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Editor’s Preface

Th e fi rst number of Th e New Educational Review in 2014 is the thirty fi ft h issue 
of our journal since the start of its foundation in 2003. In this issue there are mainly 
papers from: China, Croatia, the Czech Republic, Denmark, Germany, South Korea, 
Poland, the Slovak Republic, Slovenia, Spain, Turkey, and the USA, because our 
journal is open for presentation of scientifi c papers from all over the world.

In the present issue the Editors’ Board have proposed the following subject ses-
sions: Didactics, Social Pedagogy, Pedeutology, Special Pedagogy, Chosen Aspects 
of Psychology and Review.

In the subject session “Didactics” eleven articles are presented. Frantisek Sudzina, 
Liana Razmerita and Kathrin Kirchner investigate the relationship between stu-
dents’ behaviour on Facebook, Facebook games, and students’ attitudes toward 
educational on-line games. Th e team of scientists from Palacky University in 
Olomouc focuses on the assessment of text diffi  culty in six contemporary Czech 
science textbooks for fourth graders. Th e paper by Antonio Jimeno demonstrates 
that it is possible to intervene in a curricular perspective, at university, to promote 
the development of interpersonal skills. Th e study by Jitka Jakešová reports on the 
validation and reliability study of the Czech version of the Motivated Strategies 
for Learning Questionnaire. Th e main objectives of the research carried out by 
Wioletta Kwiatkowska are experiences of virtual classroom learners in the context 
of being part of a community or being indiff erent towards it, as well as getting to 
know the value of the community in view of respondents, and the attitudes of 
respondents to the community. In their article, Verónica Marín-Díaz and Ángela 
Larrea Espinar describe the research carried out in the framework of the project 
entitled “Tele-education Platforms for Virtual Instruction” at the University of 
Córdoba. Bihong Li and Pamela L. Eddy seek to fi nd out whether e-learning could 
meet faculty members’ expectations for their professional development. Th e paper 
by Barbara Sicherl-Kafol and her co-workers presents the results of the study in 
which they analyse planning of musical objectives in the psychomotor domain 

Stanisław Juszczyk
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by Slovenian general education teachers. Th e results of the research on the issue 
of textbook use have been described by Zuzana Sikorová and Iva Červenková. 
Th e aim of the research presented by Emine Kiziltaş and Medera Halmatov is to 
fi nd out if the environmental education program prepared for preschool pupils is 
eff ective in helping the 5-6-year-old age group gain environmental consciousness. 
Th e paper by Ivana Šimonová, Petra Poulová, Marcela Sokolová and Martin Bilek 
presents research results of the two-year pedagogical experiment comparing test 
scores in three subjects (Database Systems, Management, IT English) taught either 
in the ICT-supported way, or in the traditional face-to-face way at the Faculty of 
Informatics and Management, University of Hradec Kralove.

Th e subject session “Social Pedagogy” consists of fi ve articles. With his co-
workers from Masaryk University in Brno, Petr Novotný compares evidence given 
by teachers at the primary and secondary levels of basic schools about processes 
which create the dimensions of a professional learning community. Th e article 
by Kim Eun-Jung, Shin Ju-Cheol and Kim Yong-Deog deals with the reality of 
North Korea’s education and its middle school education. In her paper, Eva Machů 
presents research on value preferences of gift ed fi  fth grade pupils from selected 
elementary schools in the Czech Republic. Th e main research goal of the study by 
Bartłomiej Marona and Michał Głuszak is to explore the linkage between regula-
tory framework and university level real estate education in Poland. Th e paper by 
Maja Ružić-Baf, Mirjana Radetić-Paić, and Andrea Debeljuh aims at determining 
the diff erences in self-evaluation of the motives for playing online video games 
among university students.

In the subject session “Pedeutology” two papers are published. In their article, 
Beata Pituła and Wiesława A. Sacher discuss research referring to primary school 
teachers’ professional performance diagnosis in the Czech Republic, Poland and 
Bulgaria. Th e aim of the study by Nil Yildiz Duban is to obtain information on 
pre-service teachers’ experiences and viewpoints on science journal and journal 
writing.

Th e subject session “Special Pedagogy” consists of an article by Iwona Chrzanow-
ska, who describes inclusive education as a concept and a new vision of integrating 
disabled people in a school environment within the Polish education system.

In the subject session “Chosen Aspects of Psychology” we publish two articles. In 
the fi rst paper, Katarzyna Ślebarska investigates the emotional costs experienced in 
the new workplace and general self-effi  cacy as predictors of coping during the fi rst 
period of reemployment. Th e article by Łukasz Jach discusses the relation between 
the level of activity of students and both the objective and subjective indicators of 
their eff ectiveness and the level of autotelism/calculation of the initiated activities.
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Th e subject session “Book Review” includes three opinions. Marta Kotarba-
Kańczugowska characterises the “Dictionary of Special Education” by Małgorzata 
Kupisiewicz, published by the Polish Scientifi c Publishers PWN in Warsaw in 2012. 
Li Liu describes a book by David Newby (ed.) entitled “Insights into the European 
Portfolio for Student Teachers of Languages (EPOSTL)”, published in the United 
Kingdom by Cambridge Scholars Publishing in 2012. Peter Jusko emphasises the 
essential values of the book by Krzysztof Dziurzyński, entitled “Teenagers’ Political 
Attitudes and National Education”, published by Alcide De Gasperi Euroregional 
Economy University in Józefów in 2012.

We hope that this edition, like previous ones, will encourage new readers not 
only from the Central European countries to participate in an open international 
discussion. On behalf of  the Editors’ Board I would like to invite representatives 
of diff erent pedagogical sub-disciplines and related sciences to publish their texts 
in Th e New Educational Review, according to the formal requirements placed on 
our website: www.educationalrev.us.edu.pl – Guide for Authors.





Didactics





Educational On-Line Gaming Propensity: 
An Exploratory Study

Abstract

Educational on-line games are promising for new generations of students who 
are grown up digital. Th e new generations of students are technology savvy and 
spend lots of time on the web and on social networks. Based on an exploratory 
study, this article investigates the factors that infl uence students’ willingness to 
participate in serious games for teaching/learning. Th is study investigates the 
relationship between students’ behavior on Facebook, Facebook games, and their 
attitude toward educational on-line games. Th e results of the study reveal that 
the early adopters of educational games are likely to be students, who are young, 
have only a few Facebook connections, who currently play Facebook game(s). 
Furthermore, the study emphasizes that there may be diff erences between students 
coming from various countries.

Keywords: e-learning, Facebook, on-line gaming

Introduction

Learning in the 21st century requires a radical rethink of how education can 
be delivered as learning can happen everywhere and can be delivered in diff erent 
forms: apps, videocasts, podcasts, games and especially serious games. According 
to Llorente Cejudo and Cabero Almenara (2013), students have a positive attitude 
toward the Internet and blended learning in general, and it appears that it leads 
to an increase in academic performance. Th e “digital native students” or the “Net-
Geners” or millenials are new generations of students who are able to multitask and 

Frantisek Sudzina, Liana Razmerita, 
Kathrin Kirchner
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who are operating at “twitch speed” (Prensky, 2001). Th e challenge for educators 
is to design and integrate a new set of tools based on specifi c didactic principles 
associated with a specifi c domain of learning (Mondahl, Rasmussen, Razmerita, 
2009). Multiple studies, (e.g., Barab, Sadler, Heiselt, Hickey, Zuiker, 2007; Schrader, 
McCreery, 2007; Squire, DeVane, Durga, 2008; Warren, Dondlinger, Barab, 2008) 
have shown that educational computer games or serious games have a potential 
to create learning environments in which learners gain abilities and establish 
their knowledge in the process of playing games. According to Cagiltay (2007), 
educational computer games may provide a more interesting learning environ-
ment for acquiring knowledge than traditional teaching. Serious games have the 
potential to foster ludic learning or learning by playing. Learning communities can 
be facilitated by mobile pervasive technologies, social networks and new emerg-
ing cyber education concepts where learners are active participants, creators of 
knowledge and seekers of engaging user experiences (McLoughlin, Lee, 2010). 
Furthermore, these communities may have many diff erent purposes (learning by 
practicing, questioning, learning by playing, etc) and they may support learning 
in diff erent forms.

Looking at social networks, Facebook (FB) is considered as the most popular 
platform among university students (Kabilan, Ahmad, Abidin, 2010). Students 
are open to use FB also to support classroom work, to discuss assignments, post 
course information or develop better ideas in groups than to do homework alone 
(Haverback 2009). Blatter and Fiori (2009) found that joining groups with similar 
potential has pedagogical potential. Especially FB can have positive and negative 
impacts on learning. Among positive factors are a higher learning motivation and 
engagement and social networking practice is strengthened. On the negative side, 
using Facebook might be a waste of time and encourage negative attitudes, like 
lying.

An important factor that infl uences learning is motivation and their perception 
of these new learning environments. Th ere is empirical research into video gam-
ing and motivation, (e.g., Ryan, Rigby, Przybylski, 2006; Owston, 2009; Schrader, 
McCreery, 2007) but, according to Hoff man and Nadelson (2010), empirical studies 
on video gaming and motivation are less frequent.

Th ere are several models to study motivation. Th e most prevalent model in 
information systems research for investigating motivation for adoption (and use) 
is the Technology Acceptance Model- TAM (Davis, Bagozzi, Warshaw, 1989), which 
stems from the Th eory of Reasoned Action (Fishbein, Ajzen, 1975; Ajzen, Fishbein, 
1980), and its descendants- TAM2 (Venkatesh, Davis, 2000), TAM3 (Venkatesh, 
Bala, 2008), Unifi ed Th eory of Acceptance and Use of Technology- UTAUT (Ven-
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katesh, Morris, Davis, Davis, 2003), and UTAUT2 (Venkatesh, Th ong, Xu, 2012). 
But this lineage of models spurred extant research focused on the common method 
bias in them, e.g. (Sharma, Yetton, Crawford, 2009; Straub, Burton-Jones, 2007). 
Other popular theories, such as the Diff usion of Innovations (Rogers, 1962) and 
the Th eory of Consumption Values (Sheth, Newman, Gross, 1990) face the issue 
of common method bias as well.

Th e aim of our study is to investigate the prospensity to play educational mul-
tiplayer games. Th e investigation into respondents’ propensity to play is based on 
objective (and relatively easily-observable) factors. What is considered are gender, 
age, number of Facebook connections, place of origin, and gaming status, i.e. if the 
respondent plays any Facebook game(s), has played any FB game(s), or has never 
played any FB games.

Th e article is structured as follows: Th e following section describes the research 
methodology and data. Th e penultimate section presents the data analysis and 
a discussion of the results. Th e fi nal section discusses conclusions and directions 
for future research.

Data and Methodology

For our investigation into the prospensity of playing educational online games 
we developed a questionnaire. In our underlying research model, we selected 
gender, age, place of origin, number of Facebook connections and gaming status 
to describe the infl uence on propensity to play educational online games.

Gender is included because it is a commonly used factor in information systems 
literature (e.g., in Correa, Hinsley, de Zuniga, 2010; Greenberg, Sherry, Lachlan, 
Lucas, Holmstrom, 2010; Hoff man, Nadelson, 2010; Pfi ster, 2011; Sanchez-Franco, 
2006; Venkatesh, Th ong, Xu, 2012). Age is included because it is also commonly 
used in information systems research (e.g. in Correa, Hinsley, de Zuniga, 2010; 
Greenberg, Sherry, Lachlan, Lucas, Holmstrom, 2010; Hoff man, Nadelson, 2010; 
Venkatesh, Th ong, Xu, 2012). Th e number of FB connections is included as a proxy 
for social involvement, place of origin as a proxy for culture or social factors, and 
gaming status as a proxy for propensity for on-line gaming. We derived the follow-
ing hypotheses (Figure 1):

H1: Educational on-line gaming propensity depends on gender.
H2: Educational on-line gaming propensity depends on age.
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H3: Educational on-line gaming propensity depends on the number of FB 
connections.

H4: Educational on-line gaming propensity depends on place of origin.
H5: Educational on-line gaming propensity depends on gaming status.

Figure 1. Research Model

Th e research focuses on university students. Data were collected using a ques-
tionnaire. A pilot study was conducted in December 2010 with 18 respondents. 
Following the pilot study, as there were no problems with question formulation 
observed, the survey was carried out in February 2011 (98 respondents) and in 
March 2012 (19 respondents). Th e total number of respondents was 117, of whom 
57 are students from Aarhus University and 60 respondents from Copenhagen 
Business School. Among the students, 61% were female and 39% were male. Th e 
respondents were between 19 and 38 years old, with average age 24.45 and median 
23. Th e students came from diff erent places of origin, which were summarized 
into the categories Denmark (42 respondents), the rest of Scandinavia (10), the 
rest of Europe (40) and outside Europe (25). 11 of the sudied students play FB 
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games, 32 of them once did, but stopped playing, and 73 have never tried a FB 
game.

Th e distribution of the respondents’ number of connections (i.e. of friends in 
the FB terminology) is provided in Table 1. Th ere was one student who did not 
have a FB account; the non-response is classifi ed as non-applicable in the table.

Table 1. Distribution of number of Facebook connections

No. of 
con nec-

tions

Up to 
100

101 –
– 200

201 –
– 300

301 –
– 400

401 –
– 500

501 –
– 600

601 –
– 700

701 –
– 800

801 –
– 900

901 –
– 1000

More 
than 
1000

Not 
appli-
cable

count 5 19 17 30 17 10 3 4 5 1 5 1

Table 2 contains answers to the question “If there was something like a multi-
player game used for teaching/learning, would you be interested in participating?”

Table 2. Distribution of propensity to play educational games

Answer Count
1- not interested at all 11
2 16
3 8
4 23
5 30
6 18
7- very interested 9
No answer 2
Total 117

Additional data were collected, e.g. on the type of people they are connected to 
on FB (analyzed in Sudzina, 2012), how much time they spend on FB, how much 
time they keep the FB site open, how much time they usually spend playing FB 
and other on-line games, escapist motives for playing FB and other on-line games 
(analyzed in Sudzina, Razmerita, 2012b), reasons why they stopped playing FB and 
other on-line games (analyzed in Sudzina, Razmerita, 2012c), and strengthening 
of weak ties (analyzed in Sudzina, Razmerita, 2012a).

A multivariate approach to test hypotheses is used. A suitable test is analysis 
of variance (ANOVA). Th e dependent variable is propensity to play educational 
games (cf., Table 2). Th ere are fi ve independent variables: gender, place of origin, 
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and gaming status are modeled as factors; age and the number of Facebook con-
nections are modeled as covariates.

Overall, there are four unusable rows because of missing data, i.e. 113 of 117 rows 
will be used for ANOVA. But this should not introduce any bias to the analysis, 
since these four observations account for less than 4% of observations.

Th e issue of statistical power in information systems research has been known for 
at least 20 years, when Baroudi and Orlikowski (1989) estimated that information 
systems researchers typically had a 40% chance of not detecting the phenomenon 
under study, even though it, in fact, may exist. Our approach to this problem is to 
merge values for Denmark and the rest of Scandinavia into one- Scandinavia, i.e., to 
decrease the number of groups being compared, and thus to increase the statistical 
power. Secondly, logarithm of age instead of age is used.

Tukey-Kramer multiple-comparison test is used to investigate diff erences 
between groups within one factor. ANOVA and Tukey-Kramer multiple-compar-
ison test are commented at the signifi cance level α = 0.05. Th e results are provided 
in the next section.

Results and Discussion

Following our research model in Figure 1, our aim is to fi nd factors infl uencing 
the educational online-gaming prospensity. Table 3 contains results of our ANOVA 
model where the dependent variable is students’ propensity to play educational 
games. Th e independent variables are gender, age, number of FB connections, place 
of origin, and gaming status.

Table 3. ANOVA table for propensity to play educational games

Independent variable DF Sum of 
Squares

Mean 
Square F-Ratio P-value

Gender 1 0.9126344 0.9126344 0.33 0.569452
Log(age) 1 11.36009 11.36009 4.05 0.046637*
Number of Facebook connections 1 13.584 13.584 4.85 0.029881*
Place of origin 2 20.80877 10.40439 3.71 0.027677*
Gaming status 2 18.4865 9.243249 3.30 0.040813*
S 105 294.2635 2.802509
Total (Adjusted) 112 339.7168
Total 113
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With regard to gender, it was not found to signifi cantly infl uence the propensity 
to play educational games. As can be seen in Table 4, the estimated average for the 
males is higher than that for the females, as could be expected, but this diff erence 
is not suffi  cient to be considered signifi cant.

Table 4. Gender and propensity to play educational games

Gender Estimated Average
Male 4.59
Female 4.41

Th is is an interesting result compared to other studies, where gender was found 
to be a signifi cant factor regarding online-gaming. Facer, Sutherland Furlong 
and Furlong (2003) report that boys are signifi cantly more intense game players 
than girls. Mysirlaki and Paraskeva (2007) found a positive signifi cant correlation 
between male players and the time they spend playing games. Yee (2006) wrote 
that male and female players follow diff erent motives. Female players like to build 
social networks and escape from reallife stress, while male players like to achieve 
something within the game.

Th e second factor in our research model is age. Because we only had students 
answering our questionnaire, the range of age was not wide, and the median age 
was 23. In general, the number of video and computer game players is 30, while 
32% of the players are between 18 and 35 (Entertainment Soft ware Association, 
2013). In our study, age, more precisely logarithm of age, was found to signifi cantly 
infl uence the propensity to play educational games. In the case where age is used 
without the log-transformation, its p-value is 0.054. In both cases, its relationship 
with the propensity to play educational games is negative.

Th e number of FB connections was found to signifi cantly infl uence the pro-
pensity to play educational games. Its relationship with the propensity to play 
educational games is negative. In the study of Entertainment Soft ware Associa-
tion (2013), it turned out that 42% of video and computer game players like to 
play together with their friends. Social networking, community building and 
inter-personal relationships provide opportunities for learning (Kabilan, Ahmad, 
Abidin, 2010).

With regard to the place of origin, it was found that it signifi cantly infl uences 
the propensity to play educational games. Estimated averages are provided in Table 
5. According to the Tukey-Kramer multiple-comparison test, there is a signifi cant 
diff erence between Scandinavia and the rest of Europe.
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Table 5. Place of origin and propensity to play educational games

Place of Origin Estimated Average
Scandinavia 5.04
Rest of Europe 4.00
Outside Europe 4.46

With regard to gaming status, it was found that it signifi cantly infl uences the 
propensity to play educational games. Estimated averages are provided in Table 6. 
According to the Tukey-Kramer multiple-comparison test, there is a signifi cant 
diff erence between the respondents who still play FB game(s) and those who have 
never played any FB games.

Table 6. Gaming status and propensity to play educational games

Answer Estimated Average
Yes, I do 5.27
I did but I do not anymore 4.34
I have never done 3.89

Although data were collected in Denmark, the results may be generalizable (at 
least to some extent) due to the fact that over three fi ft hs of the respondents came 
from abroad.

Conclusions

Th e paper investigated educational online gaming propensity and connected 
it with the use of social networks, namely Facebook, which is widely used among 
students. According to our survey of university students in Denmark, about 10% of 
the respondents play FB games, about 30% tried them out but have lready stopped 
playing. More than half of the respondents spend up to an hour a day on FB. Th e 
mode and the median for the number of FB connections is 301 – 400.

Th e primary scope of the article was to investigate the propensity to play educa-
tional games, and to use only objective (and easily-observable) variables that could 
help educators to predict this propensity.

Gender per se does not seem to impact the propensity to play educational 
games, but it is possible to hypothesize that it could have an impact in interac-
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tion with a suitable variable, e.g. personality traits according to the Five-Factor 
Model (McCrae, Costa, 1997), as was the case in Correa, Hinsley, de Zuniga (2010). 
Th e aim of this article was to investigate only the impact of objective and easily-
observable variables, but personality traits do not fall into such a category.

Correa, Hinsley and de Zuniga (2010) found age to be signifi cant. Age was 
also signifi cant in our model. Regardless of whether a log-transformation is or is 
not used, there is a negative relationship between age and the propensity to play 
educational games. (It is possible to hypothesize that if the research is replicated 
in a country with a signifi cantly narrower age interval, age will not be found sig-
nifi cant.) A signifi cant and negative relationship was found between the number 
of FB connections and the propensity to play educational games as well.

With regard to the place of origin, there was a signifi cant diff erence between 
the students from Scandinavia and the East of Europe. Future research may try 
to use an appropriate index, e.g. the Network Readiness Index (World Economic 
Forum, 2012) or climate harshness and national wealth from the climato-economic 
theory (Van de Vliert, 2009), instead of the country. In this way, the categorical 
variable may be turned into a continuous one and, in return, it is likely to increase 
the statistical power.

With regard to gaming status, there was a signifi cant diff erence between the 
respondents who still played FB game(s) and the respondent, who had never played 
any FB games.

To sum up, educators should expect that fi rst adopters of educational games 
will be students, who are young, have only a few FB connections, currently play 
FB game(s), and there may be a diff erence between students coming from various 
countries.
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Text Diffi  culty in Czech Natural Science Textbooks 
for the Fourth Grade

Abstract

Th e paper focuses on the assessment of text diffi  culty in six contemporary 
Czech science textbooks for fourth graders. Text analysis followed the authors’ own 
methodology. Th e results obtained reveal varying text diffi  culty between individual 
textbooks. Only textbooks by the Alter and SPN publishing companies comply 
with the diffi  culty scale for fourth-year textbooks and may be recommended for 
teaching.

Keywords: natural science textbooks for the fourth grade, text diffi  culty, syn-
tactic factor, semantic factor

Introduction

Without a doubt, language represents the most important medium in primary 
school instruction. Education at the primary school level cannot be imagined 
without vocabulary-based printed information (Selander 1990; Shepardson, Piz-
zini 1991). Along with teacher presentations, textbooks act as one of the primary 
sources of information which channel school education at primary schools 
(Poláková 1992, Sikorová 1998). Th e quality of school education is therefore to 
a great extent conditioned by the qualities of textbooks as learning mediums. If 
textbooks are created without the prior objective assessment of the suitability of 
their language structure and text content for the respective level of pupils’ linguistic 
competence, textbooks of inferior didactic quality may be produced (Olechowski 
1995, Zujev 1995).

Libuše Hrabí, Olga Vránová, 
Ivo Machar, Vilém Pechanec
Czech Republic
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With respect to didactic tools, it is obvious that textbooks represent but one of 
a wide range of didactic means, dated as they may appear when compared with 
the latest interactive didactic tools or in the context of the boom of e-learning. Yet, 
textbooks will not disappear from schools. On the contrary, their utilization as basic 
didactic tools for both pupils and teachers is irreplaceable in the contemporary 
European education system.

Textbooks fall into the category of didactic tools which signifi cantly enhance 
meeting the educational goals of primary and secondary schools (Maňák et al. 
1994). Průcha (1989) defi ned three key textbook functions, which encompass (1) 
curriculum presentation function, (2) learning and teaching management function 
and (3) organizational function. A typical textbook includes an explanatory text 
and a number of colourful visuals, whose quality is vital for comprehending the 
book’s text (Bielková 1995, Lienhard 1992). Th e categorization of a textbook’s visual 
sources of information drawing on measurements of their area representation in 
complex didactic texts was proposed in a study by Wahla (1983). Didactic practice 
acknowledges that apart from visual information, the degree of text diffi  culty in 
textbooks is of key importance to the educational quality of textbooks (Pluskal 
1996). Textbook texts should be attractive to pupils, factually correct and adequate 
to the age and mental abilities of the target pupil age group. Textbook texts fre-
quently contain a relatively high amount of special terminology (Hrehovcík 1989, 
Marenčík 1993), which is, at times, not suffi  ciently illustrated or is not explained 
at all. Th is well-established fact has prompted some authors to conduct an empiri-
cal evaluation of textbook text diffi  culty based on the frequency of terminology 
occurrence in individual thematic units of the given textbook (Moody 1996). 
With respect to this issue and following her didactic practice, Mazáčová (2000) 
recommends that terminology used in textbooks by individual publishing houses 
be analogous for given fi elds and pupil ages (as terminology causes problems for 
pupils, e.g., when transferring to new schools). Diff erent textbooks are analyzed 
from a number of perspectives, including text diffi  culty, question types, sources 
of non-verbal information, etc. Th e following authors have focused on the said 
analyses in our country: Hrabí (2005, 2008, 2009, 2010), Maňák, Knecht (2007), 
Pluskal (1996), Průcha (1984, 1997), Sikorová (2004), and Vránová (2008). Foreign 
authors dealing with this issue include Mikk (2000), Schmidt (1991), Stiner (1992), 
Olechowski (1995), Ottich, Kowalczyk (1992), Shepardson; Pizzini (1991).

In recent times, the issue of evaluating text diffi  culty has tended to be neglected. 
Our intention was therefore to provide information on the quality of didactic texts 
of contemporary science textbooks in the Czech Republic.
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Methods of text diffi  culty assessment

Th e methods of assessing the diffi  culty of didactic texts may be divided into two 
groups: quantitative methods in linguistics, which evaluate text diffi  culty using 
measurable units (e.g. terminology, sentence structures, etc.) and psychological 
methods (predominantly quantitative), which determine the diffi  culty levels of 
didactic texts through analyses of textbook users’ or a given fi eld experts’ opinions 
(Anderson, Boticelli 1990). Following extensive research on citation databases, 
Swanepoel (2010) found that quantitative analyses signifi cantly outnumber studies 
which apply qualitative analysis methods in the available published assessments 
of textbook diffi  culty levels, with the latter focusing predominantly on textbook 
visuals.

Qualitative psychological research methods designed to study textbook diffi  culty 
levels tend to apply various types of questionnaires (Gavora 2000). Qualitative 
research on textbook diffi  culty levels has been conducted, e.g., by Poláková (1992) 
and Šimeková (1992). Based on the evaluated respondents’ (teachers) responses, 
the authors divided the evaluated textbooks into three groups according to the 
volume of content requiring changes (up to 30% – textbooks which may be used 
without any changes required, 30 to 40% – textbooks requiring re-edition, 40 to 
50% and more – textbooks requiring complete rewriting). A survey of textbook 
quality carried out with teacher respondents was conducted by Martínková et al. 
(1993/94) and Lachmannová (2000), Sikorová (1998). A survey conducted among 
pupil and student respondents was applied, e.g., by Olechowski (1995) and Hrouda 
(1996). Results obtained through qualitative research on textbook diffi  culty levels 
in pupils’ parent respondents were published, e.g., by Bianchi (1994) and Ottich, 
Kowalczyk (1992).

As a rule, quantitative methods assessing the diffi  culty levels of didactic texts 
tend to be applied through formulas calculating the text diffi  culty levels. Björnson 
(in Průcha, 1997) applied a formula constituted by the sum of average sentence 
length and average word length. Průcha (1997) considers this formula based on 
mere two parameters to be too simple, regardless of the fact that in principle it has 
proved useful in the assessment of Polish textbooks. Pluskal (1996) applied the 
formula to Czech geography textbooks, but it proved to be unsuitable. A similar 
conclusion was made when applying the formula in the evaluation of Czech sci-
ence textbooks (Hrabí, 2005). A formula developed by Mistrík (in: Průcha 1989) 
encompasses three parameters, which include average sentence length, average 
length of the hundredth noun and the word repetition index. Th e downside of the 
formula is that it does not allow for measuring the qualitative aspect of lexis and 
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text syntax. Th e published applications of this formula (Petřková, 1985, Průcha, 
1989) revealed that the text diffi  culty of some primary school textbooks is similar 
to that of university didactic texts. Konůpka (1993) applied the Mistrík formula 
in an analysis of some secondary school textbooks. Science textbooks for lower 
secondary schools subjected to the analysis showed that the general text diffi  culty 
of the compared textbooks was relatively even (ranging from 26.7 – 27.7 points), 
which was in stark contrast to the results obtained through the application of other 
assessment methods (Hrabí, 2002). Th e Czech didactic practice saw a relatively 
frequent application of the so-called Průcha method (Průcha, 1984). Th is method 
drew on three term categories (P1 – common terms, P2 – expert terms and P3 – fac-
tographic and numerical data). With respect to this method, Mareš (1987) pointed 
out its insuffi  cient recognition of the diffi  culty inherent in scientifi c terms when 
compared with fact-collecting terms. Pachman, Banýr (1987) complemented the 
Průcha method with category P4 – scientifi c terms. Although this category draws 
on analyses of a limited number of samples, we believe that thus modifi ed Průcha 
method has a number of advantages, as it enables researchers to defi ne the syntactic 
structure of the assessed text as well as semantic categories of terms. In addition to 
this, the method allows us to determine sources of the assessed text diffi  culty, which 
has a considerable practical importance. Th e validity of the method was confi rmed 
by the high correlation of its results with an independent assessment of textbooks 
by experienced pedagogues (Průcha, 1984). Th e method was later modifi ed by 
Pluskal (1997) by introducing two new term categories which are refl ected in the 
formula for calculating the semantic factor (numerical data, repeated terms).

An extensive and analytical application of all the existing methods of assessing 
the diffi  culty of didactic texts in contemporary science textbooks for primary 
schools has detected a need to innovate the applied methods mentioned above 
(Hrabí, 2005). Decreasing the weight of common terms in the formula for calculat-
ing term diffi  culty is in accordance with the low occurrence of these terms in 
science textbooks. Similarly, the occurrence of factographic and numerical data 
in these textbooks is very low, which calls for decreasing the weight of these fac-
tors as well. Th e introduction of the repeated term coeffi  cient allows for a more 
detailed text analysis with respect to text diffi  culty. Assessment of the evaluation 
range of the syntactic and semantic factors by using the coeffi  cient of variation 
(Chráska, 1997) showed high reliability of the innovated method in evaluating 
science textbooks. For these reasons, the newly proposed method (Hrabí, 2008) 
was applied in the presented paper.
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Research Methodology

Th e text diffi  culty of six Czech textbooks for the fourth grade of primary school 
was studied. Books by the following publishing houses were analyzed using our 
own methodology: Alter (1995, 1999), Fortuna (2001), Nová škola (2007), Prodos 
(1996), Scientia (1996) and SPN (2003). Precise citations are listed in the Bibliog-
raphy. A total of 16 characteristics of text diffi  culty were evaluated. Text samples of 
minimum 100 words (ΣN) were randomly selected from each textbook. A total of 
10 samples from each book were analyzed. Individual characteristics, their symbols, 
defi nitions and methods of calculations are listed below:

T – text diffi  culty; T  TS + TP (points),

TS – syntactic factor; TS V U= × ×0 1,  (points)
V  – average sentence length (word number),
U – syntactic complexity of a sentence (word number),
Tp – semantic factor (points),

T
P

N

P
P P P

N
p = × ×

+ + +∑
∑

∑ ∑ ∑ ∑
∑

100 2 21
2 3 4

V
N
V

= ∑
∑

U
N
U

= ∑
∑

ΣN – number of words
ΣV – number of sentences
ΣU – number of regular verbs
ΣP – number of substantive terms
ΣP1 – number of common terms
ΣP2 – number of scientifi c terms
ΣP3 – number of factographic terms
ΣP4 – number of repeated terms

i P P

N
= × ∑ ∑

∑
+100 2 3 –  coeffi  cient of scientifi c and fact-collecting information

density (%)
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Th is coeffi  cient expresses the ratio of biological terms and factographic terms 
within all the words in the text sample.

h
P P

P
= × ∑ ∑

∑
+

100 2 3 –  coeffi  cient of scientifi c and factographic information den-
sity (%)

Unlike the previous coeffi  cient, this one expresses the ratio of biological and 
factographic terms in the sum of all terms in the text. It shows higher values than 
the previous coeffi  cient. If its values are too high, it may indicate excessive content 
of expert and factographic terms in the given text.

o
P

P
= ∑
∑

×4 100 – coeffi  cient of repeated information density (%)

Th e existing text diffi  culty (T) analyses of science and biology textbooks make it 
possible to compare texts in individual textbooks with the recommended diffi  culty 
level (Hrabí, 2005).

Fourth grade T  27 – 30 points
Fift h grade T  29 – 32 points
Sixth grade T  31 – 34 points
Seventh grade T  33 – 36 points
Eighth grade T  35 – 38 points
Ninth grade T  37 – 40 points

Research Results and Discussion

Th e key data on text diffi  culty characteristics of individual textbooks are shown 
in Table 1.

Table 1. Key characteristics of didactic text difficulty in fourth grade 
science textbooks

Publishing companies
Characteristic Alter Fortuna Nová škola Prodos Scientia SPN

ΣN 1063 1033 1045 1034 1030 1034
ΣV 103 99 105 97 93 115
ΣU 151 151 155 154 141 145

V 10.32 10.43 9.95 10.66 11.07 8.99

U 7.04 6.84 6.74 6.71 7.30 7.13
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Publishing companies
Characteristic Alter Fortuna Nová škola Prodos Scientia SPN

ΣP1 62 66 95 108 82 53
ΣP2 262 224 275 211 196 282
ΣP3 20 21 14 19 1 12
ΣP4 41 47 53 39 31 35
ΣP 385 358 437 377 310 382
TS 7.26 7.13 6.71 7.15 8.08 6.41
TP 20.99 18.42 26.59 18.83 13.59 22.78
T 28.25 25.55 33.3 25.98 21.67 29.19
i 26.53 23.72 27.66 22.24 19.13 28.43
h 73.25 68.44 66.13 61.0 63.55 76.96

10.65 13.13 12.13 10.34 10.0 9.16

Th e total number of the analyzed words in the science textbooks studied ranges 
from 1030 to 1063, constituting 93 – 115 sentences. Th is fact indicates a relatively 
even number of words in the selected textbooks by the individual publishing com-
panies, as well as similar sentence length. A higher number was found in the SPN 
textbook. Th e average sentence length is 9 to 11 words. Th e syntactic complexity 
of a sentence is made up by approximately 7 words. Th e sum of common terms 
diff ers signifi cantly in the analyzed books, ranging from 53 to 108 words. Th e 
lowest count was found in the SPN textbook, while the highest count was found 
in the Prodos textbook. Th e following category refl ects a similar distribution, 
with the sum of scientifi c terms ranging from 196 to 282 words. Th e number of 
factographic terms ranges from 1 to 21 words. Th is can be attributed to the diff er-
ent spectrum of the textbook sample selection. Th e sum of repeated terms ranges 
from 31 to 53 words. Th e values of the syntactic factor, which range from 6.41 to 
8.08 points, represent a highly important characteristic of text diffi  culty. In this 
respect, there is no major fl uctuation among textbooks by individual publishing 
companies. It means that the average sentence length and syntactic complexity 
of sentences do not diff er signifi cantly in the textbooks by individual publishing 
companies. Th e values of the semantic factor span a relatively wide interval – from 
13.59 to 26.59 points. Th e Scientia textbook registered the lowest reading, while 
the Nová škola textbook registered the highest. Th e values obtained show that 
the terminology load of the textbooks by individual publishers varies greatly. Th e 
total text diffi  culty covers a wide range from 21.67 to 33.3 points. It thus may be 
assessed that the Nová škola textbook has the most diffi  cult text with the highest 
semantic factor. Th e lowest value characterizes the Scientia textbook. Following 
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a comparison of total text diffi  culty values with the diffi  culty scale for science and 
biology textbooks, it may be concluded that only two analyzed textbooks, namely 
those by the Alter and SPN publishing houses, are suitable for the fourth year of 
schooling. Th e Scientia, Fortuna and Prodos textbooks are characterized by low 
text diffi  culty, while the Nová škola textbook contains a very diffi  cult text. Th ese 
textbooks are therefore not suitable for use in the fourth grade of primary schools. 
Th e coeffi  cients of scientifi c and factographic information density refl ect diff er-
ent loads by individual term categories. Th e coeffi  cient of repeated information 
density ranges from 9 to 13%, which indicates a varying representation of repeated 
terms in individual textbooks.

In this paper, the author team present an assessment of text diffi  culty in 
Czech science textbooks for the fourth grade of primary school using their own 
methodology, which applies to the assessment of both the syntactic and semantic 
aspects of the evaluated texts (Hrabí, 2005). Th is method stresses the importance 
of respecting the variability of diffi  culty of individual evaluated textbooks, as 
it is primarily science and biology textbooks which are characteristic of a high 
frequency of special (biological and environmental) terminology (Matyášek, 
Rychnovský, 1994). Th e reliability of the diffi  culty scale of didactic texts, as applied 
in this paper, was evaluated using a comparative analysis of science textbooks 
for lower secondary schools with other widely used methods, e.g., the interview 
and questionnaire method (Mareš, 1983). A non-standardized interview was 
conducted with experts in textbook assessment. Th e questionnaires were admin-
istered to science teachers.

Based on the levels of text diffi  culty in science and biology textbooks determined 
with the use of our own research, a diffi  culty scale was created. Th e diffi  culty bands 
for every grade (4t to 9t) are relatively narrow, as the span of text diffi  culty levels 
in individual science and biology textbooks is not very broad either.

Th e Průcha method (Průcha, 1989) requires doubling of the quantitative sample 
for the purposes of assessing text diffi  culty at the expense of text source length, 
while respecting the same qualitative indicators. However, it is a comparative 
method which does not determine a scale of text diffi  culty. Th e method accord-
ing to Pluskal (Pluskal, 1996) is of a similar character, extending the geography 
textbook evaluation by the possibility to detect factographic and repeated terms 
in the studied texts and stressing the importance of calculating the coeffi  cient of 
numeric data density.

As a general rule, however, numeric data rarely occurs in natural science and 
biology textbooks, whose focus tends to be factographic. Owing to this, the method 
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of textbook assessment focusing primarily on numeric data contained in the text 
is not applied widely in the didactics of biological subjects (Vránová, 2008).

Th e key components of text diffi  culty are shown in Graph 1.

Figure 1. Key components of text diffi  culty in the analyzed textbooks

Th e obtained syntactic factor (TS) values in individual textbooks indicate similar 
sentence complexity. However, the values of the semantic factor (TP) diff er, which 
means that the textbooks in question contain diff erent amounts of common terms, 
as well as scientifi c, factographic and repeated terms. Th e graph shows fl uctuating 
values of total diffi  culty, which refl ects the uneven values of the semantic factor in 
the textbooks studied.

Conclusions

Th e presented paper sums up fi ndings obtained in the course of assessing text 
diffi  culty in six current science textbooks for the fourth grade of primary school 
used in the Czech Republic upon applying the authors’ own methodology (Hrabí, 
2005). Th e results obtained reveal that text diffi  culty varies in the individual text-
books analyzed. Th e textbooks by the publishing companies Alter and SPN fall into 
the band of science text diffi  culty acceptable for the fourth grade (28 – 29 points), 
while the text diffi  culty of the Nová škola textbook is very high (33 points) and in 
the Scientia textbook it is very low (22 points). Th ese fi ndings may be of assistance 

0.00

5.00

10.00

15.00

20.00

25.00

30.00

35.00

p
oi

nt
s

Alter Fortuna Nová škola Prodos Scientia SPN

Ts

Tp

T



38 Libuše Hrabí, Olga Vránová, Ivo Machar, Vilém Pechanec

to teachers when selecting science textbooks which would meet the requirements 
of textual content and visuals as well as appropriate text diffi  culty.

Th e creation of new textbooks with respect to their quality and diffi  culty levels 
should accommodate the latest theoretical didactic fi ndings in the fi eld of textbook 
assessment. Th e aim of this evaluation was to enable textbooks to continue to play 
their vital educational role as basic study support for primary school pupils of 
corresponding mental and age levels.

References

Anderson, R., Botticelli, S. (1990). Quantitative analysis of content organization in 
some biology texts varying in textual composition. Science Education, vol. 74, 
n. 2, pp. 167 – 182.

Bianchi, A. M. (1994). La storia nei libri di testo. Analisi del contento di alcuni man-
uali per la scuola secondaria. Orientamenti pedagogici, vol. 41, n. 3, p. 501 – 527.

Bielková, S. (1995). Ako pripraviť dobrú učebnicu. Pedagogické spektrum, roč. 4, 
č. 10, pp. 31 – 34.

Gavora, P. (2010). Úvod do pedagogického výzkumu. 2. vyd. Brno: Paido, 261 p.
Hrabí, L. (2005). Hodnocení obtížnosti učebnic přírodopisu. Olomouc, 121 p. 

Habilitační práce, UP Olomouc.
Hrabí, L. (2008). K problematice obtížnosti učebnic. In Knecht, P., Janík, T. et al. 

Učebnice z pohledu pedagogického výzkumu, Brno: Paido, pp. 177 – 187.
Hrabí, L. (2009). Biology textbooks of Fraus publishing company and their text 

diffi  culty. e-Pedagogium, vol. 9, n. 1., pp. 31 – 37.
Hrabí, L. (2010). Natural science textbooks for the fi ft h grade and their text dif-

fi culty. e-Pedagogium, vol. 10, n. 1, pp. 28 – 33.
Chráska, M. (2007). Metody pedagogického výzkumu. Praha: Grada, 265 s.
Maňák, J. (1994). et al. Kapitoly z metodologie pedagogiky. Spisy pedagogické fakulty 

Masarykovy univerzity v Brně, Brno: Masarykova Univerzita, č. 57. 125 s.
Maňák, J., Knecht, P. (2007). Hodnocení učebnic. Brno: Paido, 141 s.
Marenčík, A. (1993). Transfer nových poznatkov do učebníc biológie. Medacta 

1993, Nitra: Vysoká škola pedagogická, pp. 205 – 208.
Mareš, J. (1983). Jak zjišťovat reliabilitu pozorování? Pedagogika, č. 2, pp. 95 – 101.
Mareš, J. (1987). Analýza obtížnosti učebnic. Tvorba učebnic. Sborník 6. semináře 

v teorii a výzkumu školní učebnice, Praha: SPN, pp. 42 – 48.
Martínková, (1993/94). V. et al. Hodnocení učebnic. Český jazyk a literatura, roč. 4, 

č. 3/4, pp. 82 – 84.



39Text Diffi  culty in Czech Natural Science Textbooks for the Fourth Grade

Matyášek, J., Rychnovský, B. (1995). O učebnicích. Biologie – chemie – zeměpis, roč. 
4, č. 5, pp. 180 – 184.

