-
pect of the issue is explored by V.Y. Bocheliuk et al. (2022),
where ASD is analysed through the systematisation of its
types, manifestations and diagnostic characteristics. Such
a classification framework can improve precision of de-
lineation of the diversity of autism manifestations; how-
ever, a child’s educational participation requires not only
classification of the condition but also an analysis of how
specific sensory and behavioural characteristics interact
with the early years’ education environment. The sensory
design of inclusive educational environments is examined
in a study by H.M. Abdou et al. (2026), which, based on a
systematic review, analyses the transition from sensory
spatial organisation to regulatory environmental architec-
ture for children with ASD, ADHD and Down’s syndrome.
This approach is relevant for determining the conditions
for a child’s educational participation, as sensory support
depends not only on individual characteristics but also
on the noise, spatial, visual and organisational demands
within the group. The link between sensory characteristics
and behavioural manifestations is explored in the study by
Y. Chen et al. (2024), which, based on a systematic review
and meta-analysis, examines the relationship between
differences in sensory processing and internalised and ex-
ternalised difficulties in autism. This approach highlights
the significance of assessing not only individual sensory
responses but also their impact on self-regulation, behav-
ioural stability and the child’s participation in everyday ac-
tivities within the pre-school group.

Thus, existing research provides a foundation for anal-
ysis of sensory integration, early intervention, remedial
strategies, physiotherapy and occupational therapy sup-
port for children with ASD. At the same time, the scientific
field does not sufficiently distinguish between two levels of
intervention: individual sensory support for the child and
modification of the educational environment as a c ondi-
tion for their daily participation in the pre-school group.
This necessitates a theoretical and analytical comparison
of sensory integration therapy and a sensory-adapted en-
vironment, not in terms of their general therapeutic effect,
but in terms of their contribution to the child’s function-
al participation, adaptive behaviour and educational en-
gagement. This perspective clarified which tasks fall under
therapeutic support, which under the pedagogical organi-
sation of the environment, and how these approaches can
complement one another within the system of inclusive
pre-school education.
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The study aimed to determine the role of sensory in-
tegration therapy and a sensory-adapted environment in
supporting the participation of children with ASD in pre-
school education. Following the aim of the study, the fol-
lowing research objectives were identified: to identify the
sensory factors influencing the participation of children
with ASD in pre-school education; to compare sensory in-
tegration therapy and sensory-adapted modification of the
educational environment in terms of their contribution to
the child’s functional participation, adaptive behaviour
and educational engagement; to substantiate a model of
a sensory-adapted pre-school environment as a condition
for supporting the participation of children with ASD in the
daily activities of pre-school educational institutions.

MATERIALS AND METHODS

The study was based on a theoretical-analytical design in-
corporating elements of applied modelling and aimed to
compare sensory integration therapy and sensory-adapted
modification of the educational environment as approach-
es to enhancing the participation of children with ASD in
pre-school education. Sensory-adapted modification of the
educational environment was considered as the pedagog-
ical dimension of “sensory environmental modification”,
i.e. as a change in the physical, organisational and inter-
active conditions of the pre-school group, considering the
child’s sensory needs. The study was based on a qualita-
tive categorical analysis of scientific, professional, inter-
national and regulatory-educational sources within the
fields of pedagogy, special education, developmental psy-
chology and research into neurodevelopmental disorders.
The source corpus was formed as a targeted selection of
works and documents addressing sensory integration, sen-
sory processing, sensory environmental modification, the
child’s participation in educational activities, adaptive be-
haviour, engagement, and pedagogical conditions for sup-
porting children with ASD in the pre-school environment.
The units of analysis were theoretical propositions, profes-
sional recommendations, regulatory requirements, criteria
for the evidence base of interventions, and approaches to
sensory support for children with ASD described in the
sources. The analysis addressed three outcome measures:
the child’s functional participation in pre-school activities,
adaptive behaviour, and educational engagement.

The study was conducted in three stages. In the first
stage, a theoretical and conceptual framework for the anal-
ysis was developed. Sources were reviewed that explore the
basic concepts of sensory integration, sensory processing,
child functioning, participation and inclusive education:
A.]. Ayres (1972), World Health Organisation (2007; 2023),
A. Ayres & J. Robbins (2005), Convention on the Rights of
Persons with Disabilities (2016). These sources were select-
ed because they provide the conceptual foundation for the
study and can be used for an examination of a child’s senso-
ry characteristics in relation to functioning, participation,
environmental barriers and the right to inclusive education.
Based on these materials, the primary analytical categories

were identified: sensory processing, self-regulation, adap-
tive behaviour, participation, engagement, environmen-
tal barriers and the accessibility of educational activities.

The second stage involved a comparative analysis of
sensory integration therapy and sensory-adapted modifi-
cation of the educational environment. For this purpose,
professional sources and evidence-based summaries were
used, which differentiated individualised support for sen-
sory regulation, the child’s sensory profile, and pedagog-
ical changes to the conditions of educational participa-
tion: W. Dunn (2014), R. Watling et al. (2018), A. Bundy et
al. (2019), National Institute for Health and Care Excel-
lence (2013). These sources were selected as they clarify
the professional interpretation of sensory support and
provide a basis for evaluating approaches in terms of func-
tional participation, adaptive behaviour and engagement.
The comparison was conducted using an analytical matrix
covering the approach’s objective, mechanism of action,
level of implementation, support providers, the role of the
teacher and support specialists, level of individualisation,
conditions of application, expected impact on participa-
tion, adaptive behaviour and engagement, as well as the po-
tential for integration into the daily practice of early years
education settings. The effectiveness of the approaches
was compared by contrasting the effects described in the
sources across three outcome measures: functional partic-
ipation, adaptive behaviour, and the child’s engagement in
pre-school activities. This matrix was used to compare two
approaches using the same criteria and differentiated ther-
apy-oriented sensory integration and pedagogical modifi-
cation of the sensory environment.

The analysis procedure involved reading the sources
in sequence, identifying meaningful passages, matching
them to specific categories, noting recurring themes, and
comparing the two approaches against the parameters of
the analytical matrix. During the coding process, aspects
relating to sensory overload, sensory sensitivity, predict-
ability of the routine, spatial organisation of the group,
noise and light levels, visual richness of the environment,
sensory breaks, pedagogical support, team interaction and
the child’s participation in pre-school activities were ad-
dressed. In the third stage, the results of the comparative
analysis were interpreted in the context of the practical
organisation of a sensory-adapted pre-school environ-
ment. The materials for this stage were Comprehensive
Programme for the Development of Pre-school Children
with Autism “Rozkvit” (2013), Division for Early Child-
hood (2014), Convention on the Rights of Persons with
Disabilities (2016), Resolution of the Cabinet of Ministers
of Ukraine No. 530 (2019), Order of the Ministry of Educa-
tion and Science of Ukraine No. 33 (2021), Law of Ukraine
No. 3788-IX (2024). These sources were selected as they
determine the pedagogical, organisational and regulatory
conditions for creating an accessible, flexible and inclusive
pre-school environment.

The applied modelling aimed to construct a struc-
ture for a sensory-adapted environment in which the
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child’s sensory needs were matched with the barriers and
resources of the pre-school group. The model comprised
four interrelated components: identifying the child’s
sensory needs, analysing the physical and organisational
environment, selecting environmental and pedagogical
adaptations, and assessing the child’s participation in ed-
ucational, play, communication and daily living activities.
Thematic coding, categorical comparison, a comparative
analytical matrix and applied modelling were used as re-
search tools. Microsoft Excel 365 was used for the technical
systematisation of sources, the recording of categories and
the structuring of results. Given the theoretical and an-
alytical nature of the material, the results were analysed
using qualitative methods without applying statistical hy-
pothesis testing procedures. The reliability of the analysis
was ensured by reviewing the source corpus, cross-check-
ing categories across different groups of materials, apply-
ing uniform comparison criteria to both approaches, and
verifying the alignment of the applied model with inter-
national and Ukrainian educational guidelines. The ethical
foundations of the work were determined by the principles
of academic integrity, the transparent use of open sources,
and the accurate description of children with ASD in ac-
cordance with the European Code of Conduct for Research
Integrity (2023). This ensured the reproducibility of the an-
alytical procedure, consistency between the materials and
the research objective, and the practical relevance of the
results obtained.

RESULTS
Analytical framework for the factors influencing the
participation of children with ASD in early years ed-
ucation. The participation of children with ASD in pre-
school education is determined not only by access to
the facility or the child’s inclusion in a group. Genuine
engagement is shaped by children’s ability to cope with
the sensory conditions of the environment, maintain
self-regulation, respond to educational instructions, in-
teract with adults and peers, and perform age-appropriate
actions in play, communication, educational and every-
day situations. In this context, the sensory characteristics
of children with ASD are not an isolated individual trait,
but a factor in the child’s functioning within a specific
educational environment. Therefore, an analysis of par-
ticipation requires a shift from describing individual sen-
sory reactions to identifying the conditions under which
these reactions either limit or support the child’s inclu-
sion in pre-school activities. Classical sensory integra-
tion theory views sensory processing as the basis for the
organisation of a child’s behavioural, motor and learning
responses. In the study by A.]. Ayres (1972), sensory in-
tegration was related to the nervous system’s ability to
organise information received through various sensory
channels and use it for an adaptive response. Under this
approach, difficulties in sensory processing are not re-
duced to increased or decreased sensitivity to a particular
stimulus, but manifest themselves in the complexity of

organising behaviour, attention, motor activity, and in-
teraction with the physical and social environment.

A.]. Ayres & J. Robbins (2005) emphasised that senso-
ry difficulties often remain hidden, as they may manifest
externally as avoidance, impulsivity, resistance to new ac-
tivities, emotional instability or rapid exhaustion. For early
years education, this means that a child’s behaviour, which
is interpreted as a reluctance to participate, may be linked
to being overwhelmed by noise, light, tactile stimuli, the
number of people in the space, or the unpredictability of
transitions between activities. The functional approach, as
outlined in the World Health Organisation (2007) report,
describes a child’s development through the interplay of
functions, activities, participation and environmental fac-
tors. Within this approach, ASD does not predetermine a
child’s level of participation in pre-school life. Participation
depends on the extent to which environmental conditions
support or hinder the child’s inclusion in specific activities:
play, collaborative tasks, communication, self-care, transi-
tions between routine activities, and participation in group
work. Sensory characteristics take on pedagogical signifi-
cance when they interact with the organisation of space,
routine, intensity of stimulation, the manner of presenting
instructions, and the nature of social interaction.

The legal and educational rationale for inclusion, as
stipulated in the Convention on the Rights of Persons with
Disabilities (2016), views inclusive education not merely as
placing a child within a mainstream educational setting,
but as a transformation of educational culture, policy and
practice to remove barriers to participation. For children
with ASD, access to early years education cannot be limited
to formal attendance in a group. An indicator of inclusion
is the child’s ability to participate in meaningful activities
at a level appropriate to them, incorporating their senso-
ry, communicative, behavioural and social needs. Sensory
support in pre-school education should be assessed not by
the number of individual adaptations, but by whether they
reduce barriers to participation and enhance the stability
of the child’s inclusion in the educational process. The cur-
rent international context for supporting children with de-
velopmental disabilities, as presented by the World Health
Organisation (2023), guides education systems towards a
shift from marginalisation to the participation of children
in mainstream social and educational settings. The sensory
characteristics of children with ASD should not be a reason
for isolating them from group activities or lowering educa-
tional expectations. They require a more precise adaptation
of the environment so that the pre-school group fulfils not
only a care-giving function, but also developmental, com-
municative and socialising functions. In this sense, sensory
support is regarded as a prerequisite for the accessibility of
pre-school education. By combining these approaches, it
is possible to identify a system of interrelated categories
through which the participation of children with ASD in
early years education can be effectively analysed. The first
category is sensory processing, which determines how a
child perceives auditory, visual, tactile, proprioceptive and
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vestibular stimuli. The second is self-regulation, as sensory
overload or poor sensory organisation can affect a child’s
ability to maintain emotional stability, attention, motor
activity and readiness to interact. The third is adaptive
behaviour, which manifests itself in the child’s ability to
adapt to routines, follow achievable instructions, transition
between activities, use available means of communication,
and participate in daily activities. The fourth is participa-
tion, that is, the child’s actual involvement in educational,
play, communicative and everyday situations. The fifth is
engagement, which reflects not only presence in a situation
but also activity, focus of attention, and connection with
the task, the teacher, the material or peers. The sixth is en-
vironmental barriers, which include excessive noise, bright
or unstable lighting, high visual stimulation, unpredictable
transitions, close physical contact, complex instructions,
or an insufficiently structured space. The seventh is the
accessibility of educational activities, which determines
whether a child can participate in an activity in a way that is
compatible with their sensory and communicative abilities.

The relationship between these categories is systemic
in nature. Characteristics of sensory processing can influ-
ence self-regulation: excessive noise, bright light or a large
number of simultaneous stimuli increase tension, reduce
stamina and make it difficult to maintain attention. Diffi-
culties with self-regulation may manifest as avoidance of
group activities, crying, motor agitation, freezing, with-
drawal, a need for solitude, or a sharp decline in perfor-
mance. In an educational setting, these manifestations
affect adaptive behaviour: it is more difficult for the child
to follow instructions, wait their turn, transition from play
to a lesson, participate in group activities, or complete a
task they have started. As a result, participation is limited,
although the primary cause may not be a lack of interest
in the activity, but rather a mismatch between the sensory
environment and the child’s needs (World Health Organi-
sation, 2007; Dunn, 2014).

