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Competence-oriented learning as a contemporary didactic paradigm
in pedagogical science

Abstract. This study aimed to reveal the theoretical foundations, didactic principles and mechanisms for implementing the
competence-based approach in the educational process. The research methodology was based on the consistent application
of theoretical, comparative, functional and critical analysis, systematisation, theoretical synthesis and modelling. These
methods were used to clarify the conceptual framework of the competence-based approach, define its didactic principles and
methodological foundations, and identify mechanisms for its implementation in the educational process. The use of these
methods ensured a coherent examination of the theoretical, methodological and practical aspects of the competence-based
approach and madeit possible to describe it asanintegrated system. The study established that the competence-based approach
changes the logic of the educational process by redirecting learning outcomes towards the capacity for action. A distinction
was made between “competence” as a normatively defined requirement and “competency” as an actual educational outcome,
manifested in the ability to apply knowledge, skills and experience in specific situations. It was found that the structure
of competency is integrative and includes cognitive, operational, value-motivational components and practical experience,
which function in interconnection. The study determined that the difference between the competence-based approach and the
knowledge-based model lies in the changing function of knowledge, which is regarded as a means of action. The principles of
competence-oriented learning were specified, including orientation towards learning outcomes, an activity-based character,
integrative content, contextuality, learner agency and reflexivity. It was established that the coordinated application of these
principles ensures the development of the ability to perform practical and professionally oriented tasks. The methodological
foundations of the approach are outlined through the integration of activity-based, learner-centred and systemic
approaches, as well as constructivist ideas of learning. It is shown that the implementation of competence-based learning is
accompanied by a change in the role of the teacher, the use of active teaching methods and the introduction of assessment
focused on the learner’s activity. The practical significance of the study lies in the possibility of using the findings to design
educational programmes, select teaching methods and develop assessment systems aimed at the formation of competencies
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INTRODUCTION

The relevance of the study is determined by the fact that
competence-oriented learning changes the logic of organis-
ing the educational process: the outcome of learning is not
only the acquisition of educational material, but also the
ability to apply knowledge, skills and experience in specif-
ic educational, professional and social situations. For ped-
agogical science, this issue is of fundamental importance,
since the competence-based approach influences the con-
tent of education, the selection of teaching methods, the
design of educational programmes and the assessment
system. Its study makes it possible to define more precise-
ly what outcomes modern education should provide and
which didactic means can be used to develop them. The re-
search problem is connected with the need to explain how
the competence-based approach functions not merely as
an educational requirement, but as an integrated didactic
model. This ensures the consistent use of the concept of
“competency” in curricula and methodological documents
in accordance with its didactic content. The study of this
topic makes it possible to establish how the principles of
competence-based learning should be linked to the content
of education, learners’ activity, the role of the teacher and
assessment criteria. Particular importance is attached to de-
fining the methodological foundations of such learning, as
these provide its scientific validity and practical consistency.

In pedagogical literature, the competence-based ap-
proach is considered a theoretical basis for renewing ed-
ucation, a tool for designing learning outcomes and a
mechanism for restructuring the educational process. In
this context, O. Polinkevych et al. (2026) linked the com-
petence-based model to the formation of sustainable ed-
ucational and economic ecosystems. Their study showed
that the quality of education acquires practical significance
when the competencies developed ensure learners’ adapt-
ability to environmental changes and can be correlated with
long-term socio-economic outcomes. This understanding
of competency as a practically significant learning outcome
is complemented by studies that shift attention to the in-
ternal structure of educational training. In particular, the
connection between the competence-based approach and
the development of soft skills was examined in the research
of N. Diachenko & A. Usatyi (2021). The authors concluded
that communication, critical thinking, self-regulation and
the ability to interact cannot be treated as secondary ele-
ments of the educational process, since these qualities en-
sure the functionality of knowledge in real situations. Fur-
ther clarification of this logic is connected with defining the
conceptual framework itself. A systematic interpretation
of the main categories of the competencebased approach
was proposed by N. Mukan et al. (2023). In their interpre-
tation, competency appears as an integrative characteris-
tic that combines knowledge, skills, practical experience
and the ability to apply them. This conclusion is important
for didactics, as it makes it possible not to reduce learn-
ing outcomes to separate areas of knowledge or individu-
al skills, but to consider them as an integrated formation.
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While the theoretical understanding of competency
defines the substantive basis of the approach, its imple-
mentation requires methodological coherence. This aspect
was specified in the study of Y. Romanyshyn & I. Briuk-
hovetska (2024), which showed that the effectiveness of
the competence-based model depends on the alignment
between educational standards, learning content, teaching
methods and the assessment system. The authors estab-
lished that, without clear methodological guidelines, the
competence-based approach risks remaining declarative,
since changes in curricula are not always accompanied by
changes in pedagogical practice. This problem is clearly
evident in sector-specific educational contexts. The signif-
icance of innovative approaches in higher education was
examined by L. Nikitchenko et al. (2024). The study estab-
lished that active and interactive methods contribute to
the transition from reproductive acquisition of material to
activity-based processing of knowledge.

The alignment between learner activity, learning con-
tent and assessment is directly connected with the problem
of formulating learning outcomes. This aspect was sub-
stantiated by A. Vitchenko et al. (2022), who demonstrat-
ed the importance of learning outcomes as a central ele-
ment of the competence-based approach. Clearly defined
learning outcomes ensure a connection between the aims
of an educational programme, learning content and as-
sessment criteria. In professional education, this problem
acquires additional importance, since competencies must
correspond to the specific nature of future professional ac-
tivity. The theoretical justification of modern models for
training future IT specialists was presented by R. Diadiush-
kin (2025). The study showed that educational programmes
should be flexible and capable of responding to changing
professional requirements. This conclusion confirms that
the competence-based approach serves as the basis for
adaptive professional training, in which learning content
is aligned with real working conditions. A similar logic can
also be observed in teacher training.

The specific features of developing the professional
readiness of future masters of primary education were ex-
amined by O. Blyznyuk (2025). The study emphasised that
pedagogical mastery is formed through a combination of
theoretical training, practical experience and the ability to
act in educational situations. This logic is completed by the
anthropological dimension of competence-based learning,
since any educational model is implemented through the
development of a particular individual. The significance
of the anthropological approach in modern education was
substantiated by L. Holubnycha et al. (2023). The authors
showed that taking into account the individual charac-
teristics of learners improves learning effectiveness and
is consistent with the personal orientation of the compe-
tence-based approach. In this understanding, the forma-
tion of competencies involves not only the organisation
of learning activity, but also consideration of the subjec-
tive experience, needs and capacities of participants in the
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educational process. Despite the considerable number of
studies, the competence-based approach has often been
considered fragmentarily: separately as a theoretical mod-
el, a methodological basis or a practical tool. As a result, its
holistic functioning as a didactic paradigm, in which princi-
ples, methodology and implementation mechanisms must
be mutually aligned, has remained insufficiently explored.
This article aimed to determine the substantive, methodo-
logical and didactic characteristics of the competence-based
approach in the organisation of the educational process.

