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Abstract. The article considers the problems of forming cognitive
characteristics of subjects who are subject to the destructive
influence of cultural deprivation phenomena. The main purpose of
the study is to analyze the trends of cultural deprivation in the
modern education system. The study highlights the main
characteristics and forms of cultural deprivation. The authors
propose as basic characteristics the role and significance of
education in conditions of cultural deprivation, as well as a number
of forms of manifestation of cultural deprivation. According to the
concept of L.S. Vygotsky, it is noted that the education system and
pedagogical forms occupy a key place in the nature of cultural
deprivation, since subjective deprivation is not an innate, but an
acquired quality of the subject. The authors substantiate the position
that different cultural environments (the so-called value vectors),
acting simultaneously, are not capable of forming socially
significant value orientations of the individual, but offer certain
"options" or "freedom" of choice, limited only by narrow group
relations. The article analyzes the process of substitution, or the
likeness of substitution of social values, which lays the foundations
of cultural deprivation in society, which, in turn, leads to the
degradation of education and a decrease in the cognitive
characteristics of individuals, that is, the effect of participation. The
emphasis is on the crisis of education, and the means of preventing
crisis phenomena in the context of cultural deprivation are
considered. The concept of cultural and historical development of
L.S. Vygotsky is considered as a methodological basis for preventing
crisis phenomena in the education system. Thus, the concept of
cultural and historical development can be contrasted with modern
processes of cultural deprivation.

Keywords: cultural deprivation, forms of cultural deprivation, crisis
of education, concepts and signs, multiculturalism, participation.
JEL Classification: H10, 10, Y8
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Introduction. Modern world processes violate the traditional
characteristics of algorithms for the existence and development of society.
Globalization processes, which have dominated economics and politics for a
long time, are increasingly entering the sphere of cultural specificity of
national societies. Nevertheless, the existing international economic,
political, social relations and processes are characterized by unconditional
laws and regularities, which allows us to predict some global prospects.
However, in the sphere of socio-cultural processes largely related to the
system of subjective perception of the world the situation is different. From
a historical point of view, any random constellation of facts, processes,
events and ideas can influence significantly the content and nature of the
perception, changing it, thereby violating the lawful cultural and historical
states of societies. The modern world has deformed the classical laws of the
relationship between the "base and superstructure". Now the
"superstructure" interferes with the "base" structures of society more
actively.

Literature Review. One of the reasons for these phenomena is the
tendency, for various reasons, aimed at manipulating public consciousness.
In the psychology of society, the process of forming illusions is stimulated.
The objective is replaced by the subjective. Such a substitution is of a very
long-term nature and constantly requires ideological support, and mainly in
a system of regular reproduction of the "substitution".

The main element of this reproduction is the education system. This is
the sphere where there are real mechanisms of control, maintenance and
management of social illusions, social ideals or social goals. The sphere of
social cultural relations becomes a factor in manipulating the consciousness
of large groups of people. Marketing or the art of selling goods moves from
the sphere of economics to the sphere of politics and social psychology,
where ideas aimed at the realization of certain goals become a commodity,
moreover the sphere of education and cognitive abilities of various social
groups also become a commodity. And in the sphere of education the motto
" Demand Creates Supply" begins to function.

The role and significance of education in the modern world is
completely different than it was a hundred or fifty years ago. Nowadays the
education system is an assembly line aiming at standardization, and that is
why the education has been politicised and ideologised since the
establishment of the dominance of transnational corporations and
international division of labour (Sizov, 2018).

Politicization and ideologisation of education can have overt or covert
forms and meanings, and short-term and long-term goals. These processes
are controlled in the same way as the economy, politics and public
consciousness. Since the sphere of education is largely connected with the
subjective component of social relations, manipulations have their own
characteristics.
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At the time, the famous Soviet teacher and writer Anton Makarenko
expressed the idea that it was quite difficult to control the cognitive abilities
of teenagers who had a high level of education. Their inner world is complex
... "they have a more subtle nature, more demanding requests, deeper culture
and more diverse relationships. They expect from you neither broad sweeps
of will nor conspicuous emotions, but the most complex tactics".
Makarenko,1987). Obviously, it is much easier to have influence on people
with a primitive cultural level, lowering the level of education for this
purpose, thus expanding the state of cultural deprivation.

At the end of the twentieth century the famous American educator and
psychologist Jerome Bruner in his work “The Culture of Education”
expressed a key idea: “...freedom from culture” means “freedom from
intellect”. In other words, “freedom from intellect” is “freedom from
culture”, i.e. freedom from history, traditions and rules, those values that
have been formed over centuries. This thesis is the essence of the concept of
“cultural deprivation”.

The crisis of education in countries which function in the orbit of
globalist relations is gradual and imperceptible. It is not about the external
side of education, i.e. its system, but specifically the content area - pedagogy,
when its goals, content, values and meanings are substituted, gradually
turning into a natural social environment.

Outlining the pedagogical projects in his work “The Culture of
Education” the American psychologist and educator Jerome Bruner touched
upon the topic of crime and mass cultural deprivation in the families of black
citizens and immigrants from Latin America. He writes: "If not the mothers
are at fault, then the culture in which they grew up. It turns out, he continues,
that the culture that gave birth to them is defective in some way. The position
of mothers was also no less ambiguous: their children spent part of their time
in the conditions of one cultural environment, and the other part in
completely different conditions” (Bruner, 2006).

By highlighting the problem in this way, J. Bruner gives priority to the
social, i.e. cultural factor. Being a supporter of the L. Vygotsky’s cultural-
historical theory, he points the problem out, but for some reason, does not
even try to explain it. Perhaps, in his thesis J. Bruner reveals not only the
cause of cultural deprivation, but also the deeper processes that require
further research. We think that these processes are connected, inter alia, with
the structure of the individual’s worldview formation, starting from his early
childhood. It is not about exactly worldview as such, but more about the
mechanism of the worldview formation. By the term "mechanism" we mean
the forming of thinking process. The worldview stands for the result of
formed thinking, formed at this or that level or direction, in the conditions of
this or that socio-cultural environment.

Globalization processes penetrating into the sphere of culture break and
change the processes of thinking formation, as they break and change the

6
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meanings, spirit and orientation of the social (cultural) environment of a
historically formed society.

J. Bruner's thesis is the initial subject of our analysis, as it gives the
reasons and grounds for considering the problem mentioned by Bruner.

We know that the main meaning of L. Vygotsky's cultural-historical
theory is that the socio-cultural environment shapes the basic cognitive
characteristics of a child. It refers to the cultural-historical environment not
as an abstract phenomenon, but as the cultural environment of a particular
historically formed society with its specifics and peculiarities. For example,
in his work "Thinking and Speech" he writes: " A basic, indisputable and
decisive fact emerges here: thinking depends on speech, on the means of
thinking, and on the child’s socio-cultural experience. The development of
inner speech is defined from the outside. As Piaget’s research has shown, the
development of the child’s logic is a direct function of his socialized speech.
This position can be formulated in the following way: the development of
the child’s thinking depends on his mastery of the social means of thinking,
that is, on his mastery of speech. ...We think that verbal thinking is not a
natural but a socio-historical form of behavior. It is therefore characterized
by a whole series of features and laws that do not apply to natural forms of
thinking and speech.” (Vygotsky, 1934).

This leads to another direction of our research, which is determined by
the fact that L. Vygotsky's theory was formed in the middle of the twentieth
century, when cultural and historical processes were still unambiguous and
stable (in Europe), when cultural globalization was not yet as intrusive as it
1s today. The concept of "cultural and historical environment" was
interpreted in an unambiguous sense.

In the modern world, the interpretation of the "cultural and historical
environment" acquires new meanings because it includes a lot of
components of a cultural nature that do not have historical roots in the system
of "cultural" values of a national society. Such processes contribute to the
loss of meanings and ideals of characteristic cultural-historical values of the
society. The loss of meanings and ideals (and therefore goals) in the system
of national and cultural values leads to the emergence and spread of
processes of cultural deprivation.

Hence the aim of our article is to determine the cause-and-effect
relations between different vectors of socio-cultural values and processes of
cultural deprivation.

Aim. The main purpose of the study is to analyze the trends of cultural
deprivation in the modern education system.

Methodology. This study is based on a qualitative theoretical and
analytical approach. Its methodological foundation is the cultural-historical
theory of L. S. Vygotsky, which explains the development of thinking and
cognitive abilities through the influence of the socio-cultural environment.
This approach made it possible to consider cultural deprivation as a

7
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pedagogical and social phenomenon affecting the formation of concepts,
values, and meanings.

The research used several methods: analysis of scientific and
methodological literature, analysis of documentary sources, and pedagogical
observation. The literature and document analysis helped identify the main
approaches to multiculturalism, cultural interaction, and the role of education
in shaping cognitive development. Pedagogical observation was used to
interpret the behavioral and cognitive tendencies described in the article,
particularly in relation to reading practices, value orientations, and attitudes
toward education among different age groups.

The study has an interdisciplinary character and combines pedagogical,
psychological, and socio-cultural perspectives. Since the article is mainly
theoretical, its conclusions should be understood as analytically grounded
rather than statistically generalized. At the same time, this methodology is
appropriate for revealing the relationship between cultural deprivation, value
substitution, and the crisis of education in contemporary society.

Results. The main content of this article is hypothetical in nature,
theoretically and methodologically based on the L. Vygotsky’s
psychological theory, called cultural-historical.

In the Ukrainian scientific literature, the topic of cultural deprivation
mostly has not been discussed directly. Since we will consider cultural
deprivation as a result of cultural reception, when there is a process of
substitution and borrowing of cultural values, anyway the theme of
"multiculturalism" of society arises. This theoretical direction indirectly
affects our topic. Here we can name the analytical works on the subject of
such experts as I.Kovalinska (Kovalynska, 2023), T.Razumenko
(Razumenko, 2022), I.Sikorska (Sikorska, 2019) and many others. Almost
all the authors consider the topic of multiculturalism from the standpoint
of sociology or philosophy, which does not precisely reflect the purpose of
our work, but gives an idea of the approaches to characterizing the
relationship between different cultural environments within one state. We
do not touch on coexistence and interrelations of cultures; we are interested
in the cultural and psychological mechanism of the influence of an atypical
culture (cultural values) on human cognitive abilities.

Substitution (actually, simulacrum of substitution) of cultural values
or replacement of cultural values is per se the practical formation or cause
of subjective (voluntary or conscious) cultural deprivation. In turn, cultural
deprivation most likely leads or is capable of leading (as an assumption or
hypothesis) to changes in the system of cognitive abilities of an individual.

It should be noted that in this article we will not focus on the crisis
phenomena in the education system, we will only note that it is the multi-
level pedagogy that actively participates in the system of forming the
cognitive abilities of an individual. Being in a state of degradation for various
reasons and in various forms, it is also significantly at fault for emerging the

8
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cultural deprivation processes, because the pedagogy does not fully fulfil its
functions, both educational and upbringing.

Appealing to the L. Vygotsky’s theoretical heritage on the topic we
refer to his work "Thinking and Speech" and his conclusions in the field of
definitions of "concepts" and "signs" as necessary elements in the formation
of the cognitive abilities of an individual. According to L. Vygotsky, speech
is a social factor in the formation of thinking and the degree of mastering of
"concepts" and "signs" by an individual. Vygotsky notes that the “concept”
is of a functional nature, it is used with regard to a particular task or need
arising in thinking in connection with understanding or communication, as
well as in connection with the execution of a particular task or a particular
instruction, the implementation of which is impossible without the concept
formation” (Vygotsky,1934). Thus, the system of social values,
understanding of the cultural-historical, and therefore semantic essence of a
particular “value”, is naturally included in the orbit of the functioning of
concepts, and therefore, according to Vygotsky’s conclusions, takes an
active part in the formation of the quality of cognitive abilities of a subject.

Based on the previous thesis, we will make an attempt to consider the
patterns of thinking formation, not so much as a psycho-biological
phenomenon, but as a purely social phenomenon, i.e. behavioral. However,
it is necessary to emphasize that the psycho-biological and psycho-social
patterns of thinking formation are two sides of the same mutually
determining process. And L. Vygotsky wrote about that in his time. The
scientist identified and studied those two sides of the thinking formation, and
today no one can oppose this thesis. In his studies Vygotsky attributes the
concept of "culture" to the concept of "social". Later, J. Bruner in his works
practically equates the concepts of "social" and "cultural".

According to Vygotsky, culture (social environment) determines the
process of thinking formation, that was why his theory was later called
cultural-historical theory. Many scientists agreed with Vygotsky's theory in
many respects, some criticized it and others expanded it. Nevertheless,
Vygotsky's cultural-historical theory still takes a prominent and deserved
place in the theory of psychology and pedagogy.

In modern society, different cultures have different values. This is what
J. Bruner writes about, thereby emphasizing the existing problem. He writes
about people from an emigrant environment. These are large social groups
that do not strive for cultural naturalization (inculturation). Today, the
designated problem is becoming even more large-scale because it affects
wider layers of population (not only immigrants). When foreign cultural
values wash out familiar cultural values and penetrate the structure of the
national culture, devaluing its heritage and destroying the function that unites
people, a hidden "loss" of many social senses and ideals occurs.
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There were a number of attempts at a theoretical level to resolve the
problem of relationships between cultures, one of them was the proclamation
of the idea of multiculturalism (or a multicultural society).

Multiculturalism is a variant of cohabitation or coexistence of cultures,
the function of which is based on the principles of tolerance.

The term “multiculturalism” originated in Canada in the 1960s in the
process of searching for ways to solve the problem with managing the
bicultural (at those days) Anglo-French country. Multiculturalism got
official political recognition in 1971.

Multiculturalism gives rise to a number of problems of the harmonious
coexistence of society members who support different cultural normative
and value systems and have different cultural attitudes.

According to 1. Sikorska, the multiculturalism as a natural state of
society should be distinguished from the multiculturalism artificially created
within a society. These are two initial and fundamental states (we are talking
about the latter type of multiculturalism - author's note) (Sikorska, 2019).

Multiculturalism is an artificial response to an artificial situation caused
tens of thousands of migrants within the borders of EU countries and
hundreds of thousands of migrants in the United States.

Multiculturalism in the United States was welcomed enthusiastically by
representatives of all minorities since they understood it as cultural
pluralism. In the early 1990s, the United States and Canada faced the
phenomenon of reactive multiculturalism within ethnic and cultural minority
groups. Earlier the members of those groups strived for merging with the
majority, but today they emphasize their “otherness”. Until the end of the
1970s immigrants from Asia and Latin America were actively involved in
the process of assimilation, but since the mid-1980s they have been
vigorously and even aggressively emphasizing their cultural dissimilarity
from the majority of population. In the United States, multiculturalism has
not become a part of public policy. Social integration of immigrants has
traditionally been considered a private matter. A large part of public reacts
negatively to the actual multi-ethnicity of the modern USA, as obviously this
ideology contradicts the "American dream", the most important element of
which is the idea of a single "American nation".

Only universal human values can become the cementing factor of a
multicultural fragmented society (Drozhzhyna,2023).

In our opinion, the idea of "universal human values" (it was as popular
in the late 80's-90's of the twentieth century as it is dubious in the modern
world) is the same abstraction as multiculturalism, i.e. idea born by globalist
processes. Any values (concepts and signs), even the most noble ones, will
remain a declaration if they do not have a cultural and historical nature.

In fact, today the idea of multiculturalism is experiencing enormous
difficulties in the process of its practical implementation (even in the

10
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conditions of active propaganda of the principles of "tolerance") - this is,
firstly.

Secondly, the idea as such has not been formed into a theory and has
not been confirmed by practice. Therefore, the concept of multiculturalism
cannot be an explanation and justification for the equal parallel functioning
of several cultures. Today it is obvious that such a situation does not provoke
the abstract existence of these cultures, but forms cultural environments that
tend towards confrontation or self-isolation.

And thirdly, we consider the system of intercultural relations somewhat
differently from what is manifested in the ideas of "multiculturalism". We
are not talking about influence, but about substitution of cultural values.

We fully agree with the Drozhzhina's opinion, when she suggests
accepting multiculturalism as a theoretical model to which a multi-ethnic,
multi-confessional and multi-linguistic society can aspire. In other words,
we are talking about a social ideal.

Thus, multiculturalism today is rather an ideal than reality.

In addition, as long as there are political processes (including the
struggle of political forces for votes and “manipulation” as a method of such
struggle) as social phenomena, the idea of multiculturalism, even in the best
versions, will not be realized.

