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ASSESSING PEDAGOGICAL COMPETENCE IN UKRAINIAN
VOCATIONAL COLLEGES: THEORETICAL PRINCIPLES FOR WARTIME
AND POSTWAR CONTEXTS

The assessment of pedagogical competence is a cornerstone of educational quality assurance. In voca-
tional colleges, where the task is to prepare skilled workers for dynamic and demanding labour markets, the
role of competent teachers is particularly crucial. In Ukraine, the war has created extraordinary challenges for
educators, including displacement, infrastructure damage, disruption of educational processes, and the psycho-
logical strain on both staff and students. These circumstances require a reassessment of theoretical principles
for evaluating pedagogical competence in vocational colleges. Moreover, the postwar reconstruction phase will
necessitate frameworks that not only measure current competencies but also support resilience, professional
growth, and long-term alignment with European and global standards.

Pedagogical competence can be understood as the integrated system of knowledge, skills, attitudes, and
personal qualities that enable educators to fulfil their professional roles effectively. In vocational education, it
encompasses not only subject expertise and methodological skills but also the capacity to mentor students,
foster their professional identity, and adapt to shifting social realities. Traditionally, three core dimensions are
highlighted: cognitive-knowledge competence, which covers 1) subject mastery and pedagogical theory;
2) practical-activity competence, which includes classroom management, learner-centred methods, and digital
tools; and 3) personal-social competence, which involves communication, empathy, ethical responsibility, and
collaboration. In wartime conditions, however, a fourth dimension becomes essential — adaptive-resilience
competence, which refers to the ability to sustain teaching under crisis, respond to trauma, and innovate
despite limited resources.

The development of assessment frameworks for pedagogical staff in Ukrainian vocational colleges
should be guided by several theoretical principles. First, contextualisation is crucial, as evaluation criteria must
reflect the wartime realities of disrupted communication, displacement, and scarce resources. For example, a
teacher who ensures continuity of learning through improvised digital tools or community-based instruction
should be recognised as demonstrating high competence. Second, a holistic approach is necessary to capture
the full spectrum of professional performance, including resilience, creativity, and social responsibility. The
European Framework for the Digital Competence of Educators (DigCompEdu) illustrates how assessment can
integrate technical, pedagogical, and ethical dimensions (Redecker & Punie, 2017). Third, formative orienta-
tion is vital, since in crisis conditions assessment should serve primarily as a developmental mechanism, offe-
ring constructive feedback and opportunities for professional growth. Finland’s reliance on peer mentoring and
formative evaluation provides an instructive model in this regard (Tynjéla et al., 2021). Fourth, flexibility and
adaptability are indispensable in ensuring that assessment can function across hybrid, online, or emergency
teaching formats, as seen in OECD countries that expanded digital micro-credentialing for teachers during the
COVID-19 pandemic. Fifth, equity and inclusivity must be embedded in assessment, particularly in situations
where access to technology and professional development is uneven. UNESCQO’s initiatives in conflict-
affected regions show the importance of designing frameworks that do not disadvantage teachers operating
with fewer resources (UNESCO International Institute for Educational Planning, 2018). Finally, continuity and
sustainability should guide evaluation, linking short-term assessment with long-term modernisation and integ-
ration into European quality assurance systems. Germany’s Berufskolleg model, which ties evaluation to conti-
nuous professional development, demonstrates the value of such sustainable approaches (Grund & Brock, 2020).

International experiences offer valuable insights for Ukraine. In Kosovo, postwar teacher assessment
frameworks placed emphasis on civic values, social cohesion, and trauma-informed pedagogy, highlighting the
broader role of educators in rebuilding society (Sommers & Buckland, 2004). Israel provides an example of

lpogpecitiHe cmaHoeneHHs1 ocobucmocmi: npobnemu i nepcrnekmusu 133


https://surli.cc/mbfvua

Teopemuko-memodornoaidHi 3acadu npogheciliHoeo cmaHoe8rneHHs U po3sumky ocobucmocmi

integrating adaptability and crisis-response skills into formal teacher evaluation, with structured training in
resilience and emergency education (Hardaker et al., 2015). Across the European Union, competency-based
assessment frameworks such as DigCompEdu and the European Qualifications Framework (EQF) (European
Commission, 2017) link teacher competence to labour market needs, a model that aligns well with Ukraine’s
aspirations for closer European integration. In Canada, particularly in Ontario, teacher assessment combines
self-reflection, peer mentoring, and supervisory evaluation (Kutsyuruba et al., 2019), ensuring both accoun-
tability and developmental support — an approach that can inspire Ukraine to adopt more participatory and
formative methods.