MATERIALS AND METHODS

The research methodology was organised into several logi-
cally connected stages, each corresponding to a separate as-
pect of the analysis of competence-oriented learning. This
structure made it possible to move consistently from clari-
fying the conceptual framework to defining the principles,
methodological foundations and practical mechanisms for
implementing the competencebased approach in the edu-
cational process. At the stage of theoretical and conceptual
analysis of the competence-based approach, the method of
theoretical analysis was applied. This made it possible to
clarify the meaning of the concepts of “competence” and
“competency”, their relationship and their functional sig-
nificance within the structure of the educational outcome.
The analysis included the research of T. Acikgoz & M.C. Ba-
badogan (2021), which examines the theoretical founda-
tions of competency-based education, as well as the studies
by K.M. Marcotte & L.D. Gruppen (2022) and D. Matinho et
al. (2022), which were used to substantiate the structure
of competency as an integrative learning outcome. Com-
parative analysis was used when comparing the compe-
tence-based approach with the knowledge-based model of
learning. Its application made it possible to identify the dif-
ferences between these models in terms of educational con-
tent, the role of the teacher, the position of the learner and
the nature of learning activity. For this purpose, the pro-
visions of T. Acikgoz & M.C. Babadogan (2021) concerning
the practical orientation of competence-based education
were used, along with the study of J. Cindri¢ et al. (2024),
which examines the knowledge-oriented logic of learning.

The method of systematisation was applied to deter-
mine the didactic principles of competence-oriented learn-
ing. It made it possible to organise the principles according
to their functional purpose and to trace the connection be-
tween orientation towards learning outcomes, the activi-
ty-based nature of learning, integrative content, contextu-
ality, learner agency and reflexivity. The selection of these
principles was based on the criteria of their correspondence
to the structure of competency and their focus on develop-
ing the capacity for action. The principle of orientation to-
wards learning outcomes was substantiated with reference
to J. Hao (2024), the activitybased nature of learning with
reference to D. Behera et al. (2024), and contextuality, learner
agency and reflexivity, presented in Table 1, on the basis of
A. Seguel-Arriagada et al. (2025) and A.S. Aschoff (2026). At
the stage of substantiating the methodological foundations
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of competence-oriented learning, the method of theoreti-
cal synthesis was used. It ensured the integration of activ-
ity-based, learner-centred and systemic approaches, as well
as constructivist ideas of learning, into a single explanato-
ry framework. The methodological provisions summarised
in Table 2 were developed on the basis of the studies of
S.J. Alainati (2021), L. Holubnycha et al. (2022) and D. De-
Backer et al. (2024), in which competence-based learning is
considered as a multi-level model for organising the educa-
tional process. In describing the practical mechanisms for
implementing the competence-based approach, the meth-
od of modelling was applied. This method made it possible
to reproduce the interrelationship between the teacher, the
learner, learning content, teaching methods and assessment.

The change in the teacher’s role was modelled with
reference to D.H. Rhoney et al. (2024). The terminology
and functional distribution of the teacher’s roles were de-
termined through a functional analysis of the pedagogical
actions required for designing tasks, supporting learners’
activity, providing feedback and assisting in the assess-
ment of competencies. The methods of competence-ori-
ented learning were described on the basis of E. Polz &
S. Becirovi¢ (2022), while the assessment component was
developed with reference to the provisions of C.F. Wei &
P.Lii (2022). At the stage of identifying the limitations of im-
plementing the competence-based approach, the method of
critical analysis was used. This made it possible to consid-
er the overloading of educational programmes, the inertia
of pedagogical thinking and the insufficient development
of assessment tools as factors that disrupt the alignment
between learning outcomes, content, activity and assess-
ment procedures. For this purpose, the studies of C.F. Wei
& P. Lii (2022), D. DeBacker et al. (2024) and D.H. Rhoney et
al. (2024) were used. The application of these methods en-
sured a consistent study of the theoretical and methodo-
logical foundations of the competence-based approach,
as well as the identification of the principles and possi-
bilities for its implementation in the educational process.

RESULTS

Theoretical foundations of the formation
of the competence-based approach in education
The competence-based approach in pedagogy is formed
through a reconsideration of the aims, content and out-
comes of learning. It is based on an orientation towards
the learner’s ability to apply knowledge, skills and expe-
rience in educational, professional and social situations.
The theoretical substantiation of this approach includes
the distinction between its basic concepts, the definition
of the structure of competency and the identification of its
differences from the knowledge-based model of learning. A
theoretical understanding of the competence-based ap-
proach first requires clarification of its basic concepts,
since these concepts define the content of educational out-
comes and the logic of their formation.

The concepts of “competence” and “competency” are
not identical, although in educational practice they are



often used as closely related terms. Competence has a nor-
mative character and denotes a prescribed requirement for
the training of a learner. It is fixed in educational stand-
ards, curricula and qualification profiles, and defines the
range of knowledge, skills, functions and powers required
for a particular activity. Competency characterises an ac-
tual educational outcome. It is manifested in a person’s
ability to apply acquired knowledge and skills in specific
conditions, make decisions, and act independently and
responsibly. While competence sets the expected level of
training, competency shows the extent to which this level
has been formed in the learning process. This distinction
is important for designing the educational process. Com-
petences define the reference points of learning, whereas
competencies serve as the outcomes that must be devel-
oped and assessed. Therefore, assessment within the com-
petence-based approach cannot be limited to checking
acquired information. It must record the learner’s ability
to act in situations that require the application of knowl-
edge, the choice of a course of action and the justification
of a decision (A¢ikgoz & Babadogan, 2021). The distinc-
tion between these concepts provides a basis for further
consideration of the internal structure of competency,
since its content is not limited to normatively prescribed
training requirements.

Kamenska et al.

The structure of competency is defined as a set of in-
terrelated components that ensure the integrity of the edu-
cational outcome. It includes knowledge as the substantive
basis of activity; abilities and skills as means of perform-
ing it; motivational and value orientations as internal
conditions for activity; and practical experience, which is
formed through the application of acquired knowledge and
skills in various situations. The structural model of com-
petency was developed on the basis of the systematisation
of approaches to its interpretation in the analysed schol-
arly sources. In the course of the analysis, recurring sub-
stantive features of competency were identified, related
to knowledge, skills, motivational and value orientations,
and experience of practical application. These features
were grouped according to their function in the education-
al outcome: the cognitive component defined the substan-
tive basis of activity; the operational component, the ways
of performing it; the value-motivational component, its
internal orientation; and practical experience, the ability
to apply what has been acquired in specific situations. This
provided grounds for presenting competency as an inte-
grative formation in which individual components func-
tion in interconnection. The coordinated functioning of
these components ensures the ability to act effectively in
educational and professional contexts (Fig. 1).