According to the above-mentioned J. Bruner’s thesis and L. Vygotsky’s
and his followers’ researches, it is possible to conclude that in conditions of
parallel functioning of different cultures (cultural environments) or mixing
of elements of different cultures (socio-value reception), accompanied by the
substitution of cultural values in consciousness of individuals, the process of
thinking formation will and should have certain peculiarities. Below we
highlight those ones that are the most problematic, to our mind.

1. Violation of the logical, holistic structure of the individual's thinking
formation process at the cultural and value level (enculturation, i.e.
interference of foreign cultural "concepts and signs" in the process of
thinking formation).

2. Provocation of an inter-generational conflict in the system of cultural
values.

3. Forming a cultural crisis of the national society (loss of value senses).

From the list of the indicated problems, we single out the first one, as it
1s fundamental, and, consequently, this is the problem which causes other
crisis phenomena.

As aresult of violation of the logical structure of the process of thinking
formation at the cultural level, the society receives both an inter-generational
conflict of cultural values and a cultural crisis of the national society, when
social and value senses are lost.

Conflict of cultural values is based on negations and antagonisms.
These phenomena can appear in the sphere of simultaneous social activity of
people and social groups of different generations. In these conditions,
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different generations have different value meanings and different "concepts
- signs", which leads to a cultural crisis of the national society. Such a society
loses its monolithic nature, along with the loss of a single cultural space that
forms the specificity of the national worldview. In these conditions, the
education system will not be able to fully perform its functions. The loss of
common cultural values leads to the loss of pedagogical senses.

And secondly, the process of interaction between generations is
disrupted, i.e. in a social sense this is an unacceptable and unnatural state of
society, since the key to its successful functioning lies precisely in the sphere
of interaction between many social groups (age groups first of all) and
contradicts the logic of the historical development of mankind. According to
Vygotsky, we should remember that the process of learning concepts has a
complex mechanism for the thinking formation, which is oriented towards a
holistic, continuous, logically connected system of cognition, where both
biological and social factors of influence are involved.

Everything that is said about the processes of thinking formation, the
features and regularities of these processes, the state of thinking and the
factors of its development is closely connected with pedagogy. Hence,
firstly, this 1s a direct dependence in the mechanisms of thinking formation,
where pedagogy, as a social institution, performs a guiding function. And
secondly, pedagogy is a mechanism for the directed development of already
formed thinking. Both factors are the product of pedagogical influence,
exactly to the extent to which it is ever possible to speak about pedagogy in
the sense that the surrounding social environment influences a personality.
At the same time, the social environment should always be guided by
generally accepted social and cultural values (concepts and signs).

In this regard, it is necessary to emphasize the fact that the same
concepts and signs (values) in different cultural environments have their own
special meaning and peculiarity, but this is not always obvious. This meaning
is not always clear to the subject operating with a foreign cultural concept
(sign). According to Vygotsky (his concept outlined in the work "Thinking
and Speech"), the process of mastering concepts (at everyday and scientific
levels), for example, by a child at a certain stage of his development, forms
the specificity of thinking. The specificity of thinking is manifested in the
level of his development at the stage when speech becomes an element of
the development of thinking (the most important element of speech is
concepts and signs).

In Vygotsky's cultural-historical theory, there is a thesis about the
process of thinking formation which is determined by two inter-dependent
factors: biological and social (cultural). Hence, there is the question: how
will the process of thinking formation take place in new multicultural
conditions (conditions of cultural globalization)?

This is a problem of this time caused by cultural globalization
processes, and their side effect is cultural deprivation.
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Cultural deprivation is the absence or lack (i.e. due to depriving) of
cultural resources necessary for personal development, such as education,
knowledge and upbringing. At this stage of civilization, cultural deprivation
is recognized as a global problem.

In our opinion, there should be identified several variants of cultural
deprivation. They are: deprivation as a forced social situation in which the
subject finds himself (objective deprivation - an emigrant as a representative
of another culture), and deprivation as a result of the subject's choice due to
the formed distorted thinking, when the subject avoids a certain "list" of
cultural values because of the conflict of values-concepts, i.e. cultural
extrusion occurs (subjective deprivation, which can sometimes appear only
at the reception level). Subjective cultural deprivation can be conditionally
divided into active, when an individual demonstratively declares the
rejection of cultural values (direct cultural extrusion), and passive, when an
individual, for example, treats his or her own education, cultural heritage,
traditions, rules and norms of the society in which he or she lives with
indifference or formality (implicit worldview). Passive cultural deprivation
1s the most widespread form of its manifestation.

In this regard, it is necessary to understand that the concept of culture
must be experienced by the subject as something holistic. You cannot accept
a particular culture, within which you function, in parts, especially relating
to a set of cultural values, since the culture of any society is a mutually
determining integration of values, concepts, traditions, views, images and
results of material and spiritual development (concepts and signs).

In addition, subjective cultural deprivation does not form the
individual's internal cultural needs for education, knowledge and mastery of
cultural values. The person (subject) does not feel his inferiority because
these needs are not formed in the individual’s mind and they are not required
either by the social environment or by the person himself. The subject is not
capable of reflection. There is a process of cultural aberration. The
mechanism of natural enculturation is complicated and determined only by
a social group of like-minded people, which functions within the dominance
of a subjective form of deprivation. As a result, the most important norms of
conventionalism are violated in the complex of social interaction of the
subject (Sizov, 2018).

In this regard, it is appropriate to refer to the L. Vygotsky’s thesis,
where he writes: " Researchers have long been aware of an extremely
interesting characteristic of thinking, which was first described by Levy-
Bruhl in relation to primitive peoples, by Storch - in relation to the mentally
ill and by Piaget - in relation to children. This characteristic of primitive
thinking, which is obviously a feature of thinking at its earliest genetic
stages, 1s usually called participation. This word designates the relationship
that primitive thought establishes between two objects or two phenomena,
considered either as partially identical, or as having a very close influence
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on each other, while between them there is neither spatial contact nor any
other understandable causal connection. If we remember that a child at this
stage of his development has complex thinking, that the word for him is a
means of designating complexes of specific objects, that the basic form of
generalizations and connections that he establishes is a pseudo-concept, then
it becomes completely clear that with logical inevitability the product of such
complex thinking must be participation, i.e. connections and relations
between things should arise in this thinking which are impossible and
inconceivable from the point of view of thinking in concepts".

The study of this topic has shown a very disappointing situation. Long-
term observations of subject groups in the age category from 17 to 40 years
old has shown that 70% of the total number of respondents have not read a
single fiction, popular science or scientific book in their lifetime. At the same
time, over the last 20 years the observations and surveys were conducted
among representatives of the so-called "middle class", exclusively among
people with higher education or applicants for higher education. There was
noted a regularity: the younger the group of respondents, the wider the scale
of cultural deprivation and manifestations of total infantilism. For example,
80% of 17-25-year-old individuals showed a complete lack of need for
reading.

We mention the book topic here because it is directly related to the
"inner" word, or as Vygotsky says, to "out-of-speech thinking". He writes:
"A concept is impossible without words, thinking in concepts is impossible
outside of speech thinking"(Vygotsky,1934).

Thus, we can come to a simple conclusion that it is impossible to form
conceptual thinking without having "out-of-speech thinking", but it is
possible to operate successfully with "pseudo-concepts".

Here we should add the idea that the Book is not a natural biological
factor inherent in man, the book is an exclusively social and artificial
phenomenon. Everything that refers to the social always requires a special
impact on the subject's consciousness (up-brining). In other words, the
formation of any internal qualities of a subject requires certain efforts from
the subject, and mainly from the object of upbringing. However, due to the
loss of pedagogical senses and changes in the subjectivity of the pedagogical
process, when education acquires the features of trade relations and is
forcibly adapted to the needs of the student (buyer), there is no question of
any "efforts". So, we can see another cause of cognitive distortions.

Subjective deprivation is the result of cognitive distortions and the
inability to think conceptually. Cognitive distortions, in their turn, form
states of thinking, when an individual is open to a simplified and uncritical
perception of reality, as a result of the participation effect. Simplified and
uncritical thinking manifests itself in the readiness to accept, without taking
advantage of cognitive abilities, socio-group clichés and patterns offered by
influence groups. These are the social groups which tend to manifestation of
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bipolar or pixelated thinking, capable only of operating with pseudo-
concepts. In other words, cognitive deficiency does not enable the subject to
form special (own) views on social models and images, it allows only to copy
stamps and templates from other culture, making the subject be sure of their
originality.

The parallel impact of multicultural values, often substitution of values,
can be latent, at the level of subconsciousness. As a result of several-year
monitoring of groups of subjects with characteristic signs of subjective
deprivation, a certain regularity in their judgments and behavior has been
discovered. Typically, the groups of subjects under observation may cover
age categories from 18 to 60 and older, and their occupation and level of
education do not play a significant role. This regularity is expressed in the
simultaneous action of vectorially opposite and sometimes contradictory
judgments and actions, the selectivity of these judgments, the aggressive
ignoring of cause-and-effect relationships and the subjectivisation of
conclusions.

In some way, this process can be characterized as explicative (unity and
independence of elements). These judgments and actions are based on
certain value categories, which can be classified into two groups. The first
group is values that act subconsciously and are included in the mental
system. The second group is conscious (newly accepted) “values”
indoctrinated into the subject (the reason for the indoctrination is
susceptibility to deprivation). At the same time, unconscious categories can
be in verbal forms, and conscious ones are in actions and acts, and very often
these actions are of an implicit nature (without awareness of the meaning).
Typically, this situation can have the manifestation of mismatch between
words and deeds, the subject can hold forth on certain social values, but at
the same time unhesitatingly violates legal norms.

In other words, we are talking about contradictions between form and
content, where form is conscious, external, i.e. interpsychic, as manifestation
of some new ‘“values”, and unconscious is the internal (intrapsychic)
presence of previous values (related to mental characteristics). As a result,
we have a typical example of cognitive dichotomy (something integral but
divided into opposites). The unconscious can take place in this situation,
while the conscious appears in a distorted form. It is in this contradiction that
there is a visible manifestation of the discrepancy between the conscious and
the unconscious. Hence, generally speaking, we call this regularity rather the
“participation effect” than “participation” in literal sense.

Hypothetically, the cause of such misfunction can be found in the
sphere of specific relationships between cultural values of different origins.

We can take for arguments the period at the end of the 80s and 90s of
the last centuries. In the USSR “perestroika” was announced as a new course
for the country’s development (democracy, pluralism, multi-party system,
etc.), but the result was the collapse of the country. New ‘“concepts” and
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“signs” (the conscious) did not fit into the previous matrix of society’s
thinking (the unconscious). Further, large-scale decommunisation was
announced in some states of the former USSR. Since in the process of its
implementation there was also a discrepancy between the unconscious and
the conscious, the ways of thinking (cognitive norms and matrices, i.e.
mental values) remained the same and did not correspond to the new ones,
therefore the “decomunisation” took monstrously distorted and irrational
forms.

This situation of manifestation of the “participation effect” signs is still
going on at the present time, for example, in a system of double standards
(in other words, duality, selectivity of concepts transformed into pseudo-
concepts in consciousness).

One can make sure of this looking through the headlines of publications
in well-known print media and electronic resources of modern Ukraine.
Quite often we notice translated from Russian into Ukrainian phrases, which
are the Russian language clichés (the Russian language is prohibited at the
legislative level for official usage), and the Ukrainian language does not have
these speech patterns and has never had.

Mostly, the readers of this kind of content do not notice the internal
contradiction and perceives this discrepancy naturally. All this illustrates that
the ways of the previous thinking ("concepts" and "signs") have changed
little for more than 30 years.

At the same time, the "new" semantic content of such cliche phrases is
intended to show examples of "modern" thinking. Thus, we can see the
manifestation of the participation effect in the form of cognitive
contradictions of the internal subconscious and the external conscious arising
amid the primitivisation of social consciousness and mass infantilism (for
example, when the subject does not realize the consequences of his actions
or judgments). This contradiction manifests itself both in form and content,
as a contradiction of a concept and sign character, which, in general, is an
indicator of distorted thinking (according to Vygotsky and the mechanisms
of thinking formation described by him).

Thus, generalising these contradictions we can call them contradictions
of cultural-historical character (Table 1).

Table 1. Social role and functions of modern education

Role Functions
Subject's cognitive abilities Formation
Sociocultural values of the subject Playback
Conlflict of values of the subject Resolution Solution

Sources: developed by authors

We can notice the same processes in the education system and
specifically in the pedagogical sphere. The tragedy of the situation is that
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education, which reflects social processes in society, trying to fit into the
globalist system "reproduces" distorted primitive thinking, making it
ultimately mass and commonplace.

It i1s necessary to realise that these negative processes do not arise
independently, but have deep and complex cause-and-effect relations. These
causes and effects can certainly be explained by social phenomena of cultural
nature and, first of all, in the sphere of value content of social relations. The
cognitive crisis of the 1990s devalued the previous social and moral values
in society. Then, in the early 2000s the new generation of people carried out
the process of reproduction of social experience, the participants of which
had been their parents earlier. All new generations also reproduced social
crisis phenomena connected with cultural and value misfunction.
Characterising these processes, we can name dozens of reasons, but none of
them can explain why society did not even try to resist these phenomena.
The role of the state in the system of these relations i1s one more subject for
discussion.

However, in our opinion, it is possible to assume that one of the reasons
1s initially in the education system, and mainly in its degradation. At the same
time, degradation affected both components of traditional national pedagogy
- the sphere of education and upbringing. The degradation of education
(primitivisation) was explained by the collapse of the economy, where highly
qualified specialists were no longer needed by society, because the ability to
write and count was enough to work in the sphere of retail trade. Education
(even secondary education) lost its social value. Upbringing was not
transparent (honest) anymore, as former norms lost their value and new ones
were not formed. Cultural codes were subjected to violence. The process of
upbringing was no longer a special sphere in the education system and was
not a necessity anymore. Upbringing turned into a personal matter for
everyone rather than a matter of society.

When it comes to the degradation of education, it is possible to name a
lot of reasons for this: circumstances, processes, signs, etc., but in any case,
the main indicator of this phenomenon is the quality of the graduate’s
knowledge. A low level of knowledge of a great number of graduates is not
an indicator of low intellectual abilities of the population; it is an indicator
of a low level of education, which is the result of incorrectly defined goals
and senses. The educational process, aimed at the process itself rather than
the result, is fated to the education degradation. In this mechanism, some
centrifugal phenomena should also be identified. For example, one of them
1s that a university graduate can get a position of a teacher (lecturer). And
the process of reproduction of the educational procedural model begins in
the most natural way. The low level of teaching is institutionalized and
becomes the norm. The low level of knowledge of secondary school leavers
does not stimulate the improvement of the pedagogical and professional
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qualities of a university teacher. The spiral of degradation sinks even deeper
into the public mass consciousness.

Cultural deprivation becomes a mass phenomenon and is perceived by
the public as a norm. Professional incompetence encompasses large social
groups of the population, including managers, also in the educational sphere.
Higher education more and more becomes an illusion of “higher education”.

Discussion. The findings show that cultural deprivation should be
understood not only as a lack of cultural resources, but also as a distortion in
the formation of meanings, concepts, and values under the influence of
conflicting cultural environments. In this context, the article develops
Vygotsky’s idea that thinking is shaped through socio-cultural mediation and
therefore depends on the integrity of the cultural environment.

The study also emphasizes that education plays a dual role in these
processes. On the one hand, it is affected by cultural and value
transformations in society. On the other hand, it becomes a mechanism
through which simplified patterns of thinking and weakened value
orientations may be reproduced. This allows the authors to interpret the crisis
of education as one of the central manifestations of cultural deprivation.

At the same time, the article has a predominantly theoretical character,
so its conclusions should be treated as conceptually grounded rather than
statistically proven. Nevertheless, the proposed approach is valuable because
it links cultural globalization, value substitution, cognitive change, and
educational degradation within one analytical framework.

Conclusions. Thus, it can be concluded that the formation of an
individual’s cognitive and worldview positions under the influence of
cultural reception processes may lead to deep and long-term crisis
phenomena both in personal development and in society as a whole. The
depth and persistence of these phenomena are largely explained by the
involvement of the education system, which does not remain neutral in such
transformations. Under the pressure of changing social realities, education
gradually alters its own meaning and, as a result, becomes one of the central
factors in creating and sustaining an atmosphere of cultural deprivation in its
various forms.