Mazáčová, N. (2000). Jak si vybrat učebnici. Moderní vyučování, roč. 6, č. 2, pp. 5 – 7.
Mikk, J. (2000). Textbook: Research and Writing. Frankfurt a. M.: Peter Lang, 426 p.
Moody, D.E. (1996). Evolution and the textbook structure of biology. Science Educa-

tion, vol. 80, n. 4, pp. 395 – 418.
Olechowski, R. (1995). Aspekte der Schulbuchforschung. Erziehung und Unterricht, 

vol. 145, n. 4, pp. 266 – 270.
Ottich, K., (1992). Kowalczyk, W. Das habe ich nicht verstanden! Pedagogische Welt, 

vol. 46, n. 8, pp. 341 – 344.
Pachman, E., Banýr, J. (1987). Srovnávací analýzy osnov a učebnic matematicko-

přírodovědné výuky na ZŠ a SŠ. Praha: ČSAV, Podkladová studie.
Petřková, A. (1985). Studijní texty a metody zjišťování jejich obtížnosti. Vysoká 

škola, roč. 33, č. 9, pp. 414 – 416.
Poláková E. (1992). Hodnotenie učebníc základnej školy. Učitelske noviny, , roč. 42, 

č. 35, pp. 3 – 5.
Pluskal, M. (1996). Teorie tvorby učebnic a metody jejich hodnocení. Olomouc, 152 

s. Habilitační práce, UP Olomouc.
Pluskal, M. (1997). Měření obtížnosti didaktických textů. Český pedagogický výzkum 

v současných společenských podmínkách. Brno: CERM, pp. 88 – 91.
Průcha, J. (1989). Teorie, tvorba a hodnocení učebnic. Praha: ÚÚVPP, 118 p.
Průcha, J. (1997). Moderní pedagogika. Praha: Portál, 279 p.
Průcha, J. (1984). Hodnocení obtížnosti učebnic. Praha: SNTL, 96 p.
Selander S. (1990). Towards a theory of pedagogic text analysis. Scandinavian 

Journal of Educational Research, vol. 34, n. 2, pp. 143 – 150.
Shepardson, D., Pizzini, E. (1991). Questioning levels of junior high school science 

textbooks and their implication for learning textual information. Science Educa-
tion, vol. 75, n. 6, pp. 50 – 52.

Schmidt, H.J. (1991). Hilfen für die Auswahl von Schulbüchers. Grundschule, 
vol. 23, n. 9, pp. 50 – 52.

Sikorová, Z. (1998). Problémy diagnostiky a výběru učebnic v práci učitele. Peda-
gogická diagnostika, Ostrava: Ostravská univerzita, pp. 116 – 119.

Sikorová, Z. (2004). Výběr učebnic na základních a středních školách. Ostrava: PdF 
OU, 150 s.

Stiner, A. (1992). Science textbooks and science teaching: from logic to evidence. 
Science Education, vol. 76, n. 1, pp. 1 – 16.

Swanepoel, S. (2010). Th e assessment of the duality of science education textbook: 



40 Libuše Hrabí, Olga Vránová, Ivo Machar, Vilém Pechanec

Conceptual framework and instruments for analysis. Johanesburg, 164 p. PhD 
Th esis, University of South Africa.

Šimeková, J. (1992). Pripomienky sú ke všetkým. Učitelské noviny, roč. 42, č. 40, 
p. 8, č. 42, p. 5.

Vránová, O. (2008). Th e most frequent types of tasks in Czech biology textbooks. 
e-Pedagogium, vol. 8, n. 1, pp. 78 – 83.

Wahla, A. (1983). Strukturní složky učebnic geografi e. Praha: SPN, 84 s.
Zujev D.D. (1995). Učebnaja kniga – istočnik stanovlenija ličnosti školnika. Peda-

gogika, č.1, spp. 3 – 10.

Assessed textbooks

Jurčák, J. (1996). et al. Přírodověda pro 4. ročník. Olomouc: Prodos, 71 p.
Kholová, H. (1995). Hísek, K., Knotková, L., Knotek, J. Přírodověda 4, Praha: Alter, 

vol. 1. 58 p.
Komanová, E. (1996). Ziegler, V. Přírodověda 4. Praha: Scientia, 125 p.
Kvasničková, D. (2001). Froněk, J. Přírodověda pro 4. ročník. Praha: Fortuna, 93 p.
Mladá, J., Podroužek, L. (2003). et al. Přírodověda pro 4. ročník. Praha: SPN, 79 p.
Novotný, A. et al. (1999). Přírodověda 4. Praha: Alter, vol. 2. 54 p.
Štiková, V. (2007). Přírodověda 4. Brno: Nová škola, 56 p.

Th e paper presents selected results of research implemented under the KONEV 
(CZ.1.07/2.4.00/17.0073) and CETPO projects (CZ.1.07/2.3.00/20.0166).



Research-action Methodology 
between Computer Science and Educational Psychology : 

a Multidisciplinary Approach

Abstract

Computer science studies possess a strong multidisciplinary aptitude since most 
graduates do their professional work outside of a computing environment, in close 
collaboration with professionals from many diff erent areas. However, the training 
off ered in computer science studies lacks that multidisciplinary factor, focusing 
more on purely technical aspects. In this paper we present a novel experience where 
computer studies and educational psychology fi nd a common ground and realistic 
working through laboratory practices. Specifi cally, the work enables students of 
computer science education the development of diagnosis support systems, with 
artifi cial intelligence techniques, which could then be used for future educational 
psychologists. Th e applications developed by computer science students are 
the creation of a model for the diagnosis of pervasive developmental disorders 
(PDD), sometimes also commonly called the autism spectrum disorders (ASD). 
Th e complexity of this diagnosis, not only by the exclusive characteristics of every 
person who suff ers from it, but also by the large numbers of variables involved 
in it, requires very strong and close interdisciplinary participation. Th is work 
demonstrates that it is possible to intervene in a curricular perspective, in the 
university, to promote the development of interpersonal skills. What can be shown, 
in this way, is a methodology for interdisciplinary practices design and a guide for 
monitoring and evaluation. Th e results are very encouraging since we obtained 
signifi cant diff erences in academic achievement between students who attended 
a course using the new methodology and those who did not use it.

Antonio Jimeno-Morenilla,
M. L. Pertegal-Felices,
Ignacio Navarro-Soria, David Gil 
Spain
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1. Introduction

Th ere is a growing emphasis in the workplace on non-academic skills due to the 
infl uence they have on work performance. Th e search for maximum performance 
from employees has led to research into the skills that the most successful employ-
ees possess that enhance company performance (Newport and Elms, 1997). New 
skills that companies require of professionals relate not only to their handling of 
technology, but also to social and emotional skills, strategic, organisational and 
planning capabilities, etc. (ANECA 2004). In their analysis of these skills, vari-
ous authors (Cherniss and Goleman, 2001, Bar-On and Parker, 2000, Mayer and 
Salovey, 1997, Sanchez, Aparicio, Alvarez, and Jimenez, 2009) have concluded that, 
rather than general intelligence alone, emotional-social intelligence and personality 
factors also form part of the complex skill set required of individuals to develop 
their professional work successfully. Th e relationship between emotional skills and 
performance has been supported by numerous studies (Cooper 1997, Boyatzis 
2008, Koman and Wolff , 2008, Dreyfus, 2008, Brotheridge and Lee, 2008).

Several institutions have taken the importance of these aspects into account, as 
proven by the development of the Career Space Project (2001), with the backing of 
the European Commission. Th e project was created by the Career Space consortium, 
which is formed by eleven major information and communication technology (ICT) 
companies – BT, Cisco Systems, IBM Europe, Intel, Microsoft  Europe, Nokia, Nortel 
Networks, Philips Semiconductors, Siemens AG, Telefónica S.A. and Th ales, as well 
as the European Information, Communications and Consumer Electronics Industry 
Technology Association (EICTA). Th is project establishes the need for people with 
professional behavioural skills and recommends that ICT curricula contain a sci-
entifi c base of ~ 30%, a technology base of ~30%, an application base and systemic 
thinking of ~25%, and a personal and business skills element of up to ~ 15%.

One aim of universities is to help provide access to employment. Ministers of 
Education of the European Union (1999) state that the central role of the universi-
ties in the European Higher Education Area is to educate students by helping 
them to acquire skills, abilities and values, by adopting a new methodology aimed 
at learning skills. Th e Delors Report for UNESCO (1996) highlights the role of 
emotions and emphasises the need to educate with regard to the emotional aspect 
of a human being as well as the cognitive one. Th e Bologna declaration (EU 1999), 
which contains considerations for creating a common European area of higher 
education by 2010, underlines the importance of education in terms of students 
acquiring skills, abilities, responsibility and social values, by adopting a new meth-
odology aimed at learning skills.
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According to the OECD (2002), selecting key skills depends on what societies 
value at a particular time and in a certain context. At present, some of the most 
important proposals are developed by international or national agencies such 
as the ILO/CINTERFOR, the OECD (2002), and the ANECA (2004), or by the 
EU. Furthermore, identifying and validating professional skills is based mainly 
on methodologies involving the consensus of a panel of experts and extensive 
checking within the sector before any skills are validated (ILO/CINTERFOR).

As mentioned previously, existing proposals on the key skills that professionals 
should possess stem from knowledge derived from experts and business profes-
sionals. A traditional lecture style course could be redesigned in a manner that 
develops students’ expectation of what it means to be a professional and the skills 
associated with that, while at the same time advancing their knowledge (Barry, 
Brophy, Oaks, Banks, and Sharvelle 2008). However, syllabus elements designed to 
meet the business world’s expectations in terms of skills should be implemented 
from within the education sector (Moon, Sanchez, and Duran, 2007).

Th e current curriculum for computer engineering is based on the curriculum 
developed jointly by the IEEE (Institute of Electrical and Electronic Engineers) and 
the ACM (Association of Computer Machinery) (ACM/IEEE, 2001, 2005), which 
deals only with skills relating to the specifi c discipline. As a result of the Bologna 
declaration and UNESCO recommendations, proposals have arisen taking into 
account the generic skills of computer professionals. Such is the case of the Career 
Space project (2001), which focuses on the profi le of ICT professionals (and does 
not therefore analyse computer engineers), providing a series of recommendations 
of the “competences” that their curriculum vitae should include. In this report, 
generic abilities are grouped under the title of “personal skills” and do not detail 
the specifi c areas that these skills should be broken down into, or how they are 
assessed. In a similar vein, another series of studies in Spain at the national level, 
known as PAFET, also provides a profi le of technical knowledge and personality 
traits or personal skills for ICT professionals, but presents proposals for inclusion 
in the curriculum.

Th e research project known as ‘Th e Flexible Professional in the Knowledge 
Society: New Demands on Higher Education in Europe’ (better known as REFLEX) 
(ANECA, 2007) is an initiative that forms part of the 6t European Union Frame-
work Programme. Its reports provide comparative data for thirteen European 
countries, classifi ed by students, graduates and employers, among others, and refer 
to a subset of generic skills, but the results are grouped by disciplines rather than 
by specifi c degrees.
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However, no study has analysed personality and EI by including all their skills. 
Furthermore, there is no way to assess the generic skills proposed, which makes it 
diffi  cult for university teachers to put into practice.

Th e remaining part of the paper is organized as follows. In Section 2, we proceed 
by describing the method of our proposal by indicating the data used. In Section 3, 
we continue by describing the subsequent testing carried out in order to analyse the 
results. Finally, we draw the relevant conclusions and future work in the Conclusion 
section.

2. Method

About 120 students participated in the experiment. Th e results evaluate only 
the students of computer science although in the experimentation the students of 
psychology also took part, as shown in Figure 1.

70 of the 120 students study for the computer science degree. Th is study was 
dedicated to examining their abilities and performance in a new multidisciplinary 
experiment in comparison with the classical method of evaluation. Th e remaining 
50 students are students of psychology, and they were also involved in the experi-
ment.

Figure 1 shows the distribution of the 2 groups, control and experimental ones, 
among all the participants. It also shows the distribution per sex.

Figure 1. Distribution of 2 work groups

In order to improve the quality of the teaching / learning that occur in the 
classrooms, a practical guide was designed, which proposes a multidisciplinary 
research project among the students of Computer Engineering and Psychology. 
Th is project proposes to apply three teaching strategies, i.e., project-based learning, 

Altogether students
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Experimental group
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cooperative learning and self/peer assessment. In addition, project-based learning 
involves forming teams of students with diff erent profi les, which is in the research 
line that our project has continued, about the multidisciplinary teams and how to 
prepare students for employment and economic context, diverse and global.

Th e proposed project consists of designing a web platform, where diff erent 
professionals from health public and education can be coordinated and they can 
exchange information in order to improve intervention. On the one hand, students 
of computer systems develop tools for the diagnosis, by applying artifi cial intelli-
gence techniques and data mining, based on information collected by forms which 
have been designed for the psychology students. Th ese could then be used by future 
psychologists when collecting information from students with those involved 
in schools or outside psychology services to carry out the diagnosis of ADHD 
and ASD. On the other hand, the students of psychology have incorporated their 
knowledge to successfully tune and set up the soft ware, incorporating qualitative 
and quantitative information needed for verifi cation. To do this, teams of computer 
scientists have to meet several times with their clients, the students of psychology 
who inform them about the needs to be covered by the platform by creating several 
work teams as shows Figure 2.

Figure  2. Framework and division into specialist teams
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Since the aim is to achieve greater involvement, the roles of each of the compo-
nents of the work teams are clearly defi ned and a series of complex and challenging 
problems is proposed similar to those that may arise in professional practice (Labra, 
Fernandez, Calvo, and Cernuda, 2006) with practices that provide meaning to the 
lessons learned at the theoretical level.

To maintain continuous contact and stimulate proper coordination, specialist 
teams develop a range of strategies to communicate continuously outside of school 
hours, and also to verify the steps taken by each team throughout the project, 
allowing adequate feedback which facilitates the exchange of ideas and motivates 
to achieve objectives within the proposed project.

Among the various Web 2.0 tools used, we found a wiki page where the partici-
pants could see the update timing of the various group activities, which refl ects the 
progress of each team and where they are oriented in the results obtained.

Th e temporization included in Table 1 shows the planning of the multidisci-
plinary work between the two subjects, computer science and psychology during 
a semester of the academic year 2010 – 2011. Th is calendar is the way in which the 
aspects taken into account in Table 1 are structured and sequenced in time.

We prepared some forms that include the satisfaction questionnaire admin-
istered to the control group (this is the special group which did not follow the 
standard procedure of evaluation; it also gathers information from the percep-
tion that the student of the subject has in relation to some aspects related to the 
functioning of it) as well as evaluation of the individual and collaborative work.

Th e schedule of the classes followed the academic course shown in Table 1 by 
means of the temporization Table 1. Th e procedure followed in this work is shown 
in the UML diagram of Figure 3.

Table 1. Multidisciplinary work calendar of Computer Science and Psychology. 
Semester 2011.

Week Task
1 Presentation
2 Database Design
3 Database Design
4 Meeting 1
5 Development of the application
6 Development of the application
7 Meeting 2
8 Tests
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Week Task
9 Meeting 3

10 Development and debugging of the applica-
tion

11 Development and debugging of the applica-
tion

12 Final meeting
13 Conclusions

Following this model and according to former experiences in the classroom 
(Navarro and Gonzalez, 2011), it was decided to form teams of fi ve students and 
promote a process of generation of intra-group rules and distribution of roles:

 Leader: Revitalizing the procedure. He is someone who verifi es individual
and group responsibilities.

 Secretary: Responsible for recording all processes in writing.
 Researchers: Responsible for carrying out interviews with professionals and

their families, recording all the information relevant and getting the materi-
als and/or tools according to the needs of the development of activities and/
or processes.

Even so, it requires a shared responsibility by all team members on the knowl-
edge domain that developed cooperatively. To do that, some activities were carried 
out where the students exposed, progressively, the results obtained in the way to 
the goals established by the lectures.

Figure 3 . UML diagram for the representation of multidisciplinary work
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In Figure 3 we can observe that professors from CS & EP talk about these 
practices. Th ey propose a sketch idea which is the creation of a DSS to help in the 
diagnosis of PDD and ASD. Th en, they think about how the CS students should 
start. Aft er it, every professor explains it to their students. Th e next step is a meeting 
with all the students. Th e EP students explain to the CS students some disorders 
in order for the CS students to understand these issues, being able to develop it. 
Th e EP students collect information (questionnaires, etc.) for the CS ones. Th e CS 
students are working in parallel at that time. Later, some presentations of the CS 
students to the EP students will be carried out in order to fi nd out what the CS 
students are developing. Th en, a loop of repeating the last two steps will help to 
correct any problem by means of some decisions and feedback, etc.

3. Results

Having applied the regulations of the new methodology in the academic year 
2010/2011, two statistical experiments were carried out. Th e fi rst one was aimed to 
check the impact of the new methodology in the academic achievement, and the 
second one, assessing the motivation of the students under study.

Academic achievement
In this experiment we were interested in showing whether there were signifi cant 

diff erences in the academic achievement between the students who attended the 
course using the new methodology and those who did not.

Table 2 shows the grade point averages of the 63 students who attended the 
practice for the full period under study classifi ed by the type of methodology 
performed. Th ere is a diff erence of +2.11 points among the students who attended 
the new methodology and those who attended the traditional course. Th e standard 
errors of both samples are 0.67 and 1.98 respectively.

Table 2. Descriptive statistics.

Methodology Students
N Mean mark Typical 

deviation Typical error

Traditional 50 6.19 1.98 .32
New 13 8.30 .67 .21

In order to check the signifi cance of the diff erence between the two sample 
means, an independent-samples t test was performed. First of all, a Levene test was 
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carried out to determine if the population variances were equal. Th e signifi cance 
value of the Levene test was. 010. Because this value is lower than.10, it cannot be 
assumed that the groups have equal variances.

Th e t statistic for each sample was calculated as the ratio of the diff erence 
between the sample means divided by the standard error of the diff erence. Th e 
probability from the t distribution with 47 degrees of freedom was. 002, which is 
the probability of obtaining an absolute value higher than or equal to the observed 
t statistic, i.e., if the diff erence between the samples means is purely random. Since 
the signifi cance value of the test was less than. 05, it can be safely concluded that the 
mean diff erence average of 2.11 is not due to chance alone, that is, it is statistically 
signifi cant.

Academic results
Th e following experiment was conducted to test the infl uence that the methodol-

ogy was in the interest of the student for the practices of the subject, through the 
number of passes and the number of failures. Table 3 shows these statistics for the 
students under study. Th ere was a positive diff erence in the number of students 
who passed the subject using the new methodology (+10.9%). Th ese results, in 
absolute value and in percentage, are respectively displayed in Figure 4, which 
summarizes the results of this test.

Table 3. Qualifi cation statistics of students

Methodology
Traditional New

Qualifi cation Failed Count 17 3
% 34.0% 23.1%

Passed Count 33 10
% 66.0% 76.9%

Diff erence of methodology proportions New-Traditional
Passed +10.9%

Academic motivation
Th e following experiment was conducted to test the infl uence that the meth-

odology had on the students’ interest in the course, with the use of a number of 
satisfaction questionnaires. Figures 5 and 6 show signifi cant comparatives between 
the experimental and control groups in the academic motivation.



Figure 4. Characterization of the population under study: on the left, the 
traditional teaching; on the right, the one with the new teaching methodology
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Figure 5. Skills Improved for collaborative work. Roles and activities are 
designed to prevent the distribution of individual work tasks in order to 

promote interdependence of the students and consequently collaboration
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5. Conclusions

In this paper we have presented a clear and real way to design common practices 
in two courses of very diff erent nature: computer engineering and educational 
psychology, in order to promote, before the students fi nish their studies, the work 
in interdisciplinary teams. Th e main purpose of this work is focus on the profes-
sional skills, which emphasizes that employers demand more skills than the ones 
gained by the graduates. Moreover, they highlight the diff erence in the level of skills 
necessary for professional performance and the level of skills gained in education, 
as well as how little used are the skills acquired by graduates in the job.

Universities aim to train their students in the skills demanded by businesses. 
According to experts, students need to develop more generic skills that would 
be found between interpersonal skills. Furthermore, the approach of this work 
shows that it is possible to intervene in a curricular way, in the university, to 
promote the development of interpersonal skills. A methodology has been shown 
for the interdisciplinary practices design as well as a guide for its monitoring and 
evaluation.

Aft er a careful study guide, this work was implemented in the practices of 
the academic year 2011/2012 and it measured the impact of these practices on 
academic achievement and the interpersonal skills, comparing the results of the 
students involved together with those obtained by the control group.

Two statistical experiments were done in order to check the impact of the new 
methodology on the academic achievement as well as assessing the motivation of 
the students under study. Th e fi rst experiment shows whether there are signifi cant 
diff erences in academic achievement between the students who used the new 
methodology and those who did not. Th e diff erence of +2.11 points higher among 
the students who attended the new methodology course shows a signifi cant incre-
ment in the academic achievement without detriment to the quality of the contents 
addressed in the subject. Th is also indicates an increment in the number of students 
who passed the subject. It can be concluded that the students have improved their 
knowledge, and they are more motivated for interacting with partners of diff erent 
disciplines. Th e former conclusion about the motivation is found out in the second 
experiment through a number of satisfaction questionnaires to test the infl uence 
that the methodology had on the students’ interest in the course.

Th e reasons why the overall performance of the students has been improved 
can go beyond collaborative work. Th e teachers who participated in this study 
believe it is important to interact linguistically between the two disciplines: it is 
well known that computing science has a specifi c technical language that makes 
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harder the communication with professionals from other disciplines. Th is situation 
has been replicated in this experiment. For this reason, the teachers believe that the 
eff ort which has been made to be understood by the students has increased their 
motivation and therefore it has improved the fi nal results.

Future lines will be aimed not only at developing teamwork, but also other 
emotional skills. Following the line of interdisciplinary and research collabora-
tion, our purpose is to additionally carry out future experiments which could be 
expanded to other degrees developing similar strategies and methodologies in the 
cooperation of multidisciplinary research groups.
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The Validity and Reliability Study of the Czech Version 
of the Motivated Strategies  for Learning Questionnaire 

(MSLQ)

Abstract

Th is study reports on the validation of the Motivated Strategies for Learning 
Questionnaire (MSLQ), a self-report, Likert-scaled instrument, developed by 
Pintrich et al. (1991). Th e instrument consists of two sections, i.e., motivation 
in the process of self-regulated learning and the learning strategies of university 
students. Th e adaptation concerned only the fi rst section, the learning strategies 
section was not part of the adaptation. Th e sample consisted of 284 students of the 
Faculty of Humanities at Tomas Bata University in Zlín (256 women and 28 men). 
Th e average age was 24, ranging from 19 to 49, with a standard deviation of 6.4 
years. Within the adaptation of the MSLQ for the Czech educational environment, 
the exploratory and confi rmatory factor analyses, Cattell’s scree test and parallel 
Monte Carlo analysis were performed. As a result, a 3-factor model was generated. 
Th e motivation scales tap into three broad areas: (1) expectancy (represented by 
academic self-effi  cacy; 4 items), (2) value (represented by task value; 6 items), and 
(3) aff ect (represented by test anxiety; 7 items). Th e internal consistency (Alphas) 
of the subscales varies from 0.76 to 0.84. Signifi cant correlation between Academic 
self-effi  cacy and Task value subscales was .377. Th e results correspond to the 
theoretical model.

Keywords: adaptation of MSLQ, motivational aspects of self-regulated learn-
ing, construct validity: exploratory factor analysis (EFA), confi rmatory factor 
analysis (CFA), internal consistency

Jitka Jakešová
Czech Republic
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1. Introduction

Th e research into the processes of self-regulated learning is a response to the 
current need to develop theory on how to equip future graduates with skills beyond 
the ones in their fi eld of study – the skills that are increasingly important in today’s 
workplace. Understanding how independent learning is regulated and how to 
educate students to use self-regulated learning may lead to an improvement in 
students’ study habits, specifi cally, in the acquisition of skills that go beyond the 
normal boundaries of the profession. 

Many studies suggest that self-regulation is used by a student who directs his/
her learning without being directed from the outside. Rather than taking a passive 
role, self-regulated learners are active participants in the learning process who 
seek new information and take steps to master new skills. Self-regulating skills 
cannot be considered inborn mental skills or acquired learning skills; rather they 
are the self-directive processes by which learners transform their mental abilities 
into academic skills (Zimmerman, 2001). At a certain stage in life (between ages 
6 and 12) the brain is optimally suited for self-regulation, and self-regulation is 
a part of one’s healthy lifelong development. Th is process continues and can be 
strengthened at any stage of life (Mareš, 1998). 

Self-regulated learning has become a widely discussed issue nowadays from 
diff erent perspectives (Boekarts, Musso, & Cascallar, 2012; Boruchovitch & Ganda, 
2013; Brandmo & Berger, 2013; Kohen & Kramarski, 2013; Schmitz, Klug, & 
Schmidt, 2011; Vávrová, Hladík, & Hrbáčková, 2012). Th e contemporary informa-
tion society emphasizes not only people’s professional knowledge, but also the 
development of their intelligence and social and emotional skills. Th ose attributes 
are closely linked with learning issues. 

What characterizes self-regulated students (Winne, 1995; Zimmerman, 2001, 
2002) is that they believe learning is a proactive process, they are self-motivated 
and they use strategies that allow them to reach their desired academic results, 
and they see themselves as agents of their own behavior. In this sense, learning 
is not something directed at students, but something that comes from students 
themselves. 

In the process of learning, the student regulates the following aspects of learning:
1. Th e cognitive aspect: the student selects necessary learning strategies which 

help him/her to achieve learning goals.
2. Th e metacognitive aspect: the student controls, monitors, and evaluates the 

learning process.
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3. Th e motivational aspect: motivation and will are engaged at the beginning 
of the learning process.

Self-regulated learning is the current issue of researchers such as Boekaerts 
(2002), Pintrich (2002), Zimmerman (2002), Zimmerman and Martinez-Pons 
(1990), Deci and Ryan (2000a, 2000b). Among the self-regulated learning models, 
Pintrich’s model (2000) is highlighted as one of the most important attempts at syn-
thesizing the diff erent processes and activities which help to increase self-regulation 
in learning. Our study builds on motivational aspects that stand side by side with 
cognitive and metacognitive aspects as part of the self-regulated learning process.

Resent research on student academic performance has stressed the importance 
of considering the motivational components of classroom learning. Th e ability to 
self-regulate one’s learning is increasingly being seen as a good predictor of the stu-
dent’s academic success. Nevertheless, very little empirical research has examined 
this fi eld of interest. Th e presented study seeks to address this gap in the literature. 

2. Method

Th e aim of the presented study was to validate the Czech version of the Moti-
vated Strategies for Learning Questionnaire (MSLQ). Th e adapted version of the 
MSLQ is named MoSU (Dotazník motivačních strategií v učení).

Measurement
Th e MSLQ was developed by Pintrich et al. (1991) and is designed to assess 

university students’ use of diff erent learning strategies and their motivational 
orientations. Th ere are two sections of the MSLQ, a motivation section (items 1 
to 31), and a learning strategies section (items 32 to 81). Th e learning strategies 
section, however, was not included in the MSLQ adaptation process for the Czech 
educational environment. Th e items of the MSLQ are scored on a 7-point Likert 
scale, ranging from 1 (not at all true of me) to 7 (very true of me). Negatively 
worded item ratings have to be reversed before an individual’s score is computed. 
Th e motivation section has 6 factors and the learning strategies section has 9 
factors, which can be used separately or together depending on the researchers’ 
purpose.

The instrument preparation
Th e MSLQ was translated into Czech by the authors of this study under the 

supervision of an expert in the fi eld of the English language and Education. Using 
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the original instrument in a diff erent educational environment oft en requires 
thorough adaptation. Not only is the original wording frequently changed, but 
also new items are added. We created new items to function optimally and to 
fi t appropriately into the dimensions of the questionnaire. Th e original number 
of 31 items was increased to a total of 70 items. Th e preliminary version of the 
questionnaire was subsequently pilot-tested. 

Before analysis, the respondents with incomplete or wrong forms of question-
naires had been excluded from the data set. In addition, extreme values of each item 
with means under 1.75 or over 6.25 had been removed and the normal distribution 
of the data was checked for future data processing.

Sample
Th e sample consisted of 284 students of the Faculty of Humanities at Tomas Bata 

University in Zlín who participated in the survey during the 2013 spring semester. 
Out of that number, 73.6% of the students were full time students and 26.4% of 
them were part-time students. Th ey majors were Social Pedagogy, Philology, and 
Health and Social Care (average age was 24, ranging from 19 to 49, with a standard 
deviation of 6.4 years). As concerns the distribution by sex, 90.2% of the students 
were female and 9.8% of the students were male. Th e students’ academic perfor-
mance varied in the range of A (0.4%) to F (2%); out of that number, more than 
half of the sample (52%) had Cs. Th e majority of them were fi rst-year Bachelor’s 
degree students and half of the sample was represented by students of general 
nursing (cf., Table 1). 

Table 1. The distribution of the sample

Levels of academic degrees Th e sample distribution according to study majors
1st year 
BS

2ⁿd 
year 
BS

3rd 
year 
BS

1st 
year 
MEd

Health 
and 
Social 
Care

English 
for 
Business

German 
for 
Business

Social 
Pedagogy

General 
Nursing

Mid-
wifery

41.2% 32.4% 16.2% 10.2% 9.5% 14.4% 3.9% 10.2% 50.8% 11.3%

3. Results

Th e aim of the presented study was to verify if the Czech version of the MSLQ 
had satisfactory construct validity. For this purpose factor analyses were performed. 
Internal consistency of the questionnaire was checked using Cronbach’s alpha.
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To verify if the data set was suitable for EFA, the Kaiser-Meyer-Olkin Measure of 
Sampling Adequacy (KMO) was checked. Th e calculated KMO was 0.874. In addi-
tion, Bartlett’s Test of Sphericity was calculated yielding x² = 2945.233; df = 351; p < 
0.000. Both calculations showed that using EFA was appropriate with this data set.

To determine the number of factors, or latent variables, inferred from patterns of 
association among sets of observed variables, the Scree plot was used and parallel 
Monte Carlo analysis was performed, suggesting a three-factor solution. Principal 
Component (PCA) with Varimax rotation for a number of factor solutions was 
performed, yielding an interpretable structure with items clustered into three 
underlying factors. Th e three extracted factors explained 47% of variance (cf., 
Table 2). All items with factor loadings less than 0.55 or cross-loaded items were 
excluded, thus the number of items was reduced from 70 to 19. 

Table 2. Total Initial Eigenvalues

Factor
Initial Eigenvalues

Total % of Variance Cumulative %
1 6.399 23.699 23.699
2 4.353 16.122 39.821
3 2.070 7.666 47.487

Factor 1 (cf., Table 3) consisted of 6 items with factor loadings from .738 
(Although the course is diffi  cult, I can make an eff ort to handle it) to .600 (Consider-
ing the diffi  culty of the courses, the teacher, and my skills, I think I will do well in 
my academic tasks) and accounted for most of the total variance of 23.7%. As far 
as factor 1 is considered, item analysis suggested that it measures the belief that 
the student has about his/her own abilities needed for the learning process. It also 
expresses the belief how the student subjectively evaluates his/her potential to 
perform with some level of success while doing certain activities. Th is factor was 
labeled Academic self-effi  cacy.

Factor 2 consisted of 6 items and accounted for 16.1% of the variance in the 
total scale. Th e range of factor loadings was from .806 (I am very interested in the 
content area of my courses) to .639 (I study because I want to learn something new). 
Factor 2 was interpreted as the task value and the necessity and usefulness of the 
course. Th e engagement process of self-regulated learning is rising if the activities 
are perceived as meaningful and inducing personal interest to be part of it and if 
the student sees it as benefi cial. Th e conviction of the high value of the task leads 
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to students’ better involvement in their learning process, as the tasks are perceived 
as being interesting, helpful and useful. Th is factor was labeled as Task value.

Factor 3 consisted of 7 items with factor loadings from .792 (I feel my heart beat-
ing fast when I take an exam) to .602 (It is diffi  cult for me to concentrate while taking 
an exam) and accounted for 7.7% of the variance. All of those items are reversible 
and it was necessary to recode those items in order to determine the overall level 
of motivation in the process of self-regulated learning. Factor 3 expresses the feel-
ings of anxiety that the student experiences during a challenging period of study, 
which is primarily the examination period of the semester. Since the factor includes 
aspects of anxiety, it was labeled Test anxiety.

Cronbach’s alpha for the 19-item questionnaire is .798, demonstrating a moder-
ate internal consistency. Th e students’ judgments of their academic self-effi  cacy for 
learning (Factor 1) reached the internal consistency of alpha .806. Task value beliefs 
concerning the students’ ratings about how interesting, useful, and important the 
course was for them (Factor 2) also proved to be internally consistent (a = .842) 
and the test anxiety (Factor 3) yielded the internal consistency of a = .842. To sum 
up, the alphas of the factors and EFA suggest that the general model of motivational 
aspects of self-regulated learning with three scales is a reasonable representation 
of the data. 

In addition, the utility of the theoretical model and its implementation in the 
MSLQ scales were tested by confi rmatory factor analysis (CFA) with maximum 
likelihood method. In contrast to EFA, CFA required the identifi cation of which 
items should fall onto which factors (latent variables). In other words, CFA allowed 
for a quantitative test of the theoretical model of 3 factors resulting from previously 
employed EFA.

Model fi t was evaluated through several fi t indices. Th e minimum requirements 
for good model fi t were non-signifi cant x2 – fi t statistic, a chi-square to degrees 
of freedom ratio (x2/df) of less than 3 and their GOF indexes Root Mean-Square 
Residual (RMR) of .50 or less, a Root Mean Square Error of Approximation 
(RMSEA) ranging from .05 to .10, a Comparative Fit Index (CFI) greater than .90, 
a Goodness-of-fi t Index (GFI) and Adjusted Goodness-of-fi t Index (AGFI) of .85 
or greater and a p of Close Fit (PCLOSE) greater than .05 are heuristic values that 
indicate that the model fi ts the input date well.

Firstly, for a model with 3 factors set in the scale, goodness of fi t (GOF) 
statistics were calculated. As a result, x2 (df = 149, p = .000) = 316.300, x2/
df = 2.123, RMR =  = .163, RMSEA = .063, CFI = .910, GFI = .896, AGFI = .868, 
PCLOSE = .014 pointed out that the model was not fi t with the expected level. 
Concerning the results, factor loading of each item in its own factor was high 
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Table 3. Factor loadings of the adapted version of the MSLQ, called MoSU 
(Dotazník motivačních strategií v učení)

No. Item*
Factor

F1 F2 F3

1.  If needed, I can learn a lot. .735   
21. Although the course is diffi  cult, I can make an eff ort to handle it. .738   
7.  I‘m confi dent that I can do an excellent job on the assignments and 

tests in my courses.
.659   

12.  I think I can make suffi  cient eff ort that is required to learn in 
a course.

.703   

14.  Even if I am under time pressure, I can make an eff ort to succeed in 
a course.

.645   

25.  Considering the diffi  culty of the courses, the teacher, and my skills, 
I think I will do well in my academic tasks.

.600   

2. I study naturally because the fi eld of my study is very interesting 
to me.

 .666  

15.  I am very interested in the content area of my courses.  .806  
17. I believe that what I learn in a course can be used in practice.  .743  
18. Th e specifi ed schoolwork is mostly interesting for me.  .723  
20.  I think the material in the courses is generally useful for me to learn.  .738  
4. I study because I want to learn something new.  .639  
16. I don‘t oft en feel well while taking an exam. (r)   .698
24.  I oft en feel anxiety during the examination period of the semester. (r)   .743
10.  I feel my heart beating fast when I take an exam. (r)   .792
8.  Stage fright does not allow me to achieve appropriate performance in 

an exam. (r)
  .733

5.  It is diffi  cult for me to concentrate while taking an exam. (r)   .602
22.  I oft en cannot forget about my failed performance for a long time. (r)   .705
26.  I oft en feel that I do not understand anything at my course and 

therefore I cannot be successful in it. (r)
 .645

Eigenvalue 6.399 4.353 2.070

Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser Nor-
malization. Cases included: 284. (r) = reversed items. * = items were translated from Czech for 
this table.
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and varied between .55 (item 5) to .79 (items 15 and 10) and all the loadings 
were statistically signifi cant (p < .05). When the modifi cation index values were 
produced, it was stated that there was a notable relation between error covariances 
of item 1 with item 2. Covariance was not acceptable since the items were expected 
to exist in the diff erent factors. However, when its standardized residual covariances 
matrices were checked, item 1 (with the value 3.294) from the Academic self-effi  cacy 
factor was deleted. In order to test the new model, CFA was used again. 

According to the results of the second analysis, x2 (df = 132, p = .000) = 259.929, 
x2/df = 1.969 and their GOF indexes values RMR = .158, RMSEA = .059, 
CFI = .926, GFI = .910, AGFI = .884, PCLOSE = .090 pointed out the model fi t 
at a satisfactory level. Nevertheless, when the standardized residual covariances 
matrices were considered, item 7 from the Academic self-effi  cacy factor was taken 
out of the model for its high value and the data were again re-analyzed.

Th e third CFA results were as x2 (df = 116, p = .000) = 225,138, x2/df = 1,941 
and GOF indexes are as RMR = .151, RMSEA = .058, CFI = .933, GFI = .917, 
AGFI = .891, PCLOSE = .128. Th ose changes collectively improved the model fi t 
and the values show that the tested model is coherent at a satisfactory level. Th e 
diagram regarding these results is shown in Figure 1. 

On the other hand, in Table 4, reliability for the new model fi t (consisting of 
17 items) reached .778, demonstrating a moderate internal consistency. Taken 
together, the alphas and CFA suggest that the general model of motivational aspects 
of self-regulated learning with three factors is a reasonable representation of the 
data.

Table 4. Cronbach’s alpha for the 17 items

Subscale Academic 
self-effi  cacy Task value Test anxiety Total

Number of items 4 6 7 17
Cronbach’s alpha 0.759 0.842 0.842 0.778

Th e descriptive statistics and correlation of the MSLQ subscales are shown in 
Table 5. Th e highest mean score was determined in academic self-effi  cacy subscale 
(4.874; SD = .993), followed by task value (4.555; SD = 1.069) and test anxiety 
subscales (3.714; SD = 1.312). Considering these results, it can be said that the 
students had slightly above-average levels of motivation in the process of self-
regulated learning. It refers to the students’ conviction that they can successfully 
achieve at a designated level on an academic task that is perceived as interesting 
and useful for the practice with the students’ reasonable level of task anxiety.
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Figure 1. CFA results of the motivation subscale

w

value

anxiety

.71

.72

.61

.64

.65

.68

.69
.79

–.08

.09

.57
.55

.59

.74

.68

.68

.66

.67

.79

.48

self-efficacy

Table 5. Descriptive statistics and Pearson correlation coeffi  cients between 
motivation subscales 

Subscales Mean SD
Pearson coeffi  cients

1 2 3
1. Academic self-effi  cacy 4.874   .993 1.000 .377* .098
2. Task value 4.555 1.069 1.000 –.073
3. Test anxiety 3.714 1.312   1.000

Notes: N = 284  * = statistically signifi cant at p<.05.

Correlations between the subscales range between .377 and –.073. Th e positive 
motivational factor academic self-effi  cacy is positively and signifi cantly correlated 
with the task value subscale (r = .377). It shows that the students’ scores in these 
subscales are interlinked. For instance, if one of the students’ scores of academic 
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self-effi  cacy is high, task value scores of the same students are most likely high 
too, and vice versa. Th e results correspond to the theoretic model. Th e correlations 
between the other factors are under the signifi cant level and are considered to be 
weak. For values of r below .160, correlation is too low to be meaningful.

4. Discussion

Th e adapted version of the MSLQ, called MoSU (Dotazník motivačních strategií 
v učení), appears to represent a useful, reliable, and valid means of assessing stu-
dents’ motivation for learning in the university context. Th e exploratory and con-
fi rmatory factor analyses results of the data were obtained from Czech sampling for 
university students of the Faculty of Humanities at Tomas Bata University in Zlín. 
Th e application was realized through a 284 (256 women and 28 men with average 
age 24, ranging from 19 to 29) data set. Th e possible generalizations based on this 
study are limited as the participants belong to the Czech educational environment.

It can be seen that 19 items of the adapted version of the MSLQ represent three 
latent factors underlying students’ motivation in the process of self-regulated 
learning, explaining the 47% variance. Based on the CFA results items 1 and 7 
were removed from the Academic self-effi  cacy factor. Th e GOF indexes improved 
as a result of their removal.  

Th e results obtained at the end of the third CFA, x2/df = 1.941 (being smaller than 
3 shows that the model is acceptable). Of the GOF indexes, they are RMR = .151, 
RMSEA = .058. Being close to 0 of those values and even values equal to .05 show 
a very good fi t (Roberts, 1999). In the model, GFI = .917 and AGFI = .891, means 
acceptable levels for the fi t. Th e cases that GFI value is over .85 and AGFI value is 
over .80 are good fi t (Anderson & Gerbing, 1984; Hoyle & Duvall, 2004). CFI = .933 
which is the increasing GOF index is like this (being close to .90 can be said that 
there is an acceptable fi t).  PCLOSE = .128 value being greater than .05 is also an 
acceptable fi t of the model.

Although it diff ers from the original number of factors the MSLQ question-
naire suggests that a 3-factor solution fi ts the best (i.e. those factors are underly-
ing students’ motivation in the process of self-regulated learning) into the Czech 
educational environment. Th e fi nal version of the MoSU instrument is represented 
by 17 items. Factor 1 (F1) Academic self-effi  cacy included 4 items, factor 2 (F2) Task 
value included 6 items, factor 3 (F3) Test anxiety included 7 items. 