‘ COMPETENCY
\
OPERATIONAL VALUE-MOTIVATIONAL
COGNITIVE COMPONENT COMPONENT COMPONENT

knowledge of the subject
area, phenomena, processes
and methods of activity

abilities and skills in applying
knowledge in practical and
educational situations

\
attitude towards activity,

Imotivation, readiness for
independent action and
responsibility for the result

PRACTICAL EXPERIENCE
repeated application of knowledge and skills in different conditions,
and transfer of acquired material to new situations

RESULT (MANIFESTATION OF COMPETENCY)
the ability to act effectively in educational, professional
and social situations

Figure 1. Structure of competency as an integrative learning outcome
Source: compiled by the authors based on K.M. Marcotte & L.D. Gruppen (2022), D. Matinho et al. (2022)

The structural model presented made it possible to
establish that competency had formed as an integrated
construct in which individual components acquired func-
tional interdependence. It was found that the learning
outcome was determined not by the presence of isolated
elements, but by the degree of their integration and their
ability to ensure coordinated activity. The identified in-
teraction between the components confirmed that the
formation of competency required the organisation of the
learning process in a way that combined content, activity
and personal factors. This provided grounds for consider-
ing competency as an outcome that reflected the level of
development of the capacity for action, rather than merely

the amount of material acquired. Clarifying the structure
of competency makes it possible to proceed to a compar-
ison of the competence-based approach with the knowl-
edgebased model of learning, since it is the complexity of
the educational outcome that determines the difference
between these approaches.

The knowledge-based model of learning is orient-
ed mainly towards the acquisition and reproduction of
educational information. Its outcome is the amount of
knowledge possessed by the learner, while the effectiveness
of learning is often determined by the correctness of an-
swers and the accuracy with which material is reproduced.
In this model, explanatory-illustrative and reproductive
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methods of learning predominate. The competence-based
approach changes this logic. Knowledge remains a neces-
sary basis of learning, but its role is determined by its abil-
ity to support practical action. The learning outcome is as-
sessed not only by what the learner knows, but also by how
this knowledge is used to solve tasks, explain situations,
make decisions and interact with other participants in the
educational process. The difference between these models
is also reflected in the construction of educational con-
tent. In the knowledge-based model, content is often pre-
sented as a system of topics, concepts and facts that must
be acquired. In the competence-based approach, content
is selected with regard to its function in developing the
capacity for action. Educational material should not only
convey information, but also provide a basis for complet-
ing practical, problem-based and research tasks. The role
of the teacher also changes. In the knowledge-based mod-
el, the teacher mainly acts as a source of information and
a controller of its acquisition. In the competence-based
approach, the teacher organises learning activity, selects
tasks, creates conditions for the independent search for
solutions, provides feedback and guides learners’ reflec-
tion (Cindric et al., 2024). The position of the learner also
changes. The learner is not limited to receiving and re-
producing material, but participates in activities that re-
quire analysis, choice, the application of knowledge and
evaluation of their own actions. For this reason, compe-
tence-based learning involves active forms of work: prob-
lem-based tasks, projects, case studies, discussions, and
the modelling of educational or professional situations.

The theoretical foundations of the competence-based
approach were revealed through the interpretation of ed-
ucation as a process of developing the capacity for mean-
ingful activity. Competence was defined as a normatively
prescribed requirement for training, while competency
was defined as a formed outcome manifested in the prac-
tical application of knowledge, skills, attitudes and expe-
rience. This made it possible to consider competency as
an integrated system of interrelated components. The
difference between the competence-based approach and
the knowledge-based model was established through a
change in the logic of the educational outcome: the lead-
ing focus became not the reproduction of information, but
the ability to use it in specific educational, professional
and social situations. This position led to a different un-
derstanding of educational content, the organisation of
learning activity and assessment. Further substantiation
of competenceoriented learning required the identifica-
tion of principles that ensured its didactic consistency and
practical implementation.

Didactic principles for the implementation

of competence-oriented learning

Competence-oriented learning is defined as a system in
which educational content, the organisation of activity
and the assessment of outcomes are subordinated to the
formation of the ability to act in different situations. Its
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implementation is determined by a set of principles that
define the logic of constructing the educational process and
ensure the coherence of its components. These principles
reflect the relationship between learning aims, the ways in
which they are achieved and the characteristics of the edu-
cational outcome. Orientation towards learning outcomes
involved constructing the educational process from the ex-
pected outcome to the content, methods and assessment
criteria. Within the competence-based approach, it was ap-
propriate to formulate the outcome not as the acquisition
of a particular topic, but as the ability to perform a specific
action using knowledge. For example, instead of the for-
mulation “to know the methods of pedagogical diagnosis”,
the outcome should be presented as “to be able to select
methods of pedagogical diagnosis according to the age of
learners, the purpose of observation and the conditions of
the learning situation”. In this case, the learning outcome
immediately specified not only the content of training, but
also the expected mode of action.

A clear definition of learning outcomes made it pos-
sible to connect three components of the educational
process: what exactly had to be formed, through which
learning actions this was achieved and by which criteria
the result could be assessed. If the outcome involved the
ability to analyse a pedagogical situation, the learning
content had to include not only theoretical provisions, but
also case studies, observations and comparisons of possi-
ble solutions. In this case, assessment could not be limited
to testing knowledge of concepts, since it was necessary
to determine whether the learner was genuinely able to
apply knowledge to solve a specific task. The practical
significance of this principle was evident in the fact that
learning outcomes became the basis for selecting tasks.
For example, in the training of a future teacher, the out-
come “the ability to plan a lesson fragment with regard
to pupils’ age-specific characteristics” required a task in-
volving the development of a lesson plan, justification of
the choice of methods and identification of the expected
outcomes for pupils. In such a situation, the level of com-
petency development was determined not by the number
of theoretical provisions reproduced, but by the quality of
the pedagogical decision and its correspondence to the
aim, conditions and pupils’ needs (Hao, 2024). Thus, ori-
entation towards learning outcomes ensured a transition
from describing educational material to describing the ex-
pected activity of the learner. It set the logic for designing
the educational process, in which content, methods and
assessment were subordinated to the development of a
specific capacity for action. For this reason, this principle
was directly linked to the activity-based nature of compe-
tence-oriented learning.