The environment in this system fulfils a dual role. It
exacerbates difficulties when there is a high level of noise,
chaotic movement of children, an excessive number of
visual stimuli, sudden changes in activities, or unclear
rules of conduct. At the same time, the environment reduc-
es sensory overload and supports participation if the space
has a clear structure, the routine is predictable, transitions
are accompanied by visual or verbal cues, instructions are
given in small doses, and the child has access to a sensory
break or recovery area. Sensory support in early years edu-
cation encompasses not only working with the child’s indi-
vidual response but also changing the conditions in which
this response arises and influences behaviour. The concept
of participation in the context of children with ASD is not
equivalent to mere presence in the group, performing tasks
that are the same for everyone, or outward compliance
with the routine. For a child with sensory difficulties, par-
ticipation can vary in intensity: observing activities, brief
involvement, performing a single action, supported joint
play, non-verbal response, choosing materials, completing

a daily activity, or interacting with a teacher or peer. En-
gagement reflects the quality of participation: maintaining
contact with the situation, reduced avoidance, stability of
behaviour, and an expanded range of activities in which
the child can participate. This perspective is substantial for
the comparison of sensory integration therapy and envi-
ronmental sensory modification, as both approaches must
be evaluated in terms of their contribution to genuine pre-
school participation (World Health Organisation, 2007).
The analytical framework developed encompasses three
interrelated levels. The first level consists of the child’s in-
dividual sensory responses: sensitivity to stimuli, the need
for sensory seeking or avoidance, and difficulties with in-
formation processing and self-regulation. The second level
relates to the behavioural and functional organisation of
participation: the child’s ability to engage in play, learning
activities, communication, self-care and group situations.
The third level encompasses environmental characteris-
tics that may act as barriers or resources for participation.
Within this framework, sensory integration therapy is ana-
lysed in terms of its potential to support individual sensory
regulation and adaptive behaviour, whilst sensory-adapt-
ed environmental modification is analysed in terms of its
ability to reduce barriers, increase predictability, and create
conditions for daily participation. The analytical framework
presented in Figure 1 summarises the relationship between
sensory processing, self-regulation, adaptive behaviour,
environmental barriers and the participation of children
with ASD in early years education. As shown in Figure 1,
the participation of children with ASD in pre-school ed-
ucation is shaped by the interaction of three levels: the
child’s individual sensory responses, their behavioural
and functional organisation, and the characteristics of the
educational environment. Sensory processing influences
self-regulation; self-regulation determines the stability of
adaptive behaviour; and adaptive behaviour is linked to the
child’s ability to participate in play, communication, activ-
ities and daily routines. At the same time, the environment
can exacerbate difficulties through noise, light, unpredict-
ability, visual overload and chaotic transitions, or mitigate
them through spatial structure, sensory breaks, visual sup-
port, predictable routines and flexible ways of participating.
It is therefore appropriate to view the sensory factors
affecting the participation of children with ASD as a system
of interrelationships between sensory processing charac-
teristics, self-regulation, adaptive behaviour, and the acces-
sibility of the pre-school environment. Within this system,
a child’s behavioural manifestations cannot be interpreted
solely as a reluctance to interact or perform tasks, as they
often reflect a mismatch between the child’s sensory needs
and the conditions of the educational situation. Excessive
sensory overload can reduce stamina, make it difficult to
sustain attention, cause avoidance of activities, and reduce
stability in participation in group interaction. In contrast,
an adapted environment creates conditions in which the
child can gradually engage in educational, play, communi-

cation and daily activities without excessive overload.
\ 53
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Functional-pedagogical approach
A child's participation with ASD depends on the interaction between individual sensory responses and the characteristics of the
educational environment

Self-regulation
emotional stability,
attentiveness, resilience,
willingness to cooperate

Sensory processing
perception of auditory, visual,
tactile, proprioceptive and
vestibular stimuli

Adaptive behaviour
transitioning between
activities, following

Participation
and engagement
play, learning activities,
instructions, and clear communication, self-care,
communication interaction with peers

v v

v v

Environmental barriers
excessive noise, bright lights, visual overload,
abrupt transitions, complicated instructions

Accessibility resources
a structured environment, a predictable routine,
visual cues, sensory breaks, a quiet zone

v

v

Educational outcome
reduction of sensory barriers and support of the child’s consistent participation in everyday pre-school activities

Figure 1. Analytical framework for the factors influencing the participation
of children with ASD in early years education
Source: compiled by the author based on A.]. Ayres (1972), A.]. Ayres & J. Robbins (2005), World Health Organisation (2007), Convention
on the Rights of Persons with Disabilities (2016), World Health Organisation (2023)

A comparative assessment of the effectiveness of sen-
sory integration therapy and sensory modification of
the educational environment. A comparison of sensory
integration therapy and sensory-adapted modifications
to the educational environment revealed different mech-
anisms of influence on the participation of children with
ASD in pre-school education. Sensory integration thera-
py is linked to the individual level of support, as its pri-
mary focus is the child’s ability to receive, organise and
use sensory information for adaptive behaviour. Sensory
modification of the environment belongs to the organi-
sational-pedagogical level, as its focus is not the child’s
sensory reaction, but the conditions in which this reac-
tion arises, intensifies or weakens. This distinction deter-
mines the differing effectiveness of the approaches: the
first approach primarily creates the conditions for par-
ticipation through sensory regulation, whilst the second
directly alters the accessibility of pre-school activities.
Sensory integration therapy is most significant when lim-
itations on participation are linked to the child’s insuf-
ficient organisation of sensory responses. In such cases,
difficulties in joining in with play, activities or communi-
cation arise not only due to external conditions, but also
due to the complexity of processing stimuli, planning ac-
tions, regulating motor activity and maintaining a con-
sistent behavioural response.

A.C. Bundy et al. (2019) provide grounds for interpret-
ing sensory integration therapy as an approach in which
sensorimotor experience is used to support praxis, adap-
tive behaviour and functional activity. In the context of
early years education, this means that the therapy’s impact
on participation is predominantly indirect: it does not alter
the structure of group activity but may increase a child’s
readiness to participate through improved self-regulation,
greater stamina, a reduction in disorganised reactions and
a more stable response to sensory stimuli. Sensory-adapt-
ed environmental modification operates on a different

logic of effectiveness. Its impact begins not with individual
change in the child, but with a change in the education-
al situation. If noise levels are reduced in the pre-school
group, the space is organised, visual overload is reduced,
clear transitions between activities are provided, and visual
cues and sensory pauses are introduced, then participation
becomes more accessible without waiting for the child to
change first. This is the key pedagogical advantage of the
environmental approach: it ensures engagement of the
child within a real group context, where most difficulties
arise not during the isolated performance of a task, but in
interaction with the space, pace, noise, other children, in-
structions and routine.

A comparison of the two approaches has shown that
the concept of “effectiveness” in this context cannot be
limited to a general assertion regarding a reduction in
sensory difficulties. In early years education, only an ap-
proach that influences a child’s functional participation,
adaptive behaviour and engagement in specific activities
can be considered effective. Sensory integration therapy
can enhance functional participation by improving inter-
nal conditions: the child organises movement better, main-
tains attention more easily, responds more consistently to
stimuli, and recovers more quickly from sensory overload.
Sensory modification of the environment enhances func-
tional participation through external conditions: activities
become shorter, clearer, more predictable, less overwhelm-
ing and open to different ways of responding. Therefore,
one approach works primarily by developing the child’s
readiness to participate, whilst the other works by altering
the situation of participation itself.

Distinguishing between these mechanisms is particu-
larly relevant for interpreting the behaviour of children
with ASD in a pre-school setting. If a child avoids group
play, fails to respond to instructions, leaves the session, or
displays sudden agitation during transitions between ac-
tivities, such behaviour does not always indicate a lack of
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motivation or defiance. It may be the result of sensory over-
load, a lack of predictability in the situation, or a mismatch
between the mode of participation and the child’s sensory
profile. The model by W. Dunn (2014) of sensory profiles
explains that children react differently to the intensity,
novelty and quantity of stimuli: some children need a re-
duction in stimuli, some require additional sensorimotor
organisation, and some need a clearer structure and repe-
tition. Consequently, the pedagogical effectiveness of sup-
port depends not on the number of sensory tools used, but
on the suitability of these tools to the child’s profile and the
situation in which they are participating. Therefore, senso-
ry integration therapy and sensory modification of the en-
vironment have varying degrees of effectiveness across dif-
ferent outcome measures. In terms of adaptive behaviour,
sensory integration therapy is substantial for development
of a more organised response to sensory information. Its
effects may manifest as a reduction in chaotic motor ac-
tivity, an improved ability to plan actions, reduced reactiv-
ity to stimuli, and a greater willingness to complete tasks
or move on to a new activity. Environmental modification
also influences adaptive behaviour, but through a different
mechanism: it reduces the number of situations in which
the child is forced to respond to excessive or unpredictable
stimuli. If the demands of the environment become man-
ageable, the child’s behaviour stabilises without additional
pressure, restrictions or constant correction from an adult.

In terms of engagement, sensory adaptation of the
environment has particularly significant educational po-
tential. Engagement in early years education depends not
only on whether a child can perform a specific action, but
also on whether they can maintain a connection with the
situation, the materials, the adults or their peers. Even
with individual sensory support, a child may remain dis-
engaged if the environment is overstimulated, instruc-
tions are given too quickly, transitions between activities
are abrupt, and group interaction requires prolonged ex-
posure to a noisy space. Environmental adaptation di-
rectly influences these conditions: it reduces background
noise, structures expectations, provides the child with
points of reference for orientation, and creates the oppor-
tunity to remain engaged for longer or to join in gradually.
The professional guidelines by R. Watling et al. (2018) are
substantial for distinguishing between the therapeutic
and pedagogical logic of sensory support. In early years
education practice, sensory integration is often equated
with individual sensory exercises, objects or brief paus-
es. Such an equating narrows the scope of the approach
and may create the false expectation that any sensory
activity automatically increases the child’s participation.
A comparative analysis reveals something different: sen-
sory integration therapy requires individual assessment,
the professional selection of sensorimotor activities,
and an emphasis on adaptive responses; environmental
modification requires an analysis of group barriers, the
coordination of pedagogical actions, and the systematic
organisation of the environment. Both approaches have a

sensory basis, but differ in their objectives, practitioners,
mechanisms and outcome measures.

The National Institute for Health and Care Excel-
lence (2013) (NICE) guidance emphasises the significance
of the environmental dimension, as the sensory character-
istics of children with autism are considered a factor that
must be covered in day-to-day support. In a pre-school set-
ting, the daily routine is crucial: the child encounters repet-
itive transitions, noise, physical proximity, alternating ac-
tivities, group instructions, waiting their turn, and sharing
materials. If these situations remain sensory-unsupported,
even high-quality individual therapeutic support does not
always translate into educational participation. If, however,
the environment becomes predictable and less overwhelm-
ing, the child’s abilities — developed or supported through
individual interventions — are given the space to flourish. A
comparative analysis has clarified the relationship between
“internal” and “external” conditions for participation. In-
ternal conditions relate to the child’s ability to regulate
sensory information, maintain a state of readiness, organise
actions and respond adaptively. External conditions relate
to the organisation of space, routine, stimulation, instruc-
tions and interaction. Sensory integration therapy primar-
ily addresses internal conditions of participation; sensory
modification of the environment addresses external ones.
For a child with ASD, these levels do not exist in isolation:
even a well-developed capacity for self-regulation can be
disrupted in an overstimulating environment, whilst a
well-adapted environment may be insufficient in the con-
text of significant difficulties with sensory organisation.
Therefore, the effectiveness of support increases when the
individual and environmental levels are not pitted against
one another. In an educational context, sensory adapta-
tion of the environment has another substantial distinc-
tion: it alters not only the conditions for a single child, but
also the overall quality of the group’s organisation. Clear
transitions reduced excessive noise, a clear spatial layout,
measured instructions, visual support and the opportu-
nity for brief rest periods are beneficial not only for chil-
dren with ASD but also for other children who experience
difficulties with attention, self-regulation, speech or be-
havioural adaptation. Consequently, environmental mod-
ification has a broader inclusive effect: it does not single
out a child as “problematic” but changes the conditions of
participation for the group as a whole. Sensory integration
therapy, by contrast, remains more individually focused
and requires a separate professional support pathway.

The assessment of effectiveness through functional
participation, adaptive behaviour and engagement helps
to avoid the oversimplification whereby effectiveness is
equated solely with a reduction in undesirable behav-
ioural manifestations. A reduction in crying, avoidance
or motor agitation is only meaningful when accompanied
by an increase in genuine participation: the child remains
active for longer, responds more frequently to prompts,
transitions more easily between routine activities, partic-
ipates in shared play, completes daily tasks or maintains
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contact with the teacher. In this context, sensory integra-
tion therapy and sensory modification of the environment
can yield different but interrelated results: the former in-
creases the child’s readiness for action, whilst the latter
makes the action itself more accessible. The identified dif-
ference between the approaches is significant for organ-
ising support in early years settings. If therapeutic logic
alone dominates, the responsibility for participation is
effectively shifted onto the child: it is expected that, fol-
lowing individual work, they will cope better in a group
setting. If environmental logic alone dominates, the need
of individual children for deeper, individualised support
with sensory regulation may be underestimated (Division
for Early Childhood, 2014; Watling et al., 2018; Bundy et
al., 2019). A balanced model suggests a different approach:
sensory integration therapy is viewed as a resource for
developing individual regulation, whilst environmental
modification is defined as a condition for transferring
this regulation into daily participation. Such interaction

is consistent with the functional nature of early years ed-
ucation, where children’s development takes place not in
an isolated therapeutic setting, but within recurring situ-
ations involving play, communication, daily life and learn-
ing. The comparative effectiveness of the two approaches
lies not in the superiority of one over the other, but in the
different ways in which they contribute to the child’s par-
ticipation. Sensory integration therapy provides an indi-
vidual foundation for more organised behaviour and sen-
sory regulation. Sensory modification of the educational
environment ensures accessibility of activities, reduces
overload and supports stability of engagement in a group
context. For early years education, the most productive
approach is a combination of these levels, as the function-
al participation of children with ASD depends both on the
child’s ability to regulate responses and on the environ-
ment’s ability to avoid creating excessive sensory barriers.
A summary of the differences between the two approaches
is presented in Table 1.