Due to its thematic focus, the research fi ts into the current national and inter-
national intention which seeks to fi nd a new conception of education based on 
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the purposeful linking of theory and practice. Diff erences in various standards of 
students’ motivation in the process of self-regulated learning according to one’s 
gender, type of study, form of study, specialization and successfulness in one’s 
studies will be further examined, as well as links among all the examined factors. 
In conclusion, the results can fi nd an application in improving the organization, 
planning and evaluation of teaching in school and beyond.
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Community in a Virtual Classroom

Abstract

Th e main research objectives were presenting experiences of virtual classroom 
learners in the context of being part of a community or being indiff erent towards it, 
as well as getting to know the value of the community in view of respondents, and 
the attitudes of respondents to the community. Th e research operated within the 
interpretive paradigm. Th e respondents were twenty six students of diff erent majors 
at Nicolaus Copernicus University in Toruń. All the respondents emphasized the 
value of being part of a community; still, the opinions were diverse with regard to 
individual predispositions, skills and aptitudes of the learners. Th e obtained results 
are of great signifi cance to the educational thought and practice and in relation to 
the growing importance of e-learning and its popularisation.

Keywords: community, virtual classroom, blended-learning, education

1. Introduction

During the last few decades, the overpowering infl uence of rapidly developing 
information and communication technologies on people, social life and educa-
tion has been observed. Th is brings about great changes and generates alternative 
methods of communication and participation in the cultural life, as well as new 
areas of learning. Numerous debates and studies present certain divergences 
concerning the value of this infl uence. Opinions have been expressed that regard 
the crisis of culture and value, progressing atomisation of society, and weak social 
bonds, as well as a lack of social participation and commitment, which lead to 
callous indiff erence to human matters and moral issues (cf.: Misztal, 1997, p. 1, 
as cited by: Olszewska-Dyoniziak, 1998, pp. 159 – 160). Th ere are also diff erent 
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opinions suggesting that “the Internet aff ords a new and diff erent avenue of social 
interaction that enables groups and relationships to form that otherwise would not 
be able to, thereby increasing and enhancing social connectivity” (Bargh, McKenna, 
2009, p. 3). To re-express the ideas, one can state that the Internet technologies can 
contribute to weakening of human relations, while it is also possible that these 
strengthen the relations and give a diff erent value to them.

2. Reference Books Review

Over the past few years, scientifi c studies have been discussing the sense of 
togetherness in an educational virtual community increasingly oft en. A com-
munity, described as “1) showing the same characteristics, shared property and 
experiences; a community of inclinations, desires, aspirations; 2) a thing that joins, 
unites, […]; 3) a group of people of the same origin, culture, interest, and property 
[…]” (Słownik języka polskiego, 2006, p. 1171[Dictionary of the Polish Language, 
Translation from Polish]). In the worldwide literature, there are numerous publica-
tions discussing empirical research studies focused on explaining the process of 
creating community within a virtual classroom, strategies used in this process, and 
the role of factors infl uencing it (Brown, 2001, pp. 18 – 35; Palloff  and Pratt, 2007; 
Rovai, 2001, pp. 285 – 297; Chang, 2012, pp. 154 – 161; Poole, 2000, pp. 162 – 177). 
Interesting research was done by Lak Chidambaram and Robert P. Bostrom (1996, 
pp. 159 – 187), who indicated that members of groups with a high sense of com-
munity communicated more eff ectively and off ered active participation in shared 
undertakings. Diversity and intensity of relations between group members make 
them more willing to exchange information. Th e sense of bonding between group 
members was also the subject of the study by Caroline Haythornthwaite (1998). 
Th e researcher analysed the frequency and nature of interpersonal connections 
within a group created by means of diff erent media. Th e results showed that most 
of the connections between the participants concerned preparing projects. Th e 
researchers agreed on the importance of cooperation as a foundation of the Inter-
net community development (Hudson, 2002, pp. 53 – 90, as cited by: Palloff , Pratt, 
p. 26; Kimball, 1995; Misanchuk, Anderson 2001). Th ey mentioned the strategies 
signifi cant for developing proper relations and maintaining a sense of belonging 
to a learning group. Brent Muirhead (2001, pp. 108 – 112) noted, on the basis of 
research, that some students expressed their concerns over the fact that group work 
on the Internet could result in unfair requirements concerning a few individuals 
who did most of the work. Th e mentioned author’s hint was that the teacher could 
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prevent negative experiences of a group thanks to close monitoring of group work, 
intervening when it is necessary, and grading learners’ work on the basis of their 
actual contributions.

Polish scientifi c discourse also poses important and apt research questions con-
cerning the sense of togetherness in virtual educational communities (Bednarek, 
Lubina, 2008 , pp. 45 – 54; Siemieniecki, 2006, pp. 9 – 57; Wieczorkowski, 1997, pp. 
289 – 298; Dziedzic, 2002, Orczykowska, 2006; Olcoń-Kubicka, 2009). On the basis 
of his own research and observations of didactic work with students using the 
information and communication technologies, Stanisław Juszczyk (2003, pp. 
188 – 189) drew certain conclusions concerning the functioning of the educational 
community. It turned out that the functioning of learning communities depends 
on willingness, needs and preferred forms of connection of their members, as well 
as the level of participation in group tasks, forum discussions, etc.

On the basis of the reviewed reference books, the issue of self-refl ection of the 
learners of the virtual classroom in the context of being part of a community or 
being indiff erent towards it seemed especially interesting. Further in the text, there 
are the analysis of qualitative research, conclusions and recommendations concern-
ing future investigations.

3. Methodological Foundations of Own Research

Th e main research objective was presenting the experiences of virtual classroom 
learners in the context of being part of a community or being indiff erent towards 
it, as well as getting to know the value of community in view of respondents, 
and the attitudes of respondents to the community. Another goal was showing 
the areas of focus for educationalists, teachers, e-learning training creators while 
initiating and developing community. On the basis of extended literature review 
and the executed qualitative research, answers to the following questions were 
sought: 1) How do the learners themselves relate to being a part of a community 
on the Internet? 2) What are the profi ts of being part of a community? 3) What 
can the teacher do to initiate and develop proper relations between virtual 
classmates? Th e selected research questions required a reference to individual 
experiences of students of diff erent majors at Nicolaus Copernicus University in 
Toruń, who attended blended-learning classes in the 2011/2012 and 2012/2013 
academic years. Th e research operated within the interpretative paradigm. Th e 
phenomenological perspective, which consists in the description and observation 
of ‘lived experience’, was used to investigate the heart of the matter (cf. Pilch, 
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Bauman, 2001, p. 270). Th e research method was a semi-structured interview, 
which is “[…] open to the context and a casual conversation with a respondent; 
still, it allows for asking detailed questions in the process. An interview is always 
focused on some issue” (Rubacha, 2008, p. 140) [Translation from Polish]. Th e 
sample selection was intentional. Among the interlocutors there were students 
of fi rst-degree and second-degree Education Sciences, Mathematics, Polish Stud-
ies, English Studies, and interfaculty individual Humanistic Studies. Narrations 
of twenty six respondents of essential experience connected with learning on 
the Internet were obtained. A single interview took from one to two hours. Th e 
interview was a casual conversation and the interlocutors were encouraged to 
give answers. Th e process of gathering information was terminated on the basis 
of the so-called “theoretical saturation”, which means that no new information 
is obtained- a conversation with another person will not provide new threads or 
contents (as cited by: Konecki, 2000, p.31).

4. Community in the Educational Internet Group Perceived 
by its Members

Most of the interlocutors had participated in several blended-learning train-
ings. Th erefore, they were experienced in learning in this form, and aware of its 
specifi city. Foreign language, methodology or information technology classes were 
the most popular. Several fi rst-year students admitted that they had experienced 
initial uneasiness and anxiety in relation to distance learning. Still, together with 
subsequent units and successive tasks, they were gaining in confi dence. In his 
book “Wspólnota. W poszukiwaniu bezpieczeństwa w niepewnym świecie” [Com-
munity. Seeking Safety in an Insecure World], Zygmunt Bauman claims that “we 
have all experienced a feeling of being lost as individuals immersed in the liquid 
and unpredictable world of deregulation, fl exibility, competition and common 
uncertainty; still, each of us experiences these fears in solitude, as a personal 
problem, a result of personal faults and a challenge put out to our cleverness and 
a personal ability to cope […]” (Bauman, 2008, pp. 192 – 193) [Own translation 
from Polish]. Th e statements of more experienced students showed that fi rst they 
try to cope with tasks and solve problems on their own; they look for answers in 
additional sources. Asking for help is the last resort. Th e students of fi rst years are 
more willing to integrate and be part of a community. Interestingly, all the students 
admitted to mutual observation and evaluation of contribution and commitment 
of others.
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[…]I’d defi nitely rather work by myself since group work requires commitment of 
all the people involved, and we can’t expect the same commitment from everyone, 
it’s impossible for everyone to have the same contribution. Using e-learning on my 
own, I can be sure that I’ll do something that will serve my goals and I know I’ll do 
it right without a fear of someone’s shabby work, colloquially speaking. (Wiktoria)

In virtual teamwork, there might be considerable diffi  culties in understanding 
diff erent perspectives of perceiving a certain problem. In order to maintain a proper 
level of cooperation and coordination, and prevent confl icts, one should organize 
regular virtual consultations. Taking personal characteristics into consideration is 
also advisable as some people tend to be more anxious than others. And anxiety 
hampers the learning process; therefore, being in touch with others can be more 
important in relation to soothing inner anxiety than providing learning materials.

We like being needed and useful. A person who helps, gains in confi dence in 
that way. Sharing knowledge and experience is advantageous to both parties who 
derive additional emotional benefi ts from this sharing.

It is easily noticeable who really cares about others, who is willing to help, who is really 
kind and helpful. And later, when we meet in full-time classes, this attitude translates 
into relations within the group. (Kasia)

Members of an e-learning group motivate each other thanks to forum con-
versations, hints, and information on their progress. Th ere will be people who 
appreciate an opportunity of learning something new, but there will be also those 
with a discouraging attitude. Motivating each other to get to know something, 
which is not one’s area of expertise, requires support of others. With some experi-
ence and ability of seeing their own mistakes, learners motivate others to learn. It 
is an important contribution of group members. A computer cannot do it. Beata 
mentioned the same thing:

People tend to get motivated in a group, for instance, we’re doing something together, 
a big task, we share the work, everyone has something to do. I like this kind of classes 
more since I am a people’s person, I don’t like being on my own. (Beata)

What is more, the interviews showed that the respondents gain a sense of 
solidarity and togetherness when being a part of the learners’ community. Know-
ing that a particular task is a problem of the whole group, not a single person, is 
defi nitely reassuring to them.
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I felt comfortable [about distance learning classes] because I knew the others had 
the same task to do and I could ask the leader or anyone in my group for help at any 
time […]. (Agata)

Furthermore, the respondents off ered certain hints connected with initiating 
and developing the sense of community in a group of learners. Th ey emphasized 
freedom of choice in relation to group members. Interestingly, for some respond-
ents, cooperation was connected with the necessity of subordination, subjection 
to others, fi tting in, and it does not suit everyone. Zygmunt Bauman (2008) also 
mentions this fact: “a lack of community is a sign of a lack of security; entering 
into community means a quick loss of freedom” (p. 10) [Translation from Polish]. 
Carolyn Shaff er and Kristin Anundsen express a diff erent opinion (1993, as cited 
by: Palloff , Pratt, 2007, p. 28), stating that being a part of community does not have 
to mean giving up on one’s autonomy and necessity of subordination in order to 
become a part of a group. Currently, commitment in a community means conscious 
and voluntary participation with an emphasis put on the needs of self-development 
and social bonds. Anthony Picciano (2002, p. 24, as cited by: Pallof, Pratt, 2007, p. 
50) rightly states that maturity, wisdom, and unselfi sh commitment of the learners 
concerning the whole community are of great signifi cance in creating a community.

5. Deliberation

A virtual learning environment- being much diff erent from a university class-
room- brings about essential changes in the teaching and learning methodology. 
It enables to create a community of learners in the virtual space, giving a new 
dimension to it. Th e interviews showed that the learners did not feel left  alone or 
isolated, knowing that they were part of a larger group of learners who were in the 
same situation. Awareness of the fact that a particular problem was not their own 
problem but the group’s problem was reassuring. Most of the more experienced 
students emphasized their individuality and willingness to work independently. 
Th e respondents admitted to mutual observation, and evaluation of contribution 
and commitment of each member. Sharing their knowledge, skills, and experience 
they simultaneously derived additional emotional benefi ts from it. One of the 
respondents admitted that receiving unexpected assistance was a really nice sur-
prise. Th ey mutually strengthened their confi dence. Th e respondents claimed that 
they motivated each other in the community. Simple information that a particular 
person had already fi nished and sent the task was a great motivation for others. 
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According to the respondents, a sign of community was a need for protecting 
others from making their own mistakes. Admittedly, it is a noble stance. Making 
mistakes is a natural process of learning. Th e teacher’s support in this is advisable- 
this is a person who can inform learners of their mistakes regularly.

What is more, the respondents expressed their opinions concerning developing 
a sense of community in a group through organising webinars, online consulta-
tions, posting photos in one’s profi le, creating one’s own portrait, designing mind 
mapping, a glossary, writing a diary, stories, poems, using compulsory integration 
tasks, connotation tasks, online design work, writing an essay together, creating 
Wiki, meeting online aft er classes, etc. Several respondents admitted that team 
work was connected with the necessity of subordination to other members, while 
they would rather work on their own, at their own pace and using their own ideas.

Th e development of the Internet community is a distinguishing feature when 
comparing this form of learning to simple correspondence courses sent via e-mail. 
It is important to aim at creating a community of learners in the virtual space who 
would try to reach certain goals according to certain norms and values. Creating 
positive relations and a learning environment in this situation is not considered 
to be much diff erent from doing it in a traditional classroom. Th e principles of 
the course should be presented clearly. Namely, they should be published on the 
main page of a course in order for learners and teachers to be able to refer to 
them. For instance, the principles can include guidelines concerning professional 
communication online, activities of learners, dates of consultations online, credits 
and any obligations. On the other hand, teachers can have diff erent requirements, 
which are not always consistent with the expectations of learners. Th ese issues are 
worth discussing at the beginning, and one can ask students for their feedback 
concerning off ered methods. Th is will enable to create a coherent community of 
learners where everyone can openly express their feelings and experiences, learning 
from each other. Learning in a virtual classroom must be perceived as a safe place 
for all participants. Everyone should be heard and respected.

In a virtual classroom, similarly to a traditional classroom, there are informal 
groups formed, in which learners are more willing to talk to each other; one can 
observe likes and animosities. Participants can share their problems, achievements 
and life events. Celebrating these rituals together is an important expression of 
the sense of community (as cited by: Palloff , Pratt, 2007, p. 58). In the process of 
distance learning, the student generates knowledge, cooperates, manages their 
own learning, and creates an educational Internet community (as cited by: Pal-
loff , Pratt, 2007, pp. 17 – 18). Th is student’s characteristics are honesty, fl exibility, 
readiness to take responsibility for creating a community, willingness to cooper-



73Community in a Virtual Classroom

ate, and openness to share life, work, and learning experiences (ibidem, p. 19). 
Th e above-mentioned indications have something to do with wishful thinking. 
Students oft en encounter various personal and technical problems, etc., which 
hinders their commitment. It is important to be able to return to a course and 
continue education. Th e student must understand that the essence of learning in 
a virtual classroom is being in touch with all the participants and not only with 
the teacher. Coming to this understanding and readiness to take responsibility for 
creating a community are the foundations of this community (as cited by: Palloff , 
Pratt, 2003, p. 19). With regard to communication, an important issue is honesty 
towards others and oneself. Students are willing to learn through experience 
gained thanks to cooperation in connection to a certain task or project. Th anks 
to honesty, a sense of confi dence and dependence between members of educa-
tional community can develop. Students with questions or problems concerning 
tasks can be encouraged to solve them within a group, showing mutual support. 
Furthermore, discussion and dialogue may contribute to a better understanding 
of the mentioned issues.

6. Recommendations Concerning Future Investigations

Th e research is an inspiration to taking up another interesting issue in the future; 
namely, determining correlations between learners’ individual features and creating 
a community in a virtual classroom, as well as relations between the strategies of 
developing an educational virtual community and satisfaction of group members. 
Research studies within this scope can contribute to determining the infl uence of 
e-learning on an individual and society. Furthermore, together with the growing 
popularity of blended-learning, learners will experience both traditional and vir-
tual classroom learning. Th eir personal experiences and educational achievements 
are worth investigating. Th is can prove extremely helpful for students and teachers, 
enabling them to take advantage and avoid mistakes.

Th e conclusion of the deliberations is a  statement concerning a  modern 
human being immersed in the environment of the modern technologies, who 
seeks another person and everything related to this person: closeness, feeling, 
dialogue, understanding, all these human things, person to person, creating a com-
munity in a diff erent dimension of learning (Miąso, 2010, p. 204) – in the virtual 
 dimension.
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Online Instruction in Spanish Higher Education .
A Study Conducted at the Faculty of Education of the 

University of Córdoba (Spain)

Abstract

Th e arrival of the European Higher Education Area (EHEA) has brought about 
intense methodological restructuring in the participating countries. Th ese changes, 
along with the development of ICT, are reshaping the Higher Education system. Th e 
emergence of advanced technological tools like the Moodle platform has altered 
the teaching-learning process at every educational cycle. Th is paper springs from 
the work undertaken as part of the ongoing project for Educational Excellence 
in collaboration with three Andalusia universities: Seville, Cadiz and Huelva. Th e 
study was entitled Tele-education Platforms for Virtual Instruction. Since work at 
the University of Huelva has taken into consideration the students at some point, 
and the University of Córdoba lacks research on this area, we decided to examine 
the role of the student at the University of Cordoba as side-work to the original 
project. To this purpose, we designed an instrument to determine the students’ 
rate of use, level of satisfaction and level of knowledge of the Moodle platform. 
Th us, with this paper we would like to emphasize the relevance of students as key 
elements in the education system, as recipients of the teaching process.

Keywords: e-learning, university pupils, Moodle, EEES, LMS

1. Introduction

If we have a look at the current situation of higher education in Spain, we could 
see a rapidly changing picture. Th e sudden changes taking place in the social 
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context, particularly the technological advance, are undoubtedly infl uencing the 
development of the EHEA. New concepts are being shaped, such as School 2.0 
(Cabrero 2009) and University 2.0 (Pedreño, 2009; Conole & Alevizou, 2010) or 
Faculty 2.0 (Hartman, Dziuban & Brophy-Ellison, 2007), and they are becoming 
part of our teaching practice, coming alive in our classes. Llorente points out that as 
far as higher education is concerned, we are facing a second revolution: web-based 
education. Surely, this kind of teaching is altering the life of both teachers and 
students.

In brief, Torres states that, at the moment, any society claiming to be inclusive 
and tolerant cannot ignore ICTs.

Th e arrival of ICTs at educational institutions has caused diff erent reactions. Th e 
students were curious, the teachers suspicious and the educational authorities shy. 
Th at shyness mirrored the political approach, which was to introduce ICT in all 
educational areas and levels while avoiding diffi  cult situations or confl icts. One of 
the most typical confl icts at the time was the fear of technology or technophobia. 
Luckily for everyone, the situation seems to be under control nowadays and fears 
have been overcome. Th e development of the traditional education system encoun-
tered three major problems according to Fondos (2006): setting, time and demand. 
Th e introduction of ICT is changing the daily life of educational institutions and 
making those problems fade away.

Th e development of the educational curriculum is greatly enriched by the use 
of ICT. Th is tool helps teachers plan more comprehensive teaching sessions, much 
more effi  cient than traditional lectures.

Th e relationship between ICT and education shows at least three potential 
advantages for the teaching practice. Th e innovation brought about by technologi-
cal advances implies that there must be an actual use of ICT in our classes, since 
they satisfy a real need.

Th e growth of new technologies has resulted in the development of a new way 
of understanding the teaching practice, online as well as traditional. Th e arrival of 
a new education system at universities (we are referring to the elaborated Bologna 
process) is a challenge for theoretical and practical professionals of higher edu-
cation. Th e onset of this system implies the production and assumption of new 
resources, among which ICT tools stand out as a new way of expression. Since it 
springs from the traditional distance learning, the most developed resource is the 
e-learning system.

As mentioned above, the new conception of e-learning in higher education as 
bearer of knowledge has its roots in the traditional distance learning. Moreover, 
Galliani (2008) explains that since e-learning is assisted by tutors, this system is 
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also based on the concept of individual work. Nowadays, web-based instruction 
or tele-education is characterized by the use of a wide variety of technological 
learning (Boon et al. 2005). Likewise, we must bear in mind that social and cogni-
tive factors intervene in distance learning (Inglese, Mayer & Rigotti, 2007). Sangrá 
(2004: 79) dwells on Rosemberg (2001: 28 – 29) to establish three conditions that 
must apply so that the ICT and education blending can succeed throughout time:

a) it must be online
b) it must reach the fi nal user through a computer
c) it must be centered on the widest range of learning solutions, going beyond 

the paradigms of traditional education.
Besides promoting interactive learning, the combination of traditional and web-

based education helps break setting or time restrictions, both of which can hinder 
the educational and/or learning process. Moreover, a new fi eld of studies stems 
from this blend, e-learning, an area that makes higher education more fl exible 
and has many advantages: the learning/teaching process can happen everywhere 
(on campus, off  campus, cross campus); there is fl exibility regarding time, setting, 
method and teaching-learning pace; it is a student-centered model, for it encour-
ages independent and autonomous learning; this type of learning also changes the 
role of the teacher, who acts now in a mentoring and facilitating capacity (Salinas, 
2004).

Online education has a direct infl uence on the role played by teachers and 
students. Th e main feature of the new student is the ability to be independent, to 
be able to manage his/her own learning process. Students take control of their aca-
demic life and develop new competences with the help of ICTs. Th is process fosters 
collaborative learning, a useful skill in the development of learning communities 
where the student is responsible for their actions. As for teachers, they become 
facilitators of the process, redefi ning their professional development, fostering the 
establishment of learning communities and promoting fl exible learning. Teachers, 
then, must retrain themselves into this new role. Th is new way of understanding 
and living higher education helps break the isolation that has dominated university 
classes in general and university in particular.

2. E-Learning Platforms: A New Way Of Teaching

Th e most common resource within the e-learning systems is the Learning 
Management System (LMS), also called Virtual Learning Environment (VLE). 
Muñoz Arteaga et al. (2006) claim that learning management systems control 
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course management and monitor student activities and their progress (provided 
that happens). In Andalucía, the most frequently used educational platforms are 
Moodle (free soft ware) and the previously called WebCT, now run by Blackboard.

In our opinion, the Moodle platform meets all the necessary conditions to pro-
vide a good virtual environment for student training, and, as such, it is the platform 
used at the University of Córdoba. A learning platform should incorporate diff erent 
elements to ensure it goes beyond the simple transmission of knowledge to become 
a rich and varied learning/teaching environment. To do so, it is necessary to dis-
cern distinctive interfaces for the diff erent users that participate in the experience 
(teacher, student and system administrator); it is also important to set communica-
tion channels (email, chat, audio-video conference, etc.) that can work in a friendly 
environment and be used by everyone easily, not requiring extensive technological 
skills; it is essential for the platform to have browsing tools that help classify and 
retrieve information; likewise, it should allow management and monitoring capaci-
ties to the teacher responsible for the student’s training program; in relation to 
material design, it is required to incorporate not only information activities but 
also development and extension exercises; fi nally, it is equally important to regulate 
tutorials from the very beginning: setting rules of use, tutor availability, observing 
schedules continually and minimizing technical errors in its running.

Nowadays, there is a wide range of computer environments or interfaces that 
promote interaction between teachers, students and materials. Th eir main goal is to 
generate learning and they are called Telematic, Open or Virtual Classrooms. Th ese 
spaces should cover all the needs of the educational process. In our institutions, we 
have classrooms, laboratories, administration areas, teacher offi  ces, meeting rooms, 
recreational areas, etc. Similarly, telematic spaces should have classrooms, operating 
multimedia, management areas, meeting scenarios, etc.

3. Moodle: our learning environment

Moodle is a training platform designed by Martin Dougiamas in 2002. He based 
his development on ideas from the didactic constructivism. Th ese scholars support 
the view of collaborative learning and believe that learning is not a direct and unal-
tered transmission from textbooks or teaching, but is built in the student’s mind.

Th us, teachers who support this school of thought create a student-centered 
environment so that students can build learning drawing on their own knowledge 
and abilities. Teachers, then, reject the idea of being just transmitters of the knowl-
edge the student is supposed to acquire.
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Th at is a course management system that helps teachers develop online learning 
communities.

Th e statistics confi rm that Moodle has a great impact: in December 2006 there 
were more than 19,000 registered users; in 2011, there are more than 42 million and 
the system has been translated to 60 diff erent languages. (http://moodle.org/stats/)

4. Methodology

Th is study tried to bring closer the educational Excellence project in which 
we are taking part and our daily teaching practice in the areas of Teaching and 
Educational Psychology. Th is study aimed to determine these facts:

  Rate of use of the Moodle platform by the students from the Faculty of 
Education at the University of Córdoba.

  Level of satisfaction of these students with the Moodle platform.
  Level of knowledge of these students regarding the platform.

Taking these goals as a starting point, we focused on the specifi c objective of 
this paper, to determine the attitude of the students from the Faculty of Education 
at the University of Córdoba towards the Moodle platform as a learning/teaching 
tool.

With the purpose of fi nding answers to these questions, we carried out a non-
experimental study, descriptive and correlational, based on questionnaires and 
triangulation of four discussion groups.

Th e discussion groups were formed by teachers from the four participating 
universities. All of them contributed to the study with their views about the issue of 
working with platforms as a methodological resource. Every group was composed 
of seven teachers representing diff erent areas of knowledge, although we would like 
to point out that the number of teachers belonging to the area of Social and Legal 
Sciences, particularly to the fi eld of Education, was slightly higher.

Th us, we designed a questionnaire to carry out the quantitative study. It is formed 
by 396 items grouped in seven diff erent thematic sections.

Dimension 1: Personal information
Dimension 2: Available technological resources
Dimension 3: (Type of) Platform they have worked with
Dimension 4: Technical potential of the platform
Dimension 5: Didactic potential of the platform
Dimension 6: Attitude towards platform usage
Dimension 7: Training in platform usage
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Figure 1. Sample distribution according to year of studies and degree

1st Year Foreign Language 3rd Year Foreign Language

1st Year P.E. 3rd Year P.E.

1st Year PreSchool 3rd Year PreSchool

1st Year Music 3rd Year Music

1st Year Elementary 3rd Year Elementary

1st Year Special Ed. 3rd Year Special Ed.

1st Year Ed. Psychology 

2nd Year Foreign Language

2nd Year P.E.

2nd Year PreSchool

2nd Year Music

2nd Year Elementary

2nd Year Special Ed.

2nd Year Ed. Psychology

In relation to the structure of the questionnaire, before the students actually 
started dealing with the questions, we had explained the objective of the study 
and how to fi ll in the questionnaire. Th en, the diff erent items were introduced and 
fi nally we fi nished by thanking them for their participation.

Lastly, we would like to draw attention to the fact that this questionnaire has 
proven to be reliable since we have measured the test’s internal consistency (Cron-
bach’s Alpha) and we have obtained α of 0.96, which indicates good reliability.

916 students participated in this research. According to gender diff erences, 
women represent 66% of the sample and men 34%.

Table 1. Sample distribution according to gender

Gender F %
Male 311 34%

Female 605 66%

Total 916 100%
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As far as age is concerned, the participating students show the following age 
groups:

Table 2. Sample distribution according 
to age

Age F
18 – 19 179

20 – 21 284

22 – 23 333

24 – 25 43

Over 25 77
TOTAL 916

Th e distribution of the participants according to the degree they were pursing 
at the Faculty of Education of the University of Córdoba (Teaching or Educational 
Psychology) and the teaching specialization is shown in Figure 1.

5. Findings

We used factor analysis to perform the diff erential approximation of the assessed 
competences. Hence, there is 68.74% variability. We obtained three factors, as can 
be seen in Table 3 below:

Table 3. Factors. Source: Own elaboration
(This is a translation from the original Spanish questionnaire).

Factors
Attitudes 1 2 3

1. Platform (PT) usage is a right of students .894
2. Equality of access to PTs can reduce socio-cultural diff erences among 

students
.831

3. PTs can help change the future of Higher Education .860
4. PTs allow me to meet people from other educational institutions. .530
5. I use PTs when I see my mates using them and getting involved. .427 .510
6. PTs make students communicate more frequently. .590 .733
7. Pts meet the educational expectations I had held .489 .585
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Factors
Attitudes 1 2 3

8. PTs make class routine more relaxed (dynamic). .554
9. PTs make diffi  cult distinguishing between free time and work. .643
10. Internet is a valuable teaching tool. .856
11. I use PTs and I will continue using them. .784
12. PTs develop social values. .740
13. I will use PTs if I am aware of their educational value. .747
14. I will use PTs if we regularly assess the results. .852
15. I use PTs if we have an educational/learning project that incorporates 

them.
.781

16. I use PT if this decision is supported by the Department and the Fac-
ulty.

.786

17. Before using PTs, I would rather consider where this decision is taking 
us.

.746

18. It is good for education in general to use technological advances. .813
19. PTs make learning easier. .855
20. Th e University should demand the use of PT at every faculty. .726
21. Being familiar with and using PTs is essential for today’s Higher Edu-

cation.
.802

22. PTs are important to build social relationships. .807
23. Th e use of PTs in the teaching practice encourages active learning. .733 .465
24. With the help of PTs we can learn to research and collaborate. .918
25. Th e use of PTs makes it possible to adopt innovative learning models. .775 .406
26. I would use PTs more frequently if I were trained to use them. .765
27. PTs allow learning to take place from any setting and at any time. .880
28. PTs are an excellent excuse to be retrained from the professional point 

of view.
.853

% Variance 20.18 20.13 17.48
Cronbach’s Alpha 0.97 0.73 0.65
TOTAL 68.74

Th e identifi ed factors are divided into 3 headings:
1. Facts about students in the fi rst year of Educational Psychology and the 

Platforms.
2. Educational nature of Platforms.
3. Learning facilitation.

As can be seen in Table 3, the fi rst factor refers to the majority of the attitudes 
under consideration. Th ey cover diff erent angles (aff ect, behavior and cognition). 
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Th e results show, e.g., the understanding that every student has the right to be 
taught by means of the online platform used by the University of Cordoba, the per-
ception that platforms can help reduce social inequality or the belief that platforms 
make learning easier. Th e second factor, educational nature of platforms, allows 
for the inference that the fi rst year students of Educational Psychology believe 
that e-learning platforms help develop learning due to their innovative character; 
therefore, their educational expectations are met.

Finally, the third factor (Learning facilitation) indicates that the students of 
Educational Psychology feel that the training they can receive from this didactic 
and technological resource facilitates active learning and helps them build relation-
ships with their classmates. Physical proximity as well as the desire to improve 
themselves are features that can make their studying more attractive.

6. Discussion and conclusion

Th e presented online training model attempts at creating an Online Learning 
Community based on collaborative learning. Th is type of education makes students 
more involved in group activities and increases students’ autonomy and responsi-
bility in their own learning process.

Technological environments and group activities have an enormous potential 
within this context. Th e argument to support the development of online learning 
communities is in fact collaboration (shared production). Research carried out by 
Creanor et al. (2007 – 2008) indicates that teachers totally support the use of ICT in 
the teaching-learning process. Th e point is not communication or group work, but 
development of values. Anyhow, the aim is set at collaborative learning processes, 
at achieving the right context to emphasize inter and intra-group interactions, 
where the participants autonomously take part in a learning process while solving 
a problem as a group (Salinas, 2003).

We think that this study has been really useful to determine the point of view of 
the students of our university regarding the e-learning platforms as an education 
system. We should bear in mind that present-day university students were born 
with a mouse in their hands and a computer as a window to the world (Veen, 
2005).

Th e fi ndings of the study confi rm our assumptions but, unfortunately, they catch 
a discouraging sight of the use of platforms as a means or resource to develop 
our teaching practice as encouraged by the new European degrees in Higher 
Education.
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Th us, we fi rmly believe that educational institutions should fi nd and set strate-
gies in motion to compensate this lack of resources. Th is can be achieved with 
the help of incentives or providing guidance and training courses on the use of 
platforms.

Only by doing so can our students start changing their perception, view and 
understanding of platform usage.
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The Role of E-learning 
for Faculty Development in China

Abstract

While discussion on faculty development in China has been increasing in recent 
years, our understanding of the strategy for the development remains limited. Th is 
study with a survey aimed to examine whether e-learning could meet faculty mem-
bers’ expectations for their professional development. Our fi ndings suggest that 
e-learning is identifi ed as a preferred means of opening new opportunities to meet 
the needs of faculty in China where faculty development still remains traditional 
training and it has  bright prospects. Th e result also highlights individual perspec-
tives as a critical factor shaping e-learning behavior, and provides implications for 
the policy of faculty development.

Keywords: e-learning, faculty development, individual perspective, China

Introduction

Research highlights how faculty development can provide a strategic lever for 
ensuring institutional excellence (Sorcinelli, Austin, Eddy and Beach, 2006).  Th ere 
are two major means to foster the development, namely faculty learning communities 
(FLCs) and faculty development programs (FDPs), both of which focus on fostering 
faculty members’ teaching ability (Light and Calkins, 2008; Ward and Selvester, 2012). 
However, the developmental need for faculty members is not just improving teaching 
skills; it has evolved over time along with the development of higher education. Sor-
cinelli, Austin, Eddy and Beach (2006) chronicled the shift s in faculty development by 
identifying Five Ages in the USA, in which each era refl ects changes in the emphasis 
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of faculty work, and the current phase might be characterized as the Age of Network. 
In addition, professional development needs diff er depending on career stages (Opre, 
Zaharie and Opre, 2008; Toth and McKey, 2010). Th us, diff erent types of development 
programs might be required based on the specifi c needs and priorities expressed 
by faculty members. While these studies show various developmental needs among 
faculty members and reveal that the content of programs needs to be adapted to 
these specifi c needs, little is known about the strategy faculty members prefer to 
achieve their developmental goals in various backgrounds of higher education. Th is 
incomplete understanding of the faculty needs may lead to insuffi  cient programs 
for helping them develop. For instance, in China, limited program has been built for 
faculty development; moreover, the academic profession focuses on research versus 
teaching (Li, 2002; Qu and Feng, 2009). Th erefore, we should explore other learning 
options for faculty development.

Recently, researchers have identifi ed e-learning as an important approach for 
faculty to achieve their development goals (Alexander, Perreault, Zhao and Wald-
man, 2009; Cook and Steinert, 2013; Huang and Hsia, 2009; Schneckenberg, 2010; 
Villar and Alegre, 2008), since this learning approach can balance work demands 
and family responsibility, and keep up with the booming of knowledge (Sherer, 
Shea and Kristensen, 2003), and remedy the disadvantages of current faculty devel-
opment which is reactive, unattractive and expensive (Lowenthal, 2008). Th is trend 
urges us to think about the role of e-learning in faculty development in China, 
where available programs are limited.

In the Chinese context, research on faculty development started only in recent 
years. Given the high demands for the training and knowledge refreshment (Li, 
2012), the pace of the programs has not caught up with the expectation of the 
swelling faculty body. Most of new faculty members have no background in 
educational pedagogies; instead, a paucity of offi  cial faculty development cent-
ers was established in higher education institutions, and few workshops and 
seminars were made available for faculty development (Lin and Wu, 2011). In 
following years, colleges and universities put more emphasis on faculty teaching 
preparation than before. In most cases, training activities were organized for 
faculty members in accord with the doctrines of educational administration 
departments in conjunction with higher government authorities (Mohrman, 
Geng, and Wang, 2011).  Th is one-fi t-all approach does not meet faculty needs 
well. Consequently, faculty members have had little control over the progress of 
their development.

Nowadays, Chinese researchers have begun to address the infl uence of e-learning 
on faculty development via networked learning community as a carrier (Huang, 
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2009; Wu, 2013).  However, little is known about faculty members’ attitude and 
behavior toward e-learning. Th ere are two main approaches in exploring faculty 
member’s use of e-learning for their professional development. One is focused on 
the examination of faculty participation in online distance education as instructors 
(Huang and Hsia, 2009; Schneckenberg, 2010). Another explores e-learning perfor-
mance regarding faculty members as learners rather than instructors. A few studies 
have found that an online staff  development course is a learning format suited for 
teacher development (Alexander, Perreault, Zhao and Waldman, 2009; Sherer, Shea 
and Kristensen, 2003; Villar and Alegre, 2008) and a valuable adjunct to other forms 
of learning (Cook and Steinert, 2013; Lowenthal, 2008). As noted above, faculty 
members mainly concern research versus teaching in China; this characteristic 
makes our study emphasize on a path where faculty act as learners rather than 
instructors. Th erefore, the major issue in this study is to explore whether faculty can 
get opportunities to advance knowledge of teaching and research in the e-learning 
environment, which makes up for the lack of faculty development programs in 
China. Specifi cally, the following research questions guided this study:

1. What are faculty members’ priorities of supporting their development? Is 
e-learning most important for them?

2. How do faculty members conduct e-learning? What do faculty members 
think about e-learning formats?

3. What drives faculty behavior toward e-learning use?

Theoretical Framework

Liaw, Huang and Chen (2007) stated that e-learning provided faculty members 
with additional learning opportunities through self-directed learning; and under-
scored that the eff ectiveness of e-learning use depended on users’ attitudes. As 
a result, e-learning behavior was predicted and improved by individual attitudes.  
In addition, they constructed faculty members’ e-learning attitudes from three 
major measurements: aff ective, cognitive and behavioral, which are based on the 
research of Liaw (2002).

More specifi cally, in this study, the individual attitude is constructed on the 
basis of perceived satisfaction (aff ective measurement), perceived self-effi  cacy and 
usefulness (cognitive measurement), and behavioral intention to use e-learning 
(behavioral measurement). Besides the attitude, demographic variables are also 
regarded as important predictors of faculty’s e-learning behavior on the basis of 
the framework of Villar and Alegre (2008). Th is study assumes: (1) e-learning is 
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an important method for faculty members to develop; (2) faculty members have 
a positive attitude toward using e-learning; (3) e-learning use is predicted by 
individual attitude. Th e hypothesis will be tested and discussed in detail in the 
next section.

Methods

Measures
A survey instrument (a questionnaire) was designed to collect information for 

the research. Th e instrument was developed by review of the available literature 
(Opre, Zaharie, and Opre, 2008; Liaw, Huang and Chen, 2007) and 10 exploratory 
interviews with faculty members in China; then it was translated and screened by 
a 5-member panel of professors and administrators in higher education.

Th e questionnaire contains three sections: Faculty Development Approach 
(FDA), Faculty Attitude to E-learning (FAE), and Faculty Action of Using E-learn-
ing (FAUE).  Th e FDA included 10 questions concerning respondents’ preferences 
to support their development. Th ey were fi rst designed based on the available 
scale ‘Strategies Supporting Professional Development’ (SSPD) (Opre, Zaharie, and 
Opre, 2008), then presented to the advisory panel for interview and discussion, and 
fi nally adjusted to be suitable to the circumstance of higher education in China. 
Th e FAE includes 8 items of the attitude toward e-learning, selected and modifi ed 
from the scale by Liaw, Huang and Chen (2007) and built upon the development 
of research questions which measure and identify some factors related to faculty 
attitude toward the value of e-learning. Liaw, Huang and Chen (2007) set scales 
of e-learning for learners and instructors separately. Th e scale for learners is more 
suitable for our study, teaching elements should be also included in the scale since 
faculty has the occupational attributes of teaching. Consequently, the FAE is an 
integration scale which combines items selected from the scales for instructors 
with the ones for learners. Th e FAUE includes 7 questions regarding experience 
with using e-learning. Th e questions were designed by researchers and verifi ed 
by our panel members. In addition, the fi nal portion of the survey also captured 
respondents’ demographic details, including (a) gender, (b) age, (c) educational 
degree, and (d) rank.

All the questions in the FDA, the FAE and the FAUE are 5-point Likert scales. 
Aft er validation, the questionnaire was tested for clarity by a pilot group of 20 
faculty members, who were excluded from the fi nal sample collected. Finally, the 
responses of the subjects were entered in SPSS to calculate the alpha coeffi  cient in 
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order to determine the reliability of the questionnaire. Th e Cronbach Alpha coef-
fi cients for the fi rst, second and third sections are 0.851, 0.857, 0.814 respectively, 
indicating that the internal consistency of the scale is acceptable.

Participants
A total of 600 faculty members in China were invited to participate in our study, 

working at 7 universities in the city of Changsha. Th is sample was stratifi ed by 
gender, rank, institute type, depending on the proportion of faculty members in 
these 7 universities. Th e response rate for the survey was 71.17%.  A sample of 409 
was valid, where 260 participants were from comprehensive universities (63.6%) 
and 149 ones from research universities (36.4%). Th e demographic distribution of 
the collected data is shown in Table 1.

Table 1. Demographic variable

n %
Gender Male 266 65.0

Female 143 35.0
Rank Asst. Professor 152 37.2

Assoc. Professor 152 37.2
Professor 105 25.7

Age  < = 30 40 9.8
31 – 45 281 68.7
 > = 46 88 21.5

Degree Bachelor’s 43 10.5
Master’s 142 34.7
Doctorate 224 54.8

Note: n is count,% is percentage out of 409

Data Analysis
Data were analyzed at three basic stages: (1) a descriptive stage in which the 

basic mean for the data of  the faculty development approach survey with the FDA 
and e-learning behavior survey with the FAUE were described; (2) a multivariate 
inferential analysis stage in which  the diff erences in faculty members’ demographic 
variables were examined with the analysis of variance (ANOVA) and t-tests, and 
the predictors of faculty members’ behavior toward using e-learning were identi-
fi ed;  (3) a regression analysis stage to test the predictors of independent variables. 
Statistical signifi cance was determined at the 0.01level.
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Research Results

E-learning as an approach toward faculty development
Ten survey items address preferences of faculty members’ development 

approaches. Th e mean results from the survey data indicate that the most popular 
approach is access to prestigious scientifi c publications (M = 4.38), followed by 
using e-learning (M = 4.33), and the least popular option for learning is taking 
short-term training classes (M = 3.48). Additional learning ways faculty members 
prefer include attending academic conferences (M = 4.14), designing and coordi-
nating grants (M = 4.14), debating academic topics (M = 4.12), engaging scientifi c 
partnership with practitioners (M = 4.09), visiting foreign/local universities 
(M = 4.04), and using modern teaching equipment (M = 3.96). Th e least preferred 
option is taking further study for a degree (M = 3.49). Th erefore, it is clearly shown 
that faculty members have more interest in self-education than formal training as 
a means of faculty development, and using e-learning is a very popular approach.