The activity-based nature of learning determined the
organisation of the educational process through learners’
performance of specific learning actions: analysing infor-
mation, solving problembased tasks, preparing projects,
modelling situations and justifying decisions. In such a
system, knowledge was not transmitted as ready-made



material to be memorised, but was acquired through its use
in practical and learning-cognitive tasks. Learning activi-
ty required the active participation of the learner, who not
only reproduced the content of the topic, but also applied
it to explain phenomena, compare approaches, choose a
course of action and evaluate the result. For example, in
teacher training, this could be reflected in the development
of a lesson fragment, the analysis of a learning situation,
the selection of methods for working with a group or the
justification of a pedagogical decision. This format ensured
the development of skills in working with information,
making decisions, cooperating with others and taking re-
sponsibility for the outcome of the work performed. The
organisation of learning as activity required the selec-
tion of content in which educational material was linked
to tasks, situations and modes of action. This ensured the
integration of knowledge and promoted its use in various
educational, professional and social contexts.

The integrative nature of educational content lies in
combining knowledge from different fields and orienting
it towards the formation of a holistic understanding of ob-
jects and phenomena. Learning content was constructed
not as a set of isolated topics, but as a system in which in-
dividual elements were connected through common tasks,
problems or areas of activity. This approach made it possi-
ble to avoid fragmented knowledge and ensured its func-
tionality. Integration contributed to the development of
the ability to transfer knowledge from one field to another,
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which became a necessary condition for solving complex
tasks. At the same time, it created the preconditions for the
development of systems thinking, as the learner learned
to establish links between different aspects of the phe-
nomenon under study. The integrative nature of content
was directly connected with the contextuality of learning,
since it was through context that knowledge acquired ap-
plied significance (Behera et al., 2024). At the same time,
the activity-based organisation of learning did not fully ac-
count for the mechanism of competency formation, since
completing a task required meaningful processing of the
experience gained. From the standpoint of the construc-
tivist approach, the learner not only applied ready-made
knowledge, but also related new information to prior ex-
perience, clarified their own understanding of the problem,
tested the chosen course of action and adjusted it on the
basis of the task outcome. This made it possible to explain
why competency was formed not only through activity, but
also through the independent construction of knowledge
in the process of learning activity. Contextuality, learner
agency and reflexivity specify the procedural dimension of
competenceoriented learning. They define the conditions
under which knowledge is transformed into practical ac-
tion, the learner assumes an active position, and learning
outcomes become the subject of reflection and correction.
These principles ensure the connection between the learn-
ing situation, independent activity and the assessment of
one’s own experience (Table 1).

Table 1. Contextuality, learner agency and reflexivity in competence-based learning

Principle Content of the principle

Implementation
in the educational process

Expected result

Learning was linked to real or
near-real situations in which
knowledge could be applied

Contextuality
of learning

Learning tasks were formulated through
professional, social or educational
situations that required analysis, selection
of a course of action and assessment of
the consequences of a decision

A connection was ensured between
theoretical material and practice,
and the knowledge acquired applied
significance for the learner

The learner was considered an
active participant in learning who

The teacher organised the educational
environment, created conditions for

Experience of independent work,
responsibility for the result, and

ways of further improvement

Learner . L . . L
agenc independently made decisions, independent activity, supported the the ability to plan, self-regulate
gency chose ways of completing tasks choice of an individual trajectory and and adjust one’s own actions were
and assessed the results provided feedback developed
. . The ability to exercise selfcontrol,
Reflexivit Learning was directed towards Self-assessment, peer assessment, understand the learning orocess
. v understanding one’s own discussion of activity results, learning . e . ep
of learning . . . . . and identify directions for further
L. actions, results, mistakes and journals and reflective questions after
activity competency development

completing tasks were used

was developed

Source: compiled by the authors based on A. Seguel-Arriagada et al. (2025), A.S. Aschoff (2026)

The generalisation of these provisions made it possible
to establish that contextuality, learner agency and reflexiv-
ity functioned as interrelated mechanisms that ensured the
transition from the acquisition of knowledge to its conscious
use. Context set the conditions for application, the learner’s
active position determined the way in which the learner was
involved in the activity, and reflection ensured understand-
ing of the experience gained and its further correction. Their
combination formed a complete cycle of learning activity in

which the result was not only achieved, but also assessed in
terms of the possibility of further development. The prin-
ciples of competence-oriented learning formed an inter-
connected system that determined the logic of organising
the educational process. Orientation towards learning out-
comes set the direction of activity; the activity-based nature
of learning ensured the formation of experience; integrative
content created the integrity of knowledge; contextuality
linked knowledge with practice; learner agency defined the
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active role of the learner; and reflexivity ensured awareness
and correction of learning activity. The coordinated func-
tioning of these principles ensured the formation of com-
petencies, such as the ability to act in different situations.
They defined the conditions under which the educational
process acquired an integrated character and was direct-
ed towards achieving outcomes of practical significance.

The transition from the principles of competence-
oriented learning to its methodological foundations is

determined by the need to explain which scientific ap-
proaches underlie their implementation. While the princi-
ples define the logic of organising the educational process,
methodological approaches determine the ways in which it
is constructed, explain the mechanisms of competency for-
mation and ensure the theoretical coherence of learning.
In this context, the competence-based approach integrates
a range of methodological positions, each of which reveals
a separate aspect of the educational process (Table 2).

Table 2. Methodological foundations of competence-oriented learning

Methodological

R Content of the approach

in competence-based learning

Manifestation
in the educational process

Function

Considers learning as a process of
organising activity in which knowledge
is formed and acquired through its
practical application

Activity-based
approach

Ensures the development of
skills and practical experience as
components of competency

Use of problem-based tasks,
case studies, projects
and practical situations

Orients learning towards the individual

Learner-centred - .
characteristics of the learner, their

Ensures the development

Individualisation of learning

of agency, independence tasks, choice of learning

and assessment

approach . . - . .
pp needs, motives and educational goals and responsibility trajectory and independent work
Considers the educational process as .
. . . P Ensures the coherence of all Development of educational
Systemic an integrated system of interrelated . . ;
. components of learning and their | programmes based on logically
approach elements: aims, content, methods

orientation towards the result

connected learning outcomes

Constructivist
ideas
of learning

Define knowledge as the result of active
construction by the learner on the basis
of prior experience

Ensure the development of the
capacity for independent cognition
and interpretation of knowledge

Organisation of learning through
research activity, discussions
and analysis of situations

Source: compiled by the author based on L. Holubnycha et al. (2022), S.J. Alainati (2021), D. DeBacker et al. (2024)

The analytical generalisation of the provisions pre-
sented made it possible to establish that competence-ori-
ented learning is formed as a result of the integration of
several methodological approaches, each of which per-
forms a specific function. The activity-based approach
defined the way in which learning was organised through
practical activity; the learner-centred approach ensured
that the learner’s individual characteristics were taken into
account; the systemic approach shaped the integrity of the
educational process; and constructivist ideas explained the
mechanisms of knowledge acquisition as a result of active
cognitive activity. Their combination created the theoreti-
cal basis for the coherent functioning of learning content,
activity and outcomes.