In this context, cultural deprivation may be viewed not only as a
consequence of social change, but also as a means of manipulation, whereas
the education system becomes a mechanism for its reproduction. Over time,
however, this mechanism itself begins to suffer from deprivation and enters
a state of degradation. For this reason, an analysis of the cause-and-effect
relationship between multivector socio-cultural values and cultural
deprivation makes it possible to identify several major factors in the
formation of this phenomenon.

The first factor is connected with the mechanisms of thinking formation
in early childhood. It is at this stage that thinking develops from an
unconscious state to the level of operating with concepts, first in everyday
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life and later in scientific cognition. During this period, speech in all its
forms, including reading, plays a decisive role in the development of
cognitive abilities. Through the family and the immediate social
environment, the child assimilates a system of concepts and signs that
corresponds to the socio-cultural characteristics of a particular society. At
the same time, the assimilation of social values takes place, and this process
lays the foundation for further worldview and cognitive development.

The second factor lies in the growing interference of concepts and signs
belonging to a non-characteristic culture. These external influences enter the
process of value assimilation through various groups of influence and
gradually call previously established social values into question. As a result,
a state of objective deprivation emerges and may later transform into
subjective deprivation. This process should not be understood as cultural
complementarity, in which different cultural forms enrich one another.
Rather, it 1s closer to cultural diffusion, in which cultural values
conditionally infiltrate another environment and cause semantic and
axiological deformation of its basic concepts and signs.

These processes inevitably affect the education system as well,
beginning already at the level of primary schooling, because education itself
becomes one of the agents through which such influence is transmitted. The
special role of education lies, first, in its direct participation in the formation
of the subject’s cognitive abilities and, second, in its capacity, as an
institutional instrument of the state, to reproduce particular socio-cultural
values. In situations of artificially created cultural deprivation, education
remains one of the few possible sources for cultivating stable values. Yet the
paradox is that deprivation simultaneously removes education from the value
system of the ordinary person and pushes education itself into a state of
decline.

As a result, the authority of education weakens, and its place is
increasingly taken by alternative and often unreliable sources of influence.
For a schoolchild, for example, the main source of knowledge may become
a private tutor, or, in less favorable circumstances, the Internet, advertising,
or the media. In such cases, instead of engaging in effortful cognitive
development, the child receives ready-made socio-psychological patterns,
simplified solutions, and pre-formulated conclusions. This significantly
reduces the role of independent thinking and deep conceptual formation.

The third factor is the cumulative interaction of the first two. Together,
they create a specific social situation characterized by a conflict of values, a
continuing degradation of education at all levels, a conflict between
generations, and a decline in the cognitive capacities of broad social groups.
Under such conditions, cultural deprivation ceases to be a vague or
temporary phenomenon and gradually becomes a stable state of society,
reproduced systematically by each new generation of graduates. In this
sense, the education system and pedagogical forms occupy a key place in the
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development of cultural deprivation. At present, this may still appear as a
tendency, but the overall trajectory suggests that it may acquire systemic
character.

It is also important to emphasize that both conceptual thinking and
subjective deprivation are not innate but acquired characteristics. They are
formed through socialization and depend on the quality of the cultural
environment in which the individual develops. Therefore, different cultural
environments, or value vectors, operating simultaneously are not capable of
forming socially significant value orientations in a coherent way. Instead,
they create only a set of fragmented options or a limited freedom of choice
restricted by narrow group relations.

In this regard, it is necessary to clarify the frequent claim that mental
values are being replaced by the values of another culture. In fact, what takes
place is not a genuine substitution, but rather an appearance of substitution.
A new value does not truly replace the previous one in the cognitive sense.
It is only designated as a value, because it lacks a cultural-code foundation.
The cultural code is one of the most important components of culture, since
it provides the internal logic through which meanings are organized and
transmitted. It emerges when different cultural phenomena are compared and
integrated into a unified system of sense. In this way, the code functions as
a model for generating and interpreting meaningful messages. It allows one
to penetrate the semantic level of culture. Without such a code, the cultural
text remains closed and incomprehensible.

Accordingly, culture may be understood as a system of codes through
which information about social life and value orientations is transmitted and
through which cultural awareness becomes possible. If a value does not
possess a cultural-code basis, it cannot become fully interiorized. Instead, it
remains declarative and external. This means that where there is no cultural-
code foundation, the characteristic accents of a culture begin to disintegrate.
It should also be remembered that the cultural code itself is historically
formed and reflects the specific path of development of a given society. In
such circumstances, values in individual consciousness may change rather
easily under the pressure of external conditions, but these changes do not
produce genuine values in the full cultural sense.

For this reason, the proclamation of new ideals and values often serves
primarily to discredit or destroy previous ones. At the same time, the newly
proclaimed values are not truly interiorized by contemporaries, because they
do not rest on a cultural-code basis. They remain declarations rather than
lived orientations and therefore cannot function as authentic values. This
explains why cultural deprivation is not simply a matter of borrowing
external influences, but a much deeper process of semantic rupture, loss of
continuity, and weakening of the cultural foundations necessary for personal
and social development.
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Abstract. This article examines the content, structure, and
practical  significance of digital competences of
professionals working in security and fraud prevention.
The relevance of the topic is determined by the digital
transformation of organizations, the growing complexity of
cyber-enabled fraud, the expansion of social engineering,
and the increasing role of data, digital platforms, and
automated systems in detecting suspicious activity and
managing security risks. The article proceeds from the
assumption that a modern security or anti-fraud
professional must combine general digital competence,
analytical skills, the ability to work with digital evidence,
cybersecurity awareness, and legal, ethical,
communication, and lifelong-learning capacities. The aim
of the article is to provide a theoretical substantiation of
the system of digital competences required in security and
fraud prevention and to determine their place in
professional training and practice. The methodological
basis of the study includes an interdisciplinary approach,
logical analysis, systematization, comparison, and
generalization of contemporary academic, policy, and
analytical sources. As a result, a structural model of digital
competences is proposed, covering informational-
analytical, cybersecurity, anti-fraud, legal-ethical, and
communication-organizational blocks. The study argues
that the effectiveness of security and anti-fraud
professionals increasingly depends not only on narrow
professional expertise but also on the ability to operate in
digital environments, interpret risk signals, identify
anomalies, critically assess digital information, and act
under conditions of rapidly evolving threats. The practical
significance of the research lies in the possibility of using
the proposed model to update higher education curricula,
professional development programs, and organizational
personnel development systems.

Keywords: digital competences, cybersecurity, fraud
prevention, anti-fraud, security professionals, digital
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Introduction. Digital transformation has fundamentally changed the
professional environment in the fields of security and fraud prevention.
Whereas earlier security and fraud-control functions relied primarily on
document-based verification, physical access control, internal inspections,
and traditional financial analysis, current practice increasingly depends on
digital traces, monitoring platforms, data analytics, incident-management
systems, digital counterparty verification, cyber hygiene, and early-warning
mechanisms. In the European context, DigComp 2.2 defines digital
competence as the confident, critical, and safe use of digital technologies for
learning, work, and participation in society, while also emphasizing
interaction with emerging technologies, including Al-related systems. This
already indicates that digital competence has moved far beyond instrumental
computer literacy and now includes safety, judgment, and responsible action
in digital environments (Vuorikari et al., 2022).

At the same time, the profile of fraud itself is changing. The 2024 ACFE
global report was based on 1,921 real occupational fraud cases from 138
countries and territories, with aggregate losses in the analyzed cases
exceeding USD 3.1 billion. These figures demonstrate not only the scale of
fraud as a global organizational problem but also the need for a new type of
professional preparation in which the anti-fraud specialist must also function
as a data user, digital analyst, and interpreter of technology-enabled risk
(ACFE, 2024).

A broader labor-market perspective reinforces this conclusion. The
World Economic Forum identifies Al and big data, networks and
cybersecurity, and technological literacy among the fastest-growing skills by
2030. This means that professionals in security and fraud prevention are
already operating in an occupational environment where digital capability is
not optional but central to professional relevance and long-term
employability (World Economic Forum, 2025).

Under such conditions, research interest should move beyond the
general recognition that digital skills matter. A more precise question
emerges: which digital competences are critical for professionals in security
and fraud prevention, how are they connected to real professional roles, and
how should they be embedded in professional education and continuing
development?

Literature Review. In contemporary scholarship and policy discourse,
digital competences are increasingly interpreted not as purely technical
abilities but as multidimensional combinations of knowledge, skills,
attitudes, and responsible behavioral patterns. One of the most influential
general models 1s DigComp 2.2, which structures digital competence
through five domains: information and data literacy, communication and
collaboration, digital content creation, safety, and problem solving. For the
present topic, the most relevant domains are information and data literacy,
safety, and problem solving in digital environments, because professionals
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in security and fraud prevention must work with large volumes of
information, distinguish trustworthy and untrustworthy signals, and act
securely under conditions of uncertainty (Vuorikari et al., 2022).

However, general digital competence frameworks are insufficient for
professions directly linked to security risks and cyber-enabled fraud. In this
regard, the European Cybersecurity Skills Framework developed by ENISA
is particularly important. ENISA states that the ECSF aims to create a
common understanding of the relevant roles, competences, skills, and
knowledge required in cybersecurity, to facilitate recognition of
cybersecurity skills, and to support the design of training programmes. The
framework summarizes cybersecurity-related work into 12 representative
role profiles, thereby moving from abstract competence discourse to
occupationally meaningful structures (ENISA, 2022).

A similar logic underlies the NICE Workforce Framework for
Cybersecurity by NIST. NIST describes the NICE Framework as a common,
consistent lexicon that categorizes and describes cybersecurity work and
improves communication about how to identify, recruit, develop, and retain
cybersecurity talent. Importantly, the framework emphasizes agility and
flexibility, acknowledging that organizations must adapt to a constantly
evolving cybersecurity ecosystem and that there is no one-size-fits-all
competence solution (NIST, 2020).

For fraud prevention, professional and law-enforcement sources
indicate that the digital component of risk is continuously intensifying.
Europol treats online fraud schemes as a distinct area of criminal threat and
links them to payment fraud, stolen data, malware, impersonation, and social
engineering. This confirms that contemporary anti-fraud work increasingly
unfolds in digital channels and requires the capacity to interpret not only
financial irregularities but also technology-enabled behavioral and
transactional patterns (Europol, 2025).

In addition, policy-level documents on digital skills emphasize that
digital capability is now closely tied to employability, trustworthy
information use, social participation, and institutional resilience. This means
that in professional domains involving risk, control, and prevention, digital
competence should be understood as a structural requirement rather than a
secondary enhancement (European Commission, 2025).

At the same time, the existing literature leaves several important gaps.
First, much of the literature addresses either general digital competence or
cybersecurity workforce development, while relatively few studies focus
specifically on digital competences at the intersection of security
management and fraud prevention. Second, many existing models are
fragmented by professional field: DigComp addresses digital citizenship,
ENISA and NIST focus on cybersecurity roles, while fraud-related reports
document practical schemes and losses but do not fully theorize competence
structures. Third, the literature insufficiently elaborates the organizational
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dimension of digital competence. Individual skills are widely described, but
their role inside governance, compliance, incident response, audit, and
internal control systems is much less systematically discussed. Fourth, there
is still limited analytical attention to the dynamic character of digital
competence in security-related professions, despite the fact that
technologies, attack vectors, and fraud scenarios evolve rapidly. These gaps
justify the need for a synthetic model that conceptualizes digital competences
of professionals in security and fraud prevention as an integrated
professional resource.

To make these gaps more explicit, they can be summarized as follows
(Table 1).

Table 1. Key research gaps in the study of digital competences of

professionals in security and fraud prevention
What is insufficiently covered in the
literature

Research gap Why it matters

Security and anti-fraud
professionals work at the
intersection of these domains
and require an integrated
model

Existing studies usually focus either on
general digital competence, cybersecurity
workforce models, or fraud practice
separately

Fragmentation of
competence
approaches

General digital frameworks do not fully
reflect fraud analytics, digital evidence
handling, anomaly detection, and fraud-risk

Limited focus on anti-
fraud professional
roles

Fraud prevention demands
competences that go beyond
broad digital literacy

interpretation
Many studies describe individual skills but In practice, digital
Underdeveloped )
L pay less attention to how competences competence affects both
organizational Lo . L
erspective function inside governance, compliance, individual performance and
Persp audit, and incident-response systems organizational resilience
The literature does not sufficiently This supports treating digital
Limited attention to emphasize the speed at which competences | competence as a continuously
dynamic updating become outdated under new fraud schemes, | updated professional capacity
cyber threats, and Al-enabled risks rather than a static skill set

Source: developed by the author based on Vuorikari et al. (2022), ENISA (2022), NIST (2020), ACFE
(2024), Europol (2025), World Economic Forum (2025)

The gaps summarized in Table 1 indicate that the current literature does
not yet provide a sufficiently integrated model of digital competences for
professionals who work simultaneously with security risks, cyber threats,
compliance requirements, and fraud prevention tasks. This creates the
theoretical basis for the present study.

Aims. The aim of this article is to provide a theoretical substantiation
of the system of digital competences required for professionals in security
and fraud prevention and to determine their place in professional activity,
training, and continuing education.

To achieve this aim, the article addresses the following objectives: to
clarify the meaning of digital competences in the context of security- and
anti-fraud-related professions; to analyze international frameworks and
approaches relevant to defining professional digital competences; to
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systematize the key groups of digital competences required for professionals
in security and fraud prevention; to propose a structural model of digital
competences for further use in educational programs and systems of
professional development.

Methodology. The study is theoretical and analytical in nature and is
based on an interdisciplinary approach combining concepts from digital
education, cybersecurity, fraud prevention, risk management, and
professional workforce development. The article uses logical analysis to
clarify the conceptual apparatus and identify the structural elements of digital
competences. Comparison is applied to examine the relationship between
general digital competence frameworks and profession-specific
cybersecurity and fraud-related models. Systematization is used to group
digital competences into functional blocks. Generalization supports the
development of an authorial structural model of digital competences for
professionals in security and fraud prevention.

The empirical basis of the article is not original fieldwork but published
international frameworks, analytical reports, and official materials produced
by authoritative organizations, including the European Commission, ENISA,
NIST, Europol, ACFE, and the World Economic Forum. Therefore, the
conclusions are interpretive and conceptual in nature and are intended to
provide a foundation for future empirical and applied studies.

Results. The analysis conducted in this study suggests that digital
competences of professionals in security and fraud prevention should not be
viewed as an auxiliary technical addition to professional training. Rather,
they constitute one of its core structural elements. In today’s digital
environment, risks, threats, fraudulent practices, and mechanisms for their
detection increasingly arise, develop, and leave traces within digital
channels. As a result, the effectiveness of professionals in this field depends
not only on knowledge of security procedures, control mechanisms, and
fraud typologies but also on their ability to work with digital traces, analyze
data, interpret risk signals, use digital verification tools, and maintain
information and cybersecurity resilience.

The content of digital competences in this field is therefore integrative
by nature. Contrary to simplified understandings that reduce digital
competence to the use of software or routine applications, in security and
anti-fraud work it includes the capacity to operate under uncertainty, identify
digital anomalies, connect technological signals with behavioral indicators
of risk, assess the legal permissibility of digital actions, and make decisions
in an environment of rapidly changing tools, attack vectors, and fraud
scenarios. In this sense, digital competence becomes a form of professional
adaptability to a new architecture of risks.

The comparative review of international frameworks also shows that no
single model fully captures the professional needs of security and anti-fraud
specialists. General competence frameworks provide the basis for safe and
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critical digital participation, but they do not sufficiently specify occupational
security functions. Profession-specific cybersecurity frameworks offer more
detailed role-based descriptions, yet they do not always fully integrate anti-
fraud analytics, investigative reasoning, digital evidence handling, and
communication across organizational functions. This creates the need for a
synthetic model.

To clarify the logic of this synthesis, the main international frameworks
and sources relevant to digital competences in security and fraud prevention
can be summarized as follows.