ANOVA results show diff erences regarding using e-learning in terms of age 
(F = 11.508, p = 0.000) and educational degree (F = 10.460, p = 0.000). It is con-
cluded that younger members (M = 6.85 under 30) and Bachelor’s degree holders 
(M = 6.65) are more interested in this approach than older members (M = 4.11 
for the age of 31 – 45, M = 3.89 for the age over 46) and advanced degree bearers 
(Master’s (M = 4.13), doctorates (M = 4.01)).

Faculty members’ e-learning behavior
In the descriptive analysis of using e-learning actions with the FAUE scale, 

using search engines obtained the highest score (M = 4.25), and taking long-
distance education obtained the lowest score (M = 2.79) (cf., Table 2). Th ere are 
meaningful diff erences regarding these e-learning experiences by demographic 
variables: age, educational degree, and rank. ANOVAs show diff erences in terms 
of age regarding the use of BBS (F = 10.613, p = 0.000), and instant-messaging 
soft ware (F = 8.707, p = 0.000); in terms of educational degree on using e-mail 
(F = 6.571, p = 0.002), using BBS (F = 7.989, p = 0.000), using instant-messaging 
soft ware (F = 7.506, p = 0.001), taking long-distance education (F = 7.157, p = 0.001), 
using a professional blog (F = 13.967, p = 0.000), using online personal knowledge 
management (F = 10.355, p = 0.005); in terms of rank on using search engines 
(F = 5.989, p = 0.003), using BBS (F = 10.992, p = 0.000), using instant-messaging 
soft ware(F = 22.809, p = 0.000), taking long-distance education(F = 11.302, 
p = 0.000), using a professional blog(F = 16.907, p = 0.000), using online personal 
knowledge management (F = 7.522, p = 0.001). Th e mean values indicate that faculty 
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members with lower degrees or ranks, and younger ones, use various patterns of 
e-learning more frequently.

Table 2. Mean of items of learning behavior

E-learning Action Mean SD
Using e-mail 3.70 1.148
Using instant-messaging soft ware (msn, facebook) 3.24 1.218
Using a professional blog 3.40 1.199
Using BBS 3.11 1.115
Using search engines 4.25 1.016
Using online personal knowledge management (tag, Diigo) 3.06 1.084
Taking long-distance education 2.79 1.103

Faculty members’ e-learning attitude
Eight items were used to survey faculty members’ attitude toward e-learning 

with the FAE scale. Th ree factors emerged from factor analysis (KMO = 0.722, 
p < 0.001) (cf., Table 3): perceived satisfaction of e-learning environment, per-
ceived self-effi  cacy and usefulness, and behavioral intention to use e-learning. 
Th eir mean results show that the faculty respondents appreciate self-effi  cacy and 

Table 3. Factor loading of e-learning attitude

Item Factor 1 Factor 2 Factor 3

I intend to gather information for teaching and research in the 
e-learning environment

.742 -.053 .151

I can learn actively in the e-learning environment. .418 .112 .457
I feel confi dent in using e-learning in my teaching and research .356 .452 .097
I intend to share experience and fi ndings on teaching and re-
search on the internet

.633 .401 .060

I intend to participate in peer-to-peer co-learning activities in the 
e-learning environment

.787 .178 -.123

I am satisfi ed with the Web-based learning environment in my 
institute

-.059 .079 .903

E-learning can enhance my learning motivation .162 .816 .209
E-learning improves my teaching and research quality -.001 .836 -.046
Extract Method: Principal Component Analysis
Rotary process: Orthogonal study with Kaiser
Matrix of rotation: Rotary convergence aft er 5 iteration



95The Role of E-learning for Faculty Development in China

usefulness of e-learning (M = 4.28), and they are ready to take action on using 
e-learning (M = 4.25). In contrast, the faculty members are not quite satisfi ed 
with the e-learning environment in their institutes (M = 3.53). Th e “confi dent in 
using e-learning in teaching and research” answer (M = 4.57) is mostly adopted 
by the participants, followed by “e-learning can enhance my learning motivation” 
(M = 4.28); the answer “I am satisfi ed with the Web-based learning environment 
in my institute” (M = 3.77) is the least chosen one.

ANOVAs were performed to check the diff erences on 3 factors: age, educa-
tion and rank. Th ere are diff erences on the scores of behavioral intention by age 
(F = 7.433, p = 0.001), educational degree (F = 10.507, p = 0.000) and rank (F = 6.346, 
p = 0.002). However, there is no signifi cant diff erence on the scores of perceived 
self-effi  cacy and usefulness or satisfaction of the e-learning environment among 
the demographical groups.

The predictors of faculty members’ e-learning
In order to explore what drives faculty members to use e-learning, a regression 

analysis was used to test the predictors of e-learning usage. Firstly, independ-
ent variables, including demographic variables and factors of faculty members’ 
e-learning attitude, were tested to identify powerful potential predictors of 
dependent variables. Based on whether statistical signifi cance occurred in the 
Tests of Between-Subjects Eff ects, one demographic variable and two e-learning 
attitude factors were selected: age (F = 3.103,p = 0.048), and perceived self-effi  cacy 
and usefulness (F = 6.228,p = 0.000) and behavioral intention (F = 3.699,p = 0.002). 
Secondly, these predictors were entered into a linear regression model for analysis.  
Table 4 below reports the results of the regression analysis for the dependent vari-
able of “faculty members’ behavior of using e-learning”.

Table 4. Linear regression results for dependent variable: behavior of 
using e-learning

First Model Second Model
demographic 
 variables Age –1.685*** –1.058*

e-learning attitude perceived self-effi  cacy and usefulness 2.172***
behavioral intention 3.358***
F 12.438*** 41.158***
R2 0.03 0.234
ΔF 53.901***
ΔR2 0.204

N = 326 P < 0.05* P < 0.01** P < 0.001***
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Th e results of the linear regression analysis reveal that both models are statisti-
cally signifi cant. When age is the only predictor in the fi rst demographic model 
((B) = –1.685***), the regression coeffi  cient indicates that younger members use 
various patterns of e-learning more oft en.  Th e age predictor remains signifi cant, 
but weakens its power in subsequent models once the e-learning attitude variables 
are introduced ((B) = –1.058*). Aft er we stabilize demographic variables, the analy-
sis shows that the e-learning attitude variables are signifi cant factors for explaining 
faculty members’ e-learning use (ΔF = 53.901***), the attitude contributes up to 
20.4% of the total variance in the behavior of using e-learning. Specifi cally, the 
odds ratios suggest that faculty members who get higher scores on the perceived 
e-learning self-effi  cacy and usefulness more likely use e-learning for their develop-
ment ((B) = 2.172***). Th e extent to which faculty members’ behavioral intention 
signifi cantly increases the odds of their e-learning use ((B) = 3.358***).

Discussion

Th is study indicates that faculty members use e-learning as a preferred approach 
for their professional development. Firstly, e-learning has wide appeal in China, 
as shown in this study. Secondly, it reveals that faculty members show more inter-
est in self-education than classroom training as a means of their development. 
Self-direction is the most distinguishing characteristic of e-learning according 
to the measurement method in this survey. Th irdly, e-learning supports other 
self-directed forms of learning. For example, using internet search engines can 
conveniently support faculty members’ access to prestigious scientifi c publications, 
which is one of the most popular approaches for faculty development. On the 
contrary, this study reveals that short-term training class and further study for 
a degree are less in demand. Th is fi nding is also confi rmed by the survey results of 
e-learning behavior, which manifests that faculty prefer using search engines rather 
than taking long-distance education. Yet, training classes and seeking additional 
education through degree programs are the primary ways of faculty development 
in China. Th erefore, more development opportunities should be established that 
align with faculty needs and interests.

Contributing to this fi nding is the idea of collaboration and communication in 
faculty development (Sorcinelli, Austin, Eddy, and Beach, 2006). Similarly, studies in 
China underscored the value of collaboration to faculty development (Li, 2008; Qu 
and Feng, 2009). At the Age of the Network of faculty development, reaching-out 
learning strategy is necessary in order to obtain the leading edge of information 
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free of the restrictions of space and time. Benefi ted from its fl exibility and low cost, 
e-learning promotes communication and collaboration among faculty members. 
Th erefore, e-learning could be found more valuable to faculty development than 
some traditional classroom training.

It is found in the investigation of faculty’s e-learning behavior that any kind 
of e-learning is generally appreciated by faculty members. Yet, the building and 
improvement of an e-learning environment is relatively neglected by colleges and 
universities. As highlighted by this research, faculty members have a lower degree 
of satisfaction of the e-learning environment in their institutes, with no diff erences 
among gender, age, rank, educational degree groups.

Diff erences in e-learning attitudes and behavior are evident based on demo-
graphic variables. Th e data analysis has found that younger faculty and those with 
lower degrees or ranks express more interest in using e-learning and use various 
patterns of e-learning more oft en. Th ese diff erences indicate that e-learning will 
be used more and have greater signifi cance in the future with more new faculty 
members entering academic workforce.

Th e trend of e-learning use among faculty members can be predicted by the 
regression model. Th e results suggest that attitude variables are dominant predic-
tors for positive faculty e-learning behavior, which is confi rmed by the previous 
study of Liaw, Huang and Chen (2007). Furthermore, as the above analysis 
indicated, the predictors show high scores. It can be stated that e-learning is an 
ideal approach to faculty development and has great potential for growth and 
expansion. Demographic variables, including gender, educational degree, and rank, 
were insignifi cant in the fi rst model (cf., Table 4), which is consistent with the 
previous study by Villar and Alegre (2008) and suggests that faculty’s involvement 
in e-learning does not expand with the academic career ladders.

Blackburn and Lawrence (1995) developed and validated a theoretical model 
to explain the factors determining faculty members’ behavior, in which two sets of 
most contributing variables were self-knowledge and social knowledge. Individual 
and environment factors, represented by the self-knowledge and social knowledge 
respectively, signifi cantly account for explaining faculty work. Th e e-learning atti-
tude items in this paper can be divided into these two sets of factors, individual and 
environmental. Th e former set consists of signifi cant factors in e-learning behavior, 
including perceived self-effi  cacy and usefulness, and behavioral intention. Th e lat-
ter set indicates faculty perception of e-learning environment. A surprising fi nding 
is the insignifi cance of environment factors; the degree of satisfaction with learning 
environment does not appear to negatively aff ect e-learning use. Th e reason for 
this fi nding is not clear. Perhaps the particularity of e-learning use behavior is 
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a reasonable excuse. Th is fi nding, however, singles out the individual willingness 
as a prominent factor in faculty members’ e-learning use.

Conclusions

Th is article focuses on e-learning as an approach for faculty development in 
China. Th e results reveal that faculty members prefer self-education to formal 
training; and e-learning is a key means by which they develop their profession.

Th e fi ndings in this study indicate that given the status and the future of 
e-learning, it is practicable for colleges and universities to embed more develop-
ment opportunities via electronic means to fi ll the gap in faculty development 
in China where the current setting is traditionally classroom routine and hardly 
meets the needs of faculty members. Faculty’s individual perspective should be the 
most critical factor. More eff ort should be made to make sure that the development 
opportunities provided meet faculty’s needs and willingness. Perhaps this is a major 
implication of these fi ndings for policy and practice.

Th ere is an implication of theory in this study. Th e survey results reveal that 
individual factors have a highly eff ective infl uence on faculty e-learning use, but the 
environment factors do not, which has been validated in the model of Blackburn 
and Lawrence (1995). Th is disparity may result from some intermediate factors 
between environment factors and e-learning behavior, such as individual willing-
ness. Moreover, the insuffi  cient variables for environment factors in this study 
partly account for the theoretically incomplete interpretation. It would be useful to 
suggest further empirical research to explore the issue in two steps: (1) constructing 
environment factors in a measurement taking into account other variables, with 
an expanded sample size; (2) examining if and how environment factors drive to 
e-learning behavior via media factors.
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Music Objectives Planning  in Prevailing 
Psychomotor Domain

Abstract

Th e paper presents the results of a study in which we analysed planning of 
musical objectives in the psychomotor domain prepared by 372 Slovenian general 
education teachers. Th e research results showed high share of objectives pertaining 
to the taxonomy category of speech behaviours, which was followed by the cat-
egories of gross bodily movements, fi nely coordinated movements and non-verbal 
communication. Th e above facts confi rm that music objectives can be classifi ed 
in the prevailing psychomotor domain and show the utilization of a chosen tax-
onomy model. Th e research results also indicate that Slovenian general education 
teachers are aware of the need for active approaches to music teaching although 
they pay less attention to music objectives planning in the category of non-verbal 
communication which exceeds the mere use of words and represents the basis for 
contemporary approach of music teaching through musical doing and making.

Keywords: music education, music objectives, lesson plan, primary school, 
psychomotor learning domain

Introduction

In pursuit of a quality music education the teacher is faced with the question 
of what musical knowledge and skills enable higher quality of music teaching/
learning and how to achieve that.

In line with process-objective curriculum guidelines and the humanistic-con-
structivist paradigm, we talk about holistic learning which presupposes a balanced 

Barbara Sicherl-Kafol, Olga Denac, 
Jerneja Denac, Konstanca Zalar
Slovenia
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development of various learning domains. Th us, the quality of music education is 
conditioned by implementation of musical learning objectives in diff erent learning 
domains through active acquisition of learning experience which represents the 
basis for the development of musical skills and knowledge.

According to the process-objective curriculum guidelines of music education 
planning, fulfi lment of musical objectives in diff erent learning domains is very 
important. Within this framework, musical objectives in the psychomotor domain 
represent the basis for “curriculum-as-practicum,” which follows the principle that 
“our musical knowledge is in our actions: our musical thinking and knowing are 
in our musical doing and making” (Elliott, 1995, p. 56).

Music education in Slovenian (especially) lower classes of primary school (pupils 
aged 6, 7, and 8) is based on the importance of active approaches to music teaching 
(Syllabus: Primary School Programme, Music Education, 2011). Music objectives in 
the psychomotor domain make part of the majority of musical activities, especially 
singing and playing instruments, as well as expressing musical experience with 
movement and art. Th ey have an important infl uence on the formation of children’s 
sound concepts. With movement they can concretize the abstract nature of musical 
parameters. In doing so, they develop the sensitivity and knowledge necessary for 
the transfer of musical experiences and concepts into motor expression. In the 
Slovenian syllabus for music education in primary schools, musical objectives in 
the psychomotor domain are defi ned as: development of musical abilities and skills 
with active forms and methods of work: motor-dance, dance, artistic and verbal 
expression of musical experience and notions (ibid, p. 5).

As the impacts of musical objectives on learning development are complex, we 
categorise them according to the taxonomy of the prevailing aff ective, psychomotor 
and cognitive learning domains. In comparison to the taxonomy of the cognitive 
(an overview of which is provided in: Anderson et al., 2001) and aff ective (Krath-
wohl et al., 1964) domains, there are fewer models for categorization of education 
objectives in the psychomotor domain (Simpson, 1966; Harrow, 1972).

Research Problem
Many authors (Harrow, 1972; Kibler et al., 1970) state that in comparison to 

the cognitive and aff ective domains, little work has been done in the psychomotor 
domain. Due to the importance of active acquisition of music learning experience 
through motor response there is a need for a functional taxonomy of observable 
behaviours in this learning domain. In this paper we will refer to Kibler’s et al. 
taxonomy (Kibler et al., 1970).
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Research Focus
Many studies confi rm that teaching music is a major challenge for general 

education teachers as they do not have enough professional confi dence (Holden 
& Button, 2006; Bamford, 2009; Taggart et al., 2004; Eurydice, 2009). It has also 
been recognised (Denac, 2002) that in the Slovenian preschool and early primary 
school, music education does not follow the active teaching approach.

Based on the problems described, we analysed the extent to which Slovenian 
general education teachers follow the principles of music objectives planning in 
the psychomotor domain as a basis for an active music teaching approach.

Research questions:
  What is the extent of musical objectives planned per lesson plan in the 

taxonomy for the prevailing psychomotor domain?
  Are there any diff erences between student teachers and in-service general 

education teachers with respect to the extent of musical objectives planned 
per lesson plan in the taxonomy for the prevailing psychomotor domain?

Research Methodology

Research sample
Th e research was carried out in 2010 at the Faculty of Education, University 

of Ljubljana, Slovenia. It involved a sample of 372 Slovenian student teachers and 
in-service general education teachers who, working in pairs, prepared 186 lesson 
plans for music education.

Collecting of data
Data were collected by analysing 186 lesson plans for music education in the fi rst 

four grades of Slovenian primary school (pupils aged between 6 and 9). 120 lesson 
plans (64.5%) were prepared by student teachers (full-time students of primary 
education) and 66 (35.5%) by in-service general education teachers (part-time 
students of primary education).

Processing of data
For data processing, frequency distribution of variables (f, f%) was used along 

with some descriptive statistics (arithmetic mean, standard deviation). For the 
comparison of arithmetic means of two groups a t-test was used.
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Results and Discussion

Th e results are presented in the following subparts according to the basic 
research questions.

Representation of musical objectives planned per Slovenian lesson plan 
in the taxonomy of the prevailing psychomotor domain
Th e following subpart presents the fi ndings of the study relating to the music 

objectives planning in the prevailing psychomotor domain (Table 1).
Table 1 contains the arithmetic means and standard deviations for musical 

objectives in the prevailing taxonomy categories of the psychomotor domain. 
Music objectives were analysed according to Kibler’s et al. taxonomy (1970) with 
the following categories: Gross Bodily Movements, Finely Coordinated Movements, 
Non-Verbal Communication Behaviours, Speech Behaviours.

Th e analysis of the average representation of musical objectives per lesson plan 
according to the taxonomy for the psychomotor domain (Kibler et al., 1970) shows 
that general teachers in this study population pay most attention to the objectives 
in the category of Speech Behaviours with the subcategories of Sound Production, 
Sound-Word Formation, Sound Projection and Sound-Gesture Coordination.

Representation of musical objectives in the Speech Behaviours category shows 
that general education teachers are aware of the importance of developing per-
forming skills among which formation, production and projection of sound are 
a very important part of the vocal technique. At the early primary school stage 
pupils need a lot of practice and training in formation of individual sounds and 
clear articulation, which could be obtained through musical objectives of rhythmic 
speech, breathing exercises, singing articulation, singing phrases, etc. Systematic 
and continuous objectives planning in this area is very important and requires 
accurate demonstration, a  large amount of exercise and repetition as well as 
immediate feedback on articulation accuracy.

Th e second most represented group of objectives pertains to the category of 
Gross Bodily Movements with the subcategories of Movements Involving the Upper 
Limbs, Lower Limbs and Movements Involving Two or More Bodily Units.

Planning musical objectives in the category of Gross Bodily Movements involves 
interaction of movement with musical activities, such as singing, playing instru-
ments, rhythmical articulation, listening to music, creating music and by music, 
all of which stimulates the development of musical abilities, skills and knowledge. 
Gross body movements (e.g. walking, hopping, running, etc.) can express various 
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Table 1. Average representation of musical objectives by the taxonomy 
categories for the psychomotor domain planned per lesson plan prepared 

by student teachers or in-service general education teachers.

Domain Group n Arithm. Mean Standard Deviation

GBM-ul
ST 120 0.15 0.36
CT 66 0.12 0.33

GBM-ll
ST 120 0.28 0.47
CT 66 0.29 0.46

GBM-mu
ST 120 1.12 0.69
CT 66 1.08 0.73

FCM-hf
ST 120 0.06 0.24
CT 66 0.02 0.12

FCM-heef
ST 120 0.25 0.45
CT 66 0.29 0.49

FCM-cc
ST 120 0.81 0.65
CT 66 1.18 0.70

NC
ST 120 0.03 0.16
CT 66 0.12 0.33

SB-sp:
ST 120 0.19 0.40
CT 66 0.03 0.17

SB-sw
ST 120 0.91 0.65
CT 66 0.98 0.51

SB-sp
ST 120 0.89 0.65
CT 66 0.82 0.70

Legend: ST – student teachers, CT – in-service teachers, GBM-ul: gross bodily movements of upper 
limbs, GBM-ll: gross bodily movements of lower limbs, GBM-mu: gross bodily movements – move-
ments involving two or more bodily units, FCM-hf: fi nely coordinated movements – hand – fi nger 
movements, FCM-co: fi nely coordinated movements – hand – eye – ear – foot, FCM-cc: fi nely coor-
dinated movements – other combinations of hand – foot – eye – ear movements, NC – non-verbal 
communication behaviors, SB-sp: speech behaviors – sound production, SB-sw: speech behaviors 
– sound-word formation, SB-sp: speech behaviors – sound projection.

musical parameters (Kenney, 1997) and enable eff ective experience for musical 
development. Th rough gross body movements pupils concretize the abstract nature 
of musical parameters (e.g. indicate pitch with their hands, get to feel the metre and 
duration by stepping, express dynamics and tempo with movements of the entire 
body, etc.) and shape musical conceptions that form the basis of musical thinking. 
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However, these skills do not develop spontaneously in children, so they have to be 
systematically developed and enhanced (Logan et al., 2011).

Th e third represented group of musical objectives pertained to the category of 
Finely Coordinated Movements with the subcategories: Hand-Finger movements, 
Hand-Eye Coordination, Hand-Ear Coordination, Hand-Eye-Foot Coordination 
and Other Combinations of Hand-Foot-Eye-Ear Movements. Among them the 
majority of objectives were planned in the subcategory of Other Combinations of 
Hand-Foot-Eye-Ear Movements, followed by the joint subcategories of Hand-Eye 
Coordination, Hand-Ear Coordination, Hand-Eye-Foot Coordination. Th e least 
represented is the subcategory of Hand-Finger Movements.

Th e results show that the general education teachers in this study population 
follow the continuity psychomotor objectives planning which, in the early primary 
education period, gradually progresses from gross to fi ne movements. In accord-
ance with other studies (Zachopoulou et al., 2004; Sicherl-Kafol, 2001) we point 
out that implementation of fi nely coordinated movements through the use of body 
percussion (clapping, stepping, etc.) and Orff  instruments, has a positive infl uence 
on children’s perceptions of musical parameters such as rhythm (Weikart et al., 
1987; Zachopoulou et al., 2003), metre, tempo, etc. Based on the above-mentioned 
studies it is possible to conclude that movement-based approaches to music educa-
tion enable progress in the cognitive learning domain through development of 
musical knowledge and skills.

Th e results also show that the teachers in this study population pay the least 
attention to the objectives in the category Non-Verbal Communication Behaviors, 
which ‘include facial expressions, gestures, bodily movements or a combination 
of the three. ’ (Kibler et al., 1970, p.71). Since authentic musical teaching/learning 
is possible only through performing, listening and improvising in connection of 
sound and movement activities, the research results suggest that teachers should 
pay more attention to authentic (non-verbal) music objectives planning.

Diff erence between Slovenian student teachers and in-service general 
education teachers regarding the representation of musical objectives 
in the taxonomy for the psychomotor domain
Further on, we have examined the diff erence between the Slovenian student 

teachers and in-service general education teachers regarding the representation of 
musical objectives in the taxonomy for the psychomotor domain (Table 2).

Th e analysis shows that statistically important diff erences in the subcategory of 
Other Combinations of Hand-Foot-Eye-Ear Movements are the in-service general 
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Table 2. Difference between student teachers and in-service general education 
teachers regarding the representation of musical objectives in the taxonomy for 

the psychomotor domain.

Domain t-
coeffi  cient

Degrees of 
Freedom

Statistical 
Signifi cance 

Level

Mean Diff er-
ence

Standard 
Error of the 

Mean
GBM-ul –0.539 184 0.590 –0.029 0.053
GBM-ll –0.181 184 0.856 0.013 0.071
GBM-cm –0.380 184 0.705 –0.041 0.108
FBM-h/f –1.389 184 0.167 –0.043 0.031
FBM-co –0.530 184 0.597 0.038 0.071
FBM-cc 3.642 184 0.000 0.373 0.103
NC 2.699 184 0.008 0.096 0.036
SB-fs: –3.152 184 0.002 –0.161 0.051
SB-fw: 0.828 184 0.409 0.077 0.092
SB-sp: –0.721 184 0.472 –0.073 –0.102

Legend: GBM-ul: gross bodily movements of upper limbs, GBM-ll: gross bodily movements of 
lower limbs, GBM-mu: gross bodily movements – movements involving two or more bodily units, 
FCM-hf: fi nely coordinated movements – hand – fi nger movements, FCM-co: fi nely coordinated 
movements – hand – eye – ear – foot, FCM-cc: fi nely coordinated movements – other combinations 
of hand – foot – eye – ear movements, NC – non-verbal communication behaviors, SB-sp: speech 
behaviors – sound production, SB-sw: speech behaviors – sound-word formation, SB-sp: speech 
behaviors – sound projection.

education teachers’ favourite, while in the Speech Behaviours’ subcategory of Sound 
Production they are the student teachers’ favourite. Th e in-service general educa-
tion teachers also achieved statistically signifi cant diff erences in planning objectives 
in the category of Non-Verbal Communication. Non-verbal communication, which 
includes objectives such as mimicking to express emotions and experiencing of 
music, movements of hands to translate musical messages and movements of the 
whole body to express musical experience and perceptions, requires implementa-
tion of specifi c non-verbal music teaching methods that exceed the mere use of 
speech. Taking into account the fact that there is a reciprocal relationship between 
teaching methods and learning objectives (Marentič Požarnik, 2000; Hus, Kordigel 
Aberšek, 2011) and that the teacher has to be able to use various diff erent teaching 
methods, we can assume that the Slovenian in-service general education teachers 
have more methodological knowledge in this area due to years of experience in 
the practice of music teaching.



108 Barbara Sicherl-Kafol, Olga Denac, Jerneja Denac, Konstanca Zalar

Conclusion

Even though it is diffi  cult to generalise, given the limited research sample in this 
study, we can nevertheless sum up that:

  music objectives in the prevailing psychomotor learning domain could be 
classifi ed according to the taxonomy of the psychomotor domain;

  Kibler’s et al. (1970) taxonomy of the psychomotor domain enables eff ective 
classifi cation of music objectives;

  according to Slovenian Syllabus for Primary School Programme (2011) 
Slovenian general education teachers are aware of the necessity to use active 
approaches to music teaching through music objectives planning in the 
psychomotor domain, however, they should pay more attention to music 
objective planning in the category of non-verbal communication, which 
exceeds the mere use of words, in order to promote musical teaching/learn-
ing through action and within action by means of practical orientation of 
music education (Elliott, 1995, 2005).

A detailed analysis of psychomotor music-objectives planning showed which 
objectives are the most commonly planned by the Slovenian general education 
teachers. In the classifi cation of musical behaviours they pay the most atten-
tion to the category of Speech Behaviours, which is followed by the categories 
of Gross Bodily Movements, Finely Coordinated Movements and Non-Verbal 
Communication. Compared to the student teachers, the in-service general 
education teachers plan more objectives in the category of Finely Coordinated 
Movements and category of Non-Verbal Communication, while the student 
teachers plan more objectives in the category of Speech Behaviours. On the 
basis of the study results we can conclude that Slovenian in-service general 
education teachers have advantage over student teachers as regards the realiza-
tion of musical objectives of Non-Verbal Communication, which require more 
pedagogical-didactic knowledge and skills. Th us, we can assume that more 
years of teaching practice have a positive infl uence on didactic competences for 
music teaching. But the results also show that both study groups pay the least 
attention to musical objectives planning in Non-Verbal communication. Th is 
raises the question whether they are aware enough of and trained enough for 
specifi c demands of teaching music through authentic music teaching strategies 
which require the use of non-verbal teaching strategies. If we agree that music 
education should follow “an overall concept of the music curriculum-in-action” 
(Elliott, 1995, p. 259) as well as that authentic musical problems should be 
solved through active (non-verbal) music making, then the teachers in this 
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study population should pay more attention to music objectives planning in the 
category of Non-Verbal Communication.

Th e analysis of musical objectives by Kibler’s et al. taxonomy (1970) for the 
psychomotor domain also confi rmed the applicability of the model for musical 
objective planning as it provides psychomotor behaviours which are observable 
and can be objectively measured in music education. Th ere are some doubts and 
criticism regarding this taxonomy. Harrow (1972) points out that according to 
Kibler’s et al. taxonomy (1970) some behaviours would be diffi  cult to categorize 
into particular domains. However, on the basis of this study we can conclude that 
this model enables eff ective classifi cation of musical objectives in the psychomotor 
domain. By this model musical objectives of performing, listening and improvising 
activities raise from lower to higher classifi cation levels, i.e. from gross to fi ne 
body movements and from non-verbal (through sound and movement) to speech 
communication (talking about music). It is necessary to emphasise that music 
education planning in motor fi elds represents an essential basis for musical devel-
opment in the cognitive domain including musical understanding and knowing. In 
Elliott’s words (1995, p. 61) we can say that “verbal concepts about musical works 
and music making ought to emerge from and be discussed in relation to ongoing 
eff orts to solve authentic musical problems through active music making. “

Although we can sum up that Slovenian general education teachers are aware 
of active approaches to music teaching through music objectives planning in the 
psychomotor domain, we must be aware of the limitation of the research results. 
Th e quality of music education is not limited by music objectives planning, but it 
also involves the quality of their realization through teaching/learning strategies 
and other didactic elements (content, music activities, etc.).

Th erefore, the results opened up possibilities for further research that could 
consider whether the objectives of the psychomotor domain are mutually con-
nected with authentic music teaching/learning strategies and to what extent their 
interaction represents a  stimulating and active learning environment for the 
development of musical skills and knowledge in the cognitive learning domain as 
well as emotional and social responses in the aff ective domain.
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Styles of Textbook Use

Abstract

Th e paper presents the results of the research focused on the issue of textbook 
use. Th e aim of the research was to identify the styles of textbook use adopted 
by lower secondary school teachers. Th e data were gathered through classroom 
observations (total of 155) and interviews with teachers (58). Th e research 
resulted in identifi cation of four diff erent styles of textbook use. It was found 
out that the styles varied according to the school subject. Relation to the length 
of teaching experience and the qualifi cation of the teacher for a given subject 
was not proven.

Keywords: textbook, textbook use, styles of textbook use

Introduction

Textbook studies are mostly oriented towards textbook as a product and focus 
primarily on its content analyses. Research investigations in the fi eld tend to be 
predominantly focused on examinations of characteristic qualities. Results of these 
content analyses then serve as a basis for inferences about textbook use and the 
infl uence of textbooks on students’ learning. M. Horsley, Australian researcher, 
compares it with the examination of drivers’ behaviour by means of the study 
of vehicles (Horsley, Walker, 2005). Up to now, there is only limited knowledge 
about how teachers and students use textbooks, and consequently about the role 
textbooks play in the classroom teaching and learning.

In the long run, the research at the Department of Education and Adult 
Education at the University of Ostrava focuses, among others, on textbooks and 
other educational materials. Recently, the main concern were the issues related 
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to the use of texts in the classroom teaching and learning (e.g. Cervenkova, 2010; 
Sikorova, 2010). Th e main aim of these investigations is to identify the role of 
textbooks in contemporary education, and secondary education in particular. 
One of the issues we were dealing with was the extent to which teachers applied 
textbooks in lesson planning and targeted purposes of their use. Th e investigation 
attempted to answer the research questions: What are the basic styles of textbook 
use applied by lower secondary teachers? Do the styles diff er according to the 
school subject, the length of teaching experience and the teacher’s academic 
qualifi cation? Does the teacher’s satisfaction with the textbook infl uence his/her 
style of textbook use?

Various specialists coin their own terms to describe the role in which the text-
book is used. Th e authors use terms “styles of textbook use” (Freeman, Porter, 1988), 
“roles of textbooks” (Lambert, 1999), “types of textbook use” (Hinchman, 1987), 
“patterns of textbook use” (Alverman, 1987; Sigurgeirsson, 1992), “approaches to 
using” (Nicol, Crespo, 2006) and other terms. We will adhere to the term ‘styles of 
textbook use’, which are conceived as relatively stable, distinctive ways adopted by 
teachers while using the textbooks.

Literature review

Styles of textbook use have been explored on the basis of both qualitative and 
quantitative approaches. Th e predominant methods of data gathering are observa-
tions and interviews, sometimes supplemented with teachers’ records. Extensive 
quantitative studies make use of questionnaires.

Th e inquiry of D. Lambert (1999) was conducted in geography lessons at seven 
secondary schools in London and its surroundings. In each school, two 8t grade 
classes were observed in total of 112 hours. Th e observations were supplemented 
by interviews with teachers and students. Th e observers identifi ed three distinct 
roles of textbooks in classroom. First, the textbook served as a ‘classroom manage-
ment tool’ – it was used to control the students’ behaviour in the class. Th e second 
role was identifi ed as a ‘curriculum mediator’, i.e. using the textbook as a tool for 
structuring the contents of the lesson and as a resource for teaching methods. As 
for the third role, the textbook was used as a ‘curriculum support’ – the purpose 
of the textbook was to provide a source of information, a resource for students’ 
motivation, a support for the special needs of students a source of materials for 
additional tasks, a source of examples, case studies, nonverbal material, and a refer-
ence point for self-study and homework.
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Th e research by D. Freeman and his colleagues from the University of Michigan 
(Freeman, Porter, 1988) focused on teaching mathematics at primary and lower 
secondary schools. Based on in-depth interviews with seven teachers, they dis-
tinguished three groups of textbook users relative to the teacher’s dependence 
on the textbook. Th e fi rst group proceeded ‘strictly by the textbook’, lesson aft er 
lesson, and additional materials were used either very little or not at all. Th e second 
group also proceeded according to the order presented in the textbook, but the 
teachers ‘selected the texts used in lesson’. Th e third group of textbook users applied 
‘additional materials’ to such an extent that they disrupted the structure and the 
contents of the subject matter scripted by the textbook.

Dutch scholars A. Reints and N. Lagerweij (1989) carried out an extensive 
quantitative research at 700 schools. Accepted methodology enabled the authors 
to quantify the proportions of teachers who applied particular styles of textbook 
use. Th e inquiry was conducted at primary and lower secondary schools in vari-
ous subjects – geography, social sciences, mathematics, etc. Approaches to using 
textbooks were divided into four categories:

1. Following the textbook ‘page by page’ – 11 percent of teachers;
2. Textbook ‘determines the structure of the lesson, but teachers supplement it 

with additional materials’ – 50 percent of teachers;
3. Textbook is just ‘one of several equally important sources’ – 10 percent of 

teachers; the combination of styles 2 and 3 was frequent – 20 percent of 
teachers;

4. Teachers ‘don’t use’ textbooks at all – 10 percent.
Other research which dealt with the approaches to using textbooks with respect 

to the degree of teacher’s dependence on the textbook was carried out by a team 
of Canadian-American specialists under the supervision of C. Nicol and S. Crespo 
(Nicol, Crespo, 2006). Th e researchers interviewed four student teachers of math-
ematics about the ways in which they use textbooks, and on the grounds for that 
particular manner of use, and observed their lessons as well. All the students to 
a certain extent followed the material included in the textbook, but in three quali-
tatively diff erent ways. Th e approach called by the authors ‘adhering to the text’ was 
typical of one female student teacher, who accepted the text as an authority in the 
sense of what to teach and how to teach it. She almost never adapted the texts and 
tasks in the textbook and she expected the textbook to provide her with precise 
teaching procedures. Two other students applied the method of ‘elaborating the 
text’. Th e textbook was considered to be the main source for their lessons but it 
was supplemented with other sources and the contents of the textbook were oft en 
adapted and extended. Th e style of the fourth student teacher was characterized 
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by ‘creating text’. He critically analyzed the textbook content and regarded the 
textbook as one of many sources which served as an inspiration for his lessons.

From this brief overview of previous research into the styles of textbook use 
it is apparent that the styles applied by teachers diff er mainly in two ways: in the 
extent of the teacher’s dependence on the textbook for organizing the contents and 
methodology of their lessons, and in the purposes of textbook use in classrooms.

Research problems

Th e main aim of our research was to identify basic styles of textbook use applied 
by teachers. Th e main research problem was thus formulated as follows: What 
basic styles of textbook use do the teachers adopt in the classroom? In addition to 
the main research problem, sub-questions were also formulated: Do the styles of 
textbook use vary depending on the subject, the length of the teacher’s experience 
and his/her teaching qualifi cations?

Th e length of the teacher’s experience was classifi ed into fi ve categories: 0 – 5 
years, 6 – 10 years, 11 – 20 years, 21 – 30 years and more than 31 years of experience. 
Th e represented subjects were English, history, mathematics and civics. Concerning 
the qualifi cation of the teacher, there were two categories: qualifi ed – nonqualifi ed 
for the given subject.

Th e diff erences in the style of textbook use were assumed in diff erent subjects, 
particularly between English and mathematics on the one hand and history and 
civics on the other. We expected that the use of textbook would diff er especially 
with respect to the function: textbook as a source of teaching contents vs. textbook 
used primarily for practicing. As for the length of teaching practice, novice teach-
ers were supposed to rely more on the textbook when preparing for the lesson, 
compared to more experienced teachers. A novice teacher encounters presentation 
challenges of the subject matter and the delivery aspects of the lesson, particularly 
because he/she has not mastered the pedagogical content knowledge yet, and he/
she can search for the eff ective representations and articulations of the subject mat-
ter in the textbook. It was assumed that also experienced teachers can have certain 
problems or needs related to the subject matter and its pedagogic transformation, if 
they are not qualifi ed for the subject they are teaching. Nonqualifi ed teachers were 
expected to rely on textbooks as sources of teaching contents and methodology of 
classroom instruction more than their qualifi ed colleagues.
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Methodology

Th e above-mentioned research questions were answered on the basis of data 
gathered by the methods of class observations and interviews with the teachers. 
Structured observation was carried out on a random sample of ten lower secondary 
schools in Ostrava. Two 8t grade classes at each school were observed and written 
recordings of 155 lessons made: 40 history lessons, 40 English lessons, 38 civics 
lessons and 37 mathematics lessons. Th e observations were recorded in detail by 
fi ve observers. Th e average length of teachers’ service was 19.5 years. A quarter of 
the observed lessons was taught by teachers who were not fully qualifi ed for the 
given subject. Th is was generally the case for English (37.5 percent of the lessons) 
and civics (44.7 percent of the lessons).

Th e observations were followed by individual semi-structured interviews with 
the teachers. Th e data collected by the interviews were used for further analysis, tri-
angulation and fi nally for supplementing or explaining the data obtained through 
the observations. Respondents of the interviews were the teachers who delivered 
the observed lessons, 52 teachers in total. Th e data were entered in pre-made forms 
for individual subjects. As some of the teachers taught two subjects in one class 
(one teacher even three), the total number of interviews was 58.

Research fi ndings

Th e main criterion for identifi cation of the teacher’s style of textbook use was 
the degree of his/her dependence on the textbook combined with the purpose 
of textbook use. Th e degree of the teacher’s dependence on the textbook during 
preparation of the lesson was obtained by the means of interview. Th e fi ndings 
show that all the teachers to various extents used the textbook while preparing for 
their lessons. According to the degree of the teacher’s dependence on/independ-
ence of on the textbook, it was possible to divicle the respondents into three groups. 
Th e teachers of the fi rst group (25.9 percent) heavily depended on the textbook 
while designing the course of their lessons. Th ese teachers delivered the content in 
the class systematically according to the textbook, proceeding page by page, from 
the beginning to the end of the book. For the second group of teachers (19 percent), 
the textbook was not the primary source. Th ey did use the textbook, but they also 
used a lot of other text materials which they considered equal to the textbook. 
Th e largest group of teachers (55.2 percent) anchored their lessons primarily on 
the textbook, but would modify the subject matter presented. Most frequently, the 
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teachers made three types of changes: a) they were omitting parts of the content, 
b) extending the subject matter, or c) substituting the subject matter presented 
in the textbook with a diff erent one. Th e data related to the purpose of textbook 
use by the teachers were obtained through classroom observations and interviews 
with the teachers. In the interviews, the teachers were asked how and why they 
used textbooks, more specifi cally if they regarded the textbooks as an authority 
for teaching content and methodology. At the same time, the observers tried to 
deduce the purpose of textbook use during the observed lessons. Th e fi ndings are 
presented in Table 1.

Table 1 Purposes of textbook use

Purpose of use

Interview Observation

Number of interviews Number of lessons with 
 textbook

N % N %
Source of information 49 84.5 80 67.2
Source of tasks 30 51.7 77 64.7
Basis for discussion 22 37.9 26 21.8
Program of teaching 20 34.5 – -
Motivation of students 17 29.3 8 6.7
Supplementary material 8 13.8 5 4.2
Inspiration for teacher 8 13.8 - –
Assessment – – 35 29.4
  N = 58 N = 118*

* Basic textbook was used in 118 lessons from the total of 155 lessons.

From both the interviews with the teachers and the observations, it is obvious 
that the teachers used the textbook primarily as a source of lesson contents. In the 
interviews, they stated that they used them not only for selecting the topic but also 
to determine the sequencing order and depth of the topic material. To a large degree, 
the textbooks were also used as a source of tasks for practicing and assessment. More 
than a third of thte teachers used the textbook as a source of teaching strategies.

Results and discussion

Th e basis for identifying the teacher’s style of textbook use were the data on the 
degree of the teacher’s dependence on the textbook for lesson planning in relation 
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to the data on the purposes of his/her textbook use. Th e particular styles were 
determined based on the analysis of several interview questions and the fi ndings of 
the observations. Four diff erent styles of textbook use were identifi ed (cf. Table 2).