Practical mechanisms for implementing

the competence-based approach in education

The implementation of the competence-based approach
in the educational process is determined by changes in the
roles of participants in learning, the selection of meth-
ods, the organisation of assessment and the conditions in
which learning activity takes place. These changes ensure
the transition from the reproduction of knowledge to its
application, form practical experience and provide a ba-
sis for assessing outcomes as the ability to act in specif-
ic situations. The change in the teacher’s role in compe-
tence-oriented learning reflects the transformation of the
logic of the educational process, in which the transmission
of knowledge gives way to the organisation of learners’
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activity. This entails a reorientation of the teacher’s func-
tions, the nature of interaction with learners and the ex-
pected learning outcomes. The sequence of these chang-
es makes it possible to trace the connection between the
teacher’s new position, the learner’s activity and the for-
mation of the educational outcome (Fig. 2). The diagram
showing the change in the teacher’s role was developed on
the basis of a functional analysis of the characteristics of
competence-oriented learning described in the sources. To
construct it, the traditional role of the teacher as a source
of educational information was compared with the func-
tions required for organising activity-based, contextual
and reflective learning. As a result, such teacher functions
as designing learning tasks, organising the educational
environment, supporting learners’ independent activity,
providing feedback and supporting reflection were iden-
tified. These functions formed the basis of the diagram,
which reflects the transition from a transmission-based
to a facilitative model of pedagogical interaction. The im-
plementation of the competence-based approach revealed
a dependency between the organisation of the learning
environment, the learner’s activity and the quality of the
outcomes formed. The transition to the teacher’s facili-
tative role created conditions for independent work, the
choice of modes of action and the gradual accumulation
of practical experience. Teaching methods became effec-
tive when they were linked to real or simulated situations,
while assessment was based on clear criteria and allowed
actions to be adjusted. At the same time, it was established



that the competence-based model could not be imple-
mented effectively without revising curricula, providing
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methodological training for teachers and developing reli-
able assessment tools.

STEP 1
7 Selection of ——
. STEP 6 competencies STEP 2
Final assessment Formulation
of overall of learning
professional objectives
competency
[
Final z:sE:s!s;ment STEP 3
Self-monitorin
of individual &

competencies

of performance

STEP 4

D Self-assessment /

of competency
growth

Figure 2. Changing the teacher’s role in competence-based learning

Source: compiled by the authors based on D.H. Rhoney et al. (2024)

The constructivist dimension of these methods was
reflected in the fact that the learner worked not with a
ready-made solution, but with a problem-based or vari-
able situation that required independent interpretation.
In project-based learning, this was manifested through
the gradual clarification of the aim, the selection of
information and the construction of the learner’s own
logic for presenting the result. In the case method, the

constructivist role lies in interpreting the situation,
comparing possible solutions and explaining the choice
made. In problem-based learning, it was connected
with formulating assumptions, testing hypotheses and
revising the initial understanding of the problem. As a
result, these methods ensured not only the application
of knowledge, but also its active reconsideration in the
process of activity (Table 3).

Table 3. Methods of competence-oriented learning

Method Content of the method

Learning activity of learners

Competency-based result

Completion of a complex task

Project-based . . .
roject-base that requires the integration of

learning

Setting an aim, planning work, searching
for information, analysing data,

Development of professional and
general competencies related to
work organisation, communication

knowledge from different fields preparing and presenting the result

and responsibility

Work with specific situations
close to the real conditions
of activity

Identifying the problem, selecting
relevant information, evaluating possible
solutions and justifying the choice

Case method

Development of analytical thinking,
decision-making ability and the
capacity to act under conditions

Formulating hypotheses, testing
assumptions, comparing approaches

Creation of learning situations

Problem-based in which there

Development of cognitive activity,
independence and the ability

Reproduction of conditions
close to real educational
or professional activity

educational or
professional
situations

conditions of the situation, choosing
a course of action and assessing the
consequences of the decision made

learnin . . L .

g is no ready-made solution and substantiating conclusions to search for new knowledge

. . Formulating arguments, analysin Development of communicative
Discussion of a problem-based n garg . 'y g P L i
. . . . . the positions of other participants, competency, critical thinking
Discussion issue that involves comparing - ) - . o
. . substantiating one’s own opinion and the ability to defend a decision
different positions g . .
and clarifying conclusions with reasoned arguments

Modelling of Performing roles, analysing the Formation of the ability to act in

variable conditions, make decisions
and transfer knowledge
into a practical context

Completion of tasks that require
independent search, analysis
and interpretation
of information

Posing a question, selecting sources,
analysing data, formulating conclusions
and presenting results

Research tasks

Development of research
competency, independence,
analytical thinking and the ability
to work with information

Source: compiled by the authors based on E. Polz & S. Becirovi¢ (2022)

The methods presented form the practical toolkit of
competence-based learning, as they shift the educational
process into the sphere of action. At the same time, their

competence-based potential is realised only when specif-
ic didactic conditions are in place. Project-based learn-
ing, the case method and problem-based learning become
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means of implementing the competence-based paradigm
when tasks are directly aligned with expected learning out-
comes, contain a professionally or socially significant con-
text, require an independent choice of a course of action
and involve justification of the decision made. An equally
important condition is the presence of assessment crite-
ria that record not only the correctness of the answer, but
also the learner’s ability to analyse a situation, integrate
knowledge, act in variable conditions and assess the con-
sequences of their own actions. Under these conditions,
active methods cease to be merely a form of organising a
class and perform the function of a mechanism for forming
competency as an integrated educational outcome. Their
effectiveness is determined by the extent to which learning
tasks are connected with real conditions for the application
of knowledge and whether they allow learners to make de-
cisions independently. This brings into focus the need for
an assessment that records not only the correctness of an
answer, but also the quality of the activity performed.

Assessment in competence-oriented learning was
aimed at determining the level of competency develop-
ment, which required the use of criteria related to the
learner’s activity. Assessment was no longer limited to
checking knowledge, but included analysis of the ability
to perform tasks, justify decisions and apply knowledge in
new situations. The assessment criteria were formulated
in accordance with the learning outcomes and included
indicators reflecting the quality of task performance. The
use of rubrics made it possible to specify these criteria in
detail, define levels of achievement and ensure transpar-
ency in assessment. Learners were able to compare their
own results with the established requirements and un-
derstand which aspects needed improvement. Formative
assessment became part of the learning process and was
aimed at supporting learning activity. It included regular
feedback, self-assessment and peer assessment. This ap-
proach ensured not only the recording of results but also
their correction during learning, which contributed to a
more conscious acquisition of the material. The change in
approaches to assessment revealed a number of difficulties
associated with implementing the competence-based ap-
proach in educational practice (Wei & Lii, 2022).