Table 2. International frameworks and sources relevant to defining
digital competences of professionals in security and fraud prevention

Framework / source Main focus Relevance for secur‘1ty and anti-fraud
professionals
. . Provides the foundation for safe, critical,
. General digital competence ) .
DigComp 2.2 for citi and responsible use of digital
or citizens :
technologies
Professional roles, knowledge, Offers a profession-oriented model of
ENISA ECSF SR . . .
and skills in cybersecurity competences for security functions
Connects competences with concrete
NIST NICE Framework Work rol.es, .tasks, knowlgdge, labor functions and workforce
and skills in cybersecurity
development
ACFE Report to the Occupational fraud practice Identifies current fraud risks, losses, and
Nations and detection anti-fraud capability needs
Europol online fraud . Reflects real digital fraud scenarios and
X Current online fraud schemes
materials channels of attack
WEF Future of Jobs . . . Confirms th.e growing importance of
Dynamics of emerging skills cybersecurity, Al, and technology-
Report 2025 .
related skills

Source: developed by the author based on Vuorikari et al. (2022), ENISA (2022), NIST (2020), ACFE
(2024), Europol (2025), World Economic Forum (2025)

The evidence summarized in Table 2 demonstrates that digital
competences in this field emerge at the intersection of at least three domains.
The first is general digital literacy, which involves safe, critical, and
responsible use of digital technologies. The second is profession-specific
cybersecurity preparedness, including knowledge of digital threats, system
protection logic, access control, incident management, and interaction with
IT infrastructure. The third is the anti-fraud dimension, where the key
competences concern identifying fraud patterns, interpreting transactional
and behavioral anomalies, handling digital evidence, and evaluating risk
across organizational functions.

On the basis of this synthesis, it becomes possible to propose a five-
block structural model of digital competences of professionals in security
and fraud prevention.
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Table 3. Structural model of digital competences of professionals in
security and fraud prevention

Example of professional
Competence block Content xample ot pron
manifestation
Informational- Searc'h!ng, verlfyl'n'g, 1nterpret1ng, Analysis of suspicious transactions,
. visualizing, and critically analyzing OSINT-based counterparty
analytical . . . . .
digital data verification, detection of anomalies
Cyber hygiene, access control, Incident handling, access
Cybersecurity system protection, understanding management, account protection,
digital vulnerabilities secure data handling
Recognition of digital fraud Detection of phishing, fake accounts,
Anti-fraud schemes, fraud patterns, and risk collusion, digital document
triggers manipulation
Compliance with legality, Proper handling of evidence, personal
Legal-ethical confidentiality, procedures, and data protection, incident
digital ethics documentation
. Cross-functional interaction, Anti-fraud training, communication
Communication- . .. . . o
. reporting, crisis communication, of risks to management, coordination
organizational - . .
staff training with IT and compliance

Source: developed by the author

Table 3 shows that digital competences in security and fraud prevention
form a coherent professional system rather than a loose set of isolated skills.
The informational-analytical block is essential for working with digital
traces, electronic documents, transaction data, open sources, and internal
information flows. It allows professionals not merely to collect digital
information but to verify, compare, and interpret it critically.

The cybersecurity block reflects the fact that professionals in this field
operate in environments where information processes are constantly exposed
to risks such as unauthorized access, credential compromise, data leakage,
and loss of system integrity. This block is important not only for technical
protection but also for understanding the logic of organizational digital
vulnerability.

The anti-fraud block concentrates specifically on the competences
needed to identify fraud in digital environments. It includes the ability to
detect fraud scenarios, work with risk profiles, notice atypical behavioral or
transactional deviations, analyze social engineering signals, and assess how
digital tools are used to bypass controls or conceal misconduct.

The legal-ethical block is equally important. In security and fraud
prevention, digital actions cannot be effective if they are not aligned with
legality, confidentiality, procedural correctness, and ethical permissibility.
Work with digital evidence, personal data, internal monitoring systems, and
investigative materials requires not only technical but also legal literacy.

The communication-organizational block reflects the fact that
professionals in this field rarely act in isolation. They must interact with IT
units, compliance, internal audit, HR, management, and sometimes external
actors. Therefore, digital competences also include the ability to translate
digital  findings into  understandable = managerial  conclusions,
recommendations, and preventive actions.
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Taken together, the proposed five-block model demonstrates that
digital competences in security and fraud prevention are multilevel,
interdependent, and functionally integrated. Deficiency in any one block
weakens overall professional effectiveness. Thus, the results make it possible
to formulate a generalized logic of professional action in this field: digital
literacy and safe technology use — analytical processing of digital data —
identification of anomalies and risk patterns — interpretation of fraud or
security threats — evidence-based decision-making — coordination,
prevention, and organizational learning.

Discussion. The results obtained in this study allow for broader
theoretical reflection on the role of digital competences in the professional
activity of specialists in security and fraud prevention. First, digital
competences can no longer be seen as a peripheral addition to professional
training. Their function has changed substantially. If digital tools were once
treated mainly as instruments supporting core work, today the digital
environment itself has become the main space in which risks emerge, evolve,
are concealed, and are detected. In this context, digital competences turn into
one of the main determinants of professional capability and of the ability to
act effectively, lawfully, and analytically under conditions of uncertainty.

A particularly important conclusion of the study concerns the integrated
character of digital competences. Professional effectiveness in security and
fraud prevention is not ensured by isolated digital skills. Rather, it is formed
at the intersection of several mutually reinforcing dimensions: digital
literacy, cybersecurity readiness, analytical capacity, anti-fraud reasoning,
legal culture, and communication-based coordination. This interdependence
defines the contemporary professional profile. The ability to use analytical
tools is insufficient if a specialist cannot interpret suspicious signals in light
of organizational context, behavioral indicators, risk patterns, and legal
limitations. Likewise, knowledge of cyber threats alone remains insufficient
without the capacity to communicate those risks to management and embed
them into preventive governance mechanisms.

This makes it possible to argue that digital competences in this field
should be treated not merely as a set of skills but as a form of professional
readiness for operating in digitally mediated uncertainty. Such readiness
includes the ability to work with incomplete information, recognize weak
signals of risk, correlate heterogeneous digital data, assess their credibility
critically, and make decisions in contexts where threats and tools evolve
continuously.

The analysis also clarifies the place of international frameworks in
shaping the competence profile of such professionals. General models such
as DigComp 2.2 are highly valuable as a foundation for safe, critical, and
responsible digital behavior. Profession-specific frameworks such as ENISA
ECSF and NIST NICE offer a more detailed account of roles, knowledge,
and tasks in cybersecurity. Yet none of these frameworks on its own fully
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incorporates the behavioral, investigative, financial-analytical, and
compliance dimensions of fraud prevention. The synthetic model proposed
in this article is therefore important not only as a theoretical construction but
also as an attempt to overcome the fragmentation of existing approaches.

Another important issue concerns the relationship between digital
competences and organizational resilience. In practical terms, insufficient or
fragmented digital competence among personnel is not simply an
educational weakness. It is a direct risk factor. An employee who cannot
identify phishing signals, does not understand the logic of digital control
circumvention, fails to verify the reliability of digital sources, or mishandles
sensitive data may effectively become a weak link in the organization’s
security architecture. Therefore, digital competences should be interpreted
not only as an individual professional resource but also as a component of
organizational risk management, compliance, and resilience.

From this perspective, the preparation of professionals in security and
fraud prevention must change not only quantitatively but qualitatively. It is
not enough to add several technology-related courses to existing training
programs. Rather, the very logic of professional education needs to be
reconsidered. Digital competences should be embedded across all key
components of professional preparation, including risk analysis,
investigation, internal control, compliance, incident management,
information security, communication, and ethical decision-making.

The issue of continuous updating is particularly significant. Unlike
some traditional areas of professional knowledge that remain stable over
time, digital competences in security and fraud prevention are subject to
rapid obsolescence because both technologies and fraud schemes evolve
quickly. This means that digital competence should not be understood as a
fixed educational outcome but as a dynamic professional capacity for
adaptation, upskilling, and relearning. Consequently, simulation-based
training, case analysis, incident-based exercises, and modular continuing
education become especially important in competence development.

In practical terms, the model proposed in this article may be used in
several directions. It can serve as a basis for updating higher education
programs that prepare specialists in economic security, cybersecurity,
compliance, internal audit, and risk management. It can be adapted for
organizational staff-assessment systems in which digital competences
become one of the indicators of professional maturity and readiness to handle
incidents. It can also support professional-development programs that aim
not only at technical training but also at integrating analytical, ethical, and
communication dimensions of digital professional work.

At the same time, the study has limitations. The conclusions are
conceptual and analytical and are based on the systematization of
international frameworks, reports, and scholarly sources. They have not yet
been empirically validated on samples of professionals working in security
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and fraud prevention. In addition, different sectors may require different
configurations of digital competences depending on regulation, digital
maturity, dominant risks, and internal control models. Future research should
therefore focus on empirical validation of the proposed structure,
development of indicators for assessing each competence block, and
comparative testing of their relevance across sectors and professional roles.

Overall, the discussion confirms that digital competences of
professionals in security and fraud prevention are not merely a sign of
modernization but a foundational condition of effective professional activity.
They combine technical, analytical, behavioral, legal, and organizational
dimensions and thereby shape a new standard of professional capability
under conditions of digitally transformed risks.

Conclusion. The article has demonstrated that digital competences of
professionals in security and fraud prevention constitute a multidimensional
professional characteristic that includes not only technical skills but also
analytical, cybersecurity-related, legal, ethical, and communication
components.

It has been argued that, under contemporary conditions, the
effectiveness of professionals in this field increasingly depends on their
ability to work with digital data, recognize digital fraud patterns, maintain
secure digital environments, critically assess information, and coordinate
actions under conditions of risk. The proposed five-block structural model
allows the requirements for such professionals to be systematized and may
be used to modernize educational programs, professional standards, and
internal organizational personnel-development systems.

Future research should focus on empirical validation of the proposed
model, development of tools for assessing the level of digital competences
of security and anti-fraud professionals, and adaptation of the model to
different sectors, including finance, public administration, education, and
corporate governance.
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Abstract. This study is relevant due to the increasing demand
for reflective-oriented methodologies in ongoing teacher
professional development systems. Current educational
reforms stress the importance of not only updating teachers'
methodological knowledge but also enhancing their capacity
to consciously evaluate, regulate, and enhance their
professional practice. This study aims to theoretically validate
and organize the methodological prerequisites for enhancing
teachers' reflective competence within the framework of
continuous professional development. This study focuses on the
professional development of in-service English teachers,
particularly  through reflective-oriented learning. The
theoretical framework utilizes both classical and modern
theories of reflective thinking, experiential learning, adult
education, and social learning. An integrated model for
cultivating reflective competence is proposed through
theoretical analysis and modeling. The research delineates and
categorizes three interconnected clusters of methodological
conditions: organizational and pedagogical, psychological
and pedagogical, and didactic. These conditions are organized
into a phased model with three stages of professional
development: preparatory, core, and reflective-evaluative. The
model stresses that teachers should be facilitators, that the
learning environment should be safe for students, and that
reflection-oriented methods like collaborative dialogue,
reflective writing, microteaching, and video-based analysis
should be used regularly. The study's practical significance
resides in its relevance to the enhancement and evolution of
teacher professional development programs. Professional
development institutions, trainers, and education authorities
can use the proposed model as a methodological guide to help
English language teachers improve their reflective skills as
part of their ongoing professional development.
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Introduction. In the context of modernizing education systems
worldwide, increasing attention is being paid to the quality of continuous
professional development for teachers. Contemporary educational reforms
emphasize not only updating subject knowledge and teaching methods, but
also developing teachers' professional autonomy, critical thinking, and the
ability to consciously analyze and improve their own teaching practice.
Within this framework, reflective competence is increasingly viewed as a
key component of teacher professionalism and a prerequisite for sustainable
professional growth. Research in pedagogy and teacher education shows that
professional experience alone does not automatically lead to professional
development. Teaching experience becomes a source of learning only when
it is systematically reflected upon, analyzed, and reconsidered. Without
reflective processes, teachers tend to reproduce familiar practices, which
limits their ability to adapt to changing educational conditions, new
curricular requirements, and innovative approaches to teaching. Therefore,
reflection functions as a mechanism that transforms experience into
professional knowledge and supports the continuous improvement of
teaching practice.

The theoretical foundations of reflective learning were laid by John
Dewey, who viewed reflective thinking as an active, purposeful process
connected to experience and problem solving. Later, David Schon
introduced the concepts of "reflection in action" and "reflection on action,"
emphasizing that professional learning occurs through the analysis of one's
own decisions in situations of uncertainty. David Kolb's experiential learning
model further strengthened the central role of reflection, positioning
reflective observation as an essential stage in the transformation of
experience into knowledge. These ideas have had a significant influence on
contemporary approaches to adult education and teacher professional
development. Contemporary research in the fields of andragogy and
continuous professional development confirms that effective teacher
preparation for the workplace should be organized as a reflective and
dialogic process. This process allows teachers to critically evaluate their
teaching practice, identify professional challenges, and develop strategies for
self-improvement. In this regard, professional development programs
increasingly incorporate reflective methods, including case studies,
reflective journals, peer discussions, microteaching, and analysis of video-
recorded lessons. However, the effectiveness of these methods depends
largely on the context in which they are implemented. Despite the growing
body of research on reflective practice, insufficient attention has been paid
to systematizing the methodological conditions that support the consistent
and targeted development of reflective competence in in-service teacher
education systems. Existing research often focuses on individual reflection
tools or methods, while the organizational, psychological, pedagogical, and
didactic conditions that enable their effective integration into professional
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development programs remain fragmented and understudied. This gap is
particularly evident in the context of countries implementing systemic
reforms in teacher professional development, including Uzbekistan.

Literature Review. Reflection has long been viewed as a key
mechanism for transforming experience into learning. Early work defined
reflective thinking as active, purposeful inquiry, beginning with a problem
or doubt and continuing through systematic analysis and reasoning (Dewey,
1933/1998). This understanding was later expanded in professional
education by distinguishing between reflection-in-action (thinking while
doing) and reflection-on-action (retrospective analysis), emphasizing how
practitioners learn by questioning decisions made under conditions of
uncertainty (Schon, 1983). In experiential learning theory, reflection is
positioned as an essential phase that mediates between concrete experience
and conceptualization, allowing practice to be reconstructed into
professional knowledge (Kolb, 1984). Within teacher professional
development, these perspectives collectively support the view that reflective
activity is not an optional add-on, but a structural condition for sustainable
growth. In teaching English as a foreign language (TESOL/ELT), reflective
practice is often viewed as a multidimensional construct that includes (a)
systematic observation of classroom events, (b) interpretive reflection based
on professional knowledge, and (c¢) decision-making oriented toward future
pedagogical actions (Farrell, 2018). From this perspective, reflective
competence can be understood as a sustained capacity for purposeful
reflection over time (before, during, and after teaching) and at different
levels (independently, in the context of colleagues, and in the institutional
context). Importantly, reflection is increasingly viewed not only as an
individual cognitive process but also as a socially mediated practice shaped
by discourse, feedback, and shared reflection in communities of practice
(Wenger-Trayner & Wenger-Trayner, 2020). This shift from individual
introspection to social learning aligns with contemporary professional
development models that emphasize dialogue, coaching, and communities
of practice.

The literature on teaching English as a foreign language describes a
wide range of reflective tools-diaries, critical incident analysis, portfolios,
peer observation, and structured discussion protocols — used to enhance
teachers' awareness, depth of interpretation, and pedagogical decision-
making (Boud et al., 1985; Farrell, 2018). However, there is growing
recognition that reflective tools alone are insufficient for meaningful
reflection. Teachers may produce descriptive reports without analysis, avoid
emotionally challenging issues, or fail to translate acquired knowledge into
modified classroom practice unless facilitating conditions are created (Mann
& Walsh, 2017). Consequently, an "ecological" understanding of teacher
reflection has emerged: reflective competence develops most effectively
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when reflective tools are integrated into a holistic curriculum, facilitative
pedagogy, and ongoing professional support.

One increasingly influential approach is conceptualizing reflection as a
temporally distributed and future-oriented process, emphasizing not only
post-lesson assessment but also proactive reflection that influences planning
and pedagogical decisions. Recent empirical studies of reflection on the
actions of EFL teachers demonstrate how anticipatory reflection can be
undertaken individually and collectively, particularly when teachers engage
in sustained, collaborative inquiry that allows them to challenge institutional
routines and develop alternative strategies (Burhan-Horasanli & Ortagtepe
Hart, 2024).

A significant body of research in the field of teaching English as a
foreign language indicates that collaborative formats (teacher development
groups, peer dialogue, moderated online discussions) can deepen reflective
thinking by providing multiple perspectives, encouraging rationale for
decisions, and creating accountability for change (Farrell, 2018; Wenger-
Trayner & Wenger-Trayner, 2020). Recent empirical evidence on teaching
English as a foreign language supports this argument.

For example, in a long-term qualitative study with in-service teachers
of English as a foreign language in Turkey, Burhan-Khorasanli and
Ortaktepe Hart (2024) analyzed online discussions, narratives, and
interviews with teachers and demonstrated that reflective practice can
simultaneously become individual, collaborative, and collective when a
structured dialogic space is maintained over time. Their findings highlight
how collaborative reflection supports not only the evaluation of past actions
but also prospective pedagogical transformation.