Table 2 Styles of textbook use

Teacher’s style of textbook use
Number of interviews Number of teachers

N % N %
(1) Systematically following the textbook 15 25.9 14 26.9
(2) One of several sources 8 13.8 6 11.5
(3) Source of tasks 11 19.0 11 21.2
(4) Modifi cation of the subject matter 24 41.4 21 40.4
Total 58 100.1 52 100

 Th e teachers who applied the fi rst style followed the textbook page by page. Th ey 
structured the lessons by the book and to a large extent used explanatory texts as 
well as the exercises, tasks and questions from the textbook. For these teachers, the 
textbook represented both a source of information and a methodological manual 
for lesson planning. Th e correlation between the teachers who followed the text-
book page by page and those who used the textbook as a source of methodology 
for classroom instruction was signifi cantly high: rp = 0.92, α = 0.01. Th is style was 
very typical of English classes: 10 out of the total of 15 teachers using this style 
were teachers of English. Only a few of them used other text materials besides the 
basic textbook, and if they did, it was only sporadically.

Th e characteristic feature of the second style is the teachers’ perception of the 
textbook as only one of several sources to draw upon. Th e teachers stated that 
they used the book as a supplementary material. For lesson planning, they usu-
ally consulted several textbooks from diff erent publishers. During their lessons, 
they employed a broad spectrum of other text materials (e.g. atlases, web pages, 
authentic materials) some of which contrived by the teachers themselves. Th e 
textbook was used sometimes for subject matter, sometimes as a source of tasks 
or sometimes as a foundation for discussion or motivation for the students Th ere 
were only six teachers who used textbooks this way, including the teachers of 
history, mathematics and civics.

Th e third style was applied by the teachers who used textbooks almost exclu-
sively as a source of tasks, exercises and homework. Th ey frequently made use 
of other materials which served them as additional sources of tasks, especially 
task-books and workbooks. Th e textbook chapters represented an outline of topics 
and the explanatory texts in the book provided the teachers with a guideline so that 
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they knew to what extent and depth the given topic should be discussed. However, 
they did not use the textbook for methodological organization of the lesson. Th is 
style was typical of mathematics (64 percent) and English (remaining 36 percent).

Unequivocally, the largest group of teachers belonged to the fourth style. Typically, 
these teachers somehow adapted or modifi ed the material in the textbook. Most 
of the teachers applied several modifi cations simultaneously: some contents were 
reduced, others were extended, or substituted. Despite the modifi cations, the teachers 
still considered the textbook to be the most important curriculum material, which 
served as a source of teaching contents. Compared to the other teachers, they used 
textbooks as a source of tasks less frequently. Th ey quite oft en used other text materi-
als, such as workbooks, web pages, task books, newspapers and magazines, and other 
materials, especially to make the lesson more interesting. Th is category encompassed 
teachers of all four subjects, however civics teachers prevailed (46 percent).

In relation to the styles of textbook use, we were also interested in the factors 
which could infl uence their employment, specifi cally the school subject, the length 
of the teacher’s experience, and the teacher’s qualifi cation for the given subject.

Th e school subject seems to signifi cantly infl uence the teacher’s general style 
of textbook use. A statistically signifi cant relationship between the subject the 
textbook is designed for and the style of textbook use has been proven (Chi-square: 
χ2 : p = 0.0004). Th e style of ‘systematically following the textbook’ was standard 
for the English teachers (67 percent of them), the ‘source of tasks’ style was char-
acteristic of the mathematics teachers (64 percent). Th e civics teachers modifi ed 
the textbook content more oft en than others (46 percent). However, if the teacher 
regarded the textbook as one of several sources and used it for diff erent purposes 
in diff erent situations (style ‘one of the sources’), the subject did not matter.

Surprisingly, the length of teaching experience did not relate to the teacher’s 
style of textbook use. All four styles were represented by teachers with varied 
years of experience (Chi-square: χ2 : p = 0,536). Th e style of ‘systematic following 
of the textbook’ was assumed to be used primarily by novice teachers, who are less 
weathered, and who would resort to the textbook as a safe haven. Th is assumption 
has not been proved. In fact, the results imply the opposite. Th is style was adopted 
by fi ft een teachers, ten of whom fell into the groups with 21 – 30, and 31 and more 
years of teaching.

Another surprising fi nding showed that the style used by teachers was not related 
to the teacher’s qualifi cation for the given subject (Chi-square: χ2: p = 0.845). It was 
expected that the teacher who was not qualifi ed for the given subject might have 
certain doubts regarding the subject matter and he/she might be more dependent 
on the textbook. Th e hypothesis has not been proven.
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Th e most easily identifi able style was the ‘systematic following of the textbook’. 
Th ese teachers explicitly admitted to the use of the textbook accordingly. Moreover, 
a very high correlation was proved between this category and the group of teach-
ers who used textbooks as lesson program manual. Th e second easily identifi ed 
group were the teachers who applied the style ‘one of several sources’. Th ere were 
only a few of them (6 in total), but their use of the textbook was totally diff erent 
from other groups. Th ey did not make use of the textbook either as a source of 
the subject matter, or as a source of methodology for classroom instruction, and 
they employed also other sources. More accurately, they used a certain textbook 
as a source of particular content, another textbook as an inspiration for their 
teaching strategies and another material as a guide for in-class activities. In other 
words, these teachers used the textbooks selectively and at the same time they were 
independent of them. Th e largest group of teachers was evidently heterogeneous. It 
comprised the teachers who considered the textbook as the main source but they 
modifi ed its contents and supplemented it with other materials. Some of them 
made only minor adjustments, whereas others modifi ed the textbook extensively. 
Certain sub-styles could surely be identifi ed within this group, but a much larger 
sample would be needed.

Conclusion

Th e study of the function of textbooks in the classroom instruction and the 
purpose of their use by its main users – teachers and students, is in our view the 
crucial issue in the textbook research. Based on these fi ndings, we can identify 
what role textbooks play in contemporary education systems and help to defi ne 
the requirements which a high-quality textbook should meet.

Our inquiry, among other things, indicated an interesting line of further 
research in the fi eld of textbook use. It occurred that one of the most important 
factors infl uencing the teacher’s style of textbook use is the subject the textbook 
is designed for. Th is fi nding has been proved by many other research studies (e.g. 
Hiebert et al., 2003; Roth et al. 2006; Sikorova & Cervenkova, 2007; Laws & Horsley, 
1992). Even if this research is prevailing, there are also some authors who question 
the unequivocal relation between the subject and the style of textbook use (e.g. 
Sosniak, Stodolsky, 1993). Even if this investigation confi rmed the relation between 
style and subject, the issue is not easily resolvable. Th e research sample included 
several teachers who were teaching two subjects simultaneously, in one instance 
even three. In most cases, they were teaching the combination of history and civics 
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for which they usually applied identical styles (usually style 4 or 2). However, there 
were also two teachers who were teaching subjects of unrelated nature. Teacher 
H. applied the same style both for English classes and civics, namely ‘systematic 
following of the book’, whereas teacher O. used the style ‘one of several sources’ in 
his history and civics classes, but for English classes he employed the “opposing” 
style of ‘systematic following of the book’. Th e subject seems to have a signifi cant 
impact on the style of textbook use, but in our opinion there is also another very 
strong factor and that is the teacher’s beliefs or teaching philosophy. Th e way in 
which the teacher conceptualizes the students, the subject and the teaching, has 
a fundamental impact not only on his/her style of textbook use but also on his/her 
capability to realize the potential and the qualities of these materials. Th e notion 
of a ‘good textbook’ (and its qualities) cannot be considered as an absolute one. In 
our point of view it is closely related to the conception of the teaching in which 
the textbook as a curriculum material is used.
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The Eff ect of the Environment Education Program 
Prepared for 6-Year-Old Children  on the Environmental 

Consciousness of Children

Abstract

Th e aim of this research was to fi nd out if the environmental education program 
prepared for preschool pupil s is eff ective in helping the 5 – 6-year-old age group 
gain environmental consciousness. For these purposes, a single group, pretest-
fi nal test pattern was used. In the research, “Children’s Environmental Attitudes 
Scale” was used in the experiment group, before and aft er application and the data 
obtained were compared. An educational program of 8 weeks including drama, 
games and activities, Turkish, music and art activities subjects about air, water, 
soil, extinction of animal and plant species, climate change and waste problems 
was applied to the children.

Keywords: environmental consciousness, environmental education, preschool 
education

1. Introduction

Th e level of human comfort brought upon by the global industrialization has 
also brought the environmental problems everybody complains about today. Th e 
last years of the twentieth century are seen as a process of uncertainty, imbalance 
and rapid evolution. In the whole world, governments are trying to give their 
populations a more comfortable life through economic growth; but also they are 
disregarding social and environmental eff ects while obtaining this developmental 
level.
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Turkey



124 Emine Kiziltaş, Medera Halmatov

While politicians and economists are following paths that assume growth has 
no boundaries, others think that humans live beyond that understanding. Brown 
(1992) has voiced serious concerns about “the world being enough for the future 
population”. Mc Michael (1993) has emphasized that many terrestrial systems 
that support life are becoming extinct with the global environmental change (cf., 
Davis 1998). For this reason, people need to be made aware of the environment 
and environmental problems. Th e environmental problems are all the factors that 
create negativities in living beings’ (humans’) behavior and lifestyles. Some of the 
environmental problem causes and results can be listed like this:

1. Air pollution
Reasons: Th e fossil fuels used, waste burning, radioactive waves;
Results: Acid rains, global warming, ozone layer getting damaged and fog 
buildup.

2. Water pollution
Reasons: Excessive fertilizing, unprocessed domestic and industrial waste 
waters, tanker accidents, chemicals, all toxicants that are dumped in the ocean;
Results: Pollution of water, mass extermination of water based organisms, 
pollution of drinking water and increase in epidemics.

3. Soil pollution
Reasons: Wastes and waste piles, acid rains, fertilization processes, pesticides;
Results: Th e density of heavy metals in soil increasing, PH- values in soil 
changing, spread of ailment inducing factors and loss of aesthetics.

4. Extinction of animal and plant species
Reasons: Acid rains, plundering of rain forests, monoculture agriculture and 
forestry, direct extermination of plants and animals, pesticides;
Results: Extinction of many plant and animal species, destruction of forests 
and increase in natural disasters due to the change of climate.

5. Climate change
Reasons: Extinction of tropical rainforests, endless consumption of fossil 
fuels, cfc gases being used;
Results: Creation of the greenhouse eff ect (global warming) and the arrival 
of harmful rays to the living beings and generally nature.

6. Waste problems
Reasons: Being a consumer society, using and disposing of, wastefulness, 
limited recycling, lack of education;

Results: As a result of energy and raw material wastefulness the exhaustion of 
these resources, the inability to use underground and over ground water due to 
pollution, the ineffi  ciency of soil due to corruption created by wastes, air pollution 
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and epidemic creation. All these environmental problems are making the world an 
unlivable place as well as harming the human species (Erten 2004). Th e environ-
mental problems can only be solved by changing individual behavior positively. Th e 
change of behavior itself demands the change of information and value judgment. 
To develop informed judgment about the environment, people have to develop 
an understanding of the eff ects of their actions on the environment, the natural 
processes in the environment, the lives of people in relation to the environment and 
the importance of effi  cient environmental management and protection (Vrasidas, 
Zembylas, Evagorou, Aravive Avraamidou 2007).

Environmental education is an indispensable tool in removing problems that can 
end the world. With this education the aim is to create individuals that have envi-
ronmental consciousness. Th e increase in people who are getting environmental 
education is very important in protection of the life systems of the world (Carson, 
2007). Th e creation of a positive attitude towards the environment and good value 
judgments can only happen via environmental education (Erten 2005).

In this regard, with the preparation of a high quality environmental education 
program, the development of children’s information about the environment, 
attitudes and behaviors must be targeted. When the literature is examined, it can 
be seen that there is a lack of information about the structure and developmental 
aspect of preschool children’s environmental attitudes and behaviors even if 
there is a rapidly increasing number of endeavors to develop adults’ and school 
children’s behaviors and attitudes toward the environment (Brody et al, 2004; 
Chatzifotiou 2006, Creel 2005, Dietz et al. 2002, Evans et al. 2007, Flogaitisand 
Agelidou 2003, Hyun 2005, Fernandez-Manzanal et al. 2007, Nikel 2007). In 
the few studies that are done on the children’s environmental attitudes (Kahn 
1999, Evans et al. 2007, Kahn and Lourenco 2002), primarily the perception 
of nature in children and the creation of ecological belief systems and related 
moral thinking were focused on. Very little is known about the preschool era 
environmental attitude levels. Th ere are very few studies abroad, as mentioned 
above, on determining the level of children’s environmental attitudes; and in 
Turkey, there are only the studies of Kalburan (2009), “Children’s Environmental 
Attitudes Scale” and “Th e Inspection of Environmental Education Program and 
the Validity Reliability Study of New Ecological Paradigm Scale”. It can be seen 
that in Turkey, environmental education programs are created with primary 
school and upper level education in mind. With that in mind, it can be seen 
that the studies done on the systematic and expansive environmental education 
program application concerning the preschool children and the determination of 
its effi  ciency are mostly defi cient. Th is is why the study is thought to play a great 
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role in helping preschool children gain environmental consciousness and also in 
the creation of future studies.

Th e aim of this study was to inspect the eff ect of the environmental education 
program prepared for preschool childern of the 5 – 6 age group in developing 
environmental consciousness. With that in mind, the answers to these questions 
were sought:

1. Are there any important diff erences between preschool students’ environ-
mental attitude scale pretest and fi nal test results?

2. Are there any important diff erences between preschool students’ drawings 
and thoughts about the environment before and aft er the environmental 
education program?

2. Method

Research Pattern
Th e aim of this study was to determine if the environmental education program 

prepared for 5 – 6 age group children is effi  cient in creating environmental con-
sciousness. For this purpose, a single group pretest-fi nal test pattern was employed. 
In this pattern, the eff ect of the experimental process was found as a result of the 
study of one group. Th ere is no randomness or matching. Th e pattern can also be 
defi ned as a single factor in-group or repeated measurement pattern (Büyüköztürk, 
Çakmak, Akgün, Karadeniz and Demirel 2012).

As this pattern demands, there was a pretest at the beginning of the study just 
like there was a fi nal test at the end of the study (Kaptan 1998). “Children’s Envi-
ronmental Attitudes Scale” was used before and aft er the application in the study 
and the data obtained at the beginning and at the end was compared. Also, the 
students were expected to draw pictures before and aft er the application and these 
pictures were analyzed using thematic analysis. Th e process can be seen in Table 1.

Table 1. Experimental processes applied to the experimental and control groups

Study 
group Before application During application Aft er Application

5 – 6 age 
group
N = 25

1. Children’s Environ-
mental Attitudes Scale
2. Drawing pictures 
about environmental 
pollution

Th e application of activities that 
are suitable for the development 
of children and their preschool 
aim and programs (Turkish 
Language, Games and Activities, 
Music, Drama, Art Activities)

1. Children’s Environ-
mental Attitudes Scale
2. Drawing pictures 
about environmental 
pollution



127The Eff ect of the Environment Education Program Prepared for 6-Year-Old Children

Study Group
Th e study group was made up of 25 pupils attending preschool in the Agri 

province Merkez İbrahim Çeçen İlköğretim Okulu in the 2011 – 2012 school year. 
As the study group, there was no addition or removal from the class roster. Th e 
aim was to inspect the situation with the preschool education program in mind. 
Because of this, there was no control upon the study group.

Table 2. Frequency and percentage values concerning 
the gender of the children in the study group

f %
Female 15 60
Male 10 40

As can be seen in Table 2, 15 of the children in the study group were female (60%) 
and 10 were male (40%).

Application Process

During the application, fi rstly, the aims and acquisitions about the environment 
in the Preschool Education Program (for children between 36 – 72 months) were 
determined. With the aims and acquisitions in mind, activities were prepared. 
Th e activities that were prepared were shown to 2 pediatric development experts 
and an expert psychologist and necessary changes were made to make them 
suitable. Before the activities were applied, information about the developmental 
specifi cations of the class that the study was conducted upon was obtained and the 
application was done with this information in close consideration. Th e program 
was realized on Tuesdays, Th ursdays and Fridays for 8 weeks. Without determining 
a special time range for each activity, it was planned to take from 60 minutes to half 
a day each time with respect to the specialty of the education situation. Out of the 
activities that were to be included in the daily program, environmental activities, 
10 Turkish Language, 20 Games and Activities, 4 Music, 8 Drama and 15 Drama 
activities were applied. Some of the activities were applied as merged activities, as 
foreseen by the program. Th e activities were prepared in the frame of air, water, soil, 
the extinction of animal and plant species, climate change, waste problems themes. 
Also, the activities were created by taking into account the items in “Children’s 
Environmental Attitudes Scale”. Th e activities were applied aft er they were shown 
to expert academicians and preschool teachers and the necessary changes were 
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made. At the end of the activities, pictures about the environment were expected 
from the children. Th e activities were conducted in the presence of the researcher, 
a preschool teacher and six observers. Th e observers were from the child develop-
ment department. Th e observers were informed beforehand of the research.

Th e activities that were used in the research group contained three games 
that are called Felt Board, Concern Th ermometer and the Board Game, which 
are parts of the Children’s Environmental Attitudes Scale used to measure the 
environmental consciousness in the children in this study. No direction was given 
to the children concerning the matter of comparison between them, but to keep 
the children from being aff ected by each other’s drawings, all the drawings were 
made in solitary rooms separately with the researcher and the observers. Aft er the 
program, 22 of the children wanted to draw pictures, there was no study conducted 
on those who did not want to draw and the children who drew pictures expressed 
their thoughts about the pictures with comparison to each other. It was observed 
that while drawing their pictures, the children were aff ected by the games in the 
“Children’s Environmental Attitudes Scale” and they were refl ecting this in their 
pictures.

Data Acquisition Tool
In the research, Children’s Environmental Attitude Scale was used as a data 

acquisition tool.
Environmental Attitudes Scale: “Çocuklar İçin Çevresel Tutum Ölçeği (Chil-

dren’s Environmental Attitudes Scale)” was developed by Evans et al. (2007) to 
evaluate the environmental attitudes of fi rst and second grade children attending 
public schools in New York (N = 100, M = 6.8 years) and it contains 3 games. In the 
fi rst and second games there are 3 questions that contain two choices each and in 
the third game, there are 5 questions. In the fi rst game that takes place in Children’s 
Environmental Attitudes Scale, the researcher and the child are racing to be the 
fi rst to fi nish the road on the game board.

Th e child moves his or her fi rst piece on the board aft er throwing a dice and 
the researcher follows. At various points on the board, the child chooses between 
diff erent options. Th e options are graphically represented on the board and are 
read aloud to the child. Th e options contain watching TV indoors or going out to 
play, doing artwork on one side of paper or both sides of it, using an electrical leaf 
blower or using a rake to clean the garden.

Without the child’s information, the game is designed to let the child pass every 
option before the researcher does. Th e researcher always chooses the same option 
as the child does.
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Th e second attitude evaluation technique consists of two felt boards that com-
prise two alternative scenarios about the environment. Th e child confi gures the two 
alternatives in each felt board and then answers the question about how he/she feels 
about the situation, which is contained on the board he/she will be matching. Th e 
environmental dilemmas are as follows: Water pollution harming the environment 
for a very low amount or a very high amount; not using agricultural chemicals 
or using agricultural chemicals to destroy the harmful organisms in the garden; 
getting a teddy bear as a birthday present that is either new but lasts for a short 
time or old but lasts for a long time.

In the third attitude game, a concern thermometer is used that shows three 
diff erent facial expressions which are “not concerned, somewhat concerned and 
very concerned”. Th ese expressions are put vertically in a row with equal distances 
to each other. Th e subjects of the concern thermometer contain: air pollution, water 
pollution in a nearby river or lake, bears not having food due to overpopulation, 
the spread of the toxic wastes that a neighbor has in his or her land, bulldozing of 
a forest area to create a road.

Th e validity and reliability study of the scale in Turkish was done by Kalburan 
(2009). As a result of an evaluation according to the children’s choices, environmen-
tal attitude levels were determined. In an internal consistency reliability analysis 
on 11 items for the original scale, the Cronbach Alpha value was found to be 0.69; 
the test repeat test reliability was determined as 0.89 (r = .89, p = 0.01).

3. Data Analysis

In the research, SPSS 13.00 package program was used. As the spread of the 
data showed normalcy, the Paired Samples T-Test was used. Th e pictures by the 
students and their opinions about them were analyzed for content aft er the themes 
were determined.

Findings
Th e research fi ndings, with the aim of fi nding the eff ect of “Children’s Environ-

mental Attitudes Scale” Environment Education Program, are listed as follows:
A signifi cant diff erence can be seen in the students’ environmental consciousness 

aft er the environmental education program and the application of the activities, 
t (24) = 12.44, p<.01. While the environmental attitude scale point average of the 
students before the application was x = 18.96, aft er the environmental education 
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program application, it was x = 25.68. Th is fi nding shows that the environmental 
education program is eff ective in helping children gain environmental awareness.

Table 3. The T-Test Results for the Pretest-Final Test Points 
Obtained From Children’s Environmental Attitudes Scale

Measurement (CEAS) N x s.s sd t p
Pretest 25 18.96 3.21
Final test 25 25.68 1.18 24 12.44 .000

Th e analysis of the symbols used in the pictures about environmental pollution 
before the program was applied to the preschool pupils is shown below.

The Symbols Drawn by the Children in Pictures about Environmental 
Pollution
Th e pictures that refl ect the opinions about environmental pollution before and 

aft er the program and the thoughts of the students about what they wanted to 
express:

1. Th e pupil drawing the picture did not give an opinion before the program. 
Th e opinion aft er the program was: “Th ere is the sun, it warms everything 
up. Clouds are in the sky, birds are fl ying. A train is going choo-choo. I didn’t 
draw the smoke of the train. It shouldn’t pollute the air”.

2. Th e thought of the pupil about the picture before the program: “Worms are 
polluting the water, paper pollutes water, birds pollute the water with their 
excrements”. Th e thought of the pupil about the picture aft er the program: 
“I told about the clean and dirty environments. In the dirty environment, the 
car gives out gas. Because of the gas the clouds are poisoned and are sad. In 
the clean environment there is the sun, near the house a girl is baking cookies 
and cake. In the clean environment the clouds are happy”.

3. Th e thought of the pupil about the picture before the Program: “Th e kid 
chopped the tree, the crow and his children have no home now”. Th e thought 
of the pupil about the picture aft er the program: “Musa has a plastic bottle 
in his hand. He throws it in the recycling bin. Th e sun and the clouds are very 
happy. Because it comes back recycled”.

4. Th e thought of the pupil about the picture before the program: “Th e kid 
has chopped the tree, next to him there is smoke from the acid”. Th e thought 
of the pupil about the picture aft er the program: “Th ere is clean air in clean 
places, no fi sh die, forests go extinct in dirty places, and animals can’t live. Th e 
sun is setting”.
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5. Th e thought of the pupil about the picture before the program: “Th e kid is 
dumping the paper in the recycling bin”. Th e thought of the pupil about the 
picture aft er the program: “Th e kid has turned the car into a recycling bin. He 
said: Let’s dump the wastes in it”.

6. Th e thought of the pupil about the picture before the program: “Th e kid is 
dumping the sunfl ower seeds in the garbage can”. Th e thought of the pupil about 
the picture aft er the program: “Th e sun, butterfl y and the ladybug are talking 
in the clean environment because they are very happy. Th e kids are playing with 
a healthy ball, they are not dumping on the ground. On the other side, the sun is 
very sad, it’s crying. Dark clouds are over. Th e butterfl y is dead and dropping, the 
kid died because of wastes. Th ey didn’t make a grave for the dead fi sh”.

7. Th e thought of the pupil about the picture before the program: “In a clean 
environment, the roads are clean, in a dirty environment, the roads are dirty, 
they dumped garbage, it’s raining”. “On one side, there are factories, all the air 
is dirty. Th is is why the sun and the clouds are very sad. But on the other side, 
the air is clean and the kids and the sun are very happy”.

8. Th e thought of the pupil about the picture before the program: “Because of 
the bad smell, the kids are running away. No one can live in the dirty environ-
ment, it smells of smoke, there is garbage. In the clean environment, kids are 
playing with balls. Th ere are trees. Kids are running, they are happy. I would 
like to live in a clean environment”. “People dumped garbage in the clean 
environment so all the animals died”.

9. Th e thought of the pupil about the picture aft er the program: “Th e girls went 
to the seaside on holiday, but the air is very polluted and the clouds are very sad. 
One of the girls is very happy because the air is polluted but the other is very sad”.

4. Results and Discussion

A signifi cant diff erence between the pretest and the fi nal test scores regarding 
the research about determining if the environmental education program prepared 
for preschool students is creating environmental awareness in children can be seen. 
Th is result shows that the prepared program is eff ective in helping the children 
gain environmental awareness. Before the program, 5 students did not want to 
draw pictures about pollution and 20 students drew pictures, but 8 (eight) of them 
did not want to comment on them. Before the program, it could be seen that they 
thought environmental pollution was only garbage on the ground or garbage in 
nature; and it can be seen and is refl ected in their drawings that their information 
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and awareness on this subject was lacking. It can also be seen that aft er the program 
including activities regarding the basic reasons for environmental pollution and 
activities related to water, air, soil, etc. pollution, the information and awareness 
levels of the children increased, as refl ected in their drawings. It was observed that 
the children chose to compare a clean and a polluted environment.

Taking the research fi ndings into account, the following can be suggested:
Attention and importance must be given to applications of activities regarding 

environmental education in preschool education programs. With this in mind, 
pupil-centric activities should be prepared.

Th is study was conducted with preschool pupils. Th e same can also be applied 
to elementary school students.

A specifi c program was used in this study and the results were observed. Families 
can be included in another program prepared for another study and changes can 
be observed.

Also, the school management should take the environmental education as group 
work and should create suitable environments for pupils to study and they should 
act in a motivating and incentivizing manner.

According to the fi ndings obtained, in the program arrangements in future 
semesters, there can be more of an emphasis on the “environmental education” 
concept through diff erent aims, gains, concepts and special dates and weeks.

Lastly, it can be stated that the environmental education program prepared for 
the 5 – 6 age group is eff ective in creating environmental awareness in children.

References

Büyüköztürk, Ş., Çakmak K.E., Akgün,Ö.E., Karadeniz, Ş., Demirel, F. (2012). 
Bilimsel Araştırma Yöntemleri. Ankara: Pegem Yayınları.

Brody, S.D., Highfi eld, W., Alston, L. (2004). Does location matter? Measuring envi-
ronmental perceptions of creeks in two San Antonio watersheds. Environment 
and Behavior,. 36(2), 229 – 250.

Carson, J.A. (2007). Th e ecology of school chance: an Australian primary school’s 
endeavor to integrate concept-based, experiential environmental learning through-
out core curriculum. (Doctoral dissertation, Th e University of Arizona, USA).

Chatzifotiou, A. (2006). Environmental education, national curriculum and 
primary school teacher’s fi ndings of a research study in England and possible 
implications upon education for sustainable development. Th e Curriculum 
Journal, 17(4), 367 – 381.



133The Eff ect of the Environment Education Program Prepared for 6-Year-Old Children

Creel, M., (2005). Th e endangered speciess culture garden: an interdisciplinary 
environmental art education curriculum for at-risk children. (Doctoral disserta-
tion) Th e Florida State University, Tallahassee, FL, USA.

Davis, J. (1998). Young children, environmental education, and the future. Early 
Childhood Education Journal. 26(2), 117 – 123.

Dietz, T., Kalof, L., Stern, P.C. (2002). Gender, values, and environmentalism. Social 
Science Quarterly, 83(1), 353 – 364.

Erten, S. (2005). Okul öncesi öğretmen adaylarında çevre dostu davranışlarının 
araştırılması. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi, 28, 91 – 100.

Evans, G.W., Brauchle, G., Haq, A., Stecker, R., Wong, K., Shapiro, E. (2007).Young 
children’s environment attitudes and behaviors. Environment and Behavior, 
39(5), 636 – 659.

Fernandez-Manzanal, R., Rodriguez-Barreiro, L., Carrasquer, J. (2007). Evaluation 
of environmental attitudes: analysis and results of a scale applied to university 
students. Science Education, 91(6), 988 – 1009.

Flogaitis, E., Agelidou, E. (2003). Kindergarten teachers’ conceptions about nature 
and the environment. Environmental Education Research, 9(4), 125 – 136.

Görmez, K. (1991). Türkiye’de Çevre Politikaları. Ankara: Gazi Üniversitesi 
Yayınları.

Hyun, E. (2005). How is young children’s intellectual culture of perceiving nature 
diff erent from adults? Environmental Education Research, 11(2), 199 – 124.

İleri, R. (1998). Çevre Eğitimi ve Katılımın Sağlanması. ÇEV-KOR, 7(28). 3 – 9.
Cevher-Kalburan, F.N. (2009). “Çocuklar için çevresel tutum ölçeği” ile “yeni 

ekolojik paradigma ölçeği”nin geçerlik güvenirlik çalışması ve çevre eğitim 
programının etkisinin incelenmesi (Yayınlanmamış doktora tezi). Gazi Üni-
versitesi Eğitim Bilimleri Enstitüsü, Ankara.

Kahn, P.H., Lourenco, O. (2002). Water, air, fi re, and earth: A developmental study 
in Portugal of environmental moral reasoning. Environment and Behavior, 34, 
405 – 430.

Kaptan, S. (1998). Bilimsel araştırma ve istatistik teknikleri. Ankara.
Nikel, J. (2007). Making sense of education ‘responsibly’: fi ndings from a study 

of student teachers’ understanding (s) of education, sustainable development 
and education for sustainable development. Environmental Education Research, 
12(1), 545 – 564.

Vrasidas, C., Zembylas, M., Evagorou, M, Avraamidou, L., Aravi, C. (2007). ICT as 
a Tool for Environmental Education, Peace, and Reconciliation. Educational 
Media International, 44(2), 129 – 140.



On Forming Key Competences within 
the ICT-supported Instruction  in Higher Education

Abstract

Th e paper presents research results of the two-year pedagogical experiment com-
paring test scores in three subjects (Database Systems, Management, IT English) 
taught either in the ICT-supported way, or in the traditional face-to-face way at 
the Faculty of Informatics and Management, University of Hradec Kralove, Czech 
Republic. Th e main research objective was to fi nd out whether ICT contribute to 
increasing learners’ knowledge and consequently to forming key competences. 
Didactic tests as the main tool were used within the pedagogical experiment 
which followed the “pre-test – instruction – post-test – post-test2” structure. Th e 
research sample included 687 respondents. Obtained results proved there were 
no statistically signifi cant diff erences in learners’ knowledge in both approaches 
to instruction. Th e results were discussed from two important points of view: (1) 
teachers’ and learners’ ability to use the potential of ICT in teaching/learning and 
(2) the role of teaching/learning styles in the ICT-supported instruction.

Keywords: ICT, key competences, online courses, e-learning, learning styles, 
Database Systems, Management, IT English

Introduction

Modern information and communication technologies (ICT) have penetrated 
society, including the fi eld of education. Th ey have become its inseparable part, 
which brought crucial changes and produced substantial consequences. Social and 
political development in the Czech Republic in the last two decades has evoked 
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numerous changes in the education system. General development towards democ-
racy and information and knowledge society has transformed the existing structure 
of the education system, defi ned new competences refl ected in the learning content, 
called for new teaching methods, organizational forms and other didactic means. 
Th ese features are slowly but steadily being included in the new education system, 
which is hardly to be imagined without the implementation of modern technolo-
gies (Šimonová et al, 2011; Baron-Polańczyk, 2008).

Resulting from the above-mentioned, the research was carried out at the Faculty 
of Informatics and Management (FIM) University of Hradec Kralove (UHK), 
Czech Republic, dealing with the question whether ICT contribute to the process 
of instruction, as expected by their supporters and rejected by the opponents.

Research Design

Th e research focused on the impact of the ICT-supported instruction on the 
increase in students’ knowledge. Th e main objective was to compare the level of 
students’ knowledge developed within the ICT-supported way of instruction with 
the traditional face-to-face instruction and fi nd out whether the ICT contribute to 
increasing learners’ knowledge, thus forming key competences.

Research Hypotheses
Resulting from the research problem, the main hypothesis was stated as follows:
H: Students reach a higher level of knowledge in the ICT-supported instruction in 
comparison to the face-to-face way.

Th e research was held in three subjects – Database Systems (DS), Management 
(M) and IT English (IT E), so the main hypothesis was divided into three partial 
ones:

H1/H2/H3: Students of FIM UHK reach a higher level of knowledge in the 
ICT-supported way of instruction in comparison to the face-to-face way in the 
subject of Database Systems/Management/IT English.

Research Method and Tools
Th e main research method was a pedagogical experiment. Two educational 

strategies were applied – the process of instruction was organized either in the ICT-
supported way (i.e. in online courses) in experimental groups, or in the face-to-face 
way (i.e. by attending face-to-face lessons where ICT were not used) in control 
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groups. Finally, data (i.e. test scores) were collected and statistically processed, 
obtained results interpreted and discussed.

Didactic tests as the main tool were used within the pedagogical experiment 
running in three above-mentioned subjects, following the “pre-test – instruc-
tion – post-test – post-test2” structure. Th e entrance level of learners’ knowledge 
was detected by the pre-tests in each subject, the fi nal knowledge was tested by 
post-tests and aft er a three-month period the retention post-tests2 were applied to 
evaluate the learners’ knowledge aft er the given period. Th e tasks were defi ned on 
Niemierko’s Taxonomy (1979) in Database Systems, on Tollingerova’s taxonomy 
(Tollingerova et al., 1986) in Management and revised version of Bloom’s taxon-
omy of educational objectives (Anderson et al., 2001) in IT English. Th e didactic 
tests were piloted, the results and possible changes were discussed within the IT, 
Management and Applied Linguistics departments; then the tests were adjusted to 
the requirements and re-piloted. Task characteristics were calculated for each item 
covering the diffi  culty, Upper-lower Index, Tetrachoric Coeffi  cient, Point Biserial 
Coeffi  cient. Test reliability was set by the Kuder-Richardson formula. Calculated 
values and numbers of tasks in single didactic tests are presented in Table 1. Th e 
test validity was considered by the expert groups consisting of academic staff  of 
the related departments of FIM UHK; all the tests were recognized reliable and 
valid.

Table 1. Didactic tests: tasks and reliability

Pre-test
tasks reliability

Post-test
tasks reliability

Post-test2
tasks reliability

Database Systems 7 0.77 15 0.8 15 0.8
Management 8 0.72 12 0.75 12 0.75
IT English 32 0.85 32 0.85 32 0.85

Th e collected data were processed by the NCSS2007 statistic soft ware. Th e hypoth-
eses were verifi ed by two tests: the parametric equal variance t-test for the normal 
data distribution and the Mann-Whitney test for diff erence in medians (Z-value).

Research Sample
Th e research sample included students of Bachelor’s study programme of 

Applied Informatics and Master’s study programme of Information Management 
who enrolled on the subjects Database Systems, Management and IT English in 
the 2009/10 and 2010/11 academic years. All the subjects included in the research 
belong to the compulsory ones taught in the fi rst year (Management and IT Eng-
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lish) and in the second year (Database Systems) of study. Th e experimental and 
control groups were formed by a random choice (i.e. following learners’ schedule 
preferences).

A total of 772 respondents were included in the research sample at the beginning 
of the experiment, 687 of them went through the whole experiment.

Process of Instruction
In the experimental groups the process of instruction was organized in the 

ICT-supported way, i.e. aft er the starting tutorial at the beginning of the term the 
students acquired the learning content from online courses for each subject. Th e 
courses were organized in the virtual learning environment (VLE WebCT), which 
had been designed specially for the educational purposes, i.e. it provided all tools 
required for running the process effi  ciently. All the courses underwent university 
accreditation before being used fi rst.

In the control groups, the students attended face-to-face classes managed by 
teachers, where no ICT were implemented in the process of instruction. Th ey 
worked with textbooks (which included text recordings in IT English).

Th e pedagogical experiment was held within one semester, i.e. a three-month 
period. Th e identical learning content was provided to the experimental and 
control group participants in each subject. Th e tools used in single groups are 
listed in Table 2.

Table 2. Tools implemented in the process of instruction.

Experimental group Control group
Study materials

• full texts structured for distance learning
• presentations
• animations
• video-recorded lectures (in Database sys-

tems only)

• textbook/s

Tests
• relating to each topic: online tests with im-

mediate feedback
– self-tests (to verify whether the student 

understands the topic, results available to 
the learner)

– tests (to verify whether the student un-
derstands the topic, results available to the 
student and tutor)

• credit test: face-to face

• relating to each topic:
– printed version, feedback provided by 

teacher within the following class
– oral questions during/aft er the class, im-

mediate feedback provided by teacher

• credit test: face-to-face
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Experimental group Control group
Assignments

• submitted online, evaluated by tutor, feed-
back provided online

• submitted face-to-face, evaluated by teacher, 
feedback provided face-to-face within the 
following class or offi  ce hours

Communication: Discussions
• online in VLE (asynchronous) • face-to-face in class and offi  ce hours
• Skype (synchronous, in pre-defi ned hours)

Communication: E-mail
• for both educational (feedback, 

discussions …) and other purposes
• not for educational purposes (e.g. for 

 excuses from lectures, etc.)

Attendance of face-to-face classes was compulsory in the control groups and 
was monitored (one absence was accepted; 94% of the students were present in 
Database Systems, 97% in Management, 93% in IT English).

Th e person of teacher in the control groups and of tutor in the experimental 
groups was identical in each subject.

To prevent the impact of side eff ects on research results, all the participants were 
instructed and agreed on not using other sources than those provided to them 
within the experimental/control group. Above all, the control group participants 
did not have access to online courses.

Research Results

Below, the main statistical results are presented and the process of verifi cation 
of the hypotheses is described.

Th e null hypotheses were set as follows:
H01/ H02/ H03:  Th ere is no statistically signifi cant diff erence in the test scores 
in the experimental and control groups in Database Systems / Management / 
IT English.
Th e collected data were processed by the NCSS2007 statistic soft ware applying 

the t-test and Z-test. Th e research results presented below are structured according 
to the subjects – Database Systems, Management, IT English.

Research Results in Database Systems
Th e test results in Database Systems are displayed in Tables 3, 4 and Figures 1, 2.
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Table 3. Descriptive statistics, Database Systems, year 1

N

M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 65 1.98 2.16 0 7 0 4 N
0.0557 –0.2511 Accepted

Pre-testE 109 2.00 1.93 0 6 0 2 N
Post-testC 46 11.39 2.34 6 16 10 11 N

1.2929 –1.3541 Accepted
Post-testE 65 11.95 2.20 8 16 14 12 N
Post-test2C 46 14.90 2.80 6 20 14 15 N

0.5108 –0.5195 Accepted
Post-test2E 65 15.83 2.61 7 21 17 16 N

Table 4. Descriptive statistics, Database Systems, year 2

N

M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 61 3.2 1.49 0 6 3 3 CR
–0.9936 1.1666 Accepted

Pre-testE 66 2.9 1.57 0 6 3 3 CR
Post-testC 61 7.2 1.88 3 10 6 7 CR

0.5583 –0.5098 Accepted
Post-testE 66 7.4 1.77 3 10 9 8 CR
Post-test2C 61 29.3 5.35 20 41 32 29 CR

0.9570 –1.0008 Accepted
Post-test2E 66 30.2 5.30 20 40 34 30.5 CR

Legend: Experimental group: E; Control group: C; Number of respondents: N; Standard deviation: 
SD; Norm (normality test): N (normal distribution), CR (cannot reject normality), R (reject)

Figure 1. Results of pre-test, post-test and post-test2, Database Systems, year 1

2.00

10.00

20.00

30.00

40.00

POST2 E POST2 C

Box Plot

6.00

8.50

11.00

13.50

16.00

POST1 E POST1 C

Box Plot

0.00

2.00

4.00

6.00

8.00

PRE E PRE C

Box Plot



140 Ivana Šimonová, Petra Poulová, Marcela Sokolová, Martin Bílek

Figure 2. Results of pre-test, post-test and post-test2, Database Systems, year 2

Research Results in Management
Th e test results in Management are displayed in T5, 6 and Figures 3, 4.

Table 5. Descriptive statistics, Management, year 1

N M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 37 2.9 1.98 1 5 3 3 N
–1.2858 –1.3474 Accepted

Pre-testE 35 2.4 1.54 0 5 2 2 N
Post-testC 34 9.3 2.48 3 14 10 9.5 N

–0.2314 –0.1078 Accepted
Post-testE 32 9.2 2.56 0 13 – 9 CR
Post-test2C 34 9.3 2.48 3 14 10 9.5 CR

–0.2576 0.0974 Accepted
Post-test2E 32 9.4 2.00 4 13 – 9 CR

 Table 6. Descriptive statistics, Management, year 2.

N

M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 39 2.5 0.91 1 4 2 3 N
0.6438 –0.4969 Accepted

Pre-testE 44 2.6 1.16 0 6 2 6 N
Post-testC 38 9.1 2.48 3 14 9 11 CR

0.2722 –0.2303 Accepted
Post-testE 42 9.2 2.56 4 13 9 9 N
Post-test2C 38 9.1 2.57 3 14 9 9 N

0.0640 0.0328 Accepted
Post-test2E 42 9.1 2.65 4 13 8 9 N
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Figure 3. Results of pre-test, post-test and post-test2, Management, year 1

Figure 4. Results of pre-test, post-test and post-test2, Management, year 2

Research Results in IT English
Th e test results in IT English are displayed in Tables 7, 8 and Figures 5, 6.