The implementation of the competence-based ap-
proach is accompanied by limitations that affect the ef-
fectiveness of its introduction. These limitations influ-
ence not only the organisational level of the educational
process, but also the internal coherence of the compe-
tence-based model. Their effect is manifested in the gap
between declared learning outcomes, the content of ed-
ucational programmes, the nature of learning tasks and
methods of assessment. As a result, the competence based
approach can remain at the level of stated aims without
leading to a real change in learning activity. One such
factor is the overloading of educational programmes,
which makes it difficult to integrate activity-based forms
of learning. This overloading arises from the contin-
ued reliance on the logic of accumulating educational
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material, characteristic of the knowledge-based model.
Under such conditions, course content remains oriented
towards covering the maximum number of topics, rather
than selecting material in accordance with the expected
learning outcomes. This blocks the competence-based
model, as it reduces the time available for practical tasks,
analysis of situations, independent search for solutions
and reflection. As a result, the learner receives a consid-
erable amount of information, but does not have enough
learning situations in which to apply it. The inertia of ped-
agogical thinking is connected with the established un-
derstanding of the teacher’s role as the main source of ed-
ucational information and the controller of its acquisition.
This position contradicts the competence-based logic, in
which the teacher is expected to organise activity, create
conditions for the independent choice of a course of ac-
tion and provide reflective support.

The preservation of the transmission-based model
blocks the formation of the learner’s active position, since
learning activity remains dependent on explanation, in-
struction and external control. Teachers require addition-
al training in the use of new methods, the development of
tasks and the formulation of assessment criteria. The in-
sufficient development of assessment tools arises from the
complexity of competency-based outcomes themselves.
Competency includes not only knowledge, but also the
ability to act, justify decisions, transfer experience to new
situations and evaluate one’s own actions. If assessment
criteria remain focused mainly on the correctness of an an-
swer or the reproduction of material, they do not make it
possible to record the quality of the learner’s activity. This
blocks the model at the stage of verifying outcomes, since
the declared competencies do not receive valid confirma-
tion in the assessment procedure. Determining the level
of development of complex educational outcomes requires
clear criteria and indicators, which are not always availa-
ble in ready-made form. This complicates the objectivity
of assessment and requires additional efforts to develop
appropriate tools. Despite the existing limitations, the
competence-based approach demonstrates the possibility
of improving the effectiveness of the educational process,
provided that its components are used coherently.

The implementation of the competence-based ap-
proach determines a change in the logic of organising the
educational process, within which the role of the teacher,
the nature of learning activity and the methods of assess-
ing outcomes are reconsidered. Teaching methods ensure
the formation of practical experience, while the assessment
system makes it possible to determine the level of compe-
tency development through the completion of practical
tasks. At the same time, the effectiveness of implemen-
tation depends on overcoming organisational and meth-
odological limitations related to overloaded content, the
persistence of traditional approaches and the insufficient
development of assessment tools. The alignment of these
aspects creates conditions for competence-based learning
to function as an integrated didactic model.



DISCUSSION

The obtained results provided grounds for considering
competence-oriented learning as a didactic system in
which educational content, learning activity and assess-
ment were aligned with the formation of the ability to act
in specific educational, professional and social situations.
This interpretation corresponds to the conclusions of
K. Moldasan et al. (2023), in which the competencebased
approach was presented as a transition from the acquisi-
tion of knowledge to its practical use. In that study, this
transition was examined mainly as a general trend in the
development of education that changed the orientation of
the learning process. In the present study, this position was
specified through the internal logic of the didactic model:
the distinction between the concepts of “competence” and
“competency”, the definition of the structure of competen-
cy and the explanation of the functional role of knowledge
in activity. As a result, the practical orientation of learn-
ing was considered not only as a change in the educational
aim, but also as a restructuring of the relationship between
aims, content, methods and assessment. In this interpreta-
tion, the ability to act was not an additional learning out-
come, but an indicator that knowledge, skills, value-moti-
vational orientations and practical experience functioned
as an integrated formation.

The proposition concerning the central role of learn-
ing outcomes was correlated with the study by P. Thum-
maphan et al. (2022), in which the effectiveness of a
competence-based programme was linked to the clear
definition of expected outcomes. In that research, this
aspect was examined mainly within the development of a
school curriculum, that is, as a condition for constructing
an educational programme. In the present study, learn-
ing outcomes were considered more broadly: as a didac-
tic principle that determined not only the formulation of
aims, but also the selection of content, the nature of learn-
ing tasks and assessment criteria. This approach made it
possible to show that a learning outcome in the compe-
tence-based model cannot be presented as the acquisition
of a separate topic or a set of concepts. It must record the
ability to perform an action using knowledge in a particular
context. For this reason, orientation towards learning out-
comes was connected with the activity-based nature of the
educational process: if the outcome defined the expected
action, then learning content and methods had to provide
the conditions for its formation, performance and assess-
ment. The problem of the relationship between knowl-
edge and competencies was considered with reference to
the findings of B. Fu et al. (2025), which substantiated the
appropriateness of combining knowledgebased and com-
petence-based logic within outcome-based education. In
that study, knowledge and competencies were presented
as interrelated frameworks of the educational process that
ensured the achievement of defined outcomes. In the pres-
ent study, this position was detailed through the structure
of competency. It was shown that knowledge was neither
removed from the educational process nor deprived of
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significance; however, its function changed. Knowledge
was considered the substantive basis of activity, alongside
skills, value-motivational orientations and experience of
practical application. This interpretation made it possi-
ble to avoid opposing the knowledge-based and compe-
tence-based logics. Knowledge served as a necessary con-
dition for the formation of competency, but its educational
value was determined by its ability to support task solving,
the justification of decisions and the transfer of acquired
experience to new situations.

The assessment component of the obtained results was
correlated with the conclusions of H. Vargas et al. (2024),
which emphasised the importance of clear criteria for as-
sessing competencies. In that study, the main attention was
focused on the need for transparent indicators that made it
possible to relate the completed task to the expected level
of competency development. In the present study, this po-
sition was extended by considering assessment as part of
the learning process, rather than only as a procedure for fi-
nal verification. Criteria, rubrics and formative assessment
were interpreted as tools for recording the quality of task
performance, determining levels of outcome achievement
and correcting the learner’s actions. This approach made
it possible to connect assessment with reflection, since the
learner was able not only to find out the final result, but
also to compare their own actions with the defined require-
ments, identify difficulties and determine directions for
further improvement. The distinction between the concepts
of “competence” and “competency” was clarified through
comparison with the research of N. Kiesler (2023), in which
competency was considered a multidimensional construct
that cannot be reduced to a single item of knowledge, skill
or behavioural indicator. This position corresponded to
the interpretation of competency as a complex integrative
characteristic; however, the present study additionally dis-
tinguished between the normative and outcome-based lev-
els. Competence was defined as a prescribed requirement
for learner training, whereas competency was defined as a
formed outcome manifested in the ability to apply knowl-
edge, skills and experience in specific conditions. Owing to
this clarification, the conceptual framework was linked to
the practice of designing the educational process. Compe-
tences set the reference points for content and expected
outcomes, while competencies became the object of for-
mation and assessment. This made it possible to explain
why assessment in the competence-based model cannot be
limited to checking acquired information, but must include
the ability to act, justify decisions and apply knowledge in
changed situations.