Furthermore, research on structured reflection cycles among EFL
teachers suggests that a focused shift from exploratory observation to deeper
interpretive reflection and planning can enhance teacher engagement and the
quality of their reflective work (Aslan, 2022). Although the contexts vary,
these studies converge on a key finding for the design of professional
development programs: teacher reflection improves when dialogue is
supported, norms of trust are established, and reflective activity is continuous
rather than episodic.

Video reflection is widely discussed as a powerful mechanism for
helping teachers "see" classroom interactions, uncover hidden routines, and
rethink pedagogical decisions. Lorantz et al. (2021) examined how pre-
service teachers developed their reflective abilities through virtual
exchanges, using recorded synchronous sessions as stimuli for post-class
reflection and interviews.

Murphy Odo (2023) studied pre-service English teachers' perceptions
of video feedback on peer reactions and reported that participants used the
feedback to identify strengths and weaknesses, refine their professional
judgment, and expand their repertoire through observation of others.
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From an andragogical perspective, educators working with adults
should connect reflection to immediate professional needs, provide learning
opportunities that foster autonomy, and create conditions in which teachers
can take responsibility for their own learning trajectories (Mitina, 1998).
These principles are consistent with evidence that engagement in reflection
increases when teachers perceive reflection as a tool for solving real-world
problems in the classroom and improving outcomes.

Overall, the literature shows that reflective competence in English
language teaching develops through the interaction of (1) the conceptual
framework of reflection, (2) reflection tools (diaries, case studies,
microteaching, videos), and (3) facilitating conditions — organizational
support, psychological safety, facilitative pedagogy, and consistent didactic
design. Recent empirical research in English language teaching (Aslan,
2022; Burhan-Horasanli & Ortagtepe Hart, 2024; Loranc et al., 2021;
Murphy Odo, 2023) emphasizes that collaborative dialogue and video
materials can significantly enrich reflective learning when structured over
time. However, existing research often remains tool- or context-focused and
provides a limited systematization of the methodological conditions
necessary for integrating reflection-oriented methods into a sustainable
professional development model. This gap justifies the current theoretical
emphasis on identifying the organizational, pedagogical, psychological,
pedagogical, and didactic conditions that ensure the effective development
of reflective competence in teacher professional development.

Aim. This study aims to theoretically justify and organize the
methodological prerequisites for enhancing teachers' reflective ability in the
context of in-service teacher training.

To accomplish this goal, the study targets the subsequent intermediate
objectives: (a) to examine global theoretical and empirical studies on
reflective practice in teacher professional development; (b) to define
reflective competence as a comprehensive professional attribute of in-
service educators; (c) to identify and substantiate the organizational-
pedagogical, psychological-pedagogical, and didactic conditions that
facilitate the effective enhancement of reflective competence; (d) to organize
these conditions into a cohesive model suitable for in-service training
programs for English language instructors.

Methodology. This study adopts a theoretical research design based on
qualitative analytical methods commonly used in pedagogical and
educational research. Given the theoretical nature of the paper, the
methodology is grounded in conceptual analysis, comparative analysis, and
theoretical modeling, rather than empirical data collection. The theoretical
basis of the study is formed by classical and contemporary concepts of
reflection and professional learning, including theories of reflective thinking,
experiential learning, adult education (andragogy), and social learning. Key
theoretical frameworks include the concept of reflective thinking as a

37



Issue 1 (23), 2026 Pedagogy and Education Management Review (PEMR)
e-ISSN 2733-2039 print-ISSN 2733-2144

mechanism for learning from experience, models of professional reflection
in action and after action, experiential learning cycles, and socio-
constructivist approaches to professional development. These frameworks
provide the conceptual lens through which reflective competence is
interpreted as a dynamic, multi-component professional capacity. At the first
stage of the study, a systematic analysis of international and domestic
scholarly literature on teacher reflection and reflective competence was
conducted. Peer-reviewed journal articles, monographs, and doctoral studies
published primarily in English were examined to identify dominant
approaches, recurring methodological solutions, and existing limitations in
the organization of reflective professional development for teachers. Special
attention was paid to recent empirical studies in the field of English language
teaching that investigate collaborative reflection, video-supported reflection,
coaching, and mentoring practices. At the second stage, a comparative
analysis of existing models and practices of reflective professional
development was carried out. This analysis made it possible to identify
common structural elements and enabling factors that influence the
effectiveness of reflective methods in in-service teacher training. On this
basis, methodological conditions were grouped into three interrelated
categories: organizational-pedagogical, psychological-pedagogical, and
didactic. Each group was examined in terms of its function, role, and
contribution to the development of teachers’ reflective competence. At the
final stage, theoretical modeling was employed to construct an integrated
framework for implementing reflective competence development in in-
service teacher training programs. The model synthesizes the identified
methodological conditions and organizes them into a phased structure that
reflects the logic of professional learning and adult development. The
resulting framework is intended to serve as a theoretical foundation for the
design and improvement of reflective professional development courses for
English language teachers.

Results. Through a theoretical and comparative analysis of both
international and domestic research on teacher reflection and professional
development, a structured system of methodological conditions for the
effective enhancement of reflective competence in in-service teachers was
established. The conditions were categorized into three interconnected
groups:  organizational-pedagogical, psychological-pedagogical, and
didactic conditions. This organization embodies the tenets of adult
professional development and aligns with modern frameworks of reflective
practice in teacher education (Schon, 1983; Farrell, 2018; Wenger-Trayner
& Wenger-Trayner, 2020).

The organizational-pedagogical conditions delineate the structural and
institutional framework facilitating the development of reflective
competence. These encompass the establishment of a reflective educational
environment in professional development courses, the redefinition of the
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instructor's role from knowledge transmitter to reflection facilitator, and the
provision of institutional support for reflective learning at both course and
post-course levels. The literature indicates that reflective practice is
sustainable when supported by coherent program design, allocated time for
reflection, and leadership recognition of reflection as a professional value
(Kolb, 1984; Burhan-Horasanli & Ortactepe Hart, 2024).

The psychological and pedagogical conditions pertain to students'
intrinsic preparedness for reflection and the social milieu of professional
development. These conditions encompass the inclination for self-reflection,
psychological safety, trust, and transparent communication among course
participants. Research on adult learning and reflective teacher development
shows that teachers are more likely to reflect deeply when they see it as
useful for dealing with real-life professional problems, especially when
reflective dialogue happens in a supportive, non-evaluative setting (Mitina,
1998; Mann & Walsh, 2017; Farrell, 2018).

The didactic conditions include the careful choice and use of methods,
techniques, and learning tools that help students think about what they are
learning. These encompass case analysis, reflective journals, microteaching,
video-based lesson analysis, peer feedback, and coaching methodologies.
Empirical research in English Language Teaching (ELT) demonstrates that
these methodologies enhance reflective awareness when applied
systematically and bolstered by structured guidance, rather than being
employed intermittently or in isolation (Aslan, 2022; Loranc et al., 2021;
Murphy Odo, 2023).

To summarize the identified methodological conditions for the
development of reflective competence in in-service teacher training, their
main groups, content, and expected pedagogical effects are systematized in
Table 1.

Taking into account the identified methodological conditions, a
comprehensive theoretical model for fostering reflective competence in in-
service teacher training was developed. The model defines reflective
competence as a dynamic, multifaceted professional capability that evolves
through ongoing interaction among experience, reflection, dialogue, and
professional action. The model corresponds with experiential and reflective
learning theories, which highlight a cyclical progression from experience to
analysis, conceptualization, and the transformation of practice (Dewey,
1933/1998; Kolb, 1984; Schon, 1983).
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Table 1. System of methodological conditions and stages for the
development of reflective competence in in-service teacher training

Group of Stace of Forms and
methodological | Content of the conditions | . & . methods of Expected result
o implementation | . .
conditions implementation
Creation of a reflective .
. . Course design .
educational environment; . . Formation of a
. with reflective !
transformation of the structural basis
. , Preparatory; components,
. instructor’s role from . p . for the
Organizational- . main; allocation of time .
. knowledge transmitter to . . systematic
pedagogical o . reflective- for reflection,
facilitator of reflection; . . development of
S evaluative professional .
institutional support for reflective
. . . support, post-
reflective learning during . competence
course guidance
and after the course
Dialogic o
. 14108 Activation of
Readiness for self- practices, group .
. . . . internal
reflection; psychological L discussions, o
. . Primarily o motivation for
Psychological- | safety; trust; openness in facilitated .
. . preparatory . reflection and
pedagogical communication; . reflective
. . and main . deeper
supportive professional sessions, self- .
. professional
environment awareness .
. self-analysis
activities
Case analysis
SIS, Development of
reflective skills to analyze
Selection of methods and journals, edaco ic'zl
tools that stimulate Main and microteaching, P ac tgiofs
Didactic understanding and reflective- video-based -
) . . . evaluate their
analysis of professional evaluative lesson analysis, .
. effectiveness,
experience peer feedback, .
. and design
coaching .
. 1mprovements
practices
Developed
reflective
competence as a
Stage-based g namic
Coordinated interaction organization of ynan
Integrative of the three groups of training: professional
g rhree group All stages of & capacity for
result of the conditions within a preparatory, .
. . the model . analysis,
model sequential professional main, and . .
. interpretation,
development process reflective- and
evaluative stages .
£ transformation
of teaching
practice

Source: systematized by the author

The model brings together the three groups of methodological
conditions into a single system and puts them into action through a phased
structure of professional development. This makes sure that they are both
consistent and useful in the real world. Each set of conditions has its own
job, but they all work together to create a complete framework for
developing reflective competence. The theoretical modeling led to the
discovery of three sequential phases of reflective competence development
in in-service teacher training programs: preparatory, main, and reflective-
evaluative stages.

40



Issue 1 (23), 2026 Pedagogy and Education Management Review (PEMR)
e-ISSN 2733-2039 print-ISSN 2733-2144

The preparatory stage sets up the organization and mental state needed
for reflective learning. At this point, teachers' reflective tendencies are first
looked at, the course content is planned to include reflective parts, and the
teachers are ready to lead reflective conversations. The literature underscores
that the prompt elucidation of objectives, expectations, and professional
significance enhances teachers' participation in reflective practices and
fosters adult learners' motivation for self-improvement (Mitina, 1998;
Farrell, 2018).

The main stage is the most important part of the reflective development
process. During this stage, teachers take part in structured reflective activities
that are part of professional learning modules. These activities consist of the
analysis of pedagogical cases, reflective seminars, microteaching sessions,
collaborative discussions, and video-assisted lesson analysis. Empirical
research in English Language Teaching (ELT) indicates that reflection
intensifies when educators scrutinize their own teaching artifacts and
participate in structured dialogue with colleagues and facilitators, thereby
facilitating the articulation of assumptions, the evaluation of decisions, and
the exploration of alternative strategies (Loranc et al., 2021; Burhan-
Horasanli & Ortagtepe Hart, 2024).

The reflective-evaluative stage concentrates on integrating reflective
experiences and translating reflective practices into the continuous
professional activities of educators. At this point, teachers assess their
professional growth, express how their teaching style has changed, and make
plans for their own development. To facilitate the continued application of
reflective skills post-training, individuals utilize reflective notebooks, self-
assessment instruments, and peer feedback. Research indicates that
subsequent reflection enhances the sustainability of professional learning
and contributes to the formation of a reflective professional identity (Murphy
Odo, 2023; Wenger-Trayner & Wenger-Trayner, 2020).

The principal theoretical outcome of the study is the formulation of
reflective competence development as a condition-dependent, sequential
process integrated within the framework of in-service teacher training. The
suggested model shows that reflective methods work best when they are
supported by organizational structures, psychological readiness, and a clear
didactic design. This outcome enhances current methodologies of reflective
practice by providing a structured framework that amalgamates theoretical
concepts with modern empirical findings in English Language Teaching
(ELT), creating a cohesive model suitable for professional development
settings.

Discussion. The analysis presented unequivocally illustrates that
reflective competence in teacher professional development cannot be
diminished to the application of fragmented methodologies or sporadic
reflective practices. Instead, it evolves as a process influenced — occasionally
aided, occasionally limited — by the intricate contexts in which educators
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gain knowledge, engage with others, and interpret their professional
experiences. This research model redirects focus from tools to the
environment that enables their utilization.

This focus is very similar to how people today see reflection as a
practice that takes place in a social context, not just as an internal thought
process. Studies in English as a foreign language instruction and professional
development consistently show that reflection is more profound and
enduring when institutionalized and facilitated through discourse,
collaborative inquiry, and collective meaning-making (Farrell, 2018;
Wenger-Trayner & Wenger-Trayner, 2020). The proposed model is in line
with and adds to current ideas by clearly explaining how organizational,
psychological, and educational factors work together to support the long-
term growth of reflection.

It is very important to have good organizational and teaching
conditions. Prior studies have shown the impact of program design,
leadership dedication, and trainers' attitudes on professional learning results.
The findings suggest that reflective competence is optimally cultivated when
teachers assume the role of facilitators in the inquiry process rather than as
mere providers of knowledge. This approach aligns with Schon's (1983)
perspective of professional learning as a dialogue and a process of discovery.
Moreover, it supports the concept that reflection is most beneficial when
provided and facilitated by an organization (Kolb, 1984).

Without this kind of help, reflective practices might not be consistent
or might only show a shallow view of what happens in the classroom.

The psychological and pedagogical factors that affect teachers'
tendency to reflect are just as important. Motivation, trust, and psychological
safety are significant factors that determine whether teachers view reflection
as a valuable professional tool or as an externally imposed obligation.
Teachers who instruct adults are more inclined to engage in reflection when
the process is strongly aligned with their present professional interests and
when the learning environment is perceived as helpful rather than critical
(Mitina, 1998). Research conducted in English language teaching indicate
that reflective discussions become increasingly analytical and self-critical
when educators can articulate uncertainty, doubts, or failures without the
apprehension of criticism (Farrell, 2018; Mann and Walsh, 2017). These
results corroborate the claim that reflective competence cannot be cultivated
solely through formal requirements.

Recent international research robustly endorses the pedagogical aspect
of the model. Studies on video-based reflection, peer feedback, and
collaborative analysis in English language teaching indicate that reflection is
significantly improved when teachers interact with concrete examples of
their practice and are supported by organized analytical prompts (Aslan,
2022; Loranc et al., 2021; Murphy Odo, 2023). The proposed strategy is not
defined by the introduction of novel reflection tools, but rather by their
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incorporation into a cohesive learning process. The model tackles a common
problem with earlier studies that used reflection methods on their own and
without any connection between them. It does this by systematically ordering
reflective activities and connecting them at all stages of professional
development. The model's staged architecture, which includes preliminary,
primary, and reflective-evaluative stages, gives it a time dimension that
makes it more logically sound. This methodology embodies the cyclical
essence of experiential learning, wherein experience is re-evaluated,
reinterpreted, and transformed through reflection, as articulated by Kolb
(1984). Furthermore, it corresponds with current research in the domain of
English as a foreign language instruction, which highlights reflection as a
mechanism for action and collaborative inquiry as essential drivers for
pedagogical transformation (Burhan-Khorasanli and Ortachtepe Hart, 2024).

The methodology improves the durability of reflective behavior outside
the teaching environment by integrating diagnostic and consolidation phases.
This study aids in the advancement of reflective thinking among educators.
The proposed model addresses this deficiency by offering a theoretically
based framework that aids in the planning and assessment of professional
development programs for English language educators.

In rapidly changing education systems, the model's importance is most
clear. In Uzbekistan, teachers must deal with changes to the curriculum,
digitalization, and new teaching standards all at the time. In these situations,
reflective competence is a professional skill that helps teachers stay focused
by helping them understand changes, modify their methods, and encourage
ongoing learning. The model improves academic discussion on reflective
practice and furthers the primary goal of enhancing the quality and
sustainability of teacher professional development.

Conclusion. This study has theoretically confirmed a framework of
methodological conditions for enhancing teachers’ reflective competence in
the realm of in-service teacher training. By conceptualizing reflective
competence as a staged and condition-dependent process, the study exceeds
tool-oriented interpretations of reflection and presents a cohesive framework
that integrates organizational structures, psychological readiness, and
didactic design into an integrated model of professional development.