Table 7. Descriptive statistics, IT English, year 1

N

M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 66 40.3 2.5 24 57 – 40 N
–0.9553 1.4449 Accepted

Pre-testE 90 42.7 2.3 18 61 29 41 CR
Post-testC 66 93.8 3.3 82 103 – 95 N

–1.2278 0.8518 Accepted
Post-testE 90 92.2 3.1 68 112 96 93 N
Post-test2C 66 92.8 1.3 66 103 103 99 N

0.5929 1.2728 Accepted
Post-test2E 90 93.6 1.9 80 104 97 95 CR
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Table 8. Descriptive statistics, IT English, year 2

N

M
ea

n

SD M
in

M
ax

M
od

us

M
ed

ia
n

N
or

m t Z H0

Pre-testC 66 30.2 2.7 8 71 29 29 N
0.7791 –0.8972 Accepted

Pre-testE 94 31.9 2.2 8 71 – 30.5 N
Post-testC 66 91.4 2.70 68 112 96 93 N

0.1719 –0.4551 Accepted
Post-testE 94 91.6 3.1 68 112 96 93.5 N
Post-test2C 63 92.6 1.4 67 108 98 95 N

0.5227 1.2374 Accepted
Post-test2E 84 93.3 1.3 81 105 97 94 CR

Figure 5. Results of pre-test, post-test and post-test2, IT English, year 1

Figure 6. Results of pre-test, post-test and post-test2, IT English, year 2
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As clearly seen in both Tables 3 – 8 and Figures 1 – 6, the test scores in all the 
three didactic tests (pre-test, post-test, post-test2) in all the three subjects (Data-
base Systems, Management, IT English) are very close, so all the null hypotheses 
were confi rmed. It means no statistically signifi cant diff erences were discovered 
in the test scores. Th us, we can state that the test scores in all the experimental 
groups were comparable to the adequate test scores of the control groups. Th is 
result concludes that the main hypothesis Students reach a higher level of knowl-
edge in the ICT-supported instruction in comparison to the face-to-face way was 
disproved.

Results Interpretation, Discussions and Didactic 
Recommendation

Despite our expectations the research results proved that students in the 
experimental group obtained the same test scores in the ICT-supported process 
of instruction in memorizing, understanding, developing new knowledge and 
applying it in problem situations as the students within the traditional face-to-face 
process of instruction. Th is means students reached the same level of knowledge in 
the ICT-supported process of instruction (i.e. teaching/learning in on-line courses 
within this research) as in the face-to-face instruction. In other words, teaching/
learning via on-line courses does not provide a lower level of knowledge, which 
means that the ICT-supported process of instruction contributes to forming and 
developing key competences of higher education learners in the same (comparable) 
degree as the face-to-face way of instruction does. Above all, other factors (motivation, 
individual preferences, etc.) mostly work in favour of the ICT-supported instruction.

It should be emphasized that the process of instruction was held by qualifi ed 
teachers (tutors) with special training for running the ICT-supported instruc-
tion (Kwiatkowska, 2012). Th e WebCT virtual learning environment is primarily 
designed for university (tertiary) education. It provides all tools necessary for 
simulating main phases of the instruction, i.e. motivation, explanation, fi xation, 
evaluation for managing the process in such a way which provides adequate 
conditions for teaching/learning, and thus naturally contributes to forming and 
developing learners’ key competences (Kostolányová, 2012). Some preconditions 
are required before the process starts, the crucial question is whether both teachers 
and students are able to realize what the potential of modern technologies is and 
to use it within the process of teaching/learning. Having undergone the starting 
period of hesitation, material and technical problems, it is high time we dealt with 
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didactic aspects of ICT implementation into teaching/learning; and following 
questions should be answered.

First, are teachers really competent to apply suitable methods and forms of 
instruction, create and use appropriate didactic means which are off ered by new 
technologies?

Second, are the new didactic means able to optimize the cognitive process of 
creating knowledge? Despite the expected answers being yes to both questions, 
this does not mean all students are able to reach better knowledge if new didactic 
means are applied.

Th ird, does the ICT-supported process of instruction meet individual learning 
preferences of each learner?

Experience of learners, tutors and designers re-started discussions on the role 
of learning/teaching styles under the conditions of the ICT-supported process 
of instruction. A qualifi ed tutor and well-designed LMS, both meeting didactic 
requirements, provide such a learning environment which accommodates all learn-
ing style requirements and preferences. In 2000, Honey was a pioneer among those 
who researched the existence or non-existence of e-learning styles (Honey et al., 
2000). He applied a questionnaire to 242 respondents of various learning prefer-
ences, who reacted to a long list of potential likes and dislikes about e-learning. Th e 
survey did not reveal signifi cant diff erences, as Honey had expected, but it seemed 
unlikely to him that, e.g., learning ‘at my own pace’ and ‘when and for how long’ 
would have the same meaning for learners of diff erent preferences. ‘One size fi ts 
all’ has never worked for clothes. Why should it for e-learning?’ Honey concluded 
(2010, 2).

Following Honey’s results, other researchers have been dealing with this topic 
(e.g., Coffi  eld, 2004, Felder, 2010). In the Czech Republic, the Faculty of Education, 
University of Ostrava and Faculty of Informatics, University of Hradec Kralove 
have been focusing on this research fi eld and have reached partial outcomes 
(Kostolányová, 2012; Šimonová, Poulová, 2012). Despite the fact that the research 
concepts of both teams arose from diff erent concepts, future research activities and 
problems are planned to be solved in co-operation. Currently, the main research 
question is targeted on the role of IT literacy of university students, i.e. whether the 
higher level of IT competence results in higher level of learners’ knowledge in the 
ICT-supported process of instruction and what the impact is of learner’s preference 
for certain e-study materials and e-learning activities on the process of developing 
key competences (Cejudo, M.C.L., Almenara, J.C., 2013; Šimonová et al. 2011).
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Conclusions

Current orientation of university education, which is changing under the infl u-
ence of latest technology development and new key competences, can be researched 
from various points of view. Th e ICT-supported instruction has been spreading 
because of the growing popularity of modern technologies in general. Another 
reason is that this approach enables easier and more complex realization of the 
instructional process, off ers a choice of place, time and pace for studying, allows for 
an individual approach to students preferring diff erent learning styles. Th ese are 
the key values important for the effi  ciency of the process. Material and technical 
requirements having been satisfi ed, attention should be paid to the didactic aspects 
of the instructional process. Generally, motivation and engagement of both the 
learners and teachers within the process of learning and teaching may infl uence 
all the processes and have a strong impact on the research fi ndings.

In spite of the fact that almost all universities/faculties proclaim their support 
for the process of ICT implementation into education, the real situation diff ers 
substantially. Providing study materials and additional sources to the students, 
oft en in the form of pdf fi les and URL only, cannot be considered the learning 
process under any conditions. Th e term of e-learning consists of two inseparable 
parts where the e- means the ICT support to the process of learning, and neither 
of them can be omitted. However, as clear as this idea seems to be, there are still 
numerous (university) teachers who do not accept it in practice. Th at is the main 
reason why the problem of ICT implementation in education is still currently 
topical and continuous research activities are highly required.

From the above-presented it can be seen that it is important for students in 
the ICT-supported process of instruction to be aware of their learning styles, to 
know what their strengths and weaknesses are and to be provided with a variety of 
instructional methods to choose from. In the days of fast technical and technologi-
cal development, globalization, demand for lifelong education, the importance of 
education is increasing and teachers’ and students’ awareness of learning styles 
may substantially contribute to the effi  ciency of the process (del Carmen Llorente 
Cejudo & Cabero Almenara, 2013). A wide database of e-activities and commu-
nication tools was provided by Churches (2010) in the form of Bloom’s Digital 
Taxonomy of educational objectives. Being based of the original structure of six 
levels, the author lists numerous activities from lower to higher levels where every 
student of any learning style can accommodate his/her preferences and which can 
be applied to any learning content.



146 Ivana Šimonová, Petra Poulová, Marcela Sokolová, Martin Bílek

“If teachers are provided with modern technologies only- it does not change the 
situation much, but it can start new activities and approaches. Bringing computers 
to schools is less important than providing teachers with new ideas. Technologies 
do not aim at removing traditional educational methods and forms. Th e new tech-
nologies do not automatically bring positive changes into the process of instruction 
but they may contribute to increasing its eff ectiveness, under some conditions“, 
Venezky and Davis stated (2002). Above all, as we propose refl ecting our research 
results, tailoring the process of instruction to learners’ preferences by using modern 
technologies should enable learners to reach the comparable level of knowledge 
in the ICT-supported process of instruction/learning and use other confi rmed 
advantages of this approach.
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A Study on North Korea’s Education-Centering 
for Middle School*

Abstract

Th is paper deals with the reality of North Korea’s education and its middle 
school education. North Korea still maintains its own curtain and remains isolated 
from the rest of the world. For that reason, it is very diffi  cult for an individual 
researcher to get closer to the reality of North Korea’s education. To overcome the 
limitation, this article actively utilizes a means- interview with defectors who live 
in South Korea. To understand the current situation of North Korean education, 
the author interviewed 38 students. It is very useful in order to know the reality 
that cannot be accessed in the offi  cial way. Th is article fi rstly examines the general 
goals of North Korean education and the characteristics of the school curriculum. 
Next, this paper describes the features of North Korea’s middle school students’ 
life. Th rough examining the educational situation of North Korea, the principles 
of North Korean education have been revealed as fostering newly developed com-
munists. Furthermore, it is a principle that the texts included in North Korea’s 
national language textbooks should stick to the communist partisanship and refl ect 
socialist patriotism.
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defectors, developed communist

Kim Eun-Jung, Shin Ju-Cheol, 
Kim Yong-Deog
Korea

* Th is study was supported by Hankuk University of Foreign Studies Research Fund



152 Kim Eun-Jung, Shin Ju-Cheol, Kim Yong-Deog

1. Introduction

It has been over 20 years since the Soviet Union’s iron curtain fell, however, 
North Korea maintains its own curtain and remains isolated from the rest of the 
world. For the very reason, it is very diffi  cult for an individual researcher, not 
a country’s intelligence agency, to obtain information on North Korea. Th e North’s 
situation can be assumed only through information released by its state-run media, 
such as Rodong Sinmun (“Newspaper of the workers”) and Korean Central News 
Agency. Th e isolation of North Korea is a big obstacle when individual researchers 
study North Korea.

With the same limitation applying to the North Korean education fi eld, espe-
cially the education at the chalkface is almost unknown. Th ere are two ways, 
offi  cial and unoffi  cial, to grasp their actual education. Th e offi  cial way is to study 
the education system, the educational administration, and the textbooks because 
a country’s real education fi nds a shape with them. South Korea has been interested 
in North Korea’s education since the mid-1970s; Park Won Gyu’s ‘An Analysis on 
North Korea’s Current Education Policy and Scientifi c Technology’(1976)1 is the 
fi rst thesis on the North’s education. South Korea has conducted research into 
North Korean education in two ways- one is study on the education policy and 
administration; the other on the textbooks. Th e former was intensively conducted 
from the mid-1970s to the 1990s, the latter, started in the mid-1980s and is still 
in progress.

To overcome the limitation of the text-centered research, this article will actively 
utilize a means- interview with defectors who live in South Korea- besides the 
offi  cial one. As mentioned above, studies on North Korean education, mainly done 
by analyzing its policies and textbooks, cannot reach the concealed reality because 
of its isolation. In this situation, it is very useful to interview the defectors, who 
escaped to South Korea aft er fi nishing middle school courses in the North, in order 
to get to know the reality that cannot be accessed in the offi  cial way.2 To under-
stand the current situation of North Korean education, the author interviewed 
38 students, undergraduates and postgraduates of South Korean universities who 

1 Park Won Gyu. ‘An Analysis of North Korea’s Current Education Policy and Scientifi c 
Technology.’ MA thesis, Graduate School of Kyunghee University, 1976.

2 Th e authors do not trust in the interviews 100%. Th e information can be glamorized or 
distorted by the interviewees’ personal and political interests and the circumstances they were 
under. Nevertheless, it is judged that the information they provide is meaningful in terms of 
detailed real life.
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escaped from the North.3 Since the defectors who have not been in the South for 
more than three years are under South Korea’s intelligence agency’s protection, the 
interviewees were the ones who had been in the South for more than fi ve years 
aft er their settlement and lived a relatively free life.4

Th e main purpose of this paper is to analyze the unknown reality of the North 
Korean education system and North Korea’s middle school education through the 
interviews with the defectors. Th is study will contribute to the understanding of 
the trends in the North’s education at the chalkface.

2. General educational purposes

North Korea’s educational policies basically comply with the decision of the 
Party Congress of the Worker’s Party, but the backbone of the policies is based 
on Kim Il-sung5’s teachings. Th is is verifi ed in the North’s discourse on education 
when representing the necessity of certain educational policies or education, the 
appropriateness of the direction of the policies is argued by repeatedly quoting Kim 
Il-sung’s teachings, such as ‘Th eses on Socialist Education’(1977/09/05),6 or Kim 
Jong-il7’s, ‘On Further Developing Educational Work’(1984/07/22).8

Kim Il-sung gave a speech about the ‘Th eses on Socialist Education’ (1977/09/05) 
in the 14t round of the general assembly of the 5t Workers Party Central Commit-
tee. According to the speech, the basic principle of socialist education is to make the 

3 Th e authors have given a lecture on ‘Understanding of North Korean Culture and Educa-
tion’ every semester since 2009, in which students from North Korea take up about 60% of those 
who take the class. An assignment to analyze South and North Koreas’ textbooks is given to the 
students to help them understand better the ways of the two countries’ teaching process. Th e 
authors, through personal and group interviews as well as surveys with the defectors, grasp how 
teaching is performed in each region and each school system.

4 Th is article will mainly utilize the interviews with the students who allowed their real 
names to be mentioned, and assume names or letters such as A, B will be used for those who 
did not.

5 Kim Il-sung is the fi rst leader of North Korea, who governed the state with the Juche 
ideology and died in 1994.

6 Kim Il-sung. ‘Th eses on Socialist Education’. Kim Il-sung Chojakjip (Collection of Works by 
Kim Il-sung) 32. Pyongyang: Joseon Rodongdang Publisher, 1986. pp. 372 – 418.

7 Kim Jong-il is the second leader of North Korea, who inherited the government power 
from his father, Kim Il-sung, and governed the state with the Songun Ideology until his death 
of a heart attack. Before his death, he handed over the regime to his third son, Kim Jong-un.

8 Kim Jong-il. ‘On Further Developing Educational Work’. Kim Jong-il Chojaksonjip (Selected 
Works of Kim Jong-il) 8. Pyongyang: Joseon Rodongdang Publisher, 2006. pp. 101 – 130.
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North Koreans revolutionized, working-class, and communized, and its purpose 
is to foster communist revolutionary talented people, who have initiative and 
creativeness.9 In other words, the basic plan of North Korea’s socialist education is 
ideologically converting people while elaborating their cultural level, to cultivate 
‘new communist human beings’ in the end. To achieve this goal, the North has put 
forward fi ve methods: fi rst, education for enlightenment; second, combination of 
theory and practice; third, combination of education and productive labor; fourth, 
reinforcement of organizational life and socio-political activities; fi ft h, promotion 
of preschool education, school education and adult education.10

North Korea’s articles no. 45 and no. 47 of the Socialist Constitution make free 
education for 11 years, accomplishment of the educational goal, and cultivating 
‘communist new human beings’ obligatory. Th is compulsory education for the 
six- to seventeen-year olds consists of: kindergarten for one year; primary school 
for four years; middle school for six years.11 Th e current free education includes 
waiving tuition, providing textbooks, and giving school uniforms every two-three 
years. According to the defectors, meals are only given in kindergartens, and since 
primary and middle schools do not provide meals, students bring lunch or eat at 
home.

Th ere have been slight modifi cations in North Korea’s middle school curriculum 
in 1968, 1983, 1986, 1992 and 1996. Due to a serious disaster of 1994 – 1997, the 
North went through the ‘North Korean Famine (Arduous March)’ period – so, the 
main interest of its regime during this period was to overcome the food shortage. 
Since the disaster seriously damaged its industry, its industrial productivity was 
sharply decreased, which made a huge problem with building up a ‘Strong and 
Prosperous Nation’ that North Korea had been advocating. Aft erwards, to maintain 
its unstable government, it advocated the ‘Songun (Military First)’ policy and 
strengthened its ideological propaganda and instigation. It means that the North 
could not revise school textbooks aft er 1996, and as the Arduous March fi nished 
in 2002, the state started revising them again. It is assumed that there would have 
been some changes in the curriculum at the time, but it is impossible to ascertain 
the whole facts since only some of the textbooks were imported to South Korea. It 
is highly likely that the contemporary North Korea, under Kim Jong-un’s regime, 
started education with his revolutionary history included in the curriculum.

 9 Kim Il-sung. ibid., p.374.
10 Kim Il-sung. ibid., pp.390 – 399.
11 Th e articles no.45 and no.47 of the Socialist Constitution are also based on the content of 

‘Th eses on Socialist Education’. Kim Il-sung. ibid., p.404.
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Th rough Understanding of North Korea (2006, p.197), published by the Ministry 
of Unifi cation of South Korea, the middle school subjects and class hours revised 
in 2006 can basically be checked. Nevertheless, when interviewing the defectors, 
there were subjects identifi ed that had not been found by the Ministry, which are 
asterisked below.

Middle school subjects and hours
Subject Hours Subject Hours Subject Hours

Korean 14 Mathematics 38

Revolutionary 
 Activities of our 

Supreme Leader Kim 
Jong-il

3

Literature 9 Physics 17
Revolutionary history 
of our Supreme Leader 

Kim Jong-il
6

Chinese
characters 8 Chemistry 12 Party’s current policy 3

Foreign languages 19 Biology 12 Socialist morality 6
Art 2 *Draft ing 2 Music 4

*Geography *Basic electronic 
 engineering

P.E *
Middle school (2hrs) 
High school (1hr)/

Aft erschool P.E (1 – 2)

3(1 – 2)

*Astronomy *History of Joseon World history

Th e table above shows the class hours for the whole six-year course of middle 
school, and among the subjects that the interviewees remembered, the class hours 
of geography, basic electronic engineering,12 astronomy,13 history of Joseon, and 
world history were left  blank because each interviewee gave a diff erent answer. 
Putting these together, it is presumed that middle school students in North Korea 
study 21 subjects for 6 years. Th e strongest focus is on Korean, foreign languages, 

12 In North Korea, practicing computer use is performed in the basic electronic engineering 
class. In normal schools, even game programming using dot-program is taught (Lee Geum-sung: 
28-year-old, male, from Wonsan, Gangwon-do, escaped from North Korea in 1998, graduated 
from middle school in the North. Date of interview: 11:30am~02:20pm on June 14t, 2012). Th e 
interviewee submitted his assignment, making a computer game, in his last class, and enjoyed 
playing it.

13 Th ough it was reported that astronomy had existed as an independent textbook until the 
1970s and became incorporated in physics in the process of revising textbooks in 1986, it seems 
it became again an independent textbook, as most of the interviewees who went to or graduated 
from middle school aft er 1996 answered that they had taken astronomy classes.
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and mathematics. Mathematics takes up the most school hours as a single subject 
with 38 credits, followed by Korean and literature with 23, and foreign languages 
with 19 credits. Science, including physics, chemistry, biology, electrical engineer-
ing and astronomy, has more than 31credits, which demonstrates that the middle 
school curriculum focuses on the natural science fi eld, such as mathematics and 
other sciences. Th is is also revealed in the interviews with the defectors: in the case 
of schools for talented children,14 the class hours are allocated mostly in order of 
English, math, and Korean; in normal middle schools, math, English, and Korean.15

3. The life of middle school students

Th e regular class in middle school begins at 8 o’clock in the morning, but stu-
dents have to come before 7 o’clock and clean up, e.g., the classrooms, hallways, 
and playgrounds for 30 minutes. Before classes start, for 10 minutes, teachers tell 
students what President Kim Il-sung did on the same day of the same month. 
For instance, if today were the 13t of November 2010, the teacher would inform 
the students of Kim Il-sung’s teaching or instruction in the fi eld on the 13t of 
November. According to the defectors from North Korea, it is the most important 
daily work that must be done.16 Th ose who went to middle school aft er 1996 testi-
fi ed that they were informed of not only Kim Il-sung’s achievement, but also, from 
time to time, current issues and aff airs.17

14 Each region has schools for talented children, which are divided into the ones that rear 
gift ed children and the ones that foster art gift ed children – in Pyongyang there are schools 
for talented children such as Pyongyang Senior Middle School No.1, Geumsung No.1 Senior 
Middle School and Geumsung No.2 Senior Middle School, as well as in other regions, e.g., 
Kim Ki-song Senior Middle School in Hoeryong and Sunam No.1 Senior Middle School in 
Cheongjin (Lee Chung-il: 26-year-old, male, from Pyongyang, escaped from North Korea in 
2005, graduated from middle school in the North. Date of interview: 11:30am~02:20pm on 
June 14t, 2012)

15 Lee Chung-il: person above. Shim, Hyang: 22-year-old, female, from Pohang district, 
Cheongjin, North Hamgyong Province, escaped from North Korea in 2009, graduated from 
middle school in the North (date of interview: 11:30am~02:20pm on June 14t, 2012). A: 
27-year-old, male, from Onsung, escaped from North Korea in 2007, graduated from middle 
school in the North (date of interview: 6:00pm~9:00pm on August 14t, 2011).

16 Dong Myong-suk: 36-year-old, female, escaped from North Korea in 1998, graduated 
from middle school in the North in 1996, ABD in the South from University of North Korean 
Studies (date of interview: 03:00pm~05:00pm on March 3rd, 2012).

17 Lee Chung-il: person above. Lee Geum-sung: person above. Choi Hyon-hwa: 24-year-old, 



157A Study on North Korea’s Education-Centering for Middle School

Th e students have 45-minute classes and 10-minute breaks. Th eir lunchtime is 
from 12:30pm to 1:30pm, during which they have lunch they have brought or eat at 
home. All the classes of middle school end at 2:30pm. About aft er-school activities, 
the testimonies given by those who graduated from middle school before and aft er 
1996 are diff erent. A defector18 who graduated in 1996 said that aft er-school activi-
ties were performed at a student’s home or construction site. When the students 
are mobilized for labor, they usually help to carry subsidiary materials or run small 
errands in the place; when they are not, 30 students in a class make groups of six, 
and each group goes to one of the group member’s home for class review and 
preparation for the next class. Th ey go home aft er doing this at about 5 – 6 o’clock.

However, the defectors who graduated aft er 1996 said that there were no certain 
aft er-school activities, so they could hang around or study with classmates in the 
school when they were not mobilized for construction sites.19 Except in the farming 
seasons, all 4t to 6t graders are mobilized to give support to the farming areas for 
30 to 40 days off  school.20 Putting together the testimonies of the graduates before 
and aft er 1996, the mobilization was only for farm villages, so it seems that they 
were not sent to construction sites aft er 1996.

Th e group activity corresponds to the fourth article of Kim Il-sung’s teachings 
on education, examples of collective life, based on strengthening organizational life 
and socio-political activity. Mobilizing students for construction sites or farming 
areas is related to the third article, which advocates the combination of education 
and productive labor. However, it can also be said that students are mobilized for 
labor on purpose to make up for the lack of it.

Th e most distinguishing characteristic of the North’s education is that students 
have the same homeroom teacher throughout their whole middle school years 
until graduation, except under unavoidable circumstances, since it is a ground 
rule for the teachers to help their students through the graduation. It is said that 
as a homeroom teacher gets promoted with students from the fi rst grade, he/she 
knows well about the students’ personalities, attitudes, family circumstances, and 
grades, so it is easier for him/her to guide them and interact with them. In some 
cases, when a teacher is transferred to another school, some students also get 

male, from Cheongjin, North Hamgyong Province, escaped from North Korea in 2008, gradu-
ated from middle school in the North (date of interview: 11:30am~03:00pm, April 4t, 2012)

18 Dong Myong-suk: person above.
19 Lee Chung-il: person above. Lee Geum-sung: person above. Shim, Hyang: person above. 

Kim Jin-myong: 32-year-old, female, from Saetbyol, North Hamgyong Province, escaped from 
North Korea in 1998 (date of interview: 11:30am~03:00pm on April 4t, 2012)

20 On the contrary, Dong Myong-suk testifi es that all the students are mobilized.
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transferred following their teacher. It is also said that students can change their class 
if there is a problem between them and their teacher, without any disadvantage.

In North Korea, teachers’ qualifi cations and abilities are of importance, as 
emphasized in Kyowon Sonjon Suchop (Reference book for teachers), ‘Th e teacher’s 
qualifi cation is demonstrated by the student’s competence in school subjects, and 
it determines the quality of education.’21 For this, perhaps, the interviewees had 
good memories of their homeroom teachers and the reason was that they had fi ne 
characters. Th e respondents said that the North’s personality education is one of the 
strong points of its education in which, they say, the state puts the greatest stress 
on humanity and manners. By emphasizing ability as well as character for teachers 
and humanity as well as manners for students, the state gives priority to cultivating 
socialist humanity required by its society rather than acquiring technical skills.

Considering the North’s middle school curriculum and life, its in-class education 
aims at an ideological characteristic, such as repeatedly retelling Kim Il-sung’s 
teachings- through this, the state is achieving part of its educational goal.

4. The goal of Korean language education in middle school

North Korea’s fundamental principle of guidance is to foster communist people 
inheriting the spirit of anti-Japan armed struggle. Idolizing Kim Il-sung by inherit-
ing the very spirit, the regime established a historical tradition that justifi es its 
legitimacy. Th is tradition and the Juche ideology, which is said to be advocated by 
Kim Il-sung, positioned him as a divine leader. In this context, it is justifi ed for him 
to pass power to his son, Kim Jong-il and grandson, Kim Jong-un. Th e ultimate goal 
of the regime’s education is to make all students communist revolutionary war-
riors, who are loyal to Kim Il-sung’s family. To accomplish this goal, ‘Kim Il-sung 
and Kim Jong-il’s revolutionary ideology, the Juche ideology as well as the Juche 
language, and learning Kim Jong-il’s theory’ are suggested as the key educational 
goal. Th is goal is displayed well in the following quote.

Th rough our language, spoken and written, we will ensure that students will 
strengthen themselves with the great revolutionary ideology and the Juche ideology 

21 Kyowon Sinmunsa (Teachers’ Newspaper). ‘About “Let’s make prime students trustworthy 
workers for the construction of Strong and Prosperous Nation by raising the quality of educa-
tion in keeping with the new century!”’, Kyowon Sonjon Suchop(Reference book for teachers)3.
Pyongyang: Kyowon Sinmunsa, 2005. p. 33.
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of our Great Leader Kim Il-sung, acquire a wealth of knowledge and ability for 
our language.22

According to Socialist Education (1988) published by Kim Hyong Jik University 
of Education, the content of socialist education is divided into four categories- 
political thoughts, science and technology, physical education, and emotional 
education. Th is is also seen in the system and the content of knowledge, of which 
Korean language education takes charge. Th e content regarding this in Methodology 
of Teaching the Korean Language, issued in 1973, is presented below.

First, it is to build up a linguistic ability, by improving the general knowledge 
and skills of our spoken and written language to correctly grasp the party’s policies, 
with which science, technology and socialist culture can entirely be learnt. Second, 
it is to establish a foundation for full participation in cultural life, which is one of 
the indispensable requisites for social life, and for creating professional literary 
art by acquiring the general knowledge and basic ability of the literary art. Th ird, 
it is to establish a foundation for the autonomous and creative organization of life 
and struggle, fi rmly based on the only ideology of the time, by enriching students’ 
spiritual life, broadening their practical knowledge and forming a basic ability to 
analyze reality.23

Th e text above reveals that Korean language education is to build up the basis 
for not only the functional development of general knowledge, but also correct 
comprehension of the party’s policies. Th is is connected with the Juche ideology’s 
24 principle of guidance. Th e fi rst and the second sentences of the above quotation 
connote the purpose of fostering communist human beings who can enjoy and 
develop socialist culture by learning the language, and they are related to initiative 
and awareness, which are included in the principle. From the third sentence, relat-
ing to emotional education, one can learn that the ultimate goal is to foster new 

22 General Education Bureau of North Korea’s Education Commission, ‘Outline of Teaching 
the Korean Language and Literature (for fourth to sixth grades)’, 1984. p. 3.

23 Educational Books Publisher. Methodology of Teaching the Korean Language. Pyongyang: 
Kyoyuk Doso Chulpansa, 1973. pp. 47 – 48.

24 Th e Juche ideology had been North Korea’s ideology, on which the Songun ideology is 
based, and the guide that ruled Joseon Rodongdang and all the activities of the regime before 
the Songun ideology was introduced in 1996. In a set of ten volumes, the content of the Juche 
ideology is divided into: the Juche ideology, the revolutionary theory of Juche, the 
Juche’s guidance: is subdivided into philosophical principle, socio-historical principle, and 
guiding rule. Th e philosophical principle puts emphasis on anthropocentricity as well as the 
guiding rule emphasizes initiative, awareness, and creativeness; the revolutionary theory of 
Juche deals with the theory of revolutionary construction and content of tactical strategies; 
the Juche’s guidance is composed of the reigning theory and communist morality and life.
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communist human beings in that it is closely related to nurturing creative humans 
that the regime requires. To fulfi ll this, the state’s Korean language education is 
based on Kim Il-sung’s and Kim Jong-il’s ideologies and theories of language and 
literature.

Until the early 1980s, Kim Il-sung’s ideology on Korean language education 
was considered the sole and justifi able revolutionary theory that gave body to the 
Juche ideology. Th ere are three reasons for that: fi rst, North Korea assumes that the 
national language education establishes the revolutionary outlook on the world of 
their next generations; second, the state supposes that the mission of education is to 
foster developed new human beings; third, the state perceives the duty of education 
as fostering newly-developed people.

Th ese three requirements are relevant in the North’s political ideology – the 
content of the political ideology education consists of the Juche ideology, policies 
of the party, tradition of revolution and communist revolution, which are the 
basis for ideology education. In other words, North Korea supposes that political-
ideological education should be strengthened in order to raise talented revolution-
ary communists with the revolutionary outlook on the world; therefore, science 
and technology, physical education, and emotional education can successfully 
proceed. Considering this, the state seems to judge that Korean language education 
can be a huge part of educating students and changing them into newly-developed 
people.

5. North Korea’s change and prospect: in place of a conclusion

As mentioned above, the reality of North Korea’s education and its middle school 
education have been looked into. Th e North’s education at chalkface is little known. 
For the very reason, the author has written this article utilizing reference materials 
and interviews with 38 North Korean defectors, who have lived in the South for 
more than fi ve years and are currently undergraduates or postgraduates in South 
Korea. Th is article has examined, fi rst, the general goals of North Korean education 
and the characteristics of the school curriculum. Next, this paper has outlined the 
features of the North’s education with the following four points. First, a homeroom 
teacher is responsible for students from the fi rst to the sixth grades. Second, the 
curriculum is concentrated on general sciences. Th ird, students go to school earlier 
than the regular school hours in order to clean their surroundings and to be told 
about Kim Il-sung’s and Kim Jong-il’s achievements or the current issues by their 
teachers. Fourth, students have free time aft er classes, except when students who 
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are 15 years old or older need to put eff orts into both study and labor by being 
mobilized to supporting farming areas in farming seasons.

Th e ultimate objective, from another perspective, of North Korea’s Korean 
language education is to foster newly developed communists. It is a principle that 
the texts included in North Korea’s national language textbooks should stick to the 
communist partisanship and refl ect socialist patriotism. Th e contemporary Korean 
language textbooks’ content includes mainly the Juche Ideology, but the content 
was revised in 2002, adding content about the Songun ideology. Th e textbooks for 
the 4t and 5t grades, revised in 2004, have nothing diff erent, but Kim Jong-il’s 
teachings on the fi rst and last pages.

Aft er Kim Jong-il’s death, although Kim Jong-un’s succeeded his father, if he 
cannot take the power over the military in his hand as his father did, it seems that 
the Songun ideology will be reinforced and maintained as the regime’s ideology. If 
so, this will constantly aff ect the content of North Korea’s education. It is expected 
that the amount of Kim Il-sung’s and Kim Jong-il’s literary works in the textbooks 
will be modifi ed, and Kim Jong-un’s teachings, ideology, and works will be added 
to textbooks that will be published in the state in the near future.
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School as a Professional LEARNING Community : 
A Comparison of the Primary and Lower Secondary 

Levels of Czech Basic Schools 

Abstract

Th is article deals with two subjects which form an inevitable part of the discus-
sion on Czech basic schools. First, there is school development from the inside, 
individual and group learning and organizational development in schools. Second, 
there is the double task of Czech basic schools to provide pupils with primary and, 
subsequently, lower secondary education. Th e aim of the analysis is to compare 
evidence given by teachers at the primary and lower secondary levels of basic 
schools about processes which create the dimensions of a professional learning 
community. Analysis of the data obtained from this research, which was carried 
out in Czech basic schools, leads to the conclusion that despite a relatively large 
conformity in the adult actors’ perception of systematicity in handling the subjects 
of learning, this perception cannot be considered homogeneous.

Keywords: school improvement, professional learning communities, organiza-
tional learning, supportive factors

Introduction

Based on research into organizational learning in schools, the authors of the-
presented paper strive to contribute to the debate on whether Czech basic schools 
are homogeneous units despite the incorporation of two levels of schooling, or 
whether they represent two diff erent cultures. Th e study is of benefi t in that it fi nds 
out how primary and lower secondary levels of Czech basic schools diff er in terms 
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of the character of the processes of professional learning of their staff  and where 
these schools can be found on the scale described above — between professional 
isolation and a learning community. Th e authors also comment on the roles played 
by various factors which support learning (or, where the factors show a negative 
state, inhibit it) in relation to the processes of professional learning. Also, they 
comment on whether the roles of supportive factors diff er at primary and lower 
secondary levels. Th is article follows the fi ndings presented in the monograph 
Když se školy učí [When Schools Learn] (Pol, Hloušková, Lazarová, Novotný & 
Sedláček, 2013) and off ers a newly conceived analysis of quantitative data of the 
research project Processes of Organizational Learning and their Leadership and 
Management in Schools.

Research problem

Schools as professional learning communities
In the last few decades intense debates have taken place on the interconnection 

of individual and professional teacher development, collective learning in schools 
and the development of school as a whole. Th ese debates have been boosted by 
new developments in the external contexts of school operation: the coming into 
being of a knowledge society and stress on accountability and promotion of market 
elements in education (cf. Dvořák, 2012; Townsend, 2010; Verbiest, 2002). Th is leads 
to pressure on internal school development based on the school’s own resources 
and the adoption of responsibility for school development by the actors of school 
life (Sedláček, Pol, Hloušková, Lazarová & Novotný, 2012). Th ere is a growing 
expectation that schools will show an ability to learn, both at the level of individuals 
(teachers, leaders, other adults participating in school work) and of the school 
as an organizational unit. Schools should be able to comply with these expecta-
tions in a competent way (Verbiest, 2002). Th e stress was transferred little by little 
from individual responsibility (in other words, individual professional teacher 
development) to collective learning, advanced teacher collaboration, breaking 
through the isolation of teachers at work and development of practice across the 
school (Bakkenes, 1996; Davidsdottir & Lisi, 2012; Scribner, Cockrell, Cockrell & 
Valentine, 1999). Also, the principle stating that professional teacher development is 
conditioned and determined by a stimulating and supportive school environment, 
or school culture, has gradually been strengthened (cf., e.g. Altrichter & Elliot, 2000; 
Leithwood & Louis, 1998).
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From the above-mentioned discussions, two premises are essential for the 
research we present here: (1) Professional learning cannot be separated factually 
from specifi c areas in which people work in schools, so it only makes sense to 
interpret it through specifi c subjects; (2) People in any area of work learn for the 
benefi t of their schools. Such learning takes place in varied formal and informal 
settings at three levels at least: individual, in groups and at the level of the whole 
organization. Th is is learning in many forms relating to various substantial aspects 
of school operation.

Th e school as a place for professional learning and organizational development 
may be interpreted from various theoretical positions. Probably the most frequent 
concept in use is that of organizational learning. Apart from the concept of organi-
zational learning, other theoretical concepts can be found, of which the concept of 
professional learning communities gives the widest scope for interconnecting all the 
three processes under our observation: individual and group professional learning 
and organizational development. By professional learning communities we mean 
(in accordance with Verbiest’s survey study, 2002) the teaching staff  in which people 
demonstrate an active, refl ective, collaborative and pro-development approach 
to questions of the educational process (Verbiest, 2002). As DuFour (2004, p. 6) 
suggests, in order “to create a professional learning community, focus on learning 
rather than on teaching, work collaboratively and hold yourself accountable for 
results.”

Czech basic schools: two institutions under one roof
One of the typical (and rather specifi c) signs of Czech basic schools is the fusion 

of primary and lower secondary levels within one organization. Th is fusion has 
recently been a subject of examination. Dvořák et al. (2010, p. 198) remark that 
the “specifi cs of primary and lower secondary levels, their diff erent concepts, 
diff erent clienteles, diff ering foci and diverse ways of teacher training partially 
dictate the characteristics and particularities of staff s at both levels”. Enabling 
a direct comparison of some of their features, the organizational arrangement of 
basic schools is a potential and, for researchers, attractive place for comparison of 
the working characteristics of both levels of education. Based on case studies of 
schools, Walterová et al. (2011) have investigated, among other subjects, the climate 
and management of the ambiguous staff  of the basic school. However, no research 
of quantitative design has been carried out in order to compare more profoundly 
the processes of professional learning that exist at both levels of basic schools (cf. 
Urbánek, in Walterová, 2011).
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Research Focus

Th e aim of this analysis was to compare evidence given by teachers at the pri-
mary and lower secondary levels of basic schools about processes which create the 
professional learning community. It is a direct comparison of statements given by 
two populations working within a common framework which is specifi c to Czech 
basic schools and connects the elementary and lower secondary levels of education 
in one organization. Th e analysis pursues the following research questions:

(1) According to the statements of basic school teachers, are more features of 
professional learning communities shown by staff s at the primary or lower second-
ary level? In other words, is professional isolation stronger at the primary or lower 
secondary level? To answer this question the data on the perceived systematic 
aspect of the work with subjects of learning are used.

(2) Do the same supportive factors aff ect teachers at the primary and lower 
secondary levels diff erently? To answer this question, data on the perceived sys-
tematic aspect of the work with subjects of learning are put in relation to data on 
the strength of supportive factors.

Research methodology

General background of the research
Th e research was conducted in accordance with the logic of the mixed research 

design (Bergman, 2009; Yin, 2003). It proceeded from the identifi cation of subjects 
of professional learning in schools and the identifi cation of supportive (or inhibit-
ing) factors for this learning, performed by qualitative research procedures, to 
quantitative measurement of the systematic aspect of the work with subjects of 
learning and of the strength of supportive factors. Th e subjects of learning and 
the supportive factors were almost all identifi ed empirically, based on a multiple 
case study of three schools selected intentionally. Th en a questionnaire was created 
for a representative survey based on the data of the qualitative analysis. Stage One 
of the procedure was based on a qualitative research investigation. Th e results 
of this stage became the basic input for Stage Two, a quantitative investigation. 
We identifi ed key subjects of learning. We also identifi ed a few supportive and 
inhibiting factors of learning processes. By means of qualitative analysis of the data 
of the multiple case study, the following nine subjects of learning were identifi ed:

  School Education Programme
  Selection and use of teaching methods
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  Teaching of pupils with special educational needs
  Risk-inducing behaviour of pupils
  Pupils’ educational results
  Cooperation with parents
  Use of information and communication technologies
  Choice and use of textbooks
  Use of in-service training experience

Th e fact that schools, i.e. teachers and school leaders, work more intensely with 
these subjects may be interpreted as more intense learning in schools. Further, by 
means of qualitative analysis of the multiple case study, six decisive factors for the 
breadth and depth of organizational learning in schools were identifi ed. Th ese 
supportive or inhibiting factors are the following:

  Vision
  Cooperation
  Material and organizational conditions
  External support
  Teacher’s individual attitude
  Management

Th e questionnaire survey made it possible to measure the strength of the sup-
portive factors related either to professional learning as such or to the depth and 
breadth of learning in specifi c subjects. Th e intensity in which professional learning 
takes place is expressed as the extent to which people engage in identifi ed subjects. 
Our assumption was that a basic condition of collective learning and organizational 
change is that the activities are systematic (Verbiest, 2002). Th e questionnaire 
presented the subjects to the respondents with an assessment scale on which they 
were supposed to show how systematically teachers in their schools engaged in 
these subjects (cf., Table 1). Th e rate of the systematic aspect of engagement in the 
subjects was evaluated for single items and in total.

Table 1. Example of an item on the questionnaire survey; measuring 
the systematic aspect of the work with subjects of learning

Teachers in your school engage in the selection and use of textbooks (teaching materials)
systematically 1 2 3 4 5 6 randomly 0 cannot judge

Assessment of the systematic aspect of work with particular subjects was used to 
calculate the summation index of the intensity of professional learning. Th is index 
can only be created if the rules of internal consistence of items are respected. Our 
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analysis showed that all the subjects of learning were internally consistent, in other 
words, they correlated with each other positively and with suffi  cient strength.1 Th e 
index of the intensity of professional learning was created as an arithmetical mean 
of the respondent’s answer for the nine subjects of learning.

A set of indices for the measurement of supportive factors was constructed 
so that each factor in the questionnaire was represented by a battery of items in 
the form of the Likert scale: from “I agree” (value 1) to “I don’t agree” (value 4). 
Th e formulation of particular items was based on statements collected from the 
respondents at the qualitative stage. For some cases the source material did not 
provide a suffi  ciently strong basis, so some statements were added according to 
formulations in the relevant literature.2

Research sample
Th e questionnaire survey was carried out in the spring of 2012. Th e research 

population consisted of the teachers of full basic schools in two Regions of the 
Czech Republic (Jihomoravský kraj and Kraj Vysočina). Th e sample, consisting of 
52 schools, was created by probability sampling. A total of 1,120 questionnaires 
(1,003 teachers and 117 head teachers and their deputies) were collected. Th e quali-
fi ed estimation of returnability for schools addressed was 40% and the qualifi ed 
estimation of returnability of the questionnaires in schools was 85%. Each school 
was contacted by team members, either by telephone or in person. If rejected, the 
researcher asked about the reason. For this, schools did not mention the subject 
matter of the research, but other reasons, such as teachers being overloaded with 
other duties or another questionnaire survey having been carried out shortly 
before. Since the subject of our analysis is not the characteristics of schools as 
such, but a comparison of the primary and lower secondary levels, there is no 
reason to assume that the return rate has had a serious eff ect on the results of the 
analysis. Th e following analyses use data collected from the teachers, so the sample 
represents 1,003 teachers in basic schools.