Table 1. Comparative matrix of sensory integration therapy

and sensory-adapted modification of the educational environment
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Table 1. Continue
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Source: compiled by the author based on National Institute for Health and Care Excellence (2013), W. Dunn (2014), R. Watling et al. (2018),

A.C.Bundy et al. (2019)

As shown in Table 1, sensory integration therapy and
sensory-adapted modifications to the educational environ-
ment have varying degrees of impact on the participation
of children with ASD in pre-school education. Sensory in-
tegration therapy is primarily aimed at individual sensory
regulation, adaptive response and the child’s ability to or-
ganise their behaviour in conditions of sensory overload.
In contrast, sensory-adapted environmental modification
works by altering external conditions: space, routine, noise
and light levels, the predictability of transitions, and how
the child is included in activities. Therefore, the first ap-
proach creates the internal conditions for participation,
whilst the second ensures the accessibility of the educa-
tional setting itself.

The comparison also shows that these approaches
differ in terms of their pedagogical feasibility. Sensory in-
tegration therapy requires an individualised assessment,
specialist training and targeted efforts on the child’s sen-
sory profile. Environmental modification can be integrated
into the daily practice of early years settings through coor-
dinated action by teachers, teaching assistants, psycholo-
gists, support specialists and parents. Its effectiveness is
demonstrated by a reduction in sensory barriers, stabilisa-
tion of behaviour, and an expansion of the child’s opportu-
nities to participate in play, communication, activities and
daily living tasks. Thus, the comparative effectiveness of

sensory integration therapy and sensory-adapted environ-
mental modification does not lie in the superiority of one
approach over the other, but in their different functions
within the support system for children with ASD. Sensory
integration therapy provides an individualised approach
to sensory regulation and adaptive behaviour, whilst en-
vironmental modification creates the conditions for trans-
ferring this regulation into everyday participation within a
pre-school group. To enhance the functional participation,
adaptive behaviour and educational engagement of chil-
dren with ASD, the most appropriate approach is to ensure
that these approaches complement one another within a
unified psychological and pedagogical support system.

A model of a sensor-adaptive environment

as an applied outcome of a comparative analysis

A sensory-adapted pre-school environment is conceived
as a system for organising the participation of children
with ASD, in which sensory needs are aligned with the de-
mands of the educational context. This model is not merely
a matter of adding individual sensory aids, as it is based
on a shift in the conditions of participation: from defini-
tion the child’s sensory needs to assessing their inclusion
in real pre-school activities. Sensory integration therapy
creates individual conditions for better self-regulation
and adaptive behaviour; however, the child’s day-to-day
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participation takes place in a group setting, where there is
noise, movement, instructions, changing activities, social
interactions and routine requirements. Therefore, the ap-
plied model must combine an individual interpretation of
sensory needs with the pedagogical configuration of the
environment. In the Division for Early Childhood (2014),
support for young children is viewed through a combi-
nation of assessment, environment, interaction, instruc-
tion, team collaboration and family involvement. For a
sensory-adapted preschool environment, this means that
support must be integrated into the natural situations of
preschool life: play, mealtimes, getting dressed, waiting,
group activities, going for a walk, and interacting with
peers. The Convention on the Rights of Persons with Dis-
abilities (2016) elaborates on this approach through prac-
tices in which a child receives support within their real-life
environment, rather than being removed from it to con-
duct tasks in isolation. In this model, sensory adaptation
becomes part of the daily educational routine, rather than
an additional regime separate from group life.

The principles of the Universal Design for Learning
Guidelines Version 3.0 provide a basis for viewing the pre-
school environment as a flexible system of ways to par-
ticipate, interact and respond. For children with ASD, this
means that the same educational activity may be acces-
sible or inaccessible depending on how it is organised. A
child may not be able to cope with prolonged group in-
struction but can participate through visual cues; avoid a
noisy game but join in after a short sensory break; or not
respond verbally but demonstrate a choice through an ob-
ject, a gesture or an action. In this context, sensory adapta-
tion does not simplify the content of pre-school education,
but changes the way it is accessed. The flexibility of the
environment ensures the possibility of participation with-
out standardising the child’s ways of responding. Resolu-
tion of the Cabinet of Ministers of Ukraine No. 530 (2019),
Law of Ukraine No. 3788-IX (2024), Order of the Ministry
of Education and Science of Ukraine No. 33 (2021) and
the Comprehensive Programme for the Development of
Pre-school Children with Autism “Rozkvit” (2013) form
the regulatory and pedagogical framework within which a
sensory-adapted environment can be justified as a com-
ponent of inclusive pre-school education. The legislative
framework defines pre-school education as a space for a
child’s development, upbringing, learning and socialisa-
tion. The procedures for organising inclusive education
in pre-school educational establishments ensure a team-
based approach to supporting children with special educa-
tional needs. The core component of pre-school education
focuses the educational process on activity, interaction,
independence and the inclusion of children in various
types of activities. The “Rozkvit” programme emphasises
the importance of structure, consistency and specially or-
ganised support for children with autism. Together, these
documents highlight a sensory-adapted environment not
as an optional extra, but as an integral part of the accessi-
bility of pre-school education.

The model comprises four interrelated components.
The first is the identification of the child’s sensory needs.
In educational practice, this does not involve clinical di-
agnosis, but rather the identification of conditions that
hinder or facilitate participation: reactions to noise, light,
touch, movement, smells, close contact, visual overload,
novelty of the situation, and changes in activities. Sensory
needs should be identified through behavioural manifesta-
tions in specific pre-school situations: the child leaves the
circle during group play, covers their ears, avoids drawing
due to the tactile sensation of the materials, does not join
in group activities after a loud signal, or loses focus after
several transitions between zones. Such an analysis links
the sensory response not to an abstract characteristic of
the child, but to a specific condition affecting participation.
The second component is an analysis of the physical and
organisational environment. Barriers may include not only
the physical parameters of the space, but also the daily
routine, the sequence of scheduled activities, the pace of
instructions, waiting times, the way group interaction is or-
ganised, and the number of simultaneous demands placed
on the child. High visual stimulation on the walls can make
it difficult to maintain attention; a sudden transition from
play to an activity can intensify protest reactions; the ab-
sence of clearly defined zones can increase disorientation;
prolonged exposure to a noisy group can cause fatigue and
avoidance. The environmental analysis is not aimed at
identifying “problematic behaviour”, but at identifying the
conditions under which participation becomes excessively
difficult for the child (World Health Organisation, 2007; Di-
vision for Early Childhood, 2014).

The third component involves the selection of en-
vironmental and pedagogical adaptations. In the model,
these are viewed as targeted solutions addressing specific
barriers. If participation is limited by noise overload, ap-
propriate measures include reducing background noise,
creating a quieter area, and gradually integrating the child
into group activities. If difficulties arise during transitions,
support is provided by a visual schedule, warning signals,
and consistent rituals for the start and end of activities. If a
child loses engagement due to complex verbal instructions,
short phrases, demonstrations of the action, visual cues, or
a choice between two options are used. If a child becomes
quickly exhausted, sensory breaks, reducing the duration
of participation with a gradual increase in time, and a sen-
sory recovery zone are appropriate. Adaptations should
correspond not to the general diagnosis of ASD, but to the
specific link between sensory needs, environmental barri-
ers, and expected participation. The fourth component is
the assessment of the child’s participation. The result of a
sensory-adapted environment cannot be considered mere-
ly a reduction in external tension or short-term calming.
The indicator of effectiveness is an increase in actual par-
ticipation: the child remains active for longer, responds
more frequently to prompts, transitions more easily be-
tween activities, joins in play, performs age-appropriate
actions, uses accessible means of communication, and
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maintains contact with the teacher or peers. The assess-
ment should record not only the child’s current behaviour,
but also changes following adaptation to the environment:
the duration of engagement, the number of activities in
which the child participates, the level of adult support, the
ability to return to a task after becoming overwhelmed, and
the quality of interaction with the teacher or peers.

A sensory-adapted environment does not replace in-
dividual therapeutic support, nor does it transfer the role
of a therapist to the teacher. Its purpose is to create condi-
tions in which a child’s sensory regulation can be support-
ed in everyday situations within the nursery group. Even
with individual work on sensory regulation, a child needs
an environment in which established or supported skills
can be used in real-life interactions. At the same time, en-
vironmental adaptations should not replace professional
support in cases of significant sensory integration diffi-
culties (Division for Early Childhood, 2014). The practical
significance of the model lies in combining these levels:
individual support facilitates regulation, whilst an adapted
environment provides the opportunity to apply it within
the group. For early years settings, such a model has organ-
isational significance. It shifts sensory support from the
level of situational response to that of pedagogical plan-
ning. The teaching team can not only respond to sensory

overload once it occurs but also anticipate the conditions
under which it is most likely to arise. This changes the na-
ture of the task: instead of constantly correcting the child’s
behaviour, a structure is created in which the need for such
corrections is reduced. The child’s participation is support-
ed through a clear environment, a consistent routine, coor-
dinated adult actions, accessible means of communication,
and a regulated sensory load.

The model also has inclusive potential for the group.
The structured layout of the space, predictable transitions,
visual cues, flexible instructions, sensory breaks and qui-
et zones can be beneficial not only for children with ASD.
They support children with varying rates of development,
speech difficulties, attention issues, heightened anxiety
or low tolerance for group activities. Consequently, this
sensory-adapted environment does not isolate a child
with ASD as a separate case requiring support but rather
enhances the overall accessibility of the pre-school envi-
ronment. This approach aligns with the logic of inclusive
education, in which adapting conditions is seen as a means
of expanding participation, rather than as an exception to
the general organisation of the group. The developed mod-
el links the child’s sensory needs, environmental barriers,
adaptive solutions, and the outcome of participation in
group activities. This logic is illustrated in Figure 2.

Sensory-adapted pre-school environment
balancing the child’s sensory needs, group dynamics and pedagogical adaptations

Team
teachers, teaching

Aim
accessible participation in

Input 1 Input 2
child’s sensory needs group barriers and
sound, light, touch, » resources
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transitions instructions, interaction

v v
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Figure 2. Model of a sensory-adapted pre-school environment
to enhance the participation of children with ASD
Source: compiled by the author based on Comprehensive Programme for the Development of Pre-school Children with Autism
“Rozkvit” (2013), Division for Early Childhood (2014), Convention on the Rights of Persons with Disabilities (2016), Resolution of the
Cabinet of Ministers of Ukraine No. 530 (2019), Order of the Ministry of Education and Science of Ukraine No. 33 (2021), Law of Ukraine

No. 3788-IX (2024)
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As shown in Figure 2, the model of a sensory-adapted
pre-school environment has a sequential structure: iden-
tification of the child’s sensory needs, analysis of environ-
mental barriers and resources, selection of pedagogical and
environmental adaptations, and assessment of participa-
tion in pre-school activities. This structure shifts the fo-
cus from situational responses to behavioural manifesta-
tions to a preliminary analysis of the conditions in which
these manifestations arise. Sensory support in this model
is linked not to individual aids, but to the organisation of
space, routines, instructions, transitions, communication
and ways of including the child in group activities.

Thus, the model of a sensory-adapted environment
puts into practice the findings of a comparative analysis of
the two approaches. Sensory integration therapy provides
an individualised level of support for sensory regulation,
whilst environmental modification creates the conditions
for this regulation to be utilised in the everyday life of a
pre-school group. The practical value of the model lies in
the fact that a child with ASD’s participation is assessed
not by formal presence or a short-term reduction in ten-
sion, but by their ability to engage in play, communication,
activities, self-care and interaction with peers. In this ap-
proach, sensory adaptation takes on not a supportive but an
organisational significance, as it influences the very struc-
ture of the educational situation: making it more predict-
able, less overwhelming, and more accessible to different
ways of responding and participating. This demonstrates a
sensory-adapted environment as a component of inclusive
pre-school education, within which support for a child with
ASD is provided not through isolation from group activi-
ties, but through changes to the conditions of their inclu-
sion. The model also emphasises the importance of team
coordination: the teacher, assistant, psychologist, support
specialists, and parents should focus not only on reducing
behavioural difficulties, but on expanding the child’s actu-
al participation in daily activities. Therefore, the result of a
sensory-adapted environment is not merely the adaptation
of the space or routine, but the child’s more stable func-
tional involvement in pre-school life.