The provisions concerning the changing role of the
teacher were compared with the findings of A. Tarmo &
A. Kimaro (2021), where competence-based education re-
quired a revision of the content of teacher training. In that
study, attention was focused on preparing future teachers
to work within the competence-based model. In the pres-
ent study, this problem was examined from the standpoint
of the functional organisation of the educational process.
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The teacher’s role was described through the transition
from the transmission of educational information to the
organisation of learners’ activity. In this model, the teach-
er acted as an organiser of the educational environment, a
coordinator of interaction, a source of feedback and a facil-
itator of reflection. This clarification was important for un-
derstanding the learner’s active position, since independ-
ence, the choice of a course of action and responsibility for
the result could not be developed if an exclusively repro-
ductive model of learning was preserved. Thus, the change
in the teacher’s role was connected not only with teach-
ing methods, but also with the restructuring of the entire
logic of learning interaction. The practical dimension of
pedagogical interaction was specified with reference to the
study by S. Khan et al. (2022), which showed that compe-
tence-based learning changes pedagogical behaviour and
the nature of interaction between the teacher and learners.
In that study, these changes were linked to the outcomes
of competence-based training and assessment. In the pres-
ent study, they were interpreted as a consequence of the
general restructuring of the educational process, in which
control over the acquisition of material gave way to sup-
port for learning activity. This meant that the teacher not
only transmitted information or checked its reproduction,
but also created conditions for completing tasks, support-
ed the search for solutions, provided feedback and guided
reflection. This interpretation made it possible to connect
pedagogical behaviour with the didactic principles of com-
petence-based learning: activity orientation, contextuality,
learner agency and reflexivity. The change in pedagogical
behaviour was therefore considered a mechanism for the
transition from a knowledge-based organisation of learn-
ing to the formation of competency as the ability to act.
The analysis of the activity-based nature of learning was
correlated with the conclusions of A. Skulmowski (2024),
which emphasised that the active performance of actions
alone does not guarantee a learning outcome. This position
was important for clarifying the limits of the activity-based
approach within the competencebased model. The present
study showed that the effectiveness of activity-based learn-
ing was determined not by the number of practical tasks,
but by their alignment with expected outcomes, content
integration, the presence of a context for applying knowl-
edge and the possibility of reflective understanding of the
actions performed. For this reason, projects, case studies,
problem-based tasks, discussions, situation modelling
and research tasks were considered not as self-sufficient
methods, but as tools for forming competency, provided
that they were aligned with learning outcomes and as-
sessment criteria. This position made it possible to clarify
that activity acquires competence-based significance only
when it ensures the application of knowledge, the choice
of a course of action, the justification of a decision and the
analysis of the result obtained.

The comparison of the results showed that the pro-
visions of this study were consistent with existing works,
but differed in the way they were theoretically organised.
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In the studies reviewed, the competence-based approach
was usually revealed through separate aspects: curriculum
renewal, formulation of learning outcomes, assessment,
changes in the teacher’s role or the use of activitybased
methods. In the present study, these components were
combined into a single logic, in which no element func-
tioned in isolation, but each determined the conditions for
the implementation of the others. It was established that
competence-oriented learning was not limited to the in-
troduction of active methods or the revision of assessment
criteria. Its integrity was ensured by the interconnection
between the theoretical understanding of competency,
methodological approaches, didactic principles and prac-
tical mechanisms of implementation. This made it pos-
sible to refine the findings of previous studies: separate
conclusions concerning curriculum design, outcome-based
education, assessment frameworks, pedagogical behaviour
and activity-based learning were integrated into a broad-
er didactic model. The distinction of the obtained results
lay in the level of generalisation. While previous studies
mainly identified separate regularities in the implementa-
tion of the competence-based approach, the present study
demonstrated their interdependence. This made it possible
to consider competence-oriented learning as a system in
which the learning outcome determined the content, the
content shaped the nature of activity, activity required ap-
propriate methods, and assessment ensured the recording
and correction of the competencies formed. This provided a
basis for summarising the main results of the study, defin-
ing its theoretical contribution and practical significance,
and outlining further directions for scholarly inquiry.

CONCLUSIONS
The theoretical study established that the compe-
tence-based approach has developed as a systemic didactic
paradigm based on the reorientation of educational out-
comes from the acquisition of knowledge to the formation
of the ability to apply it in different situations. The theoret-
ical and methodological foundations of this approach were
revealed through the clarification of basic concepts, the
structure of competency and its functional purpose in the
educational process. It was determined that the distinction
between the concepts of “competence” and “competency”
ensured clarity in the design of learning outcomes: com-
petence functioned as a normative requirement, whereas
competency reflected the actual level of their achievement.
The structure of competency was interpreted as an integra-
tive formation that combined knowledge, skills, value-mo-
tivational orientations and practical experience. It was
found that the effectiveness of learning was determined
not by separate components, but by the level of their inter-
action, which ensured the capacity for integrated activity.
It was established that this interpretation of the learning
outcome led to a change in the logic of the educational pro-
cess, in which knowledge acquired functional significance
as a means of action rather than as an independent aim.
This made it possible to determine the difference between