1 Cronbach’s alpha, which is one of the most widely used tests of internal consistence of the 
summation index, equalled 0.85. Th e average correlation among subjects was 0.4. From this 
viewpoint, the use of the summation index of intensity is meaningful.

2 Th e Management Index is based on answers to 7 statements. Cronbach’s alpha = 0.85. 
Th e Cooperation Index: 7 statements, Cronbach’s alpha = 0.80. Th e Vision Index: 4 statements, 
Cronbach’s alpha = 0.77. Th e Index of Material and Organizational Conditions: 7 statements, 
Cronbach’s alpha = 0.78. Th e Index of External Support: 6 statements. Cronbach’s alpha = 0.78. 
Th e Index of Individual Attitude: 6 statements, Cronbach’s alpha = 0.75.
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Research results

First, conformity or diff erence in the perception of the systematic aspect of 
work with subjects of professional learning was studied. Indeed, Table 2 shows 
discrepancies in the judgement of the systematic aspect of work with subjects. 
In almost all areas, the primary school teachers tend to consider work with the 
subjects more systematic than the lower secondary teachers (in seven areas out 
of nine the diff erence is statistically signifi cant or at the level of signifi cance, p < 
0.05). Th is illustrates the diff ering perception of the systematic aspect of work with 
these subjects between the two levels of basic schools. In subsequent analyses this 
thematic structure is not used. Instead, analysis using the summation index of the 
intensity of professional learning is carried out.

Table 2. Systematic aspect of professional learning; comparison 
of primary and lower secondary levels of basic schools3

Mean
Primary 

level

Mean
Lower 

second-
ary level

t-test p (t-test)

Teachers in your school engage in the arrange-
ment of the School Education Programme… 1.90 2.07 –2.43 0.02*

Teachers in your school engage in the selection 
and use of teaching methods… 1.86 2.03 –3.02 0.00*

Teachers in your school engage in the quality of 
teaching pupils with specifi c educational needs 
(including the gift ed)…

1.54 1.79 –4.65 0.00*

Teachers in your school engage in the problems 
of risk-inducing behaviours of pupils… 1.58 1.67 –1.61 0.11

Teachers in your school work with educational 
results of pupils (analysis, evaluation)… 1.74 1.93 –3.33 0.00*

Teachers in your school develop cooperation with 
parents… 1.58 1.68 –2.03 0.04*

Teachers in your school engage in the use of 
information technologies for their educational/
administrative work…

1.86 1.97 –1.88 0.06

3 In this and the following tables, statistically signifi cant results (diff erences in mean values; 
correlations) are marked with an asterisk.
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Mean
Primary 

level

Mean
Lower 

second-
ary level

t-test p (t-test)

Teachers in your school engage in the choice and 
use of textbooks (teaching materials)… 1.67 1.80 –2.70 0.04*

Teachers in your school engage in the use of 
experience and results of in-service training… 1.90 2.10 –3.17 0.00*

on a scale where 1 = systematically, 6 = randomly

Also, diff erences in the perception of the strength of the supportive factors can 
be verifi ed (Table 3). For four factors, statistically signifi cant diff erence between 
the views of the primary and lower secondary teachers can be found. For all of 
these (cooperation, vision, external support, individual attitude) the opinion of 
the teachers at the primary level is more positive. Th e primary-level teachers thus 
perceive a higher presence of the supportive factors. It is then necessary to verify 
whether these factors also aff ect the systematic aspect of their work diff erently.

Table 3. Perception of strength of supportive factors; comparison 
of primary and lower secondary levels of basic schools

Mean
Primary 

level

Mean
Lower 

second-
ary level

t-test p (t-test)

Management Index 2.01 2.03 –0.29 0.77
Cooperation Index 1.79 1.90 –3.05 0.00*
Vision Index 1.82 1.95 –3.18 0.00*
Index of Material and Organizational Conditions 2.90 2.92 –0.38 0.72
Index of External Support 1.98 2.14 –3.41 0.00*
Index of Individual Attitude 1.36 1.47 –4.68 0.00*

A more positive result is also found in the primary-level teachers for the value 
of the total score of learning (Table 4). According to them work with the subjects 
of professional learning is more systematic at their level. In harmony with other 
preconditions, this provides more space for learning, development and change in 
their segment of schooling activities.
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Table 4. Summation index of professional learning; comparison 
of primary and lower secondary levels of basic schools

Mean
Primary level

Mean
Lower second-

ary level
t p

Total score of learning 1.72 1.87 –3.54 0.00*

Table 5 indicates that the teaching staff  of the primary and lower secondary 
levels of basic schools react diff erently to the adjustment of the supportive factors 
for collective learning. In their evaluation of the systematic aspect of work with 
the subjects under observation, which is the indicator of the depth of collective 
learning, the primary-level teachers refl ect more intensely on the extent of coopera-
tion, the strength of shared vision, the quality of organizational conditions as well 
as the scope of external support. Th e correlations between the supportive factors 
and the total score of learning are higher by one to two tenths in the teachers at the 
primary level. So the adjustment of the supportive factors is more signifi cant for 
the development of elements of professional learning communities in the teachers 
who work at the primary level of Czech basic schools. Lower secondary teachers’ 
assessment of the systematic aspect of learning shows a lesser infl uence of all the 
supportive factors mentioned, but there is an infl uence of another factor: individual 
attitudes of teachers (the correlation of this supportive factor with the total score 
of learning is 0.33). Th us, at the lower secondary level, unlike at the primary level, 
the perception of the systematic aspect of the work depends on the respondents’ 
own attitudes.

Table 5. Correlation of the total score of learning and supportive factors

Total score
of learning

Primary level

Total score
of learning

Lower secondary 
level

Management Index 0.39* 0.39*
Cooperation Index 0.36* 0.17
Vision Index 0.58* 0.41*
Index of Material and Organizational Conditions –0.30* –0.20
Index of External Support 0.52* 0.30*
Index of Individual Attitude 0.01 0.33*
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Discussion

Th e analysis of the data obtained from this research, which was carried out 
in Czech basic schools, leads to the conclusion that despite the relatively large 
conformity in the adult actors’ perception of the systematic aspect in handling 
the subjects and managing work with them, this perception cannot be considered 
homogeneous. Th ere are diff erences between the opinions of the teachers at the 
primary and lower secondary levels. Among other reasons, diff erences in the 
perception of the systematic aspect of the work with the subjects of professional 
learning are probably caused by the diff erent organization of life and work at the 
two levels of basic schools. Diff erences in the statements of the teachers at each 
level show that there is variation in the perception of work with the subjects of 
professional learning inside schools.

Th e question was asked whether the primary or rather lower secondary staff  of 
Czech basic schools tended to show the character of professional learning com-
munities. Th e expectation that teachers at the primary level of Czech basic schools 
are in greater danger of professional isolation was not confi rmed. On the contrary, 
it is the teachers at the primary level who work more systematically and learn 
professionally in a more intense way. Also, how teachers judge the adjustment of 
the supportive factors of professional learning as well as the systematic aspect of 
work, which is used in our research to indicate the depth of learning as a dimension 
of the development of a professional learning community, depends on the level at 
which they teach.

As for the second question, i.e., whether the same supportive factors exert a dif-
ferent infl uence on primary and secondary level staff , there is evidence that the 
two groups of staff  react diff erently. At both levels an important supportive role 
for professional learning is played by school vision as well as by the extent of 
management exercised by school leaders. Higher dependence of the processes of 
professional learning on external support was identifi ed at the primary level. Th e 
biggest diff erence was in the roles of the supportive factors of cooperation and 
personal attitudes. Cooperation among teachers is an important supportive factor 
at the primary level, but recedes at the lower secondary level, where the factor of 
the personal attitude of individual teachers plays a more important role.
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Conclusions

Based on the data presented it cannot be stated unequivocally that there really 
are two diff erent staff  worlds – at the primary and secondary levels – at Czech basic 
schools, as many authors suggest (cf. Walterová et al., 2011). Nevertheless, adjust-
ment of the parameters of school operation identifi ed as supportive (or inhibiting) 
factors of learning is manifested diff erently at the two levels of basic school. Th ese 
fi ndings can be interesting for both theory and practice of school management and 
provide a guideline for decisions about priorities in management. Th e diff ering 
assessment of the systematic aspect of work as an indicator of professional learning 
may lead to the conclusion that there are identifi able drawbacks in the support 
of learning processes. On this basis we can formulate a still more general remark 
which overlaps with the core of the subject of this paper, for which we join Verbiest 
(2002) in saying that an essential condition for collective learning is systematicity 
and non-accidentality of activities supporting the creation of new knowledge and 
its development. It seems that Czech basic schools are able to create suffi  cient space 
for a variety of activities within which they can learn. A question then to answer 
concerns the extent to which these activities are based on shared opinions: in other 
words, how sophisticated they are, how much they are refl ected in teams, and how 
clearly they target the school vision. Evidently, it is still a challenge for many schools 
to clarify and reach a collective interpretation of knowledge on which to base the 
direction a school should take. Th e same applies to an adequate adjustment of the 
supportive factors so that teachers in Czech basic schools can make an applicable 
contribution to the establishing of this direction.
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Value Preferences of Gifted 
Fifth Grade Pupils  

from Selected Elementary Schools 
in the Czech Republic

Abstract

Th is article presents research on value preferences of eleven-year-old fi  fth grade 
pupils. Diff erences between two groups of gift ed pupils were observed – between 71 
contemporary pupils and 229 pupils in ELSPAC in the years 2002 – 03. Th e identical 
identifi cation criteria were used in the selection of both groups. By selecting ques-
tions from the ELSPAC questionnaires we compared the value preferences data of 
both of the gift ed groups. We were dealing with research questions: which values 
the gift ed prefer in friends, which priorities of life values they have, and which one 
is the most important for them. No statistically signifi cant diff erences were found 
in the comparison of the majority of the values of the two groups. In the evaluation 
of friends, all the respondents most preferred the item “how you get along“ and 
then “their reliability“. Th e most signifi cant diff erence was found in the item “the 
gain from your friendship with them“ which moved from the 15t to the 5t place 
in 10 years. No statistically signifi cant diff erences were found in the question of 
life values between the two groups of gift ed children in our data set except for the 
item “personal property,“ which was more important for the gift ed of 2012. Th e 
most important value for both of the groups was “family relations“ ahead of the 
item “health“ and “having friends“.

Keywords: values, value preferences, gift ed pupil, ELSPAC, t-test

Eva Machů, Zuzana Navrátilová
Czech Republic
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Theoretical Framework

Value preferences are one of the most complicated areas of the social science 
studies, especially when the target group are gift ed children who are, according to 
experts, unusually perceptive of other people’s feelings and needs and thus dealing 
with the issues of ethics, moral and life priorities more than others. (Webb, 2002; 
Gross, 2011)

If we were to defi ne gift edness, we could fi nd one of the defi nitions in the 
Framework Education Programme for Elementary Education which, as one of the 
key documents in the Czech Republic, defi nes obligatory principles in education. 
It characterizes gift edness as a set of abilities enabling an individual to perform 
better than the average in the population. Gift ed pupils‘ knowledge exceeds the 
set requirements; they enjoy solving problems, they create their own rules and 
approaches; they do not like cooperating and being subordinated; they excel in 
quick orientation, concentration, memory, better motivation for learning (RVP 
ZV, 2007, p. 112). Th ere are other types of defi nitions (Porter, 1999): liberal and 
conservative (they diff er in the estimated amount of the gift ed in the population), 
one-dimensional and multidimensional (according to the number of the criteria for 
identifi cation of gift edness), defi nitions of potential or demonstrated performance 
(latent gift edness or manifested performance). Our conception of gift edness in the 
sense of a high intellectual ability in selected areas of academic abilities, supported 
by the defi nitions of demonstrated performance.

Traditional psychological, pedagogical psychological, pedagogical, layman’s 
methods and their combinations may be used for the identifi cation of gift ed pupils. 
One of the forms of the identifi cation of the gift ed is a nomination by the teacher 
who knows the pupils and is able to competently judge their abilities, skills and mani-
festations during various activities and situations where the repeatedly manifested 
extraordinary performance of a pupil is the main criterion (Renzulli, Reis, 2004).

Th e decisive infl uence on an individual‘s recognized values is in the hands of 
family, school and peer groups, which also determine the possibilities and limits of 
their members‘ individual development during their socialization (Kraus, 2006). 
Th e value preferences transform over the course of life.

Value preferences researches

In the Czech Republic, Osecká (1991), Sak and Saková (2004) conduct long-time 
research into young people’s life priorities. Th ey agree that young people today 
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tend to be more individualistic and acknowledge values of more materialistic 
characteristics related to their own perspective, success and freedom. Sak (2000) 
explores the young Czech people’s values using a battery of 17 – 23 values with 
a fi ve-level ascending scale of possibilities and calculations of values indexes as 
weighted arithmetic means. In Sak’s study, the young valued health the most, love 
in the second place, peace in the third place, with partnership and family following. 
God and political involvement placed last. According to Sak and Saková (2004, 
p. 17), young people are still heading towards liberalism, hedonism, individualism, 
egoism and materialistic values.

Th e research into children’s value preferences (Bocan [online], 2011) showed 
that 740 Czech children’s most important values are: 1. having friends, 2. having 
a happy family and 3. being successful at school. Th e fi rst two values remained the 
same among the young people aged 13 – 15, however, the importance of having 
enough money placed third.

An American study (Lubinski, Schmidt, Benbow, 1996) on the values of the 
gift ed explored 203 (109 girls/women and 94 boys/men) gift ed individuals‘ 
stability of 6 value themes (theoretical, economic, political, esthetic, social, and 
religious) rated using a four-level scale in the interval of 20 years (1973 – 1993). 
Th e gift ed came from common (non-elite) secondary schools and were identifi ed 
at the age of 13 using a didactic test focusing on mathematical and verbal abilities. 
Th irteen-year-old girls were found out to prefer social themes; twenty years later 
they preferred esthetic themes. Both sexes‘ preferences of political and social themes 
decreased signifi cantly over the course of time. Th e men of both time periods 
preferred theoretical themes (searching for the truth) the most.

Another American study (Piirto, 2005) researched the values of gift ed students 
from common secondary schools at the age of 14 – 17, whose gift edness was identi-
fi ed using a test detecting their creativity, specifi c academic talents and analytical 
ability levels. Th e research was conducted between 1999 and 2002, before the ter-
rorist attacks of 9/11 and aft er them. Th e authors used the Rokeach Value Survey 
including 18 instrumental and 18 terminal values. Th e terminal values defi ning the 
goals of human eff ort are, e.g., happiness, the world of beauty, social recognition, 
wisdom, etc. Th e instrumental values, which are means of achieving goals are, e.g., 
ambition, self – control, independence, helpfulness, honesty, etc. Using a qualitative 
analysis of the essays of the gift ed about the reasons for their preferences, it was 
found out that the value preferences of gift ed adolsecents before and aft er the 
terrorist attacks had not changed signifi cantly. Th e terminal values were: 1. salva-
tion, 2. freedom, 3. self-respect and 16. the world of beauty, 17. social recognition, 
18. national security; the instrumental values: 1. love, 2. honesty, 3. imagination.
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A Russian analysis comparing the value preferences during the friend selection 
of two groups of one thousand adolescents aged 14 – 17 (fi rst group: the gift ed: 60%, 
second group: at-risk youth: 40%) discovered that both groups preferred: the 1. 
loyalty, 2. communicativity and ability to entertain, 3. intelligence, 4. resonsibility, 5. 
courage of their friends. Th e respondents had to choose only three most important 
values. Intelligence was considered to be the most important among the gift ed while 
the at-risk youth preferred their friends‘ courage (Černyšev [online], 2009).

In the Czech Republic, the value preferences of children have been researched 
by the international survey ELSPAC (European Longitudinal Study of Pregnancy 
and Childhood), which has been observing the process of pregnancy, childhood 
and coming of age of the respondents (via the views of children, their parents and 
teachers) aiming at identifying the biological, psychological, social and external 
factors determining the survival and healthy development of an individual (Ťulák 
[online], 2010) since 1991. It was the international survey ELSPAC which was not 
only an inspiration, but also a source of basic data for our research. Unprocessed 
data from 2002 – 2003 about the value preferences of eleven-year-old pupils were 
selected from the questionnaires and compared with present-day eleven-year-old 
pupils. Th e selected pupils matched our designed criteria of gift edness.

Method

Th e main goal of our quantitative research was to fi nd out present-day value 
preferences of gift ed pupils from the fi  fth grade of elementary schools and to com-
pare these results with those of the preferences of the gift ed determined by ELSPAC 
between 2002 – 2003. We were dealing with the following research questions: What 
values do gift ed pupils prefer in their friends? And What are the value preferences 
of gift ed pupils, and which value is the most important?

Th e research tools were 2 questionnaires: 1. Questionnaire for the teacher U 11 
and 2. Questionnaire for the child E 6, which were distributed in 2002 – 2003 and in 
July 2012. Th e original ELSPAC questionnaire was used for the purposes of fi nd-
ing out the information from 2002 – 2003 and for the purposes of fi nding out the 
present-day information, a new questionnaire was created by selecting questions 
from the ELSPAC questionnaire in an unaltered version for consequent comparison 
of the resulting information. Th e ELSPAC questionnaire was question originally 
marked C9 (in the present-day research marked 6): “What is the most important 
in friends for you?“ with the following scale of answers: 1 – very important, 2 – 
important enough, 3 – not important enough, 4 – does not matter at all, was the 
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key question of the research. Another monitored question was question E 1 (7): 
“Diff erent things are important for a person to feel good. Say if and how important 
are the following things for you:“ with the same four-level scale of possible answers. 
Th e last questions was question E 2 (8): “Which of the previous answers a.-n. is the 
most important of all for you? Use only letters a.-n. Write only one answer.“

Th e research sample consisted of gift ed eleven-year-old pupils from the fi  fth 
grades of Czech elementary schools. Th e fi rst research sample included 229 gift ed 
pupils from the South Moravian Region (ELSPAC research from 2002 – 2003), 
the second research sample included 71 present-day gift ed pupils from common 
elementary schools from the Zlín Region and South Moravian Region.

Gift ed pupils are those who were evaluated by the teacher in questionnaire U 11 
in all the selected abilities on the fi ve-level scale only with value 1. It was question 
B1: “How would you evaluate the abilities of the monitored child in comparison with 
average abilities of a child of the same age?“ a) reading abilities, b) literal abilities, c) 
mathematical abilities, d) general knowledge and awareness“ with the fi ve-level scale 
of answers: 1 – very good, 2 – good, 3 – not very good, 4 – bad, 5 – nonexistent. 
A gift ed pupil is also one who was evaluated on the four-level scale only with 
value 1 in question B2: “How, in your opinion, is the child’s school performance 
infl uenced by: a) abilities, b) the child’s eff ort, c) diffi  culty of the task, d) chance,“ 
with the four-level scale of answers: 1 – a lot, 2 – quite a lot, 3 – little, 4 – hardly at 
all. Th e pupils‘ gift edness was evaluated by their class teachers, who spend most 
of their time at school and are usually familiar with the pupils‘ performance. Th e 
method of nomination by the class teacher was used for the selection of the group 
of gift ed pupils.

  Th e research group from the period of 2002 – 2003: 229 eleven-year-old gift ed 
pupils (105 boys and 124 girls). According to our criteria, 259 gift ed pupils 
(13.4% of 1927) were selected from the 1927 ELSPAC children (2002 – 2003), 
however, 30 children had to be excluded for not having answered most of 
the questions.

  Th e research group from 2012: 71 eleven-year-old gift ed pupils (32 boys 
and 39 girls) nominated by teachers from the total of 861 children (8.25% 
of 861) in July 2012.

Th e characteristics concordance is maintained in both research groups – the 
gift ed pupils were selected according to the same criteria, the pupils came from 
the common (nonspecialized) elementary school grades. Th e selection of pupils 
from the identical regions was attempted.
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Results

For the purpose of clarity, the data were recoded before their evaluation – the 
possible answers 1 – 4 were assigned reversed numerical values. Th e bigger the aver-
age (index), the more important is the resultant position of the individual values.

Table 1. Evaluation of question C 9 (6): “What is the most important 
in friends for you?“

Values (important in friends)

Gift ed pupils from fi  fth grades
2012 2002 – 03

Mean Posi-
tion Mean Posi-

tion
m) How you understand each other 3.606 1. 3.751 1.
p) Th eir reliability 3.310 2. 3.415 2.
o) How able they are to defend other people 2.775 3. 2.703 4.
r) How entertaining they are 2.690 4. 2.777 3.
q) What you may gain by befriending them 2.606 5. 1.878 15.
k) Th ings you have in common 2.577 6. 2.699 5.
s) What they talk about, i.e. what topics 2.521 7. 2.585 6.
h) Th eir family (how they accept you, how they behave) 2.408 8. 2.524 7.
c) Th eir hobbies and interests 2.211 9. 2.284 10.
t) How they talk (i.e. way of speech) 2.197 10. 2.410 8.
n) How they can stand up to other people 2.169 11. 2.231 11.
u) What your parents think of them 2.070 12. 2.332 9.
b) Th eir age 2.014 13. 2.044 13.
j) Th eir place of living (e.g. distance, attractiveness) 2.000 14. 1.751 16.
d) Th eir abilities and talent, what they can do 1.873 15. 2.100 12.
l) What other people think of them 1.718 16. 1.956 14.
f) What grade they are in 1.662 17. 1.690 18.
a) Th eir appearance 1.592 18. 1.616 20.
g) Th eir marks at school 1.549 19. 1.725 17.
e) How popular they are 1.451 20. 1.664 19.
i) Wealth and social status of their family 1.366 21. 1.376 21.

Our research hypotheses were confi rmed in the soft ware program Statistica 10 
with Student’s t-test comparing the arithmetic means (indexes) of two groups of 
data collected from two diff erent groups of respondents.
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Hypothesis 1:
1H: Th e group of gift ed pupils from the the period of 2002 – 2003 preferred 

diff erent values in their friends from those of the group of gift ed pupils from 2012 
(question C9/6).

  1H0: Friend value indexes of the group of the gift ed from 2002 – 2003 are the 
same as those of the group of the gift ed from 2012.

  1HA: Friend value indexes of the group of the gift ed from 2002 – 2003 are 
statistically signifi cantly diff erent from those of the friend value indexes of 
the group of gift ed from 2012.

Th e testing of Hypothesis 1 proved that the friend value indexes show statistically 
signifi cant diff erences between both groups of gift ed pupils: abilities, popularity, 
place of living, other people’s opinions, mutual understanding, possibility of gain, 
your parents‘ opinions. Th us, we reject 1H0 and accept 1HA. 1H0 is valid with other 
hypotheses – there is no diff erence between both groups‘ preferences.

Table 2. Evaluation of question E1 (7): “Diff erent things are important for a person 
to feel good. Say if and how important the following things are for you:“

Values
Gift ed pupils from fi  fth grades

1 – 2012 (n = 71) 2 – 2002 – 03 (n = 229)
Mean Position Mean Position

e) Family relationships 3.817 1. 3.886 1.
f) Health 3.718 2. 3.769 2.
c) Having friends 3.577 3. 3.703 3.
d) Relations with friends 3.535 4. 3.489 4.
a) School results and grades 3.380 5. 3.319 5.
g) Hobbies and interests 3.211 6. 3.183 6.
n) Sport 3.127 7. 3.127 7.
b) Relations with teachers 2.789 8. 2.900 9.
l) Travelling (trips, holidays) 2.761 9. 2.904 8.
k) Home and family wealth 2.732 10. 2.742 10.
m) Personal property (e.g. bike, PC, etc) 2.606 11. 2.336 13.
h) Appearance (body, skin, etc.) 2.465 12. 2.594 11.
i) Clothes 2.408 13. 2.572 12.
j) Money 2.127 14. 2.144 14.

Hypothesis 2:
2H: Th e group of gift ed pupils from the period of 2002 – 2003 preferred values 

diff erent from those of the group of gift ed pupils from 2012 (question E1/7).
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  2H0: Value indexes of the group of the gift ed from 2002 – 2003 are the same 
as those of the group of the gift ed from 2012.

  2HA: Value indexes of the group of the gift ed from 2002 – 2003 are statisti-
cally signifi cantly diff erent from the friend value indexes of the group of 
the gift ed from 2012.

Th e testing of hypothesis 2 shows that only the indexes of value – personal 
property, show a statistically signifi cant diff erence between both groups of gift ed 
pupils. At this point, we reject 2H0 and accept 2HA about the diff erence between 
the two groups. All the other items showed no diff erence, thus accepting 2H0.

Table 3. Evaluation of question 8. (E 2): “Which of the previous answers a.-n. is 
the most important of all for you? Use only letters a.-n. Write only one answer.“

Th e most important value
Gift ed pupils from fi  fth grades

1 – 2012 (n = 71) 2 – 2002 (n = 229)
Position Frequency % Position Frequency %

e) Family relations 1. 26 36.6 1. 85 37.1
f) Health 2. 24 33.8 2. 66 28.8
c) Having friends 3. 10 14.1 3. 16 7.0
a) School results 4. 5 7.1 4. 14 6.1
d) Relations with friends 5. 2 2.8 8. 2 0.9
g) Hobbies and interests 6. – 7. 1 1.4 9. – 11. 1 0.4
m) Personal property 6. – 7. 1 1.4 9. – 11. 1 0.4
k) Home and family wealth – – – 5. 7 3.1
n) Sport – – – 6. 5 2.2
h) Appearance – – – 7. 4 1.8
b) Relations with teachers – – – 9. – 11. 1 0.4

Th e most important value for gift ed pupils from both groups was e) Family relations, f) Health in the 
second place and c) Having friends in the third place.
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Figure 1. Graph comparing the resultant priorities lists 
of gifted pupils‘ most important values

 

111 out of 300 children surveyed chose option e) Family relations. 2 pupils 
(2.8%) in 2002 and 27 pupils (11.8%) in2002 – 2003 left  the question unanswered 
(“N/A“).

Summary of the research results

Statistically signifi cant diff erences in the question of the gift ed children’s pre-
ferred values in friends were discovered between the groups of the gift ed from 
2002 – 2003 and from 2012 in seven items, i.e., 1/3 out of the total number of 21 
values. Th e most signifi cant diff erence was registered in the item “what you can 
gain by befriending them“, which was in the 15t place in the group of the gift ed 
from 2002 – 2003, while it was in the 5t place in the 2012 group, which testifi es to 
the signifi cant shift  in the preference of the material values in present-day children.

Th e item “how you understand each other“ was in the identical fi rst place in both 
groups when evaluating friends, as was “their reliability“ in the second place. Th e 
last, 21st place, was identical in both groups – it was the item “wealth and social 
status of their family.“

Regarding value preferences, there were no statistically signifi cant diff erences, 
except for the value of “personal property“, between the groups of the gift ed from 
2002 – 2003 and 2012. It was found out that private property was more important 
for the group of the gift ed from 2012. Th e most important values in our research 
groups were identical, i.e., “Family relations“, “Health“ in the second place and 
“Having friends“ in the third place.

Th e most signifi cant diff erences in the eleven-year-old gift ed children’s value 
preferences registered testify to the shift  in the preference of personal property 
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and expecting personal gain from friendship. No statistically signifi cant diff erences 
were found in most items of the monitored value preferences.

Discussion and conclusion

Framework Education Programme for Elementary Education states that one of 
the outcomes of the Educational category Human and his world is: “Pupils reach 
the knowledge that health is the most precious value in human life.“ (RVP ZV, 2007, 
p. 38). Th e results of our research show that the eleven-year-old gift ed pupils value 
“family relations“ more than “health“. Prudký (2009, p. 287), too, states that in the 
present-day society of the Czech Republic, “family“ is in the fi rst place of the list 
of value priorities.

Th e results of our research prove the aforementioned conclusions of Osecká, Sak 
and Saková that young people today are more individualistically and materialisti-
cally focused on their own success.

Th e winning triad of the eleven-year-olds‘ most important values reported by 
our research also confi rms the results of Bocan’s research, which states that children 
of this age value friends, family the most and also school results, which placed fi ft h 
in our research.

We are also aware that the results are valid only for this research group and they 
cannot be generalised. Th e results of the research are also problematic to compare 
with similar studies as each of them is based on diff erent factors aff ecting the value 
orientation of children. For instance, Kraus (2006) divides the value-aff ecting fac-
tors into endogenous (inner) and exogenous (outer), with exogenous factors being 
the critical ones: material conditions, infl uence of social and educational institu-
tions (family, school, media) and social political-economic infl uences. According 
to Piirto (2005), the values are critically infl uenced by age, education, intelligence 
and subjective social inclusion. Showing how children’s value preferences are 
aff ected by their level of gift edness, which is also conceived very diff erently in the 
aforementioned studies, is thus very diffi  cult.

Our research was limited mainly by the phase of identifi cation and selection of 
the gift ed children. We are aware that the class teachers nominated only the pupils 
with manifested gift edness, which was also evaluated subjectively.

Th e aim of our research was to compare the vaue preferences of the present-day 
children with the children from 2002 – 2003. In the consequent research it is pos-
sible to compare these value preferences with the group of children who were not 
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nominated to the group of the gift ed. Furthermore, it is possible, e.g., to compare 
the answers according to gender, or to describe the aforementioned factors‘ infl u-
ence on the change of children‘s value orientation.

Children’s and youth‘s value system testifi es to the condition of values in society, 
their reality and reproduction, but mainly to the subjective social potential mutu-
ally aff ecting future development of society (Sak and Saková, 2004, p. 4). Th e topic 
of values is only a fringe topic in the pedagogical disciplines. Teachers are not 
usually familiar with the values of their pupils and they encounter diffi  culty in 
fi nding the direction in which they should shape pupils. Apart from children’s fam-
ily members, it is the teachers who may be the most signifi cant factors in shaping 
pupils‘ personalities and their value systems.

References

Bocan, M. (2011). Hodnotové orientace dětí ve věku 6 – 15 let [online]. Národní Insti-
tut Dětí a Mládeže. Available at: <http://www.vyzkummladez.cz/registr_detail.
php?kod = &lang = CZ&id = 236>.

Černyšev, S. A (2009). Сравнительный анализ ориентаций подростков и их 
родителей на соиальное окружение. Аналитика культурологии [online]. 
Available at: <http://analiculturolog.ru/component/k2/item/326-article_31.
html%20/>.

Gross, T.L. (2011). On the Social and Emotional Lives of Gift ed Children. USA: 
Prufrock press.

Kraus, B. (2006). Středoškolská mládež a její svět na přelomu století. Brno: Paido.
Lubinski, D., Schmidt, D.B., Benbow, C.P. (1996). A 20 – Year Stability Analysis 

of the Study of Values for Intellectually Gift ed Indiviuals From Adolescence to 
Adulthood. Journal of Applied Psychology, vol 81, n. 4, pp. 443 – 451.

Osecká, L. (1991). Typologie hodnotových hierarchií. Československá psychologie, 
ročník 35, 1991, pp. 127 – 134.

Piirto, J. (2005). I Live in My Own Bubble: Th e Values of Talented Adolescents. Th e 
Journal of Secondary Gift ed Education, vol. 16, n. 2/3, pp. 106 – 118.

Porter, L. (1999). Gift ed Young Children. A guide for teachers and parents. Bucking-
ham: Open University Press.

Renzulli, J.S., Reis, S.M. (2004). Identifi cation of Students for Gift ed and Talented 
Programs (Essential Readings in Gift ed Education Series). Corwin Press: Th ou-
sand Oaks – CA.



186 Eva Machů, Zuzana Navrátilová

Rámcový vzdělávací program pro základní vzdělávání (RVP ZV). (2007). Praha: 
VUP. Available at: http://www.vuppraha.cz/wp-content/uploads/2009/12/
RVPZV_2007 – 07.pdf

Sak, P., Saková, K. (2004). Mládež na křižovatce. Praha: Svoboda servis.
Sak, P. (2000). Proměny české mládeže (česká mládež v pohledu sociologických 

výzkumů). Praha: Petrklíč.
Ťulák, J. (2010) ELSPAC: O nás. Muni.cz [online]. Available at: <http://www.sci.

muni.cz /elspac/www/cs/o_nas>.
Webb, J.T. (2002). Guiding Th e Gift ed Child: A Practical Source for Parents and 

Teachers. Scottsdale: Gift ed Psychology Press.

Acknowledgement:
We would like to thank doc. MUDr. Lubomír Kukla, CSc., for providing data from the 
ELSPAC study. Th e contribution was made with the support of the project IGA, no. IGA/
FHS/2012/012.



The Ties that Bind? Real Estate Education in Europe  
and Regulatory Framework in Poland

Abstract

Th e main research goal was to explore the linkage between regulatory frame-
work and university level real estate education in Poland. In order to achieve the 
research goal we analyzed the results of European and American to-date research 
into real estate education and we studied curricula from selected Polish universities 
for compliance with ministerial minimum requirements. Finally, we conducted 
a survey among students studying real estate economics from state universities 
with the best economics faculties in Poland. Based on the conducted research, it 
has been established that in their specialization choices Polish students are moti-
vated mainly by pragmatic factors (professional prospects, possibility to obtain 
a broker’s or administrator’s license) and by interests. On the other hand, though, 
the research has revealed that in all the Polish schools surveyed curricula for the 
subject of real estate economics have been to a greater or lesser degree adjusted to 
the minimum programs connected with professional license system, and do not 
diff er signifi cantly from one another.

Keywords: real estate education, real estate professions, license limitations, 
Polish education, regulatory framework

Introduction

Research problem
As early as at the very beginning of the political transformation in Poland, 

Kwiatkowski (1990) pointed out that universities in Poland were in poor condition, 

Bartłomiej Marona, Michał Głuszak
Poland
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and that the only hope for them could be a drastic reform and improvement in 
the quality of teaching. As one of the ways out of the crisis Kwiatkowski suggested 
the necessity for adjustment of the programs, mainly making them more applied 
and industry oriented.

Since then, as Dąbrowski and Wiśniewski (2011) indicate, Polish education 
“has been in a state of permanent reform”, in the same way as education in other 
countries of Eastern and Central Europe.

It is important to note that the main focus has not been on key competences 
(Dąbrowski & Wiśniewski, 2011). At the same time, Polish economy developing fast 
aft er 1989, has been subject to far-reaching regulations which limited the freedom 
of business operations (45t place in the Doing Business 2013 world ranking). 
Aft er 20 years, it seems that adjusting university curricula to the needs of the 
overregulated economy may have reached its climax.

One manifestation of that sort of adverse tendencies is the process of adapt-
ing university curricula to the minimum requirement levels related to obtaining 
licenses and professional qualifi cations as specifi ed in the Polish law. In this paper, 
we analyze that phenomenon on the example of economic education in the subject 
of real estate, where at most universities programs are adjusted to the minimum 
requirements levels set by ministerial bodies. An inspiration to undertake the 
research came from the current reform of higher education in Poland, initiated 
in 20081, and from a reform related to the deregulation of Polish economy and 
initiated a few years later, in 2011, by the Ministry of Justice, with the view to 
eliminating barriers in the access to certain professions, real estate market included. 
Although we focus on real estate education, we believe that our research has more 
general, nomothetic implications. We demonstrate what are the reasons and conse-
quences of strictly linking curriculum to the existing regulatory framework, which 
can be subject to unexpected, revolutionary changes.

Real estate education in the context of previous studies

Th ere is no consensus on boundary lines of the real estate discipline. Some 
researchers (Diaz, 1993) argue that real estate is not defi ned by paradigms, but 

1 On 2 December 2008, the Council of Ministers passed a  set of 5 acts (“Building on 
Knowledge – Science Reform for Development of Poland”), thus starting the reform of higher 
education in Poland, which has been continued up till now.
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rather by activities (i.e. managing, governing, transferring rights to use, fi nancing, 
building).

Following this logic, we can assume that real estate is:
  applied,
  interdisciplinary,
  well-grounded in the fi elds of economics, fi nance, management, law, urban 

planning, architecture and built environment.
A broader analysis of to-date research into real estate related education is beyond 

the scope of this paper; therefore, let it suffi  ce to say that such a study concerned 
countries with the most developed real estate markets, like the US and the UK, 
additionally characterized by a more transparent and systemic approach to the 
evaluation of educational programs.

Dasso and Woodward (1980) made one of the fi rst attempts to describe the real 
estate education in the context of university courses. Th e discussion that followed 
focused on two basic problems: (i) curricula content, mostly defi ning the core 
knowledge, skills and competences upon completion. (ii) liaison between curricula 
content and property market demand. As for the former, the main direction of the 
research was an attempt to create a synthesis of the real estate body of knowledge, 
teaching paradigms and also of certifi cation systems. Here, a study by Blake et al. 
(2010) may serve as an example. Th ey analyzed the degree to which legal issues 
are taught in real estate undergraduate programs off ered in Australia. Even more 
comprehensive and in-depth studies of Master’s programs in real estate at the 
university level in the United States were recently undertaken by Weinstein and 
Worzala (2008), and also by McFarland and Nguyen (2010). In the latter, the most 
important issue was to investigate the level of the convergence of academic studies 
curricula with the expectations of the main groups actively participating in the 
real estate market, such as intermediaries, administrators, assessors, investors or 
developers. Good examples here may be the Callan and McCarthy research related 
to students’ ideas as confronted with the demand of the real estate sector (2003), or 
the study by Chikafalimani and Cloete (2010) on real estate professionals’ expecta-
tions connected with curricula content in the Republic of South Africa.

Th e real estate education has become independent of traditional economic, 
fi nancial or built programs it originated from some decades ago. Until now it has 
been off ered by numerous academic units in most countries in the world, and 
probably every country in Europe.

For instance, according to the most recent evidence, the number of Master’s 
degree real-estate- related programs off ered to students in the United States alone 
ranges from 24 to 130, depending on the source (McFarland, Nguyen, 2010). 
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Consistent with the European Real Estate Society data from 2011, the rough 
estimate on a number of university real property programs in Europe equals 
nearly 400.

Table 1. Real estate programs in Europe

Country Number of programs Number of institutions
N % N %

Austria 10 2.7% 5 3.0%
Belgium 4 1.1% 3 1.8%
Bulgaria n/a n/a n/a n/a
Croatia* 2 0.5% 2 1.2%
Cyprus 1 0.3% 1 0.6%
Czech Republic n/a n/a n/a n/a
Denmark 5 1.3% 2 1.2%
Estonia 1 0.3% 1 0.6%
Finland 14 3.8% 5 3.0%
France 25 6.7% 19 11.3%
Germany 100 26.9% 39 23.2%
Greece n/a n/a n/a n/a
Hungary 5 1.3% 3 1.8%
Ireland 6 1.6% 3 1.8%
Italy 9 2.4% 9 5.4%
Latvia 4 1.1% 1 0.6%
Lithuania 8 2.2% 1 0.6%
Luxembourg n/a n/a n/a n/a
Malta n/a n/a n/a n/a
Netherlands 24 6.5% 16 9.5%
Norway* 3 0.8% 3 1.8%
Poland 7 1.9% 6 3.6%
Portugal 3 0.8% 2 1.2%
Romania 2 0.5% 2 1.2%
Russian Federation* 4 1.1% 1 0.6%
Slovakia 1 0.3% 1 0.6%
Slovenia 2 0.5% 1 0.6%
Spain 8 2.2% 6 3.6%
Sweden 5 1.3% 2 1.2%
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Country Number of programs Number of institutions
N % N %

Switzerland* 6 1.6% 4 2.4%
Turkey* 8 2.2% 6 3.6%
United Kingdom 105 28.2% 24 14.3%
Total 372 100.0% 168 100.0%

*not a member of European Union

As noted before, real estate curriculum is interdisciplinary in nature. Not 
surprisingly, real estate education is off ered by academic units of diff erent origin- 
both general or economic and technical. Some programs are off ered by large and 
independent university units – the School of Real Estate and Planning at Reading 
University or Institut für Immobilienwirtschaft  at the University of Regensburg, to 
name only two most renowned. It corresponds well to results of a worldwide survey 
conducted by Black and Rabianski (2003). Th e results show that there are countries 
where real estate programs are hosted by business schools, and are focused on 
fi nance and investment (US), while in others real estate programs are founded in 
business schools and have a broader scope, mainly achieved by including construc-
tion and planning in the curricula (European tradition – seen in the UK, Germany, 
the Netherlands).

As shown above, the education in real estate economics has become independ-
ent, and somewhat universal, but to some extent also subject to country specifi c 
regulatory environment. Th is regulatory framework also applies to real estate 
professionals. Although the list of professions in real estate industry is not clearly 
delimited (as the discipline itself) the most obvious examples include: property 
and asset management, brokerage, valuation, construction, architecture, planning, 
law, investment, fi nance, and housing policy.

As one of the major goals of education off ered at the university level is to provide 
students with necessary skills, knowledge and competences to work in a given 
industry, we can assume that there is a direct and strong linkage between state level 
regulatory environment and real estate education.

Research methodology

Th e main research goal was to explore the linkage between regulatory framework 
and university level real estate education in Poland.

In order to achieve the goals of the research we:
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 (i) analyzed the results of European and American to-date research into real 
estate education,

 (ii) analyzed the curricula of selected Polish universities for compliance with 
ministerial minimum requirements, and also

 (iii) conducted a  survey (October 2011 – January 2012) among students 
studying real estate economics at state universities with the best econom-
ics faculties in Poland2. Questionnaire forms were fi lled in by students 
studying both for their Bachelor’s and Master’s degrees at six Polish higher 
education institutions: the University of Economics in Katowice (UEKA), 
the Cracow University of Economics (UEKR), the University of Econom-
ics in Poznań (UEPO), the University of Gdańsk (UG), the University of 
Łódź (UL) and Warsaw School of Economics (SGH).

Results and discussion

In the result and discussion section we present the regulatory framework of real 
estate education in Poland and discuss the results of our qualitative and quantita-
tive studies.