DISCUSSION
The findings are consistent with studies in which the sen-
sory characteristics of children with ASD are considered a
factor influencing educational participation, attention and
behavioural organisation. In a systematic review, C. Mal-
lory & B. Keehn (2021) demonstrated that differences in
sensory processing and attention in autism have implica-
tions for the academic environment, particularly regarding
maintaining engagement in learning situations, respond-
ing to instructions and coping with sensory overload.
These findings align with the results of the present study,
in which a child’s participation with ASD was defined as
functional inclusion in educational, play, communicative
and daily living activities under conditions of sensory ac-
cessibility of the environment. The conclusion regarding
the need to distinguish between individual sensory support

and environmental modification aligns with the results of
a randomised study by E. Randell et al. (2022), in which
sensory integration therapy for children with autism and
sensory processing difficulties was evaluated as a separate
structured intervention. In this study, sensory integration
therapy was presented not as general sensory activity, but
as a specifically organised therapeutic approach that sup-
ports the distinction between professional therapy and
pedagogical environmental adaptations in a pre-school
group. The findings regarding the identification of a child’s
sensory needs are consistent with the systematic review
by N. Soler et al. (2023), which analysed tools for assess-
ing sensory manifestations in children and adolescents
with neurodevelopmental disorders based on adult reports.
In the present study, sensory needs were also examined
through observable manifestations in everyday function-
ing; however, the focus was shifted to pre-school settings:
participation in play, response to a group environment,
transitions between activities, following instructions, and
interaction with the teacher or peers.

Conclusions regarding the role of sensory integra-
tion therapy are consistent with the systematic review by
J. Camino-Alarcén et al. (2024), which summarised ap-
proaches to supporting children with ASD through sensory
processing and sensory integration. In the present study,
sensory integration therapy is also considered a profes-
sional approach to support; however, its role is clarified in
the context of early years education: the therapeutic effect
is linked to the development of the prerequisites for senso-
ry regulation and adaptive response, whilst stable partici-
pation in the group also depends on the organisation of the
educational environment. The findings regarding environ-
mental adaptation are consistent with the brief review by
K. Unwin et al. (2024), which formulated recommendations
for supporting schoolchildren with sensory processing dif-
ficulties in educational settings. A comparison with the
present study reveals a shared emphasis on the regulation
of noise, lighting, spatial organisation, routine predict-
ability and modes of participation. The difference lies in
the pre-school focus of the present work, where the child’s
participation encompasses not only learning tasks but also
play, self-care, communication and transitions between
routines. The findings regarding the importance of special-
ly organised sensory conditions align with the systematic
review by S. Leonardi et al. (2025), which analysed the use
of multisensory environments for children and adolescents
on the autism spectrum. In the present study, the senso-
ry-adapted pre-school environment is considered more
broadly than a separate sensory room or an isolated recov-
ery area. The focus is shifted to the day-to-day organisa-
tion of the group: space, routine, instructions, transitions,
communication and ways of involving the child in activ-
ities. The significance of play as a space for participation
corresponds to the review by L. Lopez-Nieto et al. (2022),
which examined play-based interventions for children with
ASD. The findings of the study indicate that engagement
in play depends not only on the social and communicative
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structure of the game, but also on the sensory accessibil-
ity of the play situation. Noise, unpredictability, physical
proximity or an overload of stimuli can limit participation
even when there is an interest in the game.

The data on the experiences of autistic pupils in main-
stream educational settings, summarised in the systematic
review by F. Horgan et al. (2023), align with the findings of
this study regarding the significance of environmental bar-
riers to meaningful participation. That study demonstrated
that inclusion in mainstream education does not guaran-
tee a positive educational experience without incorporat-
ing social, sensory and organisational conditions, and the
present study specifies this conclusion for the pre-school
level through a model of a sensory-adapted environment.
The inclusive dimension of support for children with ASD
aligns with the scoping review by M.I. Vidal-Esteve &
L. Kossyvaki (2023), which identified the key components
of inclusive education for pupils with autism. The results
of this study develop this logic in the direction of senso-
ry accessibility, as a child’s participation in a pre-school
group depends not only on general inclusive principles,
but also on the regulation of noise, space, routine, transi-
tions and methods of pedagogical interaction. The issue of
observing the social interactions of children with ASD in
inclusive educational settings was addressed in the review
by S. Tsamitrou & M.-H. Plumet (2024). This study high-
lighted the complexity of recording social interaction in
a natural pre-school environment, which correlates with
the study’s conclusion regarding the need to assess partic-
ipation not merely by the child’s physical presence, but by
the quality of their inclusion in play, communication, joint
action and contact with peers. The issue of children with
ASD transitioning from nursery to school, as analysed in
the review by S. Chahboun et al. (2024), underscores the
importance of predictability, consistent support and the
readiness of the educational environment. The results of
the present study complement this line of research in that
a sensory-adapted environment in a pre-school setting is
viewed as a condition not only for current participation but
also for the development of more stable ways of responding
to routines, instructions, transitions and group situations.
The scoping review by K.L. Williams et al. (2024), which
summarised the use of sensory adaptive environments for
children with ASD, is directly relevant to the developed
model. In the present study, this idea is specified through
the pedagogical structure of the preschool environment:
identifying sensory needs, analysing barriers, selecting ad-
aptations, and assessing participation in educational, play,
communication, and daily life activities. The issue of inclu-
sive early education for children with autism, presented in
the study by M. Siller et al. (2021), correlates with the find-
ings of the present study regarding the combination of pro-
gress in inclusion with the presence of persistent barriers.
The aforementioned study emphasised the need for fur-
ther development of inclusive practices in early childhood,
and the results obtained clarify one of the mechanisms of
such development - sensory adaptation of the educational

environment as a prerequisite for the functional participa-
tion of children with ASD.

The sensory parameters of the physical educational en-
vironment, summarised in the systematic review by D. Ad-
ams et al. (2025), correspond with the findings of this study
regarding the relationship between environmental charac-
teristics, learning and the well-being of children with ASD.
In the present study, this logic is applied specifically to ear-
ly years education: noise, lighting, spatial density, visual
richness and routine predictability are considered not as
background conditions, but as factors influencing a child’s
functional participation, adaptive behaviour and engage-
ment. A systematic review by A. Piller et al. (2025), focusing
on sensory-oriented interventions for children and young
people from 2015 to 2024, aligns with the conclusion re-
garding the need to distinguish between different types of
sensory support. In the present study, this distinction takes
on pedagogical significance: sensory integration therapy is
linked to individual sensory regulation, whereas senso-
ry-adapted environmental modification is linked to the ac-
cessibility of group activities, the organisation of routines
and the reduction of barriers to participation. The impact
of the quality of the school environment on the behaviour
of children with ASD, examined in the systematic review by
R. Al Qutub et al. (2024), correlates with findings regarding
the role of the physical and organisational environment in
stabilising a child’s behaviour. In the present study, this
relationship is applied to the pre-school context, where
behavioural manifestations are viewed not merely as an in-
dividual characteristic of the child, but as the result of the
interplay between sensory input, spatial organisation, the
pace of activities, and the nature of pedagogical support.

Approaches to inclusion and social participation of
pupils with autism, summarised in J. Liiddeckens’ (2021)
review, correspond to the conclusion that the formal in-
clusion of a child in the educational environment is in-
sufficient. In the present study, this approach is refined
through the sensory dimension of participation: a child
may be physically present in a group but remain under-en-
gaged if noise, unpredictability, complex instructions, or
an insufficiently structured space limit the possibility of
interaction. The social participation of pupils with ASD in
mainstream settings, analysed in the study by C. Mamas et
al. (2021), aligns with the findings of this study regarding
the distinction between presence and actual participation.
For early years education, this distinction has an addition-
al sensory dimension, as engagement in play, communica-
tion and collaborative activities depends on the environ-
ment’s ability to support self-regulation, reduce sensory
overload and provide the child with accessible ways to
participate. The accessibility of care and early support
services for children with disabilities aged 0 to 5 years, as
examined in the scoping review by F. Routhier et al. (2025),
is consistent with the findings of this study regarding the
importance of the early and pre-school environment for a
child’s participation. In this study, accessibility is speci-
fied in terms of sensory, organisational and pedagogical
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parameters: a child requires not only access to the facility,
but also conditions under which participation in everyday
activities is not hindered by overload, unpredictability or
a lack of adapted support. The systematic review by E. Lei-
fler et al. (2021), dedicated to adaptations of the learning
environment for children on the autism spectrum in main-
stream schools, aligns with the conclusion regarding the
importance of environmental solutions for educational
participation. In the present study, this logic is adapted to
the pre-school level, where environmental changes should
encompass not only learning tasks but also play, self-care,
transitions, communication, sensory breaks and the or-
ganisation of daily group life.

A comparison with previous studies shows that senso-
ry support for children with ASD requires analysis at two
levels: individual sensory regulation and the organisation
of the educational environment. The first level relates to
professional support for adaptive responses, behavioural
stability and functional activity. The second level relates to
the modification of the space, routine, instructions, tran-
sitions and modes of participation, which reduce sensory
barriers in the pre-school group.

CONCLUSIONS
The study found that the participation of children with
ASD in pre-school education should be viewed as the result
of the interaction between sensory processing, self-regula-
tion, adaptive behaviour and the accessibility of the edu-
cational environment. The study determined that sensory
difficulties take on pedagogical significance when they lim-
it a child’s ability to participate in play, communication,
activities, self-care, transitions between routines, and in-
teraction with adults and peers. This has made it possible
to define the participation of a child with ASD not as a for-
mal presence in the group, but as functional inclusion in
everyday pre-school activities at a level accessible to them.
The main sensory factors influencing the involvement
of a child with ASD in pre-school education have been
identified: characteristics of sensory processing, level of
self-regulation, capacity for adaptive behaviour, presence
of environmental barriers, predictability of the routine,
spatial organisation, intensity of noise and light exposure,
method of presenting instructions, and the possibility of
flexible participation in activities. The study demonstrated
that behavioural manifestations which may be perceived
as refusal to participate or low motivation often reflect
a mismatch between the child’s sensory needs and the
conditions of the pre-school environment. A comparative
analysis has shown that sensory integration therapy and
sensory-adapted modification of the educational environ-
ment have different mechanisms of influence on the func-
tional participation, adaptive behaviour and educational
engagement of children with ASD. Sensory integration
therapy focuses primarily on individual support: sensory
regulation, the organisation of adaptive responses, praxis
and behavioural stability. Sensory-adapted environmental
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modification operates at the level of the educational set-
ting: it reduces sensory barriers, increases predictability,
structures the space, regulates the intensity of stimuli and
creates conditions for different modes of participation.

The study confirmed that these approaches are not
interchangeable. Sensory integration therapy fosters the
internal prerequisites for participation by supporting in-
dividual sensory regulation, whereas environmental mod-
ification ensures the accessibility of the preschool activi-
ty itself. Individual therapeutic work can promote better
self-regulation and adaptive behaviour, but its impact is
limited if the group environment remains overwhelming
or unpredictable. At the same time, environmental adap-
tations create the conditions for daily participation, but do
not eliminate the need for individual children to receive
specialised support for sensory regulation. The developed
model of a sensory-adapted pre-school environment en-
compasses four interrelated components: identifying the
child’s sensory needs, analysing the physical and organi-
sational environment, selecting pedagogical and environ-
mental adaptations, and assessing the child’s participation
in educational, play, communication and daily living activ-
ities. The effectiveness of such a model should be assessed
not by a short-term reduction in tension, but by an expan-
sion of genuine participation: the duration of engagement,
the ability to return to activity after being overwhelmed,
the level of independence, the quality of contact with the
teacher and peers, and participation in various types of
pre-school activities.

The findings provide grounds for considering a senso-
ry-adapted environment as a component of inclusive pre-
school education, focused on planning the conditions for
participation in advance, rather than merely reacting to
behavioural difficulties as they arise. This approach helps
to reduce sensory overload, increase the predictability of
the educational process, stabilise behaviour, and expand
the child’s opportunities to participate in group life with-
out being isolated from shared activities. The limitations
of the study are related to its theoretical and analytical
nature and the lack of empirical testing of the proposed
model in early years settings. Further research on this topic
should verify the model of a sensory-adapted environment
in Ukrainian early years settings, developing indicators to
assess the participation of children with ASD in pre-school
activities, comparing the effectiveness of specific environ-
mental adaptations, and studying the interaction between
the teaching team and parents in supporting the child’s
sensory needs.
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CeHcopHa iHTerpauisa Ta ceHCOpHoO-afanToBaHe cepeaoBuLLe:
3anyJeHicTb AiiTen 3 po3niafgaMu ayTUCTUUYHOIO CNEKTPY
A0 AOWKiNbHOI OCBITU