The theoretical innovation of the study resides in the organization of
reflective competence development via the interplay of three interconnected
categories of conditions: organizational-pedagogical, psychological-
pedagogical, and didactic. The proposed model illustrates that reflection-
oriented methods are effective solely when integrated within a supportive
institutional framework, facilitated by dialogic pedagogy, and sustained
through intentional instructional design, in contrast to existing approaches
that treat reflective practices in a disjointed manner. The implementation of
a phased structure — preparatory, main, and reflective-evaluative — enhances
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theoretical comprehension by synchronizing the development of reflective
competence with the temporal framework of adult professional learning.

In a practical sense, the results of this study provide a conceptual
framework for improving and developing in-service teacher training
programs, especially those that focus on teaching English. The proposed
model can help professional development centers, teacher training
institutions, and course designers organize reflective learning activities, find
the best ways to teach, and figure out what the facilitator's role is in aiding
instructors with their professional inquiry. Adding reflective activities like
case analysis, video-based reflection, microteaching, and peer conversation
to a program structure not only helps instructors become more conscious of
their own reflections, but it also helps them seek self-directed professional
growth.

The research significantly influences leadership and educational
policies. When education authorities and school leaders see reflective
competence as a key part of teacher professionalism, they support reflective
practices outside of formal training programs. These include professional
learning communities, mentorship systems, and ongoing coaching.
Institutions that offer this kind of support make reflective development more
lasting and help promote a culture of continual professional learning.

Even though the study is mostly theoretical, it makes it clear what other
researchers should investigate. Future empirical studies might concentrate
on evaluating the proposed model across various educational settings,
analyzing the evolution of reflective competence over time, and investigating
the correlation between teachers' reflective competence and student learning
outcomes. Longitudinal and mixed-method studies could yield more
profound insights into the operational dynamics of the identified
methodological conditions and their adaptability to various professional
development contexts.

In conclusion, the suggested theoretical model enhances research on
reflective practice in teacher education and provides practical
recommendations for improving the quality and longevity of in-service
teacher training. The study addresses current educational challenges by
establishing reflective competence as a fundamental objective of
professional development and delineating the conditions necessary for its
effective cultivation, thereby empowering teachers to become proactive,
reflective catalysts of professional transformation.
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Abstract. This article examines the problem of equal access to
financial and digital education in the countries of the European
Union in the context of sustainable development. The relevance
of the topic is determined by the fact that the green and digital
transitions of the EU, the expansion of digital financial services,
the growing role of online learning, and the need for social
cohesion make financial and digital competences a basic
condition of citizens’ economic participation. At the same time,
significant gaps remain across Member States and across social
groups in access to quality education, digital infrastructure,
learning resources, and practical skills. The aim of the article
is to provide a theoretical substantiation of the role of equal
access to financial and digital education in the EU in achieving
sustainable development goals and to identify the key barriers
and policy directions for reducing educational inequality. The
methodological basis includes an interdisciplinary approach,
logical  analysis,  comparison,  systematization,  and
generalization of contemporary European competence
frameworks, statistical sources, and policy documents. The
results show that inequality of access is multidimensional and is
associated with territorial, socio-economic, age-related,
educational, and institutional factors. An analytical model is
proposed in which equal access to financial and digital
education is treated as a component of resilience, inclusion, and
citizens’ economic security. The practical significance of the
study lies in the possibility of using its conclusions for the
modernization of educational programs and policies on
financial literacy and digital inclusion in the EU.
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Introduction. In the contemporary European Union, financial and
digital education are increasingly moving from the category of desirable
advantages into the category of basic life competences. The digitalization of
public and private services, the spread of online banking, electronic
payments, distance learning, and platform-based employment mean that
citizens need not only access to technologies but also the knowledge and
skills required to use them safely and effectively. This is why the Digital
Education Action Plan 2021-2027 defines digital education as a field that
must be high-quality, inclusive, and accessible to all, rather than available
only to technologically strong social groups (European Commission, 2021).

At the same time, the importance of financial literacy is growing.
According to Flash Eurobarometer 525, only 18% of EU citizens
demonstrate a high level of financial literacy, 64% a medium level, and 18%
a low level. This means that even within an integrated European space, a
substantial share of the population does not possess sufficient knowledge and
behavioral skills for confident use of financial products and services
(European Commission, 2023a).

The problem becomes more complex because financial and digital
literacy are increasingly intertwined. The technical infrastructure of modern
financial services is digital by nature, and therefore financial vulnerability
often overlaps with digital vulnerability. For this reason, the European
Commission has singled out digital financial literacy as a separate policy
direction, emphasizing that citizens need to be both financially and digitally
competent in order to use digital financial products, distribution channels,
and payment services safely (European Commission, 2023b).

Within the logic of sustainable development, this topic has not only an
educational but also a socio-economic dimension. Unequal access to
financial and digital education implies unequal access to labour markets,
financial services, social rights, innovative opportunities, and mechanisms
of household resilience. Accordingly, the analysis of this issue is important
not only for education policy but also for a broader understanding of
inclusive development in the EU.

Literature Review. In contemporary European policy, digital
education is treated as part of the broader adaptation of society to the digital
transition. The Digital Education Action Plan 2021-2027 is based on the idea
that digital education must be not only technologically modern but also
inclusive and equitable. In this sense, the issue is not limited to teaching
isolated digital tools. It concerns the creation of conditions under which
different groups of the population can participate in digital society on equal
terms (European Commission, 2021).

In the field of digital skills, official EU statistics indicate the persistence
of significant cross-country and social gaps. Eurostat reports that in 2025,
60% of EU citizens aged 16—74 had at least basic digital skills, which
remains 20 percentage points below the EU’s 2030 target. The highest shares
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were recorded in the Netherlands, Ireland, Denmark, and Finland, while the
lowest figures were observed in Romania and Bulgaria. Eurostat also
identifies a sharp educational divide: 82% of people with high formal
education had at least basic digital skills, compared with only 38% of people
with low or basic education (Eurostat, 2025a).

In the sphere of financial education, a similar logic is reflected in the
joint competence frameworks developed by the European Commission and
the OECD. The Financial Competence Framework for Adults in the
European Union and the Financial Competence Framework for Children and
Youth in the European Union are designed to create a shared understanding
of the financial competences needed at different stages of life in order to
make sound personal finance decisions. Importantly, these frameworks have
not only an educational but also a policy function, because they are meant to
support the development of more coherent and accessible financial education
policies across Member States (OECD, 2022; OECD, 2023).

However, in actual practice, access to financial education in the EU
remains unequal. The Eurobarometer 2023 results reveal not only the low
share of citizens with high financial literacy but also considerable differences
between Member States in confidence and knowledge related to financial
services. This means that the single market for financial services operates
under conditions of unequal citizen capacity to interpret financial
information critically, make sound decisions, and protect themselves from
risks (European Commission, 2023a).

For connecting the digital and financial dimensions, the European
Commission’s documents on digital financial literacy are especially
important. These materials explicitly state that the digitalization of financial
services, the spread of online banking and digital payments, and the growing
complexity of digital financial products require the simultaneous
development of financial and digital competences. Therefore, the problem
can no longer be understood as two parallel education policies. It requires an
integrated approach in which citizens are able both to assess financial
information critically and to act safely in digital environments (European
Commission, 2023b).

Despite the development of policy frameworks, important gaps remain
in scholarly and applied discussions. First, financial and digital education are
still frequently discussed separately, although in practice citizens use
financial services through digital channels. Second, policy documents often
set broad goals but explain less systematically which population groups
remain excluded or insufficiently covered. Third, country differences are
often described statistically but are less often interpreted through structural
barriers. Fourth, access to financial and digital education is not always
analyzed as part of the wider logic of sustainable development, although in
reality it directly affects social cohesion, economic participation, and
household resilience. These observations justify a broader analytical
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treatment of equal access to financial and digital education as a factor of
inclusive and sustainable development in the European Union.

Aims. The aim of this article is to provide a theoretical substantiation
of the significance of equal access to financial and digital education in the
countries of the European Union under sustainable development conditions
and to identify the main barriers and policy directions for reducing
educational inequality.

To achieve this aim, the article addresses the following objectives: to
clarify the meaning of equal access to financial and digital education in the
contemporary European context; to analyze the key European frameworks
and statistical indicators characterizing the state of digital and financial
competences; to systematize the main barriers that shape inequality of access
across countries and social groups; to propose an analytical model linking
educational inclusion, financial-digital competences, and sustainable
development.

Methodology. The research has a theoretical and analytical character
and is based on an interdisciplinary approach that combines perspectives
from sustainable development, education policy, digital inclusion, and
financial literacy.

The article applies the following methods: logical analysis for clarifying
the conceptual apparatus and structuring the main categories; comparison for
contrasting European competence frameworks and cross-country indicators;
systematization for identifying and organizing the main barriers to equal
access; generalization for constructing an integrated model of the
relationship between education, inclusion, and sustainable development.

The empirical basis of the study is formed by official sources of the
European Commission, Eurostat, and the OECD concerning digital skills,
financial literacy, and digital financial literacy in the EU. Therefore, the
conclusions are interpretive and conceptual in nature and may serve as a
basis for further applied and empirical research.

Results. The analysis makes it possible to argue that equal access to
financial and digital education in the EU cannot be reduced to the formal
existence of courses or national strategies. Under current conditions, access
has a multidimensional character and includes access to infrastructure,
educational content, pedagogical support, digital and financial services, and
practical opportunities to apply acquired knowledge. Thus, the same formal
citizenship status within the EU does not imply equal starting conditions for
the development of financial and digital competences.

The first level of inequality appears across Member States. According
to Eurostat, in 2025 only 60% of the EU population aged 16—74 had at least
basic digital skills. In the Netherlands this figure reached 84%, in Ireland
83%, and in Denmark and Finland 81%, whereas in Romania it was only
32% and in Bulgaria 38%. Therefore, the gap between the highest and the
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lowest national result amounted to 52 percentage points, which points to a
very significant territorial inequality within the EU itself (Eurostat, 2025a).

The second level of inequality is socio-demographic. The educational
divide is especially striking. Among people with a high level of formal
education, 82% had at least basic digital skills, compared with only 38%
among those with low or basic education. The difference of 44 percentage
points indicates not simply unequal learning speed but structurally unequal
possibilities for participation in digital society. In this case, digital education
functions not only as an educational resource but also as a mechanism of
social inclusion or exclusion (Eurostat, 2025a).

A third dimension of inequality concerns actual use of digital
environments. Eurostat’s Digitalisation in Europe — 2025 edition reports
that 93% of people aged 16—74 in the EU had used the internet in the previous
three months in 2024. The same source indicates that the share of households
with internet access at home ranged from 92% in Bulgaria and Romania to
95% in Ireland and the Netherlands. This shows a high formal inclusion of
the population into digital space. However, the mere fact of internet use does
not mean possession of sufficient digital or financial competences. Technical
presence in the digital environment is not equivalent to the ability to act
safely and effectively within it (Eurostat, 2025b).

A separate issue concerns infrastructure and regional disparities.
Eurostat reports that in 2024 there were NUTS 2 regions where at least 98%
of households had internet access at home, while at the same time limited
home internet access still reduced opportunities for citizens to participate in
digital activities. This means that access to digital education remains
dependent not only on personal motivation or public policy but also on the
spatial availability of infrastructure (Eurostat, 2025c).

In the field of digital financial practices, inequality becomes even more
visible. Eurostat indicates that in 2024, 67.2% of the EU population aged 16—
74 used the internet for banking during the previous three months. In some
regions of Denmark, the Netherlands, and Finland, the share exceeded 90%.
Thus, access to digital financial services has already become mainstream,
but it remains territorially and regionally uneven. Citizens are entering the
world of digital finance at different speeds and with different levels of
preparedness (Eurostat, 2025b; Eurostat, 2025c¢).

The problem of financial education has a comparable structure. Flash
Eurobarometer 525 showed that only 18% of EU citizens had a high level of
financial literacy, while 64% were at a medium level and 18% at a low level.
This means that a large part of the population is entering an increasingly
complex environment of digital financial services without sufficient
financial preparation. In such circumstances, digital access without financial
competence may not reduce but rather increase vulnerability to poor
decisions, excessive indebtedness, underestimation of risks, or digital fraud
(European Commission, 2023a).
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For clarity, the key indicators can be summarized as follows (Table 1).

Table 1. Selected indicators of digital and financial education access in

the EU

Indicator

Value / pattern

Analytical meaning

EU population aged 16-74 with at least
basic digital skills, 2025

60%

The EU remains 20 pp below
the 2030 target of 80%

Highest shares of people with at least
basic digital skills, 2025

Netherlands 84%,
Ireland 83%, Denmark
81%, Finland 81%

Some Member States are
already near or above the target

Lowest shares of people with at least
basic digital skills, 2025

Romania 32%, Bulgaria
38%

Major territorial inequality
persists

People with at least basic digital skills
by education level, 2025

82% high education VS
38% low education

Strong socio-educational divide

Individuals using the internet in the
previous 3 months, EU, 2024

93%

Formal digital access is
widespread but not equal to
competence

Households with internet access at
home, EU extremes, 2024

92%-95%

Infrastructure access is high, but
still unequal

Individuals using internet banking, EU
population 16-74, 2024

67.2%

Financial digitalization is
mainstream but territorially
uneven

Financial literacy level in the EU,
Eurobarometer 2023

18% high, 64% medium,
18% low

Large parts of the population
remain insufficiently prepared

Source: developed by the author based on Eurostat (2025a, 2025b, 2025¢) and European Commission
(2023a).

These indicators allow several important conclusions. First, digital
inclusion in the EU has advanced substantially, but it has not reached
strategic balance across countries and social groups. Second, population
participation in digital environments is advancing faster than actual
competence levels, which is especially important in the context of the
growing role of digital financial services. Third, even where infrastructure
access is high, socio-educational gaps remain substantial. Therefore, equal
access to financial and digital education should be treated as a distinct
dimension of sustainable development policy rather than as an automatic by-
product of general digitalization.

On the basis of the analysis, the main barriers shaping this inequality
can be summarized as follows (Table 2).

The general model emerging from these results can be expressed as
follows: equal access to financial and digital education — development of
financial-digital competences — stronger economic participation and
household resilience — reinforcement of inclusive sustainable development.
In this logic, education functions not only as a tool of human capital
development but also as a mechanism for reducing structural inequality.
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Table 2. Main barriers to equal access to financial and digital
education in the EU

Barrier Content Consequence
Territorial Differences in infrastructure, digital Uneven opportunities to
: . ecosystems, and public investment across acquire and practice
inequality .
Member States and regions competences
. . Income, educational attainment, and Reproduction of exclusion
Socio-economic .
inequality household resources influence access to among already vulnerable
devices, courses, and support groups
Institutional Digital and ﬁngnmal edchtlop are often Lack of coherent lifelong-
. governed by different ministries, actors, .
fragmentation e learning pathways
and initiatives
Linguistic and Financial and digital services are often Reduced usability of
informational complex, highly technical, and unevenly education for practical
complexity localized daily decisions

Digitalisation of Higher exposure to fraud,
finance without exclusion, and poor
adequate support financial decisions
Source: developed by the author based on European Commission (2021, 2023a, 2023b), Eurostat (2025a,

2025b, 2025¢c), and OECD (2022, 2023).

Rapid spread of digital finance outpaces
user preparedness

Discussion. The results indicate that in the EU the problem of equal
access to financial and digital education has a systemic character. It cannot
be solved only through the adoption of new competence frameworks or
strategic policy documents. DigComp-oriented digital education policies,
EU-OECD financial competence frameworks, and digital financial literacy
initiatives create an important normative basis, but actual equality of access
depends on how these frameworks are embedded into national education
systems, lifelong learning policies, and public support structures (European
Commission, 2021; OECD, 2022; OECD, 2023).

A particularly important conclusion is that financial and digital
education can no longer be adequately treated as separate spheres. In
practical life, citizens interact not with abstract educational domains but with
digitized financial environments such as online banking, digital
identification tools, electronic payments, investment platforms, and remote
financial advice. A person with financial knowledge but without digital skills
is therefore as vulnerable as a person with digital skills but without financial
understanding. This interdependence explains the growing attention of the
European Commission to digital financial literacy as a separate policy field
(European Commission, 2023b).

Within the framework of sustainable development, this conclusion has
particular importance. Equal access to financial and digital education
supports not only individual autonomy but also broader goals such as
reducing inequalities, strengthening social cohesion, improving access to
quality employment, increasing household resilience to crises, and reducing
the risk of financial exclusion. Educational inclusion should therefore be
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regarded as part of the European model of sustainable development rather
than as a narrow issue of education policy.