As Ukraine transitions to reconstruction, competency assessment in vocational colleges will play a vital
role in strengthening education and supporting national recovery. Priorities should include institutionalising
resilience and adaptability as core teacher competencies, expanding the use of digital tools for assessment, and
aligning frameworks with European standards to promote international recognition of Ukrainian qualifications.
Equally important is embedding assessment in continuous professional development systems to ensure that
evaluation leads directly to concrete support, while also linking teacher competence to broader recovery goals,
recognising educators as key agents of social cohesion and democratic development.

Therefore, the assessment of pedagogical competence in Ukrainian vocational colleges requires a para-
digm shift in light of wartime and postwar realities. Grounding evaluation in the principles of contextualisa-
tion, holism, formative orientation, flexibility, inclusivity, and sustainability can help Ukraine design a system
that is both responsive to crisis and orientated toward long-term modernisation. International experience
demonstrates that competence assessment can serve as more than an evaluative mechanism: it can be a stra-
tegic instrument for rebuilding education, fostering resilience, and ensuring that vocational colleges continue
to prepare skilled, adaptive, and socially responsible citizens for the future.
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MNPOPECIMHE CAMOBU3HAYEHHS CTYJIEHTCHKOI MOJIOI
B YMOBAX TPAHC®OPMAIIIl OCBITHBOI'O CEPEJIOBHIIA

CydacHuil eTal pO3BHUTKY CYCHIIBCTBA XapaKTEPH3YeThCs IMIOOANi3aIllifHIMHU Tpoliecamy, Imdposiza-
IIE€F0, 3pOCTAHHAM MOOLTBHOCTI Ta TUHAMIYHICTIO COIIAIbHO-eKOHOMIYHMX 3MiH. Lle 6e3nocepeIHb0 BILTMBAE Ha
CHCTEMY OCBITH, SIKa 3MYIIIEHA aJaNTyBaTHCS IO HOBUX yMOB i 3a0e3ledyBaTH IMiATOTOBKY KOHKYPEHTOCIIPO-
MOXHHX (haxiBIiB. ¥ TaKOMY KOHTEKCTI OCOOJMBOrO 3HaueHHs HalOyBae mpolOiiemMa mpodeciiHOoro caMoBH3HA-
YEeHHS! CTYACHTCBKOI MOJIOJ, OCKUIBKH BOHO BHCTYIIAE€ KIIFOUOBMM YHHHWUKOM CTaHOBJICHHS OCOOUCTOCTI, il
CcoIliai3allii Ta IMoJaIbIIoi peanizarii B mpoQeciiHiil TisuTbHOCTI.

TpancdopMmarlisi OCBITHROTO CEpPEIOBHINA, IO MPOSBIISETHCS Y BIPOBAKCHHI ITU(PPOBUX TEXHOJOTIM,
HOBHX I1€IarOTTYHUX MMiIXO/IB, iHTETpallii POpMaNbHOI Ta HEPOPMAITBEHOI OCBITH, CTBOPIOE SIK TOAATKOBI MOYKIIU-
BOCTI [T IPOQeCiiiHOrO 3pocTaHHs 3100yBavyiB BHIOI OCBITH, TaK 1 HOBI BUKIMKA. BaXXIMBOIO yMOBOIO CTae

134 lNpogbecitiHe cmaHosneHHs1 ocobucmocmi: npobnemu i nepcrnekmusu


https://surl.li/smkvdo
https://doi.org/10.3390/su12072838
https://doi.org/10.1108/JME-12-2014-0041
https://doi.org/10.1108/IJMCE-02-2019-0035
https://doi.org/10.2760/159770
https://unesdoc.unesco.org/ark:/48223/pf0000136152
https://doi.org/10.1111/nyas.14296
https://unesdoc.unesco.org/ark:/48223/pf0000191302