4 N

AHOTaUIif. MeToo focifkeHHs: 6y/I0 MOPIiBHSHHS CeHCOPHOI iHTerpaliifHoi Tepamii Ta ceHCOpHO-afaNToBaHO]
moaudikariii ocBiTHBOTO cepeqoBMIIA SIK MiAXOiB 0 MiABUIEHHS YUaCTi AiTeli 3 po3/1agaMu ayTUCTUYHOTO CIIEKTPY
B JOLIKiNBbHIN OCBiTi. [JOCTiIKeHHS BUKOHAHO SIK TeOPeTMKO-aHAMITUUHE OIpallOBaHHS HAaYKOBUX, IpodeciitHux,
MiKHApOAHMUX i HOpPMATUBHO-OCBITHIX Jykepesl i3 MoJaablliMM 3iCTaBJI€HHSIM ABOX MiAXOAiB 3a iXHIM BIUIMBOM Ha
¢dbyHKIIiOHANBHY YYaCTb, aJalTUBHY MOBEIiHKY I OCBITHIO 3aJy4eHICTh IUTUHU. BCTAaHOBIEHO, 1[0 yYacTh AUTUHU
3 po3yafaMu ayTUCTUYHOTO CIEeKTPY B JOLIKiNIbHIN OCBiTI He MOKe OTOTOKHIOBATUCS 3 HOPMAIbHOIO ITPUCYTHICTIO
y TPYIIi, OCKiJIbKM BOHA Tepenbavae peasbHe BKIIOUEHHS B OCBiTHI, irpoBi, KOMyHiKaTUBHi i1 MOGYTOBi aKTMBHOCTI.
Bu3HaueHo, 10 CEHCOPHI TPYAHOIIL HaGyBalOTh MEIaroTiYHOTO 3HAUEHHSI TOJi, KOIM BIUIMBAIOTh HA CAMODETYIISIIiIO,
TIOBeIiHKOBY CTabiIbHICTh, KOHTAKT i3 IIearoroM i OHOMITKAaMU, 3IaTHICTh pearyBaTy Ha iHCTPYKIIii Ta MiATpUMyBaTH
y4acThb y TPYNOBMX cuTyalisx. [TokazaHo, 110 CeHCOpHA iHTerpalliiiHa Tepallis i€ IepeBaskHO Ha iHAMBITyalbHOMY
piBHi, bopmMyl0uM repesyMOBH ISt CEHCOPHOI peryJsiiiii, aqanTuBHOI BiAMOBiAi, Tpakcucy i opraHisailii moBemiHKM.
CeHcopHO-aanToBaHa Monaudikallisi OCBITHbOTO CepefoBUILA [i€ Ha piBHi OCBITHBbOI CUTyalii: 3MeHIIyE
CEeHCOpHi 6ap’epu, MimBuIlye Mepen6auyBaHICTb PEXUMY, CTPYKTYPOBAHICThb MPOCTOPY, MOCTYIHICTH iHCTPYKIiit
i rHyuKkicTh croco6iB yuacti. BcraHoBeHO, 110 Iii MigX0AM He € B3a€MO3aMiHHMMU: Nepiinit hopmMye BHYTDIllTHi
MepenyMOBY yuacTi, OPyruii 3abesmedvye MOCTYIHICTh caMoOi AOIIKiIbHOI akTuBHOCTI. CHOpMOBAHO MOIETh
CEeHCOPHO-aJJallITOBAHOTO IOIIKIJIbHOTO CepefoBUIIA, 1[0 OXOIUIIOE€ BU3HAUEHHS CEHCOPHUX MOTPeb NUTUHU, aHaTi3
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po3/1aamMy ayTUCTUUHOTO CIIEKTPY CIIPSIMOBYETHCS Ha PO3UIMPeHHST QYHKI[IOHAIBHOI yUacTi, afan TMBHOI TTOBeliHKYI
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Readiness of students in artistic specialities for interpretative
activities in the process of vocal and choral training

4 N

Abstract. The study aimed to identify the characteristics of how students in arts-related degree programmes
develop their readiness for interpretative activities during vocal and choral training. The research methodology
was based on a pedagogical experiment involving 72 second- to fourth-year students at Dragomanov Ukrainian
State University, divided into a control group and an experimental group. Assessment was conducted by five experts
on a 10-point scale based on seven practical tasks that tested the students’ technical, analytical, performance and
reflective skills. The results of the study showed that at the baseline stage, the control and experimental groups had
comparable initial scores: the difference between the average scores across all practical tasks did not exceed 0.1-0.2
points. The study determined that students were dependent on an external performance model, lacked sufficient
integration of score analysis with practical performance, and had difficulty justifying interpretative decisions.
Following the introduction of a system of interpretation-oriented tasks, the experimental group recorded a higher
increase in scores compared to the control group. The greatest improvement was observed in the justification of
performance decisions and reflective commentary after performance - 3.1 points each; in the varied performance of
a fragment - 2.9 points; and in the analysis of a score fragment and comparison of performance versions — 2.6 points
each. In the control group, the improvement remained moderate, at 0.6-0.7 points, whereas in the experimental
group it ranged from 2.1 to 3.1 points. The results confirmed that interpretative analysis of the score, comparison of
performance versions, varied performance, group discussion, work in small ensemble groups and reflective analysis
after performance contributed to the development of students’ interpretative independence, analytical justification
of performance decisions and ensemble coordination. The practical significance of the study is determined by the
possibility of using the developed recommendations for organising vocal and choral training for students of arts
specialisations in higher education institutions

Keywords: artistic expression; ensemble interaction; phrasing; reflective commentary; dynamic flexibility

INTRODUCTION
The research relevance is determined by the need to update  tion of the musical score. For future specialists, the ability
the vocal and choral training of students in arts disciplines. ~ to comprehend the artistic content of a work, select con-
In professional music education, performance skills can  vincing means of expression, justify interpretative deci-
no longer be limited to the technically accurate reproduc-  sions and convey the expressive content of music during
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collective performance became crucial. The research prob-
lem lay in the need to ascertain how students’ readiness
for interpretative activity is formed within vocal and choral
training. Exploration of this topic was relevant to deter-
mine which components of such readiness required target-
ed development, which pedagogical conditions facilitated
the transition from reproductive performance to independ-
ent artistic interpretation, and how technical, analytical,
performance and reflective training could be combined
into a single educational model.

Certain aspects of developing interpretative readiness
among students of arts disciplines have been explored in
studies focusing on practice-oriented arts education, vocal
and choral training, musical analysis, and the development
of independent performance skills. Of particular relevance
to this issue was the position of R. Nelson (2022) and
R.D. Stewart (2021), who substantiated the value of practice
as a means of exploratory learning in the arts. In the con-
text of this study, this position was fundamental, as readi-
ness for interpretative activity was viewed not as a body of
declarative knowledge, but as a skill manifested in practical
performance, analysis, justification of performance deci-
sions, and reflection following performance. Directly rele-
vant to the research topic was the work by X. Xiaolu (2023),
which examined the assessment of the development of in-
terpretative skills among arts faculty students in the pro-
cess of vocal and choral education. The author emphasised
the need to assess not only vocal-technical skills, but also
students’ ability to interpret the artistic content of a piece,
analyse musical material and realise interpretative intent
in performance. The issue of students’ initial readiness for
music education and choral activities was raised in stud-
ies by D.A. Boylan (2024) and R. Nethsinghe et al. (2025).
The author analysed school choir teachers’ perceptions of
the level of preparedness of music education students for
professional training. Within this context, it became nec-
essary to recognise that a future specialist’s readiness is
not limited to the possession of basic performance skills.
It also encompasses the ability to work independently with
musical material, professional communication, aural con-
trol and conscious participation in ensemble performance.
The development of the artistic and creative experience of
future music teachers was highlighted by H. Jingyi (2022).
The study emphasised that the training of future music
specialists requires pedagogical conditions that stimulate
not the passive reproduction of teaching material, but the
active creation of artistic concepts. The significance of
musical-stylistic and dramaturgical analysis for perfor-
mance interpretation was explored in depth in the work by
B. Almén (2008), devoted to the theory of musical narrative.
The author considered a musical work as a structured artis-
tic process in which meaning is formed through the devel-
opment, tension, contrasts and interaction of musical el-
ements. The contemporary context of choral performance
was outlined in the studies by O. Batovska et al. (2023)
and H. Jiang & W. Wu (2025). The authors demonstrated
that the development of choral art is linked to increasing

demands on artistic mobility, ensemble cohesion, stylistic
sensitivity and the collective’s ability to deliver a cohesive
performance. The issue of combining vocal technique with
artistic expression was explored in detail by Y. Dai (2024).
The author demonstrated that the quality of a vocal per-
formance depends on the integration of technical training
with a conscious, emotionally and artistically informed
interpretation of the musical content. Within the scope of
this study, this perspective was particularly significant, as
the initial assessment of students revealed a gap between
the technical accuracy of performance and the ability to
create an artistic image in a reasoned manner. The practi-
cal aspect of vocal and choral training was also highlight-
ed in the study by M. Bertrand (2022), dedicated to vocal
pedagogy in choral rehearsals. The author emphasised the
importance of systematic work on vocal skills without de-
taching them from ensemble sound, rehearsal interactio
n and the artistic result. The issue of artistic and peda-
gogical communication in vocal and choral activities was
explored by L. Vasylevska-Skupa et al. (2022). The authors
viewed vocal and choral activities as an environment for
the development of professional skills among future mu-
sic teachers, where not only vocal skills were relevant, but
also the ability to convey artistic content, interact with the
group and establish pedagogically appropriate communi-
cation. O. Batovska et al. (2022) examined vocal and choral
art through the prism of the relationship between tradition
and innovation. The authors defined this phenomenon as
a multi-faceted process encompassing the preservation of
classical principles of academic vocal performance, their
synthesis with new artistic practices, and the renewal of the
genre and technological means of contemporary choral art.

Despite a significant body of research, the issue of art
students’ readiness for interpretative activities within the
context of vocal and choral training has remained insuf-
ficiently systematised. Existing works have predominantly
focused on individual aspects of professional training: the
development of creative thinking, artistic and communica-
tive skills, vocal and performance skills, or pedagogical
competence. At the same time, the structure of interpreta-
tive readiness specifically within the context of vocal and
choral activity, as well as the pedagogical conditions for
its development based on a combination of motivational,
analytical, performance and reflective components, had
not been sufficiently explored. The relationship between
the artistic and analytical interpretation of a work and the
practical realisation of the interpretative concept in a stu-
dent’s performance also required further clarification.

The study aimed to identify the characteristics of de-
veloping students’ readiness for interpretative activities in
the field of arts during vocal and choral training. To achieve
this aim, the following research objectives were set: to de-
velop a set of practical tasks for assessing students’ read-
iness for interpretative activity; to determine the initial
level of development of students’ technical, analytical,
performance and reflective skills; to test the effectiveness
of a system of interpretation-oriented teaching techniques
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in the process of vocal and choral training; to develop prac-
tical recommendations for the development of interpreta-
tive skills among students of arts disciplines.

MATERIALS AND METHODS

The study was organised as an educational experiment
conducted at Dragomanov Ukrainian State University. It
involved 72 second- to fourth-year students specialising
in 014.13 Secondary Education (Music) and 025 Music,
divided into control (CG) and experimental groups (EG).
The participants included 50 female students and 22 male
students. The study included students from arts education
programmes with basic vocal and choral training and a
willingness to perform diagnostic and educational-creative
tasks throughout the experiment. Students with no expe-
rience of vocal and choral performance, who had missed
more than a third of classes, or who had not taken the retake
assessment, were not included. Participation in the study
was voluntary, and the results were analysed in aggregate
form whilst maintaining confidentiality in accordance with
the standards of the World Medical Association (2013). The
sample was divided into a control and an experimental
group of 36 people each, taking into account the course,
prior training and experience in vocal and choral activi-
ties. The control group studied using the traditional model,
whilst the experimental group was given a system of tasks
aimed at developing interpretative readiness.

The assessment phase was conducted with the aim
of determining the students’ initial level of readiness for
interpretative work and to establish the baseline level of
their performance and interpretative skills. To this end, a
set of seven practical diagnostic tasks was developed, de-
signed to assess not the students’ subjective attitude to-
wards interpretation, but the actual level of development
of the relevant skills. The set of diagnostic tasks covered
seven areas: performance of a vocal-choral excerpt, anal-
ysis of the score, justification of performance decisions,
varied performance of a single excerpt, comparison of
two performance versions, small vocal group work, and a
brief reflective commentary following the performance.
This structure was used for the assessment of technical
readiness, artistic and analytical thinking, flexibility of
interpretation, ensemble interaction, and the student’s
ability to relate the result of the performance to the cho-
sen artistic concept. The assessment was conducted by
five experts — lecturers in specialist music disciplines with
experience in vocal and choral training. Each task was as-
sessed independently, after which an average mark was
determined. A 10-point scale was used: 1-3 points corre-
sponded to a low level, 4-7 points to an average level, and
8-10 points to a high level. The assessment criteria were
technical quality of performance, artistic expressiveness,
interpretation of work’s genre and style, the soundness of
interpretative choices, dynamic flexibility, phrasing logic,
ensemble interaction and self-awareness. Next was the
formative phase. The control group trained according to
the traditional model of vocal and choral training, focused

on repertoire learning, intonation and rhythmic accuracy,
diction, breathing, ensemble cohesion and following the
conductor’s instructions. Interpretative decisions were
predominantly dictated by the teacher or conductor. In
the experimental group, a system of techniques aimed
at developing interpretative skills was added to the tra-
ditional work: score analysis, comparison of performance
versions, modelling of interpretative concept, varied
phrasing, dynamic reinterpretation of fragments, collec-
tive discussion and reflective analysis after performance.
Students identified the artistic content of the piece, ana-
lysed its dramaturgy, justified their choices regarding dy-
namics, tempo, articulation and timbral balance, worked
in small vocal groups and, after the performance, assessed
how well the result matched the chosen interpretative
concept. Next was the control phase. The re-assessment
was conducted using the same seven practical tasks, cri-
teria and 10-point scale as in the baseline phase. It was
conducted by the same panel of experts, which ensured
that the results of the control and experimental groups
could be compared accurately.

Data analysis involved calculating average scores,
comparing pre- and post-training indicators, and deter-
mining improvements in specific tasks. The effectiveness
of the formative influence was assessed based on changes
in technical quality of performance, artistic expressiveness,
analytical justification of performance decisions, dynamic
flexibility, phrasing, ensemble interaction and reflexivity.
Based on the results obtained, practical recommendations
for the organisation of vocal and choral training were de-
veloped, aimed at combining technical performance, in-
terpretative analysis, ensemble interaction, and reflective
interpretation of the musical work.