The practical meaning of this approach is that Member States need not
only educational programs but comprehensive support systems. These
should include accessible digital infrastructure, lifelong learning
opportunities, coordination between education, finance, and social policy,
and targeted measures for vulnerable groups. Without such an approach,
even the best competence frameworks will remain formally correct but
unevenly implemented.

Conclusion. This article has demonstrated that equal access to financial
and digital education in the countries of the European Union is an important
condition of inclusive sustainable development. Contemporary processes of
digitalization and the growing financialization of everyday life make
financial-digital competences a basic element of citizens’ economic
participation and personal resilience.

The study has shown that inequality of access is multidimensional and
is shaped by cross-country, socio-economic, educational, and institutional
factors. It is most visible in the differences between EU countries in the share
of the population with at least basic digital skills and in the persistence of a
large share of the population with low financial literacy.

It has also been argued that financial and digital education must be
treated as interconnected fields, especially under the conditions of expanding
digital financial services. The analytical model proposed in this article shows
that equal access to these forms of education is linked to stronger economic
participation, reduced vulnerability, and enhanced social cohesion.

Further research should focus on empirical comparison of national
models of financial and digital education in the EU, evaluation of the
effectiveness of specific policies for vulnerable groups, and the development
of indicators of integrated financial-digital inclusion.
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Abstract. Police negotiation has become an increasingly
important field of professional practice in contemporary
law enforcement because crisis incidents now develop in
emotionally volatile, information-rich, and operationally
complex environments. The purpose of this article is to
systematize the professional competences of police
negotiators in Poland and the European Union and to
propose an integrated competence model that combines
communication, analytical capacity, and crisis response.
The study is theoretical in nature and is based on
qualitative analysis, comparative analysis, and synthesis of
academic literature, institutional materials, and official
training documents. The findings show that the modern
police negotiator is not only a specialist in verbal
persuasion but also a professional capable of behavioral
assessment, information analysis, scenario forecasting,
inter-agency coordination, and decision support in high-
risk incidents. The Polish police education system provides
a structured basis for competence formation through basic
vocational training, in-service development, and numerous
specialist courses, while the European Union training
environment represented by CEPOL  strengthens
negotiation-related capacities through specialized courses
in crisis hostage negotiation, crisis communication,
leadership, interoperability, and intelligence-related
learning. The article offers a structured competence
framework, a comparative analysis of Polish and EU-level
training environments, a statistical context table, and a
conceptual model that may be used for curriculum
development, selection of negotiators, and evaluation of
professional learning outcomes.

Keywords: police negotiators, professional competences,
crisis communication, de-escalation, police education,
Poland, European Union, analytical support, crisis
response.
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Introduction. Police negotiation is no longer a narrowly specialized
activity limited to hostage-taking incidents. In contemporary law
enforcement, negotiators may be involved in suicidal crises, domestic
violence situations, public-order incidents, mental health emergencies, and
other complex events in which communication becomes a critical alternative
to coercive force. As policing environments become more mediated by
information flows, public scrutiny, and digital communication, the
professional profile of the police negotiator also becomes more complex.
Modern negotiators must combine interpersonal influence with situational
awareness, behavioral interpretation, analytical judgment, and coordinated
crisis response (College of Policing, 2020; CEPOL, 2023).

The relevance of this topic is especially visible in the context of Poland
and the European Union. Official materials of the Polish Police indicate that
the professional development system includes basic vocational preparation,
central and local in-service learning, external forms of development, and
more than 100 expert courses. The same materials note that basic vocational
training preparing an officer for independent service lasts 144 days, while
specialized institutions such as the Police Academy in Szczytno and other
police schools create a diversified educational infrastructure for competence
development. At the EU level, CEPOL functions as a specialized agency
coordinating and supporting advanced law-enforcement training across
member states, including activities related to crisis communication,
leadership, interoperability, and intelligence analysis (National Police
Headquarters of Poland, 2025; CEPOL, 2025).

Against this background, the purpose of the article is to identify,
systematize, and interpret the professional competences of police negotiators
in Poland and the EU and to develop an integrated competence model for use
in police education and professional development. The central argument of
the paper is that police negotiator competence should be understood as a
multidimensional construct formed by the interaction of communication,
analytics, and crisis-response capacities rather than by communicative talent
alone. This proposition reflects both current training logic and the practical
demands of contemporary crisis incidents (CEPOL, 2023; European Union
Agency for Fundamental Rights [FRA], 2013).

Literature Review. The first conceptual foundation of police
negotiator competence is the communicative approach. Research and
professional guidance consistently show that de-escalation, active listening,
empathy, trust-building, questioning techniques, and verbal self-regulation
are core elements of effective police interaction in crisis situations. The
College of Policing emphasizes de-escalation, communication, and
negotiation as central elements of conflict management. Similarly, Morgan
and Harfield (2025) show that police communication training delivered by
negotiators can improve officers’ confidence and applied de-escalation
practice in psychologically complex incidents. These findings support the
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view that communication 1s not an auxiliary element of negotiation but its
essential professional core (College of Policing, 2020; Morgan & Harfield,
2025).

The second conceptual foundation is the analytical dimension of
negotiation. Contemporary police negotiators must collect, process, and
interpret information under conditions of stress and uncertainty. This
includes identifying behavioral cues, understanding the background of the
subject in crisis, recognizing escalation triggers, interpreting environmental
signals, and integrating intelligence from multiple actors at the scene.
CEPOL’s specialist course on crisis hostage negotiation and crisis
communication explicitly includes case-study analysis, psychological
factors, media influence, and intelligence and information management
among expected learning outcomes. Therefore, analysis is not external to
negotiation practice but embedded within it (CEPOL, 2023).

The third conceptual foundation is crisis response as an operational and
ethical category. Negotiation unfolds inside legally and morally regulated
environments where the goals of public safety, proportionality, and
minimization of harm are essential. FRA’s police-training framework
emphasizes trust-building between police and society and presents rights-
based training as an integral element of professional police work. This means
that negotiators must understand not only how to speak effectively but also
how to support lawful, proportionate, and socially legitimate decisions
during crisis intervention (FRA, 2013, 2019).

Academic studies on police hostage and crisis negotiation also reinforce
the idea that negotiation competence is developed through experience,
reflection, and structured learning. Grubb et al. (2019) identified a profile of
successful hostage and crisis negotiators that includes interpersonal
sensitivity, flexibility, emotional stability, and cognitive awareness. In a later
study, Grubb et al. (2022) showed that negotiators’ confidence and
competence evolve through operational exposure, guided reflection, and
cumulative experience. Together, these findings support a developmental
understanding of competence rather than a static trait model (Grubb et al.,
2019, 2022).

Methodology. This article is theoretical and analytical in design. It is
based on qualitative content analysis, comparative analysis, and synthesis of
academic and institutional sources. The source base includes peer-reviewed
studies on police negotiation and de-escalation, official documents of the
Polish Police, training and activity reports of CEPOL, and fundamental-
rights-based police training materials prepared by FRA. The choice of
sources was determined by their relevance to three analytical dimensions of
the study: communication competence, analytical competence, and crisis-
response competence (CEPOL, 2023, 2025; National Police Headquarters of
Poland, 2025; FRA, 2013, 2019).
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The comparative component of the study focuses on Poland and the EU
training environment. Poland was selected because it offers a formally
structured police education system with multiple institutions and specialist
pathways. The EU level was selected because CEPOL provides a
supranational training architecture that reflects broader European priorities
in law-enforcement education, cooperation, and interoperability. The study
does not claim to present empirical testing of negotiator performance;
instead, it proposes a theoretically grounded framework that can be used in
future empirical and curriculum-oriented research (CEPOL, 2025; National
Police Headquarters of Poland, 2025).

Results. The analysis makes it possible to group the professional
competences of police negotiators into three interdependent domains:
communication, analytics, and crisis response (Table 1). These domains
should not be treated as isolated categories. Communication generates trust
and information, analytics transforms information into situational
understanding, and crisis response converts both into coordinated action.
This integrated understanding corresponds both to academic research and to
contemporary law-enforcement training logic (Grubb et al., 2022; CEPOL,
2023).

Table 1. Professional competences of police negotiators

Competence domain Core competences Operational indicators
Active listening, empathy, rapport- Stabilizing emotions, maintaining
Communication building, questioning, verbal de- dialogue, reducing resistance,
escalation, message framing building trust

Behavioral assessment, situational
diagnosis, information filtering,
scenario planning, media awareness,
risk interpretation
Decision support, inter-agency
coordination, tactical awareness, time
management, ethical judgment,
resilience under pressure

Identifying triggers, interpreting
signals, forecasting escalation,
integrating intelligence

Analytics

Aligning negotiation with
command strategy, preserving
safety, supporting proportionality

Crisis response

Learning from incidents,

Reflective Case-based learning, simulation imbroving practice. mentorin
professional learning, feedback integration, after- p g practice, mentoring
development action reflection others, transferring institutional

knowledge
Source: developed by the author based on College of Policing (2020), CEPOL (2023), FRA
(2013), Morgan and Harfield (2025), and Grubb et al. (2019, 2022).

The communication domain remains foundational because every
negotiation begins with contact. However, effective contact is not reducible
to verbal fluency. It depends on emotional control, attentive listening,
adaptive wording, sensitivity to hidden meanings, and the ability to maintain
rapport without surrendering professional direction. Morgan and Harfield
(2025) demonstrate that de-escalation-oriented training can strengthen
communication capacity among frontline officers, while College of Policing
guidance identifies negotiation and communication as core alternatives to
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force in difficult and rapidly changing situations (College of Policing, 2020;
Morgan & Harfield, 2025).

The analytical domain is equally important because negotiators do not
simply converse with a subject in crisis. They work with fragmented and
evolving information. They must interpret motives, emotional states,
behavioral shifts, and contextual cues, while also accounting for media
pressure, operational constraints, and intelligence input from other
personnel. CEPOL’s specialist training content clearly reflects this broader
understanding by including intelligence management, psychology, case-
study analysis, and media-related challenges within negotiation learning
outcomes (CEPOL, 2023).

The crisis-response domain gives communication and analysis
operational meaning. Negotiators operate inside a command structure and
must align their actions with safety imperatives, proportionality, legality, and
coordinated response. Rights-based police training frameworks stress that
police professionalism is strengthened, not weakened, when communication
and restraint are integrated into operational logic. Thus, a competent
negotiator is not only a communicator but also a reliable contributor to lawful
and coordinated crisis management (FRA, 2013, 2019).

Table 2. Comparison of police negotiator competence development in

Poland and the EU
Criterion Poland EU level
National police education system with Supranational training
Institutional base academy, schools, and structured in- coordinated by CEPOL through
service training member-state cooperation

. . . . . Specialist training for
Begins with national police recruitment p £

Entry logi . . rienced law-enforcemen
try logic and vocational preparation experienced law-enforcement
personnel
. . . . ngthened through crisi
Communication Embedded in police education and Stre gthe .edt Ough CrIsIS
. o communication and negotiation
emphasis specialist pathways

courses
Explicitly linked to intelligence,
interoperability, psychology, and
case analysis
Linked to transnational best

Developed through specialist learning

Analytical emphasi . .
alytical cmphasts and operational practice

Crisis-response Linked to operational service and practice, critical incident
emphasis command needs response, and inter-agency
coordination
.. Central, local, and external Onsite, online, blended, and
Training format iy .
development channels cross-border specialist activities

Source: developed by the author based on National Police Headquarters of Poland (2025) and
CEPOL (2023, 2025).

The Polish case is noteworthy because it offers a stable institutional
platform for systematic competence formation. Official Polish Police
materials describe a professional development system based on three pillars
of training and indicate the existence of more than 100 expert courses. They
also identify the Police Academy in Szczytno as the only institution
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educating police officers at university level in Poland. This makes Poland a
useful example of how negotiator competence may be embedded in a broader
professionalization system rather than treated as an isolated specialty
(National Police Headquarters of Poland, 2025).

The EU environment complements national systems through
specialization and transnational exchange. CEPOL’s training portfolio
includes dedicated activities in crisis hostage negotiation and crisis
communication, while its broader learning architecture supports leadership,
interoperability, information exchange, and other fields relevant to
negotiation competence. According to CEPOL’s 2024 annual activity report,
the agency implemented 347 training activities and reached almost 22,000
participants, which demonstrates the scale and institutional significance of
specialized law-enforcement education in Europe (CEPOL, 2023, 2025).

Table 3. Selected statistical indicators relevant to police negotiator

competence development
Indicator Value Significance
Duration of basic vocational training in Formal baseline for independent
144 days .
Poland service
Number of expert courses in Polish
police development system

CEPOL training activities implemented Large-scale EU-level training

: 347 .

in 2024 infrastructure
High reach of specialized law-

More than 100 Broad specialization potential

CEPOL participants in 2024 Almost 22,000 .
enforcement training
.. - .. Specialized 4-day Institutional recognition of
CEPOL crisis-negotiation activity type onsite course negotiation as a specialist field

Source: developed by the author based on National Police Headquarters of Poland (2025) and
CEPOL (2023, 2025).

To systematize the results of the study, it is advisable to present the
professional competences of police negotiators in the form of an integrated
model. Such a model makes it possible to demonstrate the internal logic of
competence formation and to show how external operational conditions
influence the structure of professional preparedness. It also reflects the idea
that the effectiveness of police negotiations is determined not by one isolated
skill, but by the interaction of communication, analytical, and crisis-response
competences, which are developed through specialized training mechanisms
and transformed into practical professional outcomes. In this regard, Figure
1 illustrates the interrelation between the operational environment, the core
competence domains, the training mechanisms, and the expected
professional results of police negotiators.
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sl  Operational environment

crisis incident, uncertainty, emotional volatility, public scrutiny, legal constraints

mamad  Core competence domains

Communication: empathy, listening, rapport, de-escalation
Analytics: behavioral assessment, information processing, scenario planning, media
interpretation

Crisis response: coordination, tactical awareness, decision support, proportionality,
resilience

mmd  Training mechanisms

basic training, specialist courses, simulations, case studies, reflective review, cross-border
exchange

=] Professional outcomes

peaceful resolution, reduced escalation, enhanced safety, legitimacy, institutional learning

Figure 1. Integrated model of professional competences of police

negotiators
Source: developed by the author based on the synthesis of College of Policing (2020), CEPOL
(2023, 2025), FRA (2013, 2019), and Grubb et al. (2019, 2022).

As shown in Figure 1, the professional competence of a police
negotiator is formed under the influence of a complex operational
environment in which uncertainty, emotional instability, and legal
constraints require a high level of preparedness. In response to these
challenges, three interrelated competence domains become central:
communication, analytics, and crisis response. Their development is ensured
through formal and non-formal training mechanisms, including specialist
courses, simulations, case analysis, and reflective learning. The practical
result of this competence system is expressed in safer and more legitimate
police action, reduced escalation, and a greater probability of peaceful
conflict resolution. Thus, the proposed model may be used as a conceptual
basis for improving police training programs, evaluating negotiator
preparedness, and designing competence-oriented educational modules.

Discussion. The proposed model contributes to the literature in two
principal ways. First, it shifts the understanding of negotiation from a
personality-based view to a competence-based framework. Earlier
discussion often focused on traits such as patience, calmness, or empathy.
These qualities remain important, but research shows that effective
negotiators must also be analytically capable, development-oriented, and
operationally coordinated. Grubb et al. (2019) and Grubb et al. (2022)
demonstrate that successful negotiation depends on a combination of
personal qualities, learning processes, and professional experience rather
than on innate disposition alone.
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Second, the article places negotiator competence within a European
professionalization trend that values communication, legitimacy, human
rights, and interoperability. FRA’s training approach, CEPOL’s specialist
training architecture, and the broader emphasis on communication-based
conflict management in police practice all indicate that negotiation
competence should be embedded in police curricula more systematically.
This is especially relevant for curriculum design, professional selection,
simulation-based training, and post-incident learning in police academies
and specialist centers (College of Policing, 2020; FRA, 2013, 2019; CEPOL,
2025).

At the same time, several challenges remain. One concerns
measurement. Negotiation outcomes are influenced by numerous variables,
including the subject’s mental state, time pressure, environmental
conditions, and command decisions. Another challenge concerns digital
resilience. CEPOL’s 2024 annual report states that the agency was affected
by a major cyberattack and that more than 85,000 affected individuals had
to be notified, which demonstrates that modern training ecosystems
themselves are vulnerable to information-system disruption. For this reason,
future competence models may need to incorporate cyber-aware
professionalism and information continuity alongside traditional
communication and crisis-response skills (CEPOL, 2025).