the competence-based approach and the knowledge-based
model, which was oriented mainly towards the reproduc-
tion of information. The identification of the principles of
competence-oriented learning made it possible to specify
the conditions for its implementation. It was established
that orientation towards learning outcomes ensured the
connection between aims, content and assessment; the
activity-based nature of learning formed the basis for ac-
quiring practical experience; and the integrative nature of
content made it possible to overcome fragmented knowl-
edge. At the same time, contextuality, learner agency and
reflexivity ensured the learner’s involvement in the learn-
ing process as an active participant capable of making in-
dependent decisions and evaluating their own activity.
The analysis of the possibilities for implementing the
competence-based approach showed that its introduction
was accompanied by changes in the teacher’s role, with the
teacher performing the function of organiser of the educa-
tional environment and coordinator of activity. It was es-
tablished that the use of project-based, problem-based and
case-oriented learning ensured the formation of experience
in applying knowledge in practical situations. The assess-
ment system acquired a procedural character, which made
it possible to record not only the final result, but also the
dynamics of competency formation through the use of cri-
teria, rubrics and formative assessment. At the same time,
it was found that the effectiveness of competence-orient-
ed learning depended on a number of conditions, among
which the most important were the alignment of educa-
tional content with learning outcomes, teachers’ readiness
to use activity-based methods and the availability of valid
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assessment tools. Limitations associated with the over-
loading of curricula, the inertia of pedagogical thinking
and the insufficient development of assessment procedures
complicated the full implementation of the approach. The
obtained results showed that competence-oriented learn-
ing functions as an integrated system in which theoretical
foundations, didactic principles and practical mechanisms
of implementation are interrelated. This made it possible
to consider it an effective model for organising the educa-
tional process, aimed at developing the capacity for activi-
ty in a changing social and professional environment. The
limitations of the study are determined by its theoretical
nature, which does not involve empirical verification of the
obtained provisions, as well as by its dependence on the
representativeness of the analysed sources and the varia-
bility of interpretations of the competencebased approach
in pedagogical literature. Prospects for further research are
connected with the empirical verification of the effective-
ness of competence-oriented learning, the development of
valid tools for assessing the formation of competencies and
the clarification of models for their implementation in dif-
ferent educational contexts.
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KomneTeHTHICHO Opi€EHTOBaHe HaBYaHHA
AIK CyyacHa AUAaKTUYHA Napaaurma y neaaroriyHiv Hayui

AHOTaUifA. MeTow mocHigKeHHs G710 PO3KPUTTA TEOPETMUHMX 3acaf, AMIAKTUYHUX NPUHLMIIB i MeXaHi3MiB
peani3alii KOMIIETEHTHICHOrO TiAXO4y B OCBiTHbOMY mpoleci. MeTojonoria M[OCTiIKeHHS TIPyHTyBaJjacs
Ha TIOCTiZOBHOMY 3aCTOCYBaHHI TEOPETUMUYHOTO, IOPiBHSIBHOTO, (YHKIIOHAJbHOTO Ta KPUTUYHOTO aHasi3y,
cuUcTemMaTu3allii, TeOpeTUUHOr0 CUHTe3Y i MOAeII0BaHHS IJIs YTOUHeHHS MOHSITiiHOTO amapaTy KOMIIeTeHTHiICHOTO
MigX0Iy, BU3HAUEHHS 10T0 IMAAKTUYHUX TIPUHIMUITIB, METOLOMOTIiUHMX OCHOB i MexaHi3MiB peasisallii B OCBiTHbOMY
npotieci. 3acTOCyBaHHSI LIMX METO[iB 3a6e3neuynsao IOCIIOBHE BMBUEHHS TEOPETUYHUX, METOMOJOTIUHUX i
MPaKTUYHMUX aCMEeKTiB KOMIIETEHTHICHOTO MiJIXOLy Ta A03BOJIMJIO ONMMCATY JOTrOo SIK LilicHY cucteMy. Y pe3ynbTati
IOCTimKeHHsT 6yJI0 BCTAHOBJIEHO, 1[0 KOMITIETeHTHICHMII MiAXin BM3HAYAE 3MiHY JIOTiKM OCBiTHBOTO IpoIlecy yepes
repeopieHTallil0 pe3yabTaTiB HABYAHHS Ha 3[aTHICTb A0 Ois/IbHOCTi. By/10 po3MeXXOoBaHO MOHSTTS «KOMITeTeHIisI» SIK
HOPMAaTMBHO 3aJlaHy BUMOTY Ta KKOMIIETEHTHICTb» SIK GaKTUYHMIT OCBITHI/ pe3y/IbTarT, 0 MPOSBJISETHCS Y 3aTHOCTI
3aCTOCOBYBATM 3HAHHS, YMiHHS Ta AOCBif Y KOHKPETHUX CUTYyallisgX. BusiBjieHo, 110 CTPYKTypa KOMIIETeHTHOCTI Ma€
iHTerpaTUBHMUIT XapaKTep i BKIIOUYA€ KOTHITUBHMIA, OMepaliiiHnii, I[iHHiCHO-MOTMUBAIliliHM I KOMIIOHEHTU Ta OOCBI[
IiSUTBHOCTi, SIKi (PYHKIIOHYIOTH y B3a€MO3B’SI3Ky. BM3HAueHO, IO BiJMiHHICTh KOMIIETEHTHICHOTO ITiAXOAY Bif,
3HAHHEBOI MOAei Mmossrae y 3MiHi GyHKIIi1 3HaHb, SIKi PO3I/ISAAI0ThCS K 3acib [ii. Bys10 KOHKPeTM30BaHO MPUHLIUITN
KOMIIETEHTHICHO Opi€HTOBAHOTO HAaBYaHHS, cepell SIKMX Opi€HTAllisi Ha pe3yabTaTM HaBUaHHS, isVIbHICHUI
XapakTep, iHTerpaTUBHICTh 3MiCTy, KOHTEKCTHICTh, CYO’€KTHICTDb i pedieKCUMBHICTh. BcTaHOB/IEHO, 10 iX Y3rOIKeHe
3aCTOCYyBaHHS 3abesmneuye (GOpMyBaHHS 3JATHOCTI OO BMKOHAHHS TNpPakTUUHMX i TpodeciiiHO opieHTOBaHUX
3aBAaHb. OKpecjieHO MEeTOAO0JIOTiuHI OCHOBM ITiAX0OAY uepe3 iHTerpaililo AisyibHICHOT0, 0COGMCTICHO OpPi€eHTOBAaHOTO,
CUCTE@MHOTO MiX0AiB i KOHCTPYKTUBICTChKMX ifeit HaBuaHHS. [loka3aHo, 110 peasti3ailisi KOMIIeTeHTHiCHOTO HaBUaHHS
CYIIPOBOJIKYETHCSI 3MiHOI0O POJIi BUKIamaya, BUKOPUCTAHHSIM aKTMBHUX MeETOZiB HaBUaHHS Ta BIIPOBA/KEHHSIM
OI[iHIOBAHHSI, OPiEHTOBAHOIO Ha MAisVIbHICTh 3M00yBaua ocCBiTM. IIpakTMUHA 3HAUYYNIICTh AOC/TIIKEHHS IOJISITAE Y
MOKJ/IMBOCTi BUKOPUCTAHHS OTPUMaHUX TOJIOXKEHbD [JIs1 IPOEKTYBAHHS OCBITHIX Iporpam, 1060py MeTOIiB HaBUaHHS
Ta pO3pO0JIEHHS CUCTEM OLIiHIOBAHHS, OPi€HTOBAHMX Ha (OPMYBaHHSI KOMIIETEHTHOCTEN
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