RESULTS
Developing students’ interpretative skills in vocal and
choral training. As part of an educational experiment,
an assessment was conducted to determine the level of
preparedness of art students for interpretative activities
within the context of vocal and choral training. The study
comprised diagnostic, formative and summative stages
and involved students completing a set of practical tasks
designed to assess the technical, analytical, performance
and reflective components of interpretative training.
Analysis of the results obtained made it possible to trace
the dynamics of changes in the control and experimental
groups, identify the characteristics of the development
of students’ performance and interpretative skills, and
assess the effectiveness of the pedagogical techniques
applied in the vocal and choral training system. During
the descriptive phase of the study, an initial assessment
was conducted to determine the level of students’ read-
iness for interpretative activity within the context of
vocal and choral training. The assessment was based on
seven practical tasks designed to evaluate the technical,
analytical, performance and reflective components of the
students’ interpretative training. The initial assessment

Pedagogical Sciences. 2026. Vol. 29, No. 1



N. Holubytska & L. Baida

aimed to determine the baseline level of interpretative
skills and to establish the comparability of the control and

Table 1. Results of the initial assessment of students in the control and experimental groups on practical tasks

experimental groups before the start of the formative in-
tervention (Table 1).

Practical task CG (average score) EG (average score) Difference
Performance of a vocal and choral piece 6.2 6.1 0.1
Analysis of a musical excerpt 5.7 5.5 0.2
Reasons for the enforcement order 5.4 5.2 0.2
Different interpretation of the passage 5.3 5.1 0.2
Comparison of live versions 5.8 5.6 0.2
Ensemble interaction 6.4 6.3 0.1
Reflective commentary following the performance 5.1 5.0 0.1

Note: the assessment was conducted on a 10-point scale, where 1-3 points corresponded to a low level of development of the indicator,

4-7 points to an average level, and 8-10 points to a high level
Source: compiled by the authors

The results of the initial assessment showed that the
control and experimental groups achieved similar scores
across all practical tasks. The difference between the mean
scores did not exceed 0.2 points, which was used to consider
both groups comparable at the start of the pedagogical ex-
periment. The highest results in both groups were recorded
in tasks related to ensemble interaction and the direct per-
formance of a vocal-choral excerpt. This indicated that the
students possessed basic performance training and prac-
tical experience of participating in choral performance.
At the same time, the results of other tasks revealed that
the interpretative component of professional training was
not sufficiently developed. The lowest scores were record-
ed in tasks relating to reflective analysis of performance,
varied interpretation of musical material, and justification
of performance choices. Students predominantly focused
on reproducing the proposed performance model and less
frequently demonstrated the ability to independently re-
interpret the work artistically. When performing the task
of analysing a score fragment, most students correctly
identified the genre of the piece, its general character and
individual means of musical expression, but had difficulty
explaining the dramatic development of the musical ma-
terial. The analysis was often limited to a description of
formal characteristics without establishing a connection
between the structure of the piece and its artistic content.
This indicated a lack of integration between the analyti-
cal and performance levels of musical thinking. In the task
involving the justification of a performance decision, stu-
dents mostly provided general explanations regarding the
choice of tempo or dynamics, but were not always able to
argue how these elements influenced the creation of the
musical image. In many cases, the answers were based on
the conductor’s instructions or traditional performance
practice, rather than on an artistic interpretation of the
piece itself. This revealed the students’ dependence on
an external performance model. Difficulties also emerged
during the varied performance of a musical excerpt. A
significant proportion of students altered certain dynam-
ic or emotional nuances merely in form, without mak-
ing any substantial changes to the artistic concept of the

performance. This indicated a lack of flexibility in their
interpretative thinking and limited experience of inde-
pendent interpretative exploration. The results of the task
comparing performance versions showed that students
generally noticed differences between interpretations, but
were not always able to explain how these differences af-
fected the emotional perception of the piece. Most often,
the analysis boiled down to a description of tempo or vol-
ume without further awareness of the dramaturgical log-
ic of the performance. The students’ reflective skills also
proved to be underdeveloped. After their performance,
they mostly characterised the result using general phrases,
without analysing specific difficulties related to intona-
tion, phrasing or ensemble coordination. Self-assessment
was often emotional in nature and was not accompanied by
a professional analysis of the quality of the performance.
Thus, the results of the diagnostic phase showed that the
control and experimental groups had a similar level of read-
iness for interpretative activity. At the same time, the study
established that analytical independence, performance
variability and reflective assessment were insufficiently
developed, which provided the basis for the implementa-
tion of the formative phase of the pedagogical experiment.

During the formative stage, an interim assessment of
the experimental group’s results was conducted. It aimed
to determine the dynamics of the development of interpre-
tative skills and to identify those components of training
that changed most significantly under the influence of the
proposed system of teaching techniques. To identify the
characteristics of the development of students’ interpreta-
tive readiness during the formative stage, interim and final
assessments of the experimental group’s results were car-
ried out. Analysis of the dynamics of the indicators made it
possible to trace the gradual development of performance
and interpretative skills, identify changes in students’ abil-
ity to engage in artistic and analytical work, and determine
those components of training that changed most signifi-
cantly under the influence of the implemented pedagogical
techniques. The results of the assessment of students in
the experimental group at various stages of formative in-
fluence are presented in Table 2.

(o
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Table 2. The progression of the experimental group’s results throughout the formative stage

Practical task Initial stage Intermediate stage Control stage
Performance of a vocal and choral piece 6.1 7.0 8.2
Analysis of a musical excerpt 5.5 6.7 8.1
Reasons for the enforcement order 5.2 6.6 8.3
Different interpretation of the passage 5.1 6.5 8.0
Comparison of live versions 5.6 6.9 8.2
Ensemble interaction 6.3 7.2 8.4
Reflective commentary following the performance 5.0 6.3 8.1

Note: the assessment was based on a 10-point scale, where 1-3 points corresponded to a low level of development of the indicator,
4-7 points to an average level, and 8-10 points to a high level. An interim assessment was conducted halfway through the formative

experiment
Source: compiled by the authors

The interim results showed a gradual development of
all components of interpretative readiness. The most no-
ticeable changes were recorded in tasks related to justifying
performance decisions, the varied interpretation of musi-
cal material, and reflective analysis of the performance.
Even at the interim stage, students began to explain their
choices regarding dynamics, phrasing, and the emotional
development of the musical image with greater awareness.
When working with the score, students in the experimental
group became better at identifying the dramatic features
of the piece, paying attention to climactic sections, timbral
contrasts, and the role of specific expressive techniques
in creating artistic meaning. Analysis ceased to be mere-
ly formal and gradually began to influence the nature of
practical performance. One of the most noticeable results
was an increase in the independence of interpretative deci-
sions. Whereas at the initial stage students predominant-
ly relied on a ready-made performance model, during the
formative learning process they began to more actively
propose interpretations of the musical material. This was
particularly evident in tasks involving varied performance,
where students began to work more flexibly with dynamics,
timbral development and phrasing. A positive trend was
also observed in ensemble interaction. Through working in
small vocal groups, students learned to coordinate intona-
tion, dynamics and the character of sound production more
precisely with other ensemble members. Collective discus-
sion of interpretative choices encouraged the development
of a shared artistic vision and heightened awareness of

collaborative performance. The results of reflective anal-
ysis also showed a marked improvement. Following their
performances, students began to identify personal per-
formance difficulties more precisely, explain the causes of
mistakes, and relate the quality of their performance to the
pre-established artistic concept. This indicated the devel-
opment of professional self-control and a more conscious
approach to performance. The results established that
the components of training most responsive to formative
influence were those directly related to interpretative in-
dependence, artistic-analytical thinking and reflective as-
sessment of performance.

Following the completion of the formative stage, the
students in the control and experimental groups were reas-
sessed using the same practical tasks and criteria as those
employed during the diagnostic stage. This was used for
a comparison of the groups’ results and an assessment of
the effectiveness of the proposed system for developing
interpretative readiness. Following the completion of the
formative stage, a re-assessment of students in the control
and experimental groups was conducted using the same
practical tasks and criteria as those employed during the
diagnostic stage of the study. A comparison of the results
obtained determined the dynamics of changes in the lev-
el of development of students’ interpretative readiness,
assessed the effectiveness of the pedagogical techniques
implemented, and established differences between the re-
sults of the control and experimental groups following the
completion of the pedagogical experiment (Table 3).

Table 3. Results of the re-assessment of the control and experimental groups

Practical task CG after experiment | EG after experiment | CG increase EG increase
Performance of a vocal and choral piece 6.9 8.2 0.7 2.1
Analysis of a musical excerpt 6.3 8.1 0.6 2.6
Reasons for the enforcement order 6.0 8.3 0.6 3.1
Different interpretation of the passage 5.9 8.0 0.6 2.9
Comparison of live versions 6.4 8.2 0.6 2.6
Ensemble interaction 7.0 8.4 0.6 2.1
Reflective commentary following the performance 5.8 8.1 0.7 3.1

Note: the assessment was conducted on a 10-point scale, where 1-3 points corresponded to a low level of development of the indicator,
4-7 points to an average level, and 8-10 points to a high level. The increase was defined as the difference between the indicators at the

baseline and follow-up stages of the study
Source: compiled by the authors

70)

J
Pedagogical Sciences. 2026. Vol. 29, No. 1



N. Holubytska & L. Baida

The results of the control phase showed positive trends
in both groups; however, the improvement in performance
indicators was significantly greater in the experimental
group. In the control group, improvements mainly con-
cerned technical stability of performance, ensemble coor-
dination and accuracy in reproducing the musical material.
At the same time, indicators related to interpretative in-
dependence and artistic analysis changed only moderately.
In the experimental group, a significant increase was re-
corded in almost all practical tasks. The greatest improve-
ment was observed in tasks related to the justification of
performance decisions and reflective analysis following the
performance. Students began to explain personal interpre-
tative decisions with greater confidence, to link perfor-
mance techniques to the content of the musical image, and
to independently adjust individual elements of their per-
formance. Results in tasks related to the varied interpreta-
tion of musical material improved significantly. Students
in the experimental group demonstrated a more flexible
use of dynamics, phrasing and timbral contrasts depend-
ing on the character of the musical image. This indicated
the development of artistic independence and the ability
to work with musical material not in a reproductive but in
a creative manner. Positive changes were also recorded in
the area of ensemble interaction. The performances of stu-
dents in the experimental group became more cohesive in
terms of dynamic development, intonational organisation
and the emotional integrity of the sound. When working
in an ensemble, the students were better able to coordi-
nate personal parts with the choir’s overall performance
concept. The results of the pedagogical experiment also
demonstrated a strengthening of the link between analyt-
ical interpretation of the score and practical performance.
Whilst at the initial stage students often analysed the mu-
sical text formally, after the formative stage the results of
the analysis began to directly influence the nature of in-
terpretative decisions. Students more accurately correlated
the dramaturgy of the work with the dynamics, phrasing
and emotional development of the performance. The re-
sults obtained confirmed the effectiveness of the system of
teaching techniques aimed at developing students’ inter-
pretative readiness during vocal and choral training. The
use of interpretative analysis, varied performance, com-
parison of performance versions, group discussion and re-
flective analysis contributed to the development of artistic
and analytical thinking, performance independence and a
conscious approach to musical material among students.

Practical findings of the experiment and recom-
mendations for organising vocal and choral training.
The results of the pedagogical experiment showed that the
introduction of a specially designed system of interpreta-
tion-oriented tasks had a significant impact on the nature
of vocal and choral training for students of arts disciplines.
The changes observed during the assessment phase con-
cerned not only individual performance indicators, but also
the students’ overall approach to working with musical
material, their level of artistic independence, their ability

to coordinate within an ensemble, and their conscious use
of means of musical expression. One of the most noticea-
ble results of the formative influence was a change in the
nature of the students’ work with vocal and choral pieces.
At the initial stage of the study, a significant proportion
of the participants focused primarily on the technical re-
production of the musical score and the execution of the
conductor’s instructions. Work on the musical material
often boiled down to intonational accuracy, rhythmic or-
ganisation, and overall ensemble cohesion. During perfor-
mance, students predominantly reproduced a ready-made
performance model, not always realising the intercon-
nection between the artistic content of the piece and the
means of expression employed. Following the completion
of the formative stage, significant changes in the approach
to analysing musical material were observed in the exper-
imental group. Students became more consistent in their
approach to the work’s dramaturgy, identifying the logic of
thematic development, and noticing the climactic sections,
the function of dynamic contrasts and changes in timbre.
The analysis of the score ceased to play a supporting role
and began to directly influence the nature of the perfor-
mance. Whilst working on a musical piece, students more
frequently linked the artistic content to specific elements
of vocal and choral performance, indicating a strengthen-
ing of the connection between the analytical and practical
components of their training. Significant changes also oc-
curred in the nature of the use of means of musical expres-
sion. Whereas at the descriptive stage, dynamics, phrasing
or timbral contrasts were often applied formally, in accord-
ance with the generally accepted performance model, after
the formative influence, students began to use them more
consciously. During performance, they more accurately
identified the function of individual dynamic transitions,
the logic of intonational development, and the nature of
the emotional tension in the musical material. This con-
tributed to an increase in the artistic integrity of the per-
formance and the formation of a more convincing inter-
pretative image. The students’ ensemble interaction also
underwent noticeable changes. At the initial stage of the
study, interaction between members of the choral ensem-
ble was primarily based on external coordination of into-
nation, tempo and rhythm. During performance, students
often concentrated on their independent parts and less
addressed the overall dramaturgy of the ensemble sound.
During the formative stage, working in small vocal groups,
collective discussion of interpretative decisions and analy-
sis of professional performances contributed to a change in
the nature of ensemble coordination.