Conclusions. The article has shown that the professional competences
of police negotiators in Poland and the European Union may be
systematically organized into three interrelated domains: communication,
analytics, and crisis response. This framework reflects the complexity of
modern police negotiation and moves beyond the narrow view that
negotiators are primarily persuasive speakers. In practice, they are specialists
who establish trust, interpret behavior, process information, support lawful
operational choices, and contribute to safe crisis outcomes (CEPOL, 2023;
FRA, 2013).

The Polish police education system offers a meaningful national
platform for developing such competences through structured training,
specialist pathways, and institutional continuity. The EU training
environment, especially through CEPOL, strengthens these capacities
through specialization, interoperability, and exchange of best practices. The
comparison suggests that the strongest professional formation emerges when
national vocational grounding is combined with supranational specialist
learning (National Police Headquarters of Poland, 2025; CEPOL, 2025).

The practical value of the article lies in the proposed competence
structure, tables, and conceptual model. These can be used in curriculum
development, selection and assessment of negotiators, simulation-based
learning, and future empirical research on police education. Further studies
may validate the model through interviews, comparative case studies, or
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competence assessment instruments designed for police academies and
specialized negotiation units (Grubb et al., 2022; Morgan & Harfield, 2025).
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Abstract. The article examines the relationship between
chess thinking and financial competence through cognitive
and behavioral perspectives. The relevance of the topic is
determined by the growing need for educational tools that
develop not only academic knowledge but also forecasting
ability, self-control, strategic planning, and responsible
decision-making. The purpose of the study is to provide a
theoretical justification of the mechanisms through which
chess practice may contribute to the development of
prerequisites for financially competent behavior. The
methodological framework includes an interdisciplinary
approach, logical and analytical methods, comparison,
systematization, and generalization of scholarly sources on
cognitive development, financial literacy, self-control, and
behavioral economics. The study demonstrates that chess
thinking has a functional affinity with several components of
financial competence, including the evaluation of
alternatives, forecasting consequences, impulse control,
decision-making under uncertainty, planning, and
responsibility for outcomes. It is shown that chess can shape
cognitive and behavioral prerequisites for financially
literate behavior, although it does not replace direct
financial education. Based on the analysis of the literature
and the synthesis of statistical evidence, the paper proposes
a model of transition from chess-related cognitive practices
to elements of financial competence. The practical
significance of the findings lies in the possibility of
integrating chess-based methods into financial literacy
programs, economic education, and self-management skills
development. Prospects for further research are associated
with the empirical testing of the proposed model on different
age groups.
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literacy, cognitive development, self-control, strategic
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Introduction. In the contemporary educational and socio-economic
context, financial competence is increasingly regarded as one of the core life
competencies. Its importance has intensified under the conditions of
financial digitalization, the spread of online payments, marketing pressure,
information overload, and the growing risks of impulsive and irrational
choices. According to the OECD, in the 14 OECD countries and economies
that participated in the PISA 2022 financial literacy assessment, an average
of 18% of students did not reach the baseline level of financial proficiency.
At the same time, around 60% of fifteen-year-olds already have a bank
account or payment card, while more than 85% reported making online
purchases during the previous 12 months (OECD, 2024).

Against this background, increasing attention is being paid to
educational practices capable of developing not only knowledge about
finance but also the cognitive and behavioral mechanisms required for
responsible decision-making. One such tool may be chess. Traditionally,
chess is associated with the development of logic, concentration, memory,
strategic thinking, emotional discipline, and self-regulation. These
characteristics are of particular interest in the context of financial
competence because financial decisions also require the analysis of
alternatives, risk evaluation, impulse control, and long-term planning.

At the same time, the relationship between chess thinking and financial
competence remains insufficiently conceptualized in the contemporary
academic literature. There are separate strands of research on the cognitive
effects of chess instruction and a substantial body of work on financial
literacy, self-control, and financial behavior. However, these strands are
rarely connected within a single analytical framework. This gap creates a
need for a theoretical model that can explain how chess practice may
contribute to the formation of the prerequisites of financially competent
behavior.

Literature Review. Chess thinking can be interpreted as a complex
form of intellectual activity that combines abstract and concrete reasoning,
the analysis of alternatives, forecasting, planning, attention control,
emotional restraint, and self-management. In this sense, chess is not merely
a game but also a structured cognitive environment in which an individual
constantly evaluates positions, considers possible consequences, adjusts
decisions, and takes responsibility for the outcome.

A number of studies support the idea that chess instruction is associated
with measurable cognitive benefits. A meta-analysis by Sala and Gobet
(2017), which synthesized findings from 24 studies and 40 effect sizes, found
that chess instruction had a positive effect on mathematical achievement,
with an average effect size of d = 0.38, and on overall cognitive ability, with
an average effect size of d = 0.34. At the same time, the authors emphasized
that these findings should not be overstated and that the field still requires
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more rigorous research designs and active control groups (Sala & Gobet,
2017).

This cautious interpretation is also relevant to the present topic. Chess
should not be treated as a universal mechanism that automatically develops
all transferable skills. Rather, it may be regarded as an environment in which
specific cognitive operations and regulatory qualities are intensively trained
and may later be transferred, at least partially, to other domains of activity.

Financial competence, in turn, is not limited to knowledge about
money. In contemporary scholarship, it is commonly understood as a
multidimensional construct that includes cognitive, behavioral, and value-
regulatory components. The cognitive dimension covers the understanding
of percentages, inflation, risk, time value of money, and contractual
conditions. The behavioral dimension includes budgeting, saving,
comparing prices, prudent credit use, and resisting impulsive purchases. The
value-regulatory dimension concerns self-control, responsibility, future
orientation, and the ability to delay gratification (Lusardi & Mitchell, 2014;
Hastings et al., 2013).

The PISA 2022 findings demonstrate that stronger financial literacy is
associated with more responsible financial behavior. Students with higher
levels of financial literacy were 72% more likely to save money and 50%
more likely to compare prices before making a purchase than those with
lower performance (OECD, 2024). These findings are important because
they indicate that financial competence cannot be reduced to the possession
of information alone. Instead, it depends on the ability to apply knowledge
through reflective and self-regulated behavior.

In this regard, self-control occupies a particularly significant place.
Strombéck et al. (2020) showed that subjective self-control is a strong
predictor of healthy financial behavior and financial well-being, whereas
objective executive-function measures were less consistent in their
explanatory power. Similarly, van Raaij et al. (2023) concluded that self-
control and future time perspective have both direct and indirect effects on
financial well-being. These findings suggest that financial competence
depends not only on formal literacy but also on behavioral regulation and
future-oriented thinking (Strombaick et al., 2020; van Raaij et al., 2023).

From this perspective, the conceptual bridge between chess thinking
and financial competence becomes clearer. If chess practice develops
concentration, forecasting, alternative evaluation, responsibility for
decisions, emotional control, and patience, then these qualities may function
as prerequisites for more competent financial behavior. This assumption is
partially supported by the study of Islam et al. (2021), which provided field
experimental evidence that intensive chess instruction may affect not only
academic outcomes but also selected non-cognitive characteristics, including
risk preferences and time inconsistency. Although some results became less
robust after multiple-testing corrections, the findings remain important
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because they point to possible links between chess practice, risk behavior,
and intertemporal decision-making, all of which are highly relevant for the
financial domain (Islam et al., 2021).

Thus, the literature review suggests that chess may be theoretically
understood not as a substitute for financial education but as a potential
developmental tool that strengthens the cognitive and behavioral foundations
of financial competence.

Aims. The aim of this article is to provide a theoretical justification for
the relationship between chess thinking and financial competence and to
identify the cognitive and behavioral mechanisms through which this
relationship may operate.

To achieve this aim, the study addresses the following objectives: to
conceptualize chess thinking as a cognitive and behavioral construct relevant
to decision-making; to characterize financial competence as a
multidimensional phenomenon that includes cognitive, behavioral, and self-
regulatory components; to identify the functional intersections between
chess-related skills and the components of financially competent behavior;
to propose a theoretical model explaining how chess practice may contribute
to the development of financial competence.

Methodology. The study is theoretical in nature and is based on an
interdisciplinary methodological approach that combines concepts from
cognitive psychology, educational studies, behavioral economics, and
financial literacy research. The main methods used in the article are logical
analysis, comparison, systematization, generalization, and conceptual
synthesis.

The logical analysis method was applied to identify the structural
components of chess thinking and financial competence. The comparison
method made it possible to reveal the similarities between the cognitive
operations required in chess and those involved in financially responsible
behavior. Systematization was used to classify the relevant findings from
scholarly literature and international reports. Generalization and conceptual
synthesis allowed the author to construct a theoretical model that explains
the transition from chess-based cognitive practices to elements of financial
competence.

The empirical basis of the paper is not original fieldwork but previously
published scholarly studies and international statistical evidence, especially
OECD reports and peer-reviewed articles on financial behavior, self-control,
and chess instruction. Therefore, the study does not claim direct causal proof
but rather offers a theoretically grounded interpretive framework for future
empirical testing.

Results. Based on the theoretical analysis and synthesis of the
literature, it is appropriate to move from general conceptual observations to
a structured comparison of the key components of chess thinking and
financial competence. Such a comparison allows the argument to be made
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more explicit and demonstrates that the relationship between the two
constructs is not merely metaphorical. Instead, it can be described in terms
of functional similarities between the cognitive and behavioral mechanisms
involved.

Table 1. Functional correspondences between components of chess
thinking and financial competence

Component of chess
thinking

Content characteristics

Corresponding element
of financial
competence

Practical financial
manifestation

Concentration of

Sustained focus on

Attention to the
conditions of financial

Reading contracts,
checking fees,

attention position and details . o
decisions monitoring expenses
Anticipating the . Budget plannin,
. patng Assessing future getp &
Forecasting consequences of a . evaluating credit
financial consequences
move burden

Alternative analysis

Comparing several
lines of play

Comparing financial
alternatives

Choosing among
financial products,
comparing prices

Combinational vision

Recognizing hidden
connections and
scenarios

Identifying risks and
hidden conditions

Detecting financial
traps and manipulative
offers

Self-discipline

Consistency and
regularity of actions

Regularity of financial
behavior

Budgeting, building
savings reserves

Emotional self-
regulation

Control of reactions
under pressure

Resistance to impulsive
decisions

Limiting spontaneous
spending, remaining
calm in crisis

Strategic thinking

Relating a move to an
overall plan

Long-term financial
planning

Setting financial goals,
saving, investing

Responsibility for a
move

Awareness of cause-
and-effect relations

Financial responsibility

Understanding
consequences of debt,
arrears, and risky
transactions

Source: developed by the author

Table 1 demonstrates that the relationship between chess thinking and

financial competence has a functional rather than superficial character. Chess
thinking does not simply resemble financially prudent behavior. Rather, it
includes operations that are structurally close to the mechanisms involved in
economic choice, risk assessment, and impulse regulation. This
interpretation is especially important because it shifts the discussion from
generalized claims about the “benefits of chess” to a more precise
understanding of which specific skills may be relevant for the development
of financial competence.

To strengthen this interpretation, it is useful to consider empirical and
statistical indicators that support the proposed logic. The point is not to claim
that chess automatically produces financial literacy. Instead, the purpose is
to show that the skills fostered through chess practice have already been
identified in the literature as important for financial behavior and self-
regulation.
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Table 2. Empirical and statistical markers relevant to the
interpretation of the relationship between chess and financial

competence
Indicator / finding Value Interpretation for the topic
Effect of chess instruction on - Chess.ls assqmated with the develppment of
. . d=0.38 analytical skills relevant to financial
mathematics achievement .
calculations
Effect of chess instruction on _ Supports the link be.t ween chess and t}.l?
.. o d=0.34 development of decision-related cognitive
general cognitive ability o
abilities
Students who do not reach baseline . . .
financial literacy in OECD PISA 18% Ir;chlz‘;is the scale of the financial education
2022 pro
Students who have a bank account Shows that young people enter financial
about 60% .
or payment card practices early
Students who reported online more than Strengthens the need for behavioral financial
purchases 85% awareness
Higher financial literacy and Highlights the behavioral value of cognitive
oo . +72% .
greater likelihood of saving preparation
Higher ﬁnaqmal literacy and' o Confirms the importance of alternative
greater likelihood of comparing +50% .
. evaluation
prices
Experimental effect of chess lower risk Suggests a possible relationship between chess
instruction on risk preferences aversion practice and behavior under uncertainty
Experimental effect of chess reduction Relevant to planning and delayed gratification

instruction on time inconsistency
Source: developed by the author based on OECD (2024), Sala and Gobet (2017), and Islam et al.
(2021).

The evidence summarized in Table 2 suggests that financial
competence has not only an informational but also a cognitive-behavioral
dimension. If financially competent behavior is associated with saving,
comparing alternatives, being less impulsive, and showing stronger future
orientation, then chess may be interpreted as a supplementary pedagogical
tool for developing such prerequisites. This does not imply a direct causal
equation between chess and financial literacy. However, it does support the
theoretical plausibility of the relationship.

The synthesis of the reviewed literature and the structured comparison
presented above makes it possible to formulate a general model of how chess
practice may be connected with financial competence.

The proposed scheme does not claim universal explanatory power. Its
value lies in demonstrating the indirect rather than direct nature of the
influence of chess on financial competence. This is especially important for
a balanced academic interpretation that avoids overgeneralization and
acknowledges the complexity of skill transfer across domains.
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development of concentration, memory, forecasting, self-control,
and strategic vision

formation of metacognitive skills such as alternative analysis,
hypothesis testing, consequence evaluation, and error correction

strengthening of behavioral qualities such as patience, budget
discipline, delayed gratification, and impulse regulation

Chess practice

= growth of financial competence

more responsible financial behavior, including saving, comparing
options, managing risk, and long-term planning.

Figure 1. Logic of the transition from chess thinking to financial
competence

Discussion. The theoretical results obtained in this study allow for
several important discussion points. First, chess thinking and financial
competence are not identical phenomena. Financial competence requires
specific knowledge of budgeting, savings, credit, investment, inflation,
interest, and risk. Chess does not automatically provide such content
knowledge. However, it may foster the cognitive and behavioral foundations
without which even a substantial amount of financial information may fail
to translate into responsible financial behavior.

Second, self-control appears to be one of the most significant
connecting categories between the two constructs. The literature shows that
financially responsible behavior is strongly associated with self-regulation,
the ability to delay gratification, and future-oriented thinking (Strombéck et
al., 2020; van Raaij et al., 2023). Chess, in turn, is built around disciplined
attention, emotional restraint, patience, and responsibility for one’s move.
From this perspective, chess may be seen as a practice that habituates
individuals to forms of self-regulation that later become relevant in financial
decision-making.

Third, the findings should be interpreted without romanticizing the
educational role of chess. Research on the cognitive effects of chess
instruction does demonstrate positive links, but it also emphasizes the limits
of transfer. Not every skill trained in one domain is easily transferred to
another. Consequently, chess is best understood as a supplementary
developmental resource within broader educational models rather than as a
self-sufficient means of cultivating financial competence (Sala & Gobet,
2017).
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Fourth, the educational potential of chess seems especially promising
when combined with financial case-based learning. If students move from
chess-related exercises to practical activities such as building a budget,
comparing prices, evaluating credit offers, or identifying manipulative
financial proposals, then the transfer of skills becomes more explicit and
pedagogically grounded. Such integration would unite the cognitive
discipline of chess with the practical content of financial education.

The theoretical novelty of this paper lies in combining chess pedagogy,
cognitive psychology, behavioral economics, and financial literacy research
within a single analytical framework. Its practical significance lies in the
possibility of using chess-based methods in financial literacy programs,
economic education, and self-management training.

Conclusion. The article has theoretically substantiated that there is a
meaningful relationship between chess thinking and financial competence,
mediated by cognitive and behavioral mechanisms. These mechanisms
include concentration of attention, analysis of alternatives, forecasting of
consequences, strategic vision, emotional self-regulation, self-discipline,
and responsibility for decisions.

It has been shown that chess may be regarded as a supplementary
educational tool for the development of prerequisites for financially literate
behavior. Its value lies not in directly teaching financial concepts but in
shaping a type of thinking and self-regulation that strengthens an individual’s
capacity to act more prudently, consistently, and strategically in the financial
sphere.

The practical significance of the results lies in the possibility of
integrating chess-based methods into financial literacy programs, economic
education, critical thinking development, and self-management training.
Future research should focus on the empirical testing of the proposed model
with schoolchildren, university students, and adult learners, as well as on the
design of integrated educational courses that combine chess exercises with
financial case studies.
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