Following the conclusion of the experiment, students
in the experimental group began to work more cohesively
with dynamics, phrasing and the emotional development
of the musical image. They responded more effectively to
changes in timbral balance, aligned personal parts more
precisely with the overall performance concept, and pro-
duced a more cohesive ensemble sound. During the per-
formance of polyphonic passages, the students’ ability to
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monitor their hearing and coordinate their performance
actions within the ensemble improved. This highlighted
ensemble interaction not merely as technical coordination,
but as a form of shared artistic thinking. One of the key
outcomes of this formative influence was the development
of the students’ independence in performance. At the in-
itial stage of the study, most participants demonstrated
a reliance on external performance cues. Interpretative
decisions were predominantly dictated by the teacher or
conductor, whilst students rarely proposed personal inter-
pretations of the musical material. During performance,
they often avoided changes in phrasing, dynamics or the
character of the sound, as they were unsure of the appro-
priateness of making independent artistic choices. During
the formative stage, the situation gradually changed. The
use of varied performances of musical fragments, interpre-
tative analysis and comparisons of different performance
versions encouraged students to engage in more active ar-
tistic exploration. They started to suggest personal phras-
ing options more frequently, justify their choices regarding
dynamic development, and explain the nature of their emo-
tional interpretation of the musical material. The students
became more willing to analyse the score independently
and determine performance accents without constantly re-
lying on the conductor’s model. Positive progress was also
observed in the development of reflective skills. At the de-
scriptive stage, students mainly provided general descrip-
tions of personal performance without analysing the spe-
cific causes of performance difficulties. After the formative
stage, their reflective comments became more detailed and
professionally oriented. Students began to identify short-
comings in intonation, phrasing, ensemble coordination or
dynamic development more precisely, explain the causes of
errors and suggest ways to correct them. This indicated the
formation of a more conscious attitude towards personal
performance activity and the development of the ability for

professional self-control. A key factor in the experiment’s
results was the combination of analytical and performance
work. At the initial stage, the analysis of musical material
often existed separately from practical performance. Stu-
dents were able to identify individual stylistic features or
dramaturgical characteristics of a piece, but this knowl-
edge did not always influence the nature of the interpre-
tation. After the introduction of a system of interpreta-
tion-oriented tasks, the situation changed. The results of
the analysis were used as a basis for developing the perfor-
mance concept. Students were able to correlate the nature
of the musical image more precisely with their choice of
tempo, dynamics, articulation and timbral development.
This contributed to the development of a more coherent
and well-reasoned artistic interpretation of the piece.
The practical results of the experiment also confirmed
the effectiveness of group discussions to explore interpreta-
tive choices. During the discussions, students became more
actively involved in artistic analysis, defended personal po-
sitions and learnt to reconcile their individual visions with
the ensemble’s performance concept. This approach fos-
tered the development of professional communication and
enhanced awareness of their performance practice. Overall,
the results of the formative intervention established that
the systematic use of interpretative analysis, varied per-
formance, comparison of performance versions, work in
small ensemble groups, and reflective analysis following
performance contributed to the development of students’
readiness for interpretative activity within the process of
vocal and choral training. Positive changes encompassed
the analytical, performance, ensemble and reflective com-
ponents of professional training, confirming the effective-
ness of the proposed system of pedagogical influence. The
results of the pedagogical experiment formulated practical
recommendations regarding the organisation of vocal and
choral training for students of arts disciplines (Table 4).

Table 4. Practical recommendations for developing students’ interpretative skills during vocal and choral training

Practical
recommendation

Description

Interpretative analysis
of the score

When analysing a score, it is advisable to establish a connection between the work’s dramatic structure
and the means of musical expression, rather than merely identifying the formal characteristics

of the musical text.

Comparison of live
versions

Comparison of professional interpretations of a single work should be used
to develop critical auditory perception and the ability to make informed artistic choices.

Different interpretation
of the passage

Performing a single musical passage in several different ways helps to develop flexibility
in musical thinking and a conscious use of expressive techniques.

Group discussion

Discussing interpretative choices after a rehearsal helps to stimulate artistic and analytical thinking,

of decisions develop professional communication, and refine the ensemble’s artistic vision.

Reflective commentary Once the work has been completed, it is advisable to analyse the relationship between the artistic vision
following the h ical - i hnical difficulti ¢ ine th
performance and the practical outcome, and to identify any technical difficulties and ways of overcoming them.

Combination of technical
and artistic work

Work on intonation, dynamics, phrasing and articulation should be accompanied
by an explanation of their role in creating a musical image.

Small ensemble work

Small vocal groups should be used to develop artistic coordination, aural awareness,
ensemble interaction and collaborative performance thinking.

Independent
interpretative research

Students should be encouraged to seek interpretative solutions independently when working
on new material, in order to enhance their autonomy in performance.

Reasons for the
enforcement order

It is advisable to include exercises in vocal and choral training in which students explain their choice
of tempo, dynamics, articulation and phrasing.
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Table 4. Continue

Practical
recommendation

Description

Step-by-step
combination of analysis,
implementation
and reflection

It is advisable to approach the writing of the piece in a systematic manner: analysis of musical material,
practical performance, evaluation of the result and refinement of the interpretative approach.

Source: compiled by the authors

A summary of the recommendations has shown that the
development of interpretative skills requires a holistic ap-
proach to vocal and choral training, in which technical ex-
ecution, artistic analysis, ensemble interaction and reflec-
tion are not treated in isolation. The practical value of the
proposed recommendations consists in the fact that they
are aimed at gradually transitioning students from repro-
ducing a ready-made performance model to an independ-
ent and reasoned artistic interpretation of the work. This
approach strengthens the link between the analytical inter-
pretation of musical material and its performance, which is
anecessary condition for developing readiness for interpre-
tative activity in the process of vocal and choral training.

The results of the pedagogical experiment confirmed
the effectiveness of the proposed system for developing
the interpretative skills of arts students in the context of
vocal and choral training. The introduction of interpreta-
tion-oriented teaching techniques led to positive changes
in the nature of students’ work with musical material, their
level of artistic independence, ensemble interaction and
reflective analysis of performance. The most noticeable
changes in the experimental group were linked to the de-
velopment of the ability to make reasoned performance de-
cisions, a stronger connection between score analysis and
practical performance, and an increased awareness of the
use of means of musical expression. Students became more
independent in approaching the dramaturgy of a piece,
made more active use of varied phrasing, and coordinated
ensemble sound more precisely. The results concluded that
the integration of interpretative techniques into the vocal
and choral training of students in arts disciplines is appro-
priate. The combination of analytical, performance and
reflective work contributed to the development of a more
comprehensive professional readiness for artistic and in-
terpretative activity and ensured the transition from repro-
ductive performance to a conscious creative interpretation
of the musical work.

DISCUSSION
The findings of the study showed that art students’ read-
iness for interpretative activity was developed not only
through the refinement of vocal and technical skills, but
also through a combination of practical performance, score
analysis, justification of interpretative choices, varied in-
terpretations of musical passages, ensemble interaction,
and reflective commentary following the performance. This
logic was consistent with the position of R. Nelson (2022),
who viewed artistic practice as a form of research-based
learning. In this study, this proposition was empirically

substantiated: readiness for interpretative activity was as-
sessed not through students’ declarative judgements, but
through seven practical tasks that revealed the actual level
of development of technical, analytical, performance and
reflective skills. The study by X. Xiaolu (2023) was directly
relevant to the results obtained; it examined the assess-
ment of interpretative skills among arts faculty students
in the context of vocal and choral education. The author
emphasised that assessment should cover not only vo-
cal-technical training but also the student’s ability to ana-
lyse musical material and realise an interpretative concept
in performance. The results of this study confirmed this po-
sition: at the baseline stage, the control and experimental
groups had comparable scores, and the difference between
them across all practical tasks did not exceed 0.1-0.2 marks.
At the same time, the lowest scores were recorded in those
tasks that required independent interpretative thinking:
justifying a performance decision, performing a passage in
different ways, and providing a reflective commentary after
the performance. This clarified the author’s conclusions, as
it demonstrated not only the need to assess interpretative
skills, but also the specific practical areas in which students
experienced the greatest difficulties.

The issue of students’ initial readiness for music ed-
ucation and choral activities was addressed in studies by
D.A. Boylan (2024), O.M. Oleksiuk (2025) and L. Meng-
ze (2025). The authors viewed the readiness of future spe-
cialists not merely as technical proficiency, but as a set
of characteristics related to independence, professional
communication, aural control and the ability to function
within a choral context. In this study, a similar pattern
emerged in that students in both groups demonstrated the
highest initial results in the performance of a vocal-cho-
ral excerpt and ensemble interaction, whilst tasks related
to interpretative independence proved more challenging.
This indicated that the presence of basic choral training
did not yet ensure a sufficient level of artistic-analytical
and reflective interpretation of performance. The find-
ings of E.P. Asmus (2021) and L. Zhou (2023), concerning
the development of artistic-projective experience in future
music teachers, were also significant for interpreting the
results obtained. The author emphasised the importance
of pedagogical conditions that stimulate the active crea-
tion of artistic concepts, rather than the passive reproduc-
tion of teaching material. This difference was observed
between the control and experimental groups following
the formative stage. In the control group, the increase re-
mained moderate, at 0.6-0.7 points, whereas in the exper-
imental group it ranged from 2.1 to 3.1 points. The results
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therefore confirmed that interpretative readiness devel-
ops more effectively when students do not merely follow
the instructions of a teacher or conductor, but analyse the
score independently, suggest alternative phrasing, and jus-
tify interpretative approach.

The significance of musical-stylistic and dramaturgical
analysis for performance interpretation was linked to the
views of B. Almén (2008), who regarded a musical work as
a structured artistic process in which meaning is formed
through the development, tension, contrasts and interac-
tion of musical elements. In this study, this theoretical po-
sition was confirmed in practice through the dynamics of
the task involving the analysis of a score fragment. In the
experimental group, the score for this task rose from 5.5
to 8.1 points, representing an increase of 2.6 points. This
indicated that students began to identify the work’s dram-
aturgy, climactic sections, and the function of dynamic and
timbral contrasts more accurately, as well as to translate
the results of their analysis into practical performance
more effectively. The contemporary context of choral per-
formance, explored by O. Batovska et al. (2023), was used to
correlate the results of the study with broader trends in the
development of choral practice. The authors emphasised
the importance of artistic mobility, ensemble cohesion,
stylistic sensitivity, and the collective’s ability to deliver a
holistic interpretative performance. In this study, ensemble
interaction was also considered not merely as technical vo-
cal coordination, but as a component of interpretative ac-
tivity. Following the formative phase, the ensemble inter-
action score in the experimental group increased from 6.3
to 8.4 points, whilst in the control group it was 7.0 points
after the experiment. This demonstrated that performing
in small vocal groups and collectively discussing interpre-
tative choices contributed not only to a harmonious sound
but also to the development of a shared artistic vision.

The relationship between tradition and innovation in
contemporary vocal and choral art was explored in stud-
ies by O. Batovska et al. (2022), C.S. Loftin (2023) and
Y. Guanjing et al. (2024). The authors demonstrated that
contemporary choral practice combines the preservation of
academic performance standards with the search for new
artistic solutions. The results of this study confirmed the
relevance of such an approach for the professional training
of students. The traditional teaching model ensured a cer-
tain degree of technical stability and ensemble cohesion;
however, more significant changes were achieved when
interpretative analysis, varied performance, comparison
of performance versions and reflective discussion were in-
corporated into the teaching process. This can be used to
interpret innovation not as a rejection of the traditional
vocal-choral school, but as its supplementation with inter-
pretation-oriented techniques. The views of Y. Dai (2024)
and C. Dixon (2025) regarding the integration of vocal
technique and artistic expressiveness were also confirmed
by the results obtained. The authors demonstrated that
the quality of vocal performance depends on the combina-
tion of technical training with a conscious emotional and

artistic embodiment of musical content. In this study, a
gap was identified at the initial stage between the techni-
cal correctness of performance and the students’ ability to
create an artistic image in a reasoned manner. Following
the formative phase, students in the experimental group
began to make more conscious use of dynamics, phrasing,
timbral contrasts and the character of the sound to high-
light the musical image. Particularly noteworthy was the
improvement in results in the task involving the varied
performance of a musical excerpt: from 5.1 to 8.0 marks,
which demonstrated the development of flexibility in their
interpretative thinking.

The practical aspect of vocal and choral training, as
highlighted in the study by M. Bertrand (2022), was relat-
ed to the need for systematic work on vocal skills within
the context of choral rehearsals. The author emphasised
that vocal pedagogy in a choir must combine individual
technique, ensemble interaction and artistic outcome. In
this study, this approach was expanded to include an in-
terpretative component. It was demonstrated that work
on intonational accuracy, breathing, diction and ensemble
sound becomes more effective when accompanied by an
analysis of the artistic content of the piece, justification of
performance decisions and reflective evaluation after the
performance. The issue of artistic and pedagogical com-
munication in vocal and choral activities, examined by
L. Vasylevska-Skupa et al. (2022) and N.C. Ngobeni (2024),
was also relevant for explaining the results obtained. The
authors defined vocal and choral activities as an environ-
ment for the development of professional skills among
future music teachers, in which the transmission of artis-
tic content, interaction with the group, and pedagogically
appropriate communication were significant. The results
of this study showed that collective discussion of inter-
pretative decisions contributed to the development of this
communicative component. Students in the experimental
group began to justify their performance choices more ac-
tively, to align their individual visions with the ensemble’s
overall concept, and to assess the quality of their perfor-
mance more specifically once they had finished a passage.
This confirmed that interpretative readiness is not merely
an individual matter, but also involves communication and
ensemble dynamics.

The results of the tasks involving the justification of
performance decisions and reflective commentary follow-
ing performance were noteworthy. In the experimental
group, both indicators increased by 3.1 points, which was
the largest increase among all practical tasks. This estab-
lished that the components most sensitive to formative
influence were precisely those responsible for awareness
of performance choices and professional self-control. The
results obtained clarified the general findings of previous
studies on the importance of reflection and creative auton-
omy, as they demonstrated a specific pedagogical mech-
anism for their development: analysis of the score before
performance, varied phrasing, collective discussion, and
reflective commentary following the performance. The
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updated approach to vocal and choral training was also
supported by the findings of Z. Zhou (2023), who investi-
gated innovative learning environments for choral con-
ducting education. The author emphasised the significance
of an educational environment that encourages students’
independent work, professional interaction and the prac-
tical application of conducting and choral skills. In this
study, a similar approach was implemented through a sys-
tem of interpretation-oriented tasks, where students not
only reproduced a given performance model but also ana-
lysed the score, compared performance versions, proposed
new phrasing options, and justified artistic decisions. The
findings of H. Changhao (2020) and R.H. Woody (2021)
regarding the pedagogical conditions for vocal and cho-
ral training of arts faculty students were also consistent
with the results of this study. The authors defined peda-
gogical conditions as means of ensuring effective artistic
activity and highlighted the interaction of students’ cog-
nitive, evaluative and creative activities, the integration
of classroom, independent and concert-practice work, as
well as the creation of a professional and creative educa-
tional environment. In this study, these principles were
specified through a combination of score analysis, varied
performance, group discussion and reflective commentary
following the performance.

The practical dimension of the formative stage was
partly consistent with the study by Z.A. Martin (2023),
which systematised choral teaching tools and vocal exer-
cises. The author demonstrated that vocal exercises should
be linked not only to technical improvement but also to the
development of means of expressive performance. Within
the scope of this study, this approach was expanded: tech-
nical work in the experimental group was combined with
interpretative analysis, justification of dynamics, phrasing
and timbre development, which ensured a greater improve-
ment in performance indicators compared to the control
group. The findings of D. Jansson & A.H. Balsnes (2021),
who viewed choral conducting education as a long-term
process of developing competence, professional identity
and meaning, were significant in explaining the results.
In this study, interpretative readiness was also found to be
linked not only to the completion of individual learning
tasks, but to the students’ gradual transition to a more con-
scious performing stance. The improvement in results on
tasks involving the justification of performance decisions
and reflective commentary after performance demonstrat-
ed that students had begun to perceive interpretation as a
personally and professionally meaningful activity.

An innovative aspect of vocal training was presented in
the study by W. Yin (2024), which addressed updating vocal
teaching models in vocational colleges. The author empha-
sised the need to move away from the monotonous repro-
duction of teaching material and to encourage students’
practical, creative and active personal participation in the
learning process. The results of this study confirmed the
validity of this approach: the experimental group demon-
strated the greatest improvement precisely in those tasks

where they were required to independently justify inter-
pretative decisions, vary their performance and reflective-
ly evaluate the outcome. The findings of W. Li et al. (2026)
were used for a broader interpretation of the data obtained
from the perspective of 21%t-century skills in vocal peda-
gogy. The authors demonstrated that contemporary vocal
education increasingly requires reflective, technology-me-
diated and culturally sensitive approaches. In this study, it
was the reflective and communicative dimensions of train-
ing that were most evident: students in the experimental
group participated more actively in group discussions, as-
sessed personal performance more accurately, and better
aligned individual decisions with the ensemble concept.
A. Quist’s (2021) approach to choral pedagogy was also rel-
evant to the findings of this study. The author highlighted
the potential for combining visual learning, vocal devel-
opment and technological platforms in choral education.
Within the scope of this article, the technical component
was not the subject of a separate analysis; however, the re-
sults obtained confirmed the significance of multi-channel
work with sound: students improved mastery of the artis-
tic image when score analysis, aural comparison of perfor-
mance versions, and practical performance were treated as
interrelated stages of learning. It is worth comparing the
results with the study by E. Siljaméki (2022), in which free
improvisation in a choral setting was viewed as an educa-
tional resource for fostering social interaction, musical en-
gagement and a safe creative environment. In this study,
free improvisation was not used in the strict sense, but the
varied performance of a fragment served a similar peda-
gogical function: it provided students with the opportunity
to depart from a single performance model, to experiment
with different dynamic and emotional accents, and to de-
velop a more flexible interpretative mindset.

Overall, a comparison of the findings of this study with
the works of the aforementioned authors has shown that
the issue of students’ interpretative readiness is not lim-
ited to vocal technique or knowledge of music theory. Its
development requires a comprehensive system of practical
tasks in which technical execution, artistic and analytical
interpretation, ensemble interaction and reflection mu-
tually reinforce one another. In contrast to other studies,
which considered vocal technique, choral interaction, mu-
sical analysis or artistic expressiveness separately, in this
study these components were combined within a pedagog-
ical experiment. Empirical results confirmed that this sys-
tem ensured a higher rate of development in interpretative
readiness compared to the traditional model of vocal and
choral training.

CONCLUSIONS
The study found that students’ readiness for interpretative
activity was shaped by the interaction of technical, ana-
lytical, performance and reflective components. Initial as-
sessment based on seven practical tasks revealed that the
control and experimental groups were comparable: the dif-
ference between their average scores did not exceed 0.1-0.2
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points. At the same time, a lack of developed interpretative
skills was identified, in particular difficulties in justifying
performance decisions, offering varied interpretations of
musical passages, and conducting a reflective analysis of
the performance. It was found that the most problematic
tasks at the initial stage were those related to the transi-
tion from technical performance to an independent artistic
interpretation of the piece. Students predominantly relied
on a ready-made performance model, did not sufficient-
ly link score analysis with practical sound, and were not
always able to explain the function of tempo, dynamics,
phrasing, or timbral development in the creation of a mu-
sical image. This demonstrated the need for a form of vocal
and choral training in which the analysis of musical mate-
rial, performance modelling and reflection would be used
as interrelated stages of work on a piece.

Following the introduction of interpretation-oriented
tasks in the experimental group, a significant performance
improvement was observed across all practical tasks. The
greatest improvement was recorded in the justification of
performance decisions and reflective commentary after
performance - 3.1 points each; varied performance of a
fragment increased by 2.9 points, and analysis of the score
and comparison of performance versions by 2.6 points.
This demonstrated an improvement in the students’ ability
to select means of expression in a reasoned manner, to in-
terpret the artistic logic of the work more accurately, and to
translate the results of analysis into practical performance.
A comparison of the groups after the formative stage con-
firmed the effectiveness of the proposed pedagogical tech-
niques. In the control group, the increase remained moder-
ate at 0.6-0.7 marks, whereas in the experimental group it
ranged from 2.1 to 3.1 marks. This showed that traditional

ensembles, and reflective commentary following a perfor-
mance has been demonstrated. Their application helped to
strengthen the link between the analytical mastery of the
musical material and its performance. Students in the ex-
perimental group began to work more independently with
the dramaturgy of the piece, to identify climactic sections
more accurately, to use dynamics, phrasing and timbral
contrasts more consciously, and to better align personal
part with the overall ensemble concept. A practical outcome
of the study was the development of recommendations for
organising vocal and choral training for students of arts
disciplines. These concerned the combination of interpre-
tative analysis of the score, comparison of performance
versions, varied performance, group discussion, work in
small ensemble groups, and reflection following the per-
formance. Thus, the effective development of readiness for
interpretative activity required vocal and choral training
to be directed not only towards the accurate reproduction
of the musical text, but also towards the development of
an independent, reasoned and artistically conscious inter-
pretative approach. The limitations of the study stem from
the fact that the empirical part was conducted at a single
higher education institution, which restricts the possibil-
ity of fully generalising the results to all models of vocal
and choral training. Prospects for further research include
examining the formation of students’ interpretative readi-
ness in various types of musical performance training, ana-
lysing the impact of digital technologies and multimedia
resources on the development of artistic and interpretative
thinking, and developing differentiated models of inter-
pretative training for students of various artistic special-
isations.
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FOTOBHICTb CTYAEHTIB MUCTELbKMX crneLliasibHoCTeNn
0O iHTepnpeTauinHoi AiANbHOCTI
y npoueci BOKaJIbHO-XOPOBOIro HaBYaHHS

4 N

AHOTaUif. Mera moctigKeHHs Honfraga y BM3HAUeHHi 0co6auBoCcTeii (OPMyBaHHS TOTOBHOCTI CTY[eHTIB
MUCTelbKMX CIleljia/IbHOCTe)l [0 iHTepmpeTaliliHOI [is/IbHOCTI y Ipolieci BOKaJbHO-XOPOBOIO HaBYaHHS.
MeTononorisas AOCHi)KeHHsI I'PyHTyBajacs Ha IelarOriYyHOMYy eKCIIepMMEHTi 3a yvacTio 72 cryneHTiB II-1V
KypciB YKpaiHCbKOTO Jlep>KaBHOTO YHiBepcuTeTy iMeHi Muxaiina JlparomaHoBa, MOAiTEHUX Ha KOHTPOJbHY Ta
eKkcrepuMeHTaabHy rpynu. OLiHIOBaHHS 3[ilICHIOBaIM IT’SITh eKCIepTiB 3a 10-6a/7bHOI0 KO Ha OCHOBI ceMu
MPaKTUYHUX 3aBlaHb, IO MepeBipsM TexHiYHi, aHATITUYHI, BUKOHABCbKI Ta pedyieKCMBHI BMiHHSI CTY[OEHTIB.
PesynbTaTy LOCTiAKeHHS II0OKa3aly, 110 Ha KOHCTaTyBaJbHOMY eTalli KOHTPOJIbHA Ta eKCIlepyMeHTalbHa TPynu
Maau 3icTaBHI BMXiZHI MOKAa3HMKM: Pi3HMISI MiK cepeqHiMu OGajaMyu 3a BciMa MPakKTUYHMMM 3aBIAHHSIMU
He nepeBuinyBaia 0,1-0,2 6ana. Byso BUSBIEHO 3aJ€XKHICTh CTY[EHTIB BiJl 30BHiIIHbOI BMKOHABCbKOI MoOpei,
HeIOCTaTHIO iHTerpauilo aHajaisy MapTUTYpM 3 MNPaKTMUYHMM BUKOHAHHSAM Ta TPYLHOILI 3 apryMeHTali€lo
BJIACHMX iHTepIpeTaliiiHux pimeHb. [Tic/iga BOpOBaJ)KeHHS CUCTEeMM iHTepIIpeTaliiiHo OpieHTOBaHMX 3aBIaHb B
eKcrepuMeHTabHi rpymi 6yno 3adikcoBaHO BUIINIT IPUPICT MOKA3HUKIB MOPIiBHSIHO 3 KOHTPOJbHOIO IPYIIOI0.
Haii6inbie 3pocTaHHS CIIOCTepiragocs B 06T pyHTYBaHHI BUKOHABCHKOTO PillleHHS Ta pedIeKCUBHOMY KOMEHTapi
Mic/Is1 BUKOHAHHST — o 3,1 6ana; y BapiaTMBHOMY BMKOHaHHi ¢parmenTa — 2,9 6ana; B aHasi3i MapTUTYPHOTO
¢dbparmeHTa ¥ MOpIBHSHHI BMKOHABCbKMX Bepciit — mo 2,6 6ana. Y KOHTPOJbHIN TPyIi MPUPICT 3aJMIIABCS
nomipuum i cranoBuB 0,6-0,7 6ana, Toai SIK B eKCIepMMeHTa/NbHii Ipymi BiH KonuBaBcs Bim 2,1 mo 3,1 Gana.
OTpuMaHi pe3ynbTaTy NiATBEPAWIIN, 110 iHTEpIIpeTalLlifiHNii aHaNi3 NapTUTYyPy, TOPiBHSHHS BUKOHABCbKUX BePCili,
BapiaTMBHe BUKOHAHHS, KOJIEKTVBHe 0OrOBOPeHHSsI, po60Ta B MaJIMX aHCcaMb/eBUX Ipynax i pediaekcMBHMI aHaTTi3
TiC/IS1 BUKOHAHHS CIIPUSIM PO3BUTKY iHTEpIIpeTaliiiHOi caMOCTifHOCTI CTYyeHTiB, aHaMITUYHOTO OO PYHTYBAHHSI
BMKOHABCbKMX pillleHb Ta aHcambieBoi KoopamHanii. IIpakTMyHa 3HAUYIIICTh [OOCTIIKEHHS IMOJsIrae y
MOSK/IMBOCTI BUKOPUCTAHHSI DPO3pOOTIeHMX peKoMeHJallii [js opraHisalii BOKaabHO-XOPOBOI MiJrOTOBKMU
CTYIEeHTiB MUCTeI[bKUX CHeliaIbHOCTel y 3aKi1aaxX BUIIOI OCBiTU

Knio4voBi cnoBa: xymoxHs BupasHicTh; aHcambreBa B3aeMofisi; (pasyBaHHS; pedeKCUMBHUII KOMEHTap;
JVHaMi4yHa IHYYKiCTb /
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