Real estate education in Poland in the context of licenses limitations
In Poland, education in the area of real estate economics started in the early 

1990s, together with the political transformation. Th e new subject was introduced 
in 1992 at the Cracow University of Economics, and then at six other state universi-
ties in Poland (Kałkowski, 2005). Education in the area of real estate economics 
has become a vital part of education at economic and technical universities in 
Poland. It results, to a great extent, from the importance of the real estate fi eld for 
the national economy and from the demand for high-class real estate specialists. 
It is estimated at present that education in real estate economics is conducted at 
several dozen universities, with the majority of students studying at several biggest 
state universities.

From the very beginning, education in this area was determined, on the one 
hand, by the regulations issued by the Ministry of Science and Higher Educa-
tion, which set the minimum curriculum requirements for all subjects related to 
economics and management (real estate economics included), and on the other, by 

2 All the universities taking part in the research are among the 12 best Polish institutions for 
economic subjects off ered – cf., University Ranking 2012, ‘Perspektywy’, No.6 2012



193The Ties that Bind? Real Estate Education in Europe

those issued by the Ministry of Transport, Construction and Maritime Economy, 
and setting the general program and specifi c curriculum for those studying to be 
real property valuer, real estate broker and real estate managers. Th e three profes-
sions mentioned are regulated in Poland by the act of real estate management of 27 
August 1997, specifying the basic requirements which those aspiring to the three 
professions have to meet.

As regards the didactic process in the analyzed fi eld of knowledge, there is the 
important role of the above-mentioned directive by the Minister of Transport, 
Construction and Maritime Economy of 7 June 2010, regulating the minimum 
program requirements for post-graduate studies in the area of property assessment, 
real estate brokering and management. Th e main aim of the adopted regulation was 
to systematize and unify the minimum program requirements which have been 
applied so far, due to the fact that the real estate market is served by representatives 
of all three aforementioned professions. All three disciplines i.e. property valua-
tion, real estate brokering and management, share common knowledge elements. 
Among them there is legal knowledge (84 lesson units in total), rudiments of 
economics and fi nance (from 24 lesson units for brokers to 44 lesson units for real 
property valuers and managers) and partially also basic technical knowledge (26 
units for brokers, 30 for valuers and 42 for property managers). Th e remaining 
elements of the minimum program requirements have been adjusted individually 
for each profession. Table 2 presents the results of the analysis of teaching programs 
for real estate economics in the leading academic centers in Poland, to show how 
they relate to the minimum set by the Ministry.

As shown in Table 2, only two of the universities surveyed, i.e. the University 
of Łódź and the University of Economics in Katowice, have developed their own 
curricula for studies in real estate. However, it can be attributed to a strategic 
decision of running post-graduate studies in real estate (in line with ministe-
rial requirements). Th e remaining four institutions have substantially adjusted 
their curricula to the ministerial program minimum. Th e adjustments are made 
sequentially, accordingly to the changing minimum requirements, but with 
a substantial lag as the curriculum must be approved by the faculty before the 
academic year starts. Th e linkages are very strong in the property brokerage and 
property management areas and somewhat less visible in the property valuation 
area. Th is eff ect can be explained by the fact that the property valuation license 
is more diffi  cult to obtain and qualifi cations are more challenging. Th erefore, the 
necessary blocks of knowledge (ministry minimum requirements) are diffi  cult to 
fi t into the traditional economic curriculum. In another section we focus on the 
student perspective.
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The results of the survey

We studied the motives of Polish students studying real estate economics. Th e 
survey was carried out during lectures or classes in the second half of November 
2011 and the fi rst half of January 2012, at the six chosen universities. Our research 
sample consisted of 367 students. Th e questionnaire we constructed contained 13 
questions (2 of matrix type). Except for one, all the questions were of the “closed” 
type.

In order to fi nd out the reasons which made the students choose real estate 
economics as their area of interest when studying economics, fi nance or manage-
ment a matrix (tabular) question was used. We used a standard 5-point Likert scale, 
where the respondent was asked to mark the answer choosing between: 1- totally 
unimportant, 2 – rather unimportant, 3 – hard to say, 4- rather important, 5 – very 
important.

Figure 1. The reasons for choosing real estate economics

0% 20% 40% 60% 80% 100%

work prospects

intrest, knowledge
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real estate manager
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opinions of other students

family business, tradi�on
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As the analysis of the data from Figure 1 shows, when students choose studies in 
the fi eld of real estate economics, they are mainly guided by professional prospects 
aft er graduation, as 94% consider this factor to be important or very important. 
Th en there are one’s own interests with 89%, and the easier access to licenses for 
real estate brokers and administrators, with 62% each. Th e remaining factors, such 
as e.g. friends’ opinions, the quality of the faculty or family business continuation 
are of much less infl uence on the choice of studies. It needs to be pointed out that 
the reasons why students chose to study real estate do not show any signifi cant 
diff erences within the six universities selected for the research.

Th e next question was related to what curriculum content the students would 
like to see the most of. Here they could choose from among 10 basic subject blocks 
off ered during the course of studies.

Table 3. Students’ preferences for the division of chosen 
subject blocs into lecture units [in%]

  SGH
(N = 33)

UEKA
(N = 45)

UEPO
(N = 46)

UG
(N = 88)

UL
(N = 55)

UEKR
(N = 100)

Total
(N = 367)

Real estate market* 17.0 13.0 11.6 13.5 12.8 15.8 14.0

Real estate 
management 9.9 12.7 11.3 12.4 11.9 10.3 11.4

Real estate valuation* 15.1 17.0 18.6 15.0 17.6 171 16.7

Developers’ 
investments 9.6 10.0 7.8 10.9 8.0 9.2 9.4

Public real estate 
management 5.6 5.9 5.2 7.3 6.5 6.1 6.3

Real estate law* 12.4 11.8 14.7 8.7 11.5 11.2 11.3

Real estate fi nancing 9.5 9.4 9.7 9.2 8.9 8.3 9.0

Technical assessment 8.0 7.8 8.7 8.9 7.3 8.0 8.2

Building and 
construction 5.3 7.4 7.0 7.3 8.5 7.3 7.3

Real estate investment 
trust 7.6 5.0 5.4 6.5 6.8 6.6 6.4

* Signifi cant statistical diff erences in spreads at the 0.05 materiality level (according to the Kruskal-
Wallis test for independent trials)
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Th e results show that for the real estate economics students the most required 
content is that related to real estate valuation (16.7%), real estate market (14%) 
and real estate management. Th e least demanded areas were public real estate 
administration (6.3%), real estate funds (6.4%) and construction issues (7.3%). 
Th e students’ preferences related to curriculum content seem to be strikingly 
similar all through the polled sample. Th e Kruskal-Wallis test showed that there 
are statistically valid diff erences only in the areas related to the real estate market, 
developers’ investments and real estate law, but even in those cases the diff erences 
were not too big.

Due to its specifi c character, studies in the fi eld of real estate economics are 
deeply embedded in the market context. Th e result analysis shows that as many as 
73% of the respondents link their professional career with the real estate market, 
25% have not made up their mind yet, and only 2% said they would work in 
a diff erent line of business aft er graduation.

Here the fi rst diff erences in the students’ expectations should be mentioned. It 
turns out that from among the students of the University of Economics in Katowice 
only 50% intend to embark on a career in the real estate market, while at the other 
extreme there are the students form the Cracow University of Economics, 80% of 
whom plan to do that. Another question related to future plans reveals that 59% of 
the students will look for employment in private companies operating in Poland, 
19% are going to set up their own business, and 14% plan to join the public sector. 
Th e remaining respondents will seek employment abroad or have not yet decided 
on any particular path for their professional career.

Th e research shows that only 14% of the students from Cracow are considering 
starting their own business, while for the Warsaw SGH students the rate is almost 
40%. Th erefore, the conclusion is that students in Poland diff er in their expectations 
regarding future professional career choices.

Finally, to get insights into the students’ plans aft er graduation, the survey posed 
a question related to professional Bachelor’s degrees. Th e answers show that a great 
majority, i.e. as many as 72% of the students, are interested in obtaining one of the 
three licenses that fi nd application in Poland (for details – cf., Table 4).

Th e analysis of the results shows that only slightly over 12% of the students are 
not planning to try to get professional licenses (this time the diff erences between 
schools are bigger, e.g. at UEPO only 6.5% are not interested while at SGH the ratio 
reaches 33.3%). Despite the diff erences concerning the choice of a particular license 
(e.g. interest in obtaining the license of a real estate manager is shown by 58% of 
the students from UEPO and only by 9.1% of those from SGH), it is worth pointing 
out that, regardless of the institution, for the signifi cant majority of students to gain 
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a professional license is just one of their pragmatic goals to achieve aft er gradua-
tion. Additionally, the analysis has shown that most frequently the students choose 
to work in the private sector (59%) or plan to start their own business (19.5%). In 
the latter category, the students from SGH seem to be most active (39.4%), while 
the least interested are those from the Cracow University of Economics (14%). Th e 
research shows that more than 14% of the students are aiming at the public sector, 
while almost 9% do not have clear professional career plans yet.

Conclusions

Based on the conducted research, it has been established that in their specializa-
tion choices Polish students are motivated mainly by pragmatic factors (profes-
sional prospects, possibility to obtain a broker’s or administrator’s license) and 
by interests. What is more, it has been shown that in the light of the students’ 
expectations regarding curricula the main focus should be on real estate valu-
ation, real estate market, legal aspects of real estate brokering and of real estate 
administration. On the other hand, though, the research has revealed that in all 
the Polish higher education institutions surveyed the curricula for the subject 
of real estate economics have been to a greater or lesser degree adjusted to the 
minimum programs connected with the professional license system, and do not 
diff er signifi cantly from one another. Also, they do not diff er signifi cantly in that 
respect although the competences expected locally or the students’ expectations 

Table 4. Interest in gaining professional qualifications in the field of real estate 
economics [in%]

  SGH
(N = 33)

UEKA
(N = 45)

UEPO
(N = 46)

UG
(N = 85)

UL
(N = 54)

UEKR
(N = 100)

Total
(N = 363)

Real estate broker 51.5 46.7 32.6* 68.2** 38.9 50.0 50.1

Real estate manager 9.1* 40.0 58.7** 44.7 33.3 40.0 39.7

Real estate valuer 45.5* 46.7 60.9 63.5 48.1 65.0** 57.6

No planning to 
obtain any licence 33.3** 11.1 6.5* 8.2 14.8 11.0 12.4

* min (comparison between Universities)
**max (comparison between Universities)
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regarding the didactic process are not identical. It can be noted that the curricula 
are less adapted to the students’ expectations and more to the institutional and legal 
framework. Th at, to a high degree, limits the possibility of improving and adjusting 
the programs to the fast-changing market surrounding. In the light of the attempts 
undertaken by the Polish Ministry of Justice to deregulate the Polish economy, 
and to do away with the license of real estate broker and real estate administrator 
among others, a question arises as to the future of real estate education in Poland. 
On the one hand, the reform being prepared may lead to the situation where 
curricula will focus on key skills and competences demanded by the real estate 
market, thus getting out of the restraining institutional straitjacket connected with 
ministerial minimum program requirements. In a less optimistic scenario it can 
be expected that, as a result of the implemented reform, universities will focus 
on adjusting their programs to the minimum program requirements connected 
with real estate valuation, as this qualifi cation will be preserved, according to the 
guidelines of the reform.
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Diff erences in Self-Evaluation of Female and 
Male Students  Concerning the Motives for Playing 

Online Video Games

Abstract

Th e paper aims at determining the diff erences in self-evaluation of the motives 
for playing online video games among university students. Th e presence of diff er-
ences between the two genders was built on the assumption that in our cultural 
environment various gender roles, such as rebellion, non-conformity and refusal 
to comply with norms, are more typical of the male gender role, and also when it 
comes to playing online video games. Th e results of the survey have shown that 
there are diff erences between female and male students concerning the motives for 
playing online video games, which suggests the need to record these indicators, in 
particular the negative ones, within the university environment.

Keywords: online video games, students, gender, motive

Introduction

Th e Sexual Selection Th eory (Pawlowski, Atwal and Dunbar, 2008) predicts that 
males will tend to behave in ways that are more risky than females. Numerous 
studies have noted that young males are more inclined to behave in more risky 
ways than females, in particular with regard to confl ict (Campbell, 1999; Daly and 
Wilson, 1988; Wilson and Daly, 1993), drug-taking (Tyler and Lichtenstein, 1997) 
and outdoor activities (Howland et al., 1996, Wilson et al., 1996). Psychological 
theories explain this in the way that females fi nd risky situations more stressful 
than males do (Kerr and Vlaminkx, 1997).

Maja Ružić-Baf, Mirjana Radetić-Paić, 
Andrea Debeljuh
Croatia
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Th e popularity of playing online video games among the student population 
has increased enormously.

In relation to gender diff erences in playing online video, men still prevail (in 
their studies Chou and Tsai (2007) came to the conclusion that, with regard to 
gender and playing time, males spent more time playing). In relation to game type 
preference (Homer, Hayward, Fry, Plass, 2012) and their gender, preadolescents 
elect diff erent types of games. Among male preadolescents there is an increased 
likelihood of electing First Person Shooter games, Sports Games and Fighting 
Games, while female preadolescents prefer Virtual World and Virtual Life Games. 
Nevertheless, it is worth noting that the results of the study confi rm that many 
girls also favour stereotypically male games with a third of female preadolescents 
preferring playing Fighting Games. Th e percentage of girls who prefer playing 
Fighting Games is almost equal to the percentage of girls who prefer playing Puzzle 
Games. And while girls are more interested in playing Party Games, boys have 
little interest in playing such games. In recent years more and more women have 
actively involved in playing online video games and have oft en become active clan 
members together with men.

Th e results of a survey (Bilić, Ljubin and Golob, 2011) comprising a sample 
of 327 respondents attending grammar and vocational schools in Zagreb and its 
surroundings have shown that the majority of the respondents were classifi ed as 
non-pathological video gamers. In vocational schools, the male gender and low 
self-esteem were associated with an increased tendency to video game addiction. 
Curiosity, role playing, belonging, obligation and reward are among the indicators 
which could be used to predict MMORPG addiction among students (Hsu, Wen 
and Wu, 2009).

Bourgonjon, Valcke, Soetaerz, Schellens (2010) reported that students were inter-
ested in the introduction of videogames in the classroom due to their usefulness, 
ease of use, learning opportunities, and personal experience with video games. 
Numerous game players feel attached to a team (community) and fi nd new friends, 
which oft en results in signifi cant and long-lasting friendships (Krotski, 2004).

Considering the increasing popularity of online video gaming within an older 
population, Olson (2010) came to the conclusion that the majority of adults who 
are less experienced in online video game play consider video game play as an 
isolating (anti-social) activity.

In the context of the eff ects of video game playing, the question of motivation 
cannot be overlooked. What is it that motivates a young person to play video games? 
Th e answer is quite important as video games motivate a remarkable amount of 
goal-directed behaviour. Numerous studies have been undertaken in this context, 
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e.g., Przybylski, Rigby and Ryan (2010) presented a survey that evaluated sources of 
player aggression as a consequence of video game engagement. Th eir interest was 
in the relations between game experiences that are psychologically need-thwarting 
and postgame aggressive feelings. Th ey then shift ed focus and explored how player 
backgrounds shape game engagement, contrasting players who are playing because 
they want to and those who feel compelled or pressurized to play or are playing 
because they must. By applying the SDT-based model they found empirical support 
for the notion that video games are experienced as ends in themselves precisely 
because they tap into fundamental need-based motivational processes. Th ey found 
also that the infl uences of video games on players are not uniform.

On the other hand, when the self-esteem or the self-concept of the students is 
considered, self-esteem results from its infl uence on the overall behaviour and 
experience of a young person. Self-esteem is a tremendously important factor of 
psychic and social functioning of a young person, particularly in the light of its 
infl uence on the behavioural direction (Lacković-Grgin, 1994). Indeed, it is well 
known that a positive or negative self-perception in the broadest sense aff ects the 
formation of a successful or unsuccessful identity and, accordingly, it also aff ects 
everyday functioning, contacts with others, problem-solving ways, ways to satisfy 
personal and others’ demands, achieving of happiness, etc. (Berger, 1979; Glasser, 
1990, Koller-Trbović, 1995).

Research Problem

Th e objective of this study was to determine the diff erences in self-evaluation 
of the motives for playing online video games between female and male students.

A hypothesis was proposed expecting statistically signifi cant diff erences between 
female and male students in the self-evaluation of the motives for online video 
gaming.

Th e hypothesis was grounded on the presumptions that in our cultural environ-
ment various gender roles, such as rebellion, non-conformity and refusal to comply 
with norms, are more typical of the male gender role (Glavina-Kozić, 2002). From 
another standpoint, the greater aggressiveness of young men is to a certain extent 
biologically determined by a higher amount of testosterone and by socialization 
factors, such as competition and need to dominate within a group of male peers. 
According to the recent report of the Entertainment Soft ware Association (ESA) 
for 2012, 53% of online video gamers are male with 47% of online video gamers 
being female.
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Th e results of a similar study (Raboteg-Šarić and Brajša-Žganec, 2001) suggest 
that boys display a statistically more problem behaviour in elementary school, they 
consume more alcohol and their school performance is poorer. Evidence has also 
shown that externalized behavioural disorders are more frequent among boys at an 
early age, with the diff erence diminishing as they are growing up (Koller-Trbović, 
2001).

Research Methodology

Th e sample comprised a total of 136 respondents, chosen at random among the 
students in Pula and Rijeka, out of whom 61 were female students and 75 male 
students.

Variables were assessed by the students on the basis of a 5-point Likert-type scale 
(1- it never applies to me, 2-it rarely applies to me, 3-it sometimes applies to me, 
4-it oft en applies to me, 5-it always applies to me). Th e questionnaire was created 
for the purpose of this study and the following items were assessed:

1. I play online video games to make new acquaintances (acquaintances)
2. I play online video games because I cannot stand even one day without 

playing (without playing)
3. I sometimes play online video games in class (classes)
4. Because an online video game has to be played at a defi nite time I am absent 

from classes (absence)
5. Playing online video games is a means of escape from the real world (escape)
6. Upon request of the team to play a video game, I cancel all my appointments 

(cancellation)
7. Playing online video games makes me happy (happy)
8. Playing online video games makes me feel safe (safe)
9. Playing online video games makes an important person of me (important)

10. While playing online video games I feel powerful (powerful)
11. While playing online video games I feel an equal clan member (equal)
12. When I am not playing online video games I feel anxious (anxious)
13. When I am not playing online video games I feel depressed (depressed)
14. Playing online video games disturbs my sleep (insomnia)
15. I rarely socialize with my peers (socializing)
16. I fi nd it easier to communicate with “online friends” (online friends)
17. I prefer spending my free time gaming than socializing with my peers (free 

time)
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18. I oft en communicate about the way of playing outside gaming (communica-
tion outside)

19. I am afraid of becoming a video game addict (addict)
In order to determine diff erences in the variables of self-evaluation of the 

motives for playing online video games between the female and male students 
a discriminant analysis and a univariate analysis of variance were applied.

Th e questionnaire was created by researchers. Th e study was carried out in 
2012. Th e survey was anonymous and the questionnaires were fi lled out by the 
respondents online.

Research Results

In order to determine latent levels of diff erences between the female and 
male students, or to determine whether there are and, if so, what the diff erences 
between the observed groups are, a discriminant analysis was carried out. Within 
the framework of this survey, the latter analysis comprised the group of variables 
describing self-evaluation of motives for playing online video games. Considering 
the fact that the discriminant analysis comprised two groups of subjects, only 
one discriminant function was obtained. However, this function (Table 1) was 
statistically signifi cant at the level of p = 0.05 and it discriminates the observed 
groups of respondents.

Table 1. Analysis of variance and characteristic values of discriminant functions

Function Eigenvalue Cumulative 
%

Canonical 
 Correlation

Wilks’ 
Lambda

Chi-
square df Sig.

1 0.288 100 0.473 0.776 31. 555 19 0.035

Th e analysis of discriminant coeffi  cients of the obtained function, the correlation 
with the discriminant function (Table 2) and the position of centroids for the 
observed groups (Table 3), show that the male students group, unlike the female 
students, more oft en stated that they oft en communicated about the way of playing 
outside gaming, felt an equal clan member, playing made them happy, they found 
it easier to communicate with online friends, upon request of the team to play they 
would cancel all their appointments and they played online video games because 
they could not stand even one day without playing.

It can also be generally concluded on the grounds of the obtained indicators that 
most of the variables which could correspond to the students’ pathological playing 
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of online video games contribute relatively well to the defi nition of the obtained 
discriminant function and that it can be considered as a multiple-risk factor,

Table 2. Discriminant coeffi  cients and correlations with 
the discriminant function

Standardized Canonical 
Discriminant Function 

Coeffi  cients

Structure 
Matrix

Acquaintances .158 .370
Without playing .292 .410
Classes .121 .168
Absence -.377 .137
Escape -.482 .249
Cancellation .286 .435
Happy .269 .506
Safe -.084 .229
Important .371 .274
Powerful -.318 .299
Equal .150 .508
Anxious -.671 .115
Depressed .772 .200
Insomnia -.546 .099
Socializing -.206 .065
Online friends .601 .468
Free time -.465 .192
Communication outside .596 .656
Addict .138 .404

Table 3. Functions at group centroids

Function
F –.591
M .481

In order to provide better access to the existence of possible diff erences between 
the groups on manifest variables, Table 4 features data on arithmetic means, group 
standard deviations, F-test and signifi cance (p). Manifest variables include: the 
ways of communication with “online” friends while the respondent is not playing 
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online games and refer to “live” communication; while playing online video games 
the respondent feels an equal clan member; playing online video games makes the 
respondent happy; the respondent fi nds it simpler (easier) to communicate with 
“online” friends and upon request of the team to play a video game the respond-
ent cancels all the appointments. Th ese variables are signifi cant at the level of 
signifi cance p<0.01

Variables referring to the respondents’ fear of becoming addicted to playing 
online video games, playing online video games to make new acquaintances and 
playing online video games because one cannot stand even one day without playing 
are signifi cant at the level of signifi cance p<0.05

Table 4. Univariate analysis of variance results

Arithmetic Means Standard deviations F p
Variables Females Males Females Males

Acquaintances 1.21 1.55 .69 .95 5.289 .023**
Without playing 1.18 1.51 .53 .88 6.508 .012**
Classes 1.36 1.49 .73 .74 1.090 .298
Absence 1.08 1.15 .38 .48 .726 .396
Escape 1.30 1.52 .74 .92 2.390 .124
Cancellation 1.08 1.32 .33 .62 7.316 .008*
Happy 1.84 2.52 1.13 1.36 9.896 .002*
Safe 1.31 1.53 .85 .95 2.022 .157
Important 1.18 1.40 .72 .77 2.900 .091
Powerful 1.25 1.53 .77 .99 3.449 .065
Equal 1.10 1.59 .54 1.10 9.989 .002*
Anxious 1.08 1.13 .42 .41 .511 .476
Depressed 1.07 1.15 .31 .43 1.550 .215
Insomnia 1.25 1.32 .67 .72 .377 .540
Socializing 1.23 1.28 .74 .71 .164 .686
Online friends 1.23 1.61 .50 .93 8.452 .004*
Free time 1.25 1.40 .79 .72 1.421 .235
Communication outside 1.30 2.00 .76 1.16 16.630 .000*
Addict 1.10 1.45 .47 1.02 6.311 .013**

*p<0.01, **p<0.05
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Conclusions

Th e obtained results confi rm the constructed hypothesis expecting signifi cant 
diff erences between female and male students in the self-evaluation of the motives 
for playing online video games. Th e results have shown that there are diff erences 
as the male group, unlike the female group, was more likely to express behaviours 
relating to pathological playing of video games, which was defi ned as a multiple-
risk factor. Th is is further supported by survey results (Glavina-Kozić, 2002; Kerr 
and Vlaminkx, 1997) confi rming that young males express behaviours that are 
more “typical” of the male gender role.

Th e applicability value of this paper is in the fact that it highlights a need to 
record such negative indicators within the university environment and the ways in 
which these are addressed. Even though video games can enhance wellness in the 
short term, games can exert a negative infl uence if these experiences undermine 
needs, prompting negative aff ect. Th e limitations of this survey are at the same time 
directions for future surveys which should seek answers to the question of how 
specifi c game features infl uence basic need satisfaction and how positive eff ect can 
be made in this context.
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Primary School Teachers’ Professional 
Performance  in the Czech Republic, Bulgaria and Poland.  

Comparative Analysis

Abstract

Th e paper discusses research referring to a primary school teachers’ profes-
sional performance diagnosis in the Czech Republic, Poland and Bulgaria. Th e 
comparison of the research fi ndings indicates similarities and diff erences which 
emerged due to the research between diff erent groups of teachers from the three 
countries with an attempt to justify the results.

Keywords: teachers, teachers’ professional performance, comparative study in 
the Czech Republic, Poland and Bulgaria

Introduction

Th e Act on the Education System of 7 September 1991 and the Teachers’ Charter 
Act of 26 January 1982 and the so-called detailed regulations on planning and 
implementing educational processes in public kindergartens, schools as well as 
education and care institutions defi ne the fi eld of teachers’ professional perfor-
mance. On this basis, the main areas of the teacher’s professional activities can be 
distinguished, which include:

  education, teaching, care;
  cooperation and collaboration in the school/institution;
  activities for the benefi t of the environment and within it;
  further professional training/professional development.

Beata Pituła, Wiesława A. Sacher
Poland
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Within the scope of each item the tasks, the implementation of which is sine 
qua non for the performance of the professional role of the teacher, were specifi ed. 
Proper implementation of educational, teaching and care functions makes the 
teacher obliged to:

  create and optimize the conditions for the comprehensive development of 
students/alumni;

  properly and eff ectively plan and organize the implementation of the edu-
cational process;

  conduct a systematic diagnosis and evaluation of the student’s/alumnus’s 
school and life situation;

  prepare students for self-study and self-education;
  develop the student’s/alumnus’s social skills constituting a basis for mak-

ing proper educational and professional choices, and readiness to take on 
responsibility and manage their own development as well as to cooperate 
and collaborate with others.

Th e tasks included in the organizational function involve:
  co-determination and co-responsibility for the management/governance of 

the school/institution;
  creation of a proper atmosphere in the school/institution.

Th e implementation of the social function of the teacher resolves into:
  stimulation of the environment to take action for the benefi t of the school/

institutions;
  systematic cooperation with institutions, organizations, associations, etc. in 

the fi eld of supporting the students’/alumni’s development;
  the teacher’s actions taken for the benefi t of the integration and animation 

of the educational potential of the local environment.
Th e requirements for self-creation demand from the teacher:

  permanent self-education;
  systematic self-refl ection on themselves and their own actions;
  current documentation of their activities (Goźlińska, 2005).

Even this, due to the necessity, quite a generally outlined list of tasks, allows 
for concluding that the professional performance of the teacher is of complex, 
multifaceted, and multicontextual nature, and what is more, oft en inconsistent, 
vague and burdened with extensive psychological costs (Kwiatkowska, 2008; see 
Białkowski, Grusiewicz, Michalak, 2010). Hence, any attempt to analyze and valor-
ize the process of the teacher’s professional performance needs to look at this 
professional role through the prism of three, in our opinion, most essential skills 
that determine the quality of the implementation of the teacher’s professional tasks 
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(Kwiatkowska, 2005, pp.155 – 164). Th ey include communication skills, empathy 
and decision-making skills, and therefore these characteristics have been made 
a particular subject of our attention and research inquiry.

Th e didactic and educational process is, and must be by nature, the process of 
communication. Th us, communication competence is considered to be crucial in 
the implementation of teachers’ activities and functions. Th eir quality determines 
the level of educational attainment of students, an integral component of which is 
a high level of motivation for a long-term, continuous, and systematic intellectual 
eff ort. A high level of the student’s motivation for learning is equally conditioned by 
material motivators (the use of diff erent types of rewards), as well as the symbolic 
ones (a good word, a nice gesture) (Brophy, 2002, p. 174). Hence, it is important that 
the teacher should not only have the knowledge about them and possess the skills 
to use them, but fi rst and foremost be able to apply them properly and systemati-
cally in contact with the student.

Activities carried out in the course of the teacher’s work primarily revolve 
around leading and managing individuals. Th eir eff ective implementation requires 
from the teacher their empathetic competence, especially considering the fact that 
children and adolescents are persons of labile and immature emotional structure, 
vacillating and plastic. Th e animation of the student’s creative activity cannot be 
eff ective without refl ecting on the positive emotions by the teacher. Th e process 
of educating responsible, internally integrated individuals is not possible with-
out genuine joy, concern, acceptance and trust, which are not possible without 
understanding and consent to otherness. Th erefore, the primary condition for 
the teacher’s pedagogical success is an empathetic contact of the teacher with the 
student.

Currently, the attention of the educational environment is focused on the so-
called teaching and educating/bringing up organized in cooperation which makes 
the teacher obliged to grant/expand the capacities to all the members of the group, 
and implies the necessity to adopt the democratic class management style (which 
has been promoted for many years, not only in pedagogy) by the teacher. In light 
of the above remarks, it should be noted that although all of these decisions are 
laid upon the teacher, the burden of their weight shift s from the decisions taken 
by the teacher only to the advantage of the decisions taken together with students 
(Arends, 1994). Th erefore, organizing and managing the process of educating, 
teaching and students’ learning requires the teacher to possess decision-making 
skills (the division according to the criterion of management):

  in the selection and ways of the teaching material presentation, the weight 
and the order of the presented content, etc.;
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  with reference to the organization securing the proper use of both the time 
and the teaching space;

  in terms of coordination, stimulation and motivation for work accompanied 
by guidance and information;

  with regard to order-giving, which refl ects the so-called teacher formal 
authority, legitimizing their necessary decisions of the authoritarian nature;

  with respect to control in terms of checking and verifying the knowledge, 
gained skills, and attitudes presented by the students (ibid., pp. 59 – 95).

Th e above, briefl y discussed skills conditioning the level of the professional 
performance of teachers have been the subject of research investigations concern-
ing groups of teachers from three countries, i.e. Poland, the Czech Republic and 
Bulgaria. Based on the analysis of the records of the educational law in force in 
these countries, it can be assumed that expectations and requirements directed 
towards the Czech and Bulgarian teachers are similar to the Polish requirements 
or even considerably close to them. It is also expected from them to acquire the 
skills described above. Th us, the comparative studies of these professional groups 
from the three countries are possible, and to some extent may indicate a broader 
comparative path embracing all the European countries.

The research procedure

Th e undertaken study was of diagnostic and comparative nature. It involved 
groups of teachers from the three countries, where the working conditions, schools 
curricula assumptions as well as the external conditions, including the cultural 
ones, are indeed not very diff erent, but they are not identical, either. We accepted 
that the cultural unifi cation compensates, to some extent, for the signifi cant 
diff erences between the levels of the teachers’ professional performance, but the 
specifi city of the regional cultures and the organization of work and teaching in 
primary schools in these countries may generate quite unexpected diff erences.

Th e aim of our study was to describe the levels of the professional performance 
of the Polish, Czech and Bulgarian primary school teachers and their comparison. 
Th e diagnosis of the teachers’ professional competence levels includes examining 
their communication, empathetic and decision-making skills, which are a neces-
sary condition for the realization of professional tasks and imply the quality of 
their performance (Pituła, 2010).

Th e research issues included a number of questions to circumscribe the area of   
the exploration:
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  What levels of professional performance do primary school teachers in 
Poland, the Czech Republic and Bulgaria present?

  What level of communicative competence do the surveyed teachers present?
  What level of empathetic competence do the surveyed teachers present?
  What level of decision-making competence do the surveyed teachers 

present?
  Does the term of professional career determine the level of teachers’ profes-

sional performance in these countries?
  Are there any diff erences in the levels of the professional performance of the 

Polish, Czech and Bulgarian teachers, and if so, of what kind?
By taking the eff ort to provide answers to the given research questions we did 

not include formulating hypotheses because on the basis of both the literature and 
the formal documents governing the performance of teachers in the three countries 
we could not accept the initial assumptions with reference to the expected results 
of our study (Rubacha, 2008).

However, the applied research tool (Pituła, 2010, pp. 121 – 140) as well as the 
procedure of data collection need to be described. We used a questionnaire on the 
professional tasks implementation addressed to the surveyed teachers, which was 
developed on the basis of the necessary skills areas (communication, empathy, and 
decision-making) related to their professional performance (ibid.). It should be 
emphasized that although the results obtained by self-assessment of the surveyed 
teachers are considered to be controversial, psychologists are convinced that an 
individual knows best their own personal experiences and thereby their state-
ments about themselves (self-reports) are accurate (Kozielecki, 1998, p. 245). Th ere 
have been many studies that compared personal judgments with the use of very 
sophisticated techniques, such as projective tests or opinions of experienced clini-
cians and experts. It turned out that in many cases people’s own judgments about 
their personal emotional states, probable successes or failures are consistent with 
psychometric tests (ibid.). In this context, the choice of the tools for our research 
can be regarded as well founded.

Before analyzing the obtained results, it should be remarked that the determi-
nation of the levels of the teachers’ professional performance resulted from the 
number of the points scored for the answers in the questionnaire. Th e points were 
obtained from the adopted response scale for questions from 3 to 37 (scaled), 
where the key, which in some questions changed the score by reversing it, had to 
be used. In contrast, the fi rst two questions are multiple choice ones and the right 
choice of the teacher was attributed with 2 points, a partially correct response was 
given 1 point, while incorrect answers were not awarded any points. Th erefore, the 
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surveyed person could receive a maximum of 200 points for all the questions of 
the questionnaire. Based on the preliminary analysis of the results, we assumed 
that the individual levels are within the following ranges: low 120 – 145, medium 
146 – 175, high 176 – 200.

Th e study was conducted in Prague1 in October and November, 2012, using the 
Internet addresses of the teachers shared by the employees of Charles University2, 
thus, we received completed questionnaire sheets electronically. In Poland, the 
questionnaires were distributed on paper in the primary schools of the city of 
Bytom in January 2013. Unfortunately, not all the respondents correctly (com-
pletely) fi lled in the questionnaires. Th erefore, out of the 50 questionnaires for 
primary school teachers distributed in Prague we received a  complete study 
material from 40 respondents. Out of the 100 copies distributed in schools in 
Bytom we received only 62 questionnaires fully completed by the teachers. Th e 
study of the Bulgarian teachers3 was conducted in October and November 2013 in 
primary schools in Smolyan in collaboration with the academic workers of Plovdiv 
University (the branch in Smolyan)4. In this case, we received 49 fully completed 
questionnaires. Th us, the group of the surveyed teachers is N = 158 (cf., Table 1). 
Due to the diff erences in the sizes of the groups studied we applied percentage rates 
to allow the comparison of the results between the groups.

Table 1. The number of the groups studied

Th e studied groups N
Primary school teachers in Bytom (Poland) 62
Primary school teachers in Prague (the Czech Republic) 40
Primary school teachers in Smolyan (Bulgaria) 49
Σ 158

Source: own research

1 Th e project was accomplished within the academic internship implemented at Charles 
University in Prague (the grant of MNiSW, i.e. Ministry of Science and Higher Education).

2 Acknowledgements to Professor Hana Vaňova for her help in conducting our research.
3 Th e project was accomplished within the academic internship implemented at Plovdiv 

University, Branch in Smolyan, Bulgaria (the grant of MNiSW) October-November 2013.
4 Acknowledgements to Professor Marii Petrova and Nina Gerdzhikova for their help in 

conducting our research.
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Results

Despite the few groups of the respondents we believe that the results may be 
useful in assessing the diff erences in the levels of the professional performance 
among the teachers of the three countries. We made an attempt to interpret the 
results, but we are aware of the multiplicity and the complexity of the possible 
causes of these diff erences, hence the interpretation should rather be a subject of 
discussion and a source of further research and not a real statement.

From the analysis of the results it can be assumed that both the Polish and 
the Czech teachers have a fairly high level of professional performance, but with 
a certain reservation. Th e point is that too many individuals presenting a low 
level and too few teachers reaching the highest level were found. Th ese results are 
close to normal distribution and thus it must be taken into account that in all of 
the study groups, due to the diff erent characteristics of the performance and- if 
these are randomly selected groups – the distribution should be just similar to 
normal distribution. However, since this professional group is expected to show 
outstanding achievements in working with students because not only do they fulfi ll 
a professional role, but it is also, in a sense, a kind of mission which is associated 
with very high responsibility. Among the Bulgarian teachers the rate of the low 
level is slightly higher than among the Polish and the Czech teachers, which also 
aff ects the results referring to the high level. Here a three time-/ almost a three-time 
lower rate was recorded than in the groups of the Polish and the Czech teachers 
(cf. Table 2).

Table 2. The level of the professional performance of the surveyed teachers

Th e level of the 
professional 
performance

Polish teachers N = 62 Czech teachers N = 40 Bulgarian teachers 
N = 49

low 15 24.2% 9 22.5% 14 28.6%
medium 41 66.2% 26 65.0% 33 67.3%
high 6 9.6% 5 12.5% 2 4.1%

Source: own research

Th e levels of the necessary skills for the teachers’ proper professional perfor-
mance estimated in the research also allow for the exhibition of some diff erences 
(cf. Table 3).

Analyzing in detail the skills necessary for the proper level of teachers’ profes-
sional performance draws our attention to the score referring to empathetic 
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skills. Th e high rates of the high level refer to the teachers from all the three 
countries, whereas the lowest of the low level was revealed by the Polish teachers 
(cf. Table 3).

Th e levels of decision-making skills were distributed with the advantage of the 
Bulgarian teachers since there is the highest rate of the high level and the lowest 
one of the low level. Th e most diffi  cult plane of teachers’ work in the three countries 
is communication because in each group a higher rate of the low level than the 
high level was reported (cf. Table 3).

Table 3. The levels of the necessary skills of the surveyed teachers

Decision-mak-
ing skills/levels Polish teachers N = 62 Czech teachers N = 40 Bulgarian teachers 

N = 49
low 10 16.0% 7 17.5% 6 12.3%
medium 39 62.9% 29 72.5% 27 55.1%
high 13 20.1% 4 10% 16 32.6%
Communication 
skills

Polish teachers
N = 62

Czech teachers
N = 40

Bulgarian teachers
N = 49

low 12 19.3% 7 17.5% 10 20.4%
medium 41 66.1% 30 75.0% 33 67.3%
high 9 14.6% 3 7.5% 6 12.3%
Empathetic 
skills

Polish teachers
N = 62

Czech teachers
N = 40

Bulgarian teachers
N = 49

low 3 4.8% 9 22.5% 7 14.2%
medium 44 70.9% 18 45.0% 31 63.2%
high 15 24.3% 13 325% 11 22.6%

Th e diff erences in the results between the groups of the teachers from Poland, 
the Czech Republic and Bulgaria are also noticeable aft er a detailed analysis of the 
specifi c questions in the questionnaire. Hence, the Polish primary school teachers 
admit that they do not always execute the decisions of their superiors, the Czech 
teachers indicate greater obedience to the school authorities. Also the majority 
of the Bulgarian teachers abide by the supervisors. Th is fact is quite puzzling as 
the labour market for teachers in Poland is much more diffi  cult than that in the 
Czech Republic and one could expect that it would be vice versa (Pituła, Sacher, 
2013). A diffi  cult situation on the labour market is also observed among teachers 
in Bulgaria. Th ey- perhaps this is the reason why- tend to make most of the deci-
sions in their work with students according to the authorities’ suggestions. We can 
presume that it has its origin in the diff erences in the mentality of the Poles, Czechs 
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and Bulgarians, the political legacy may also infl uence this situation. However, we 
cannot explain it with complete certainty.

Another issue is the Polish teachers’ belief in the rightness of their conduct with 
students, whereas the Czech teachers are more modest in this respect. Most of them 
felt that this sense of rightness oft en occurs to them, but not always and not very 
oft en. Th is may be due to the Czech teachers’ greater pedagogical awareness, or 
may also suggest the eff ect of the opposite atmosphere in the school circles in those 
countries, and perhaps an explanation of this fact is much more complex, which 
with current research does not allow for a full explanation. Th e Bulgarian teachers, 
in their opinions, suggest that their conduct with students as well as understanding 
their needs are at the proper level.

Conclusions and questions

Our modest research indicates that all the teachers, i.e., Polish, Czech and Bul-
garian, present diff erent levels of professional performance, and making a general 
comparison- the level is average. It can be assumed that in all the three countries, 
this professional group would need support with appropriate stimuli for increasing 
the level of their professional performance, as the rates of the low level of perfor-
mance are too high. Also, too few teachers achieve the high level. Perhaps one could 
be tempted to develop a common system of solutions for improving the situation. 
Th is in turn would require some further research, the results of which would allow 
for determining the detailed and well- recognized reasons for this state of the 
matters. Th us, this paper seeks, above all, to bring forward new questions. Th e most 
essential of them is the question of whether the level of the teachers’ professional 
performance in these countries could be higher and why it is the way it is.
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What do Pre-Service Teachers Think about Science 
Journals and Journal Writing?

Abstract

Th e aim of this study was to obtain information on pre-service teachers’ experi-
ences and viewpoints on science journals and journal writing. Th e current study 
utilized a qualitative research method, namely phenomenography. Th e data were 
collected by conducting face to face semi-structured interviews. Th e analysis of 
the verbatim transcripts of pre-service teachers’ interviews was performed with the 
use of the phenomenographic method. Th e fi ndings are presented as themes, sub-
themes and categories. Th e participants in the study commented on the content of 
science journals, usefulness of journal writing in science courses and using science 
journals in primary education based on their observations during the practical 
activities at schools.

Keywords: pre-service teachers, science and technology teaching, science jour-
nals, journal writing

Introduction

New ways of teaching science require that assessment processes should them-
selves function as teaching/learning activities. Assessment should also incorporate 
more than one domain of children’s science learning. Using children’s journals 
allows teachers to assess children as they engage in the multiple dimensions of 
active science learning. Th ese journals enable teachers to assess the domains of 
conceptual understanding, factual and procedural knowledge, science processes, 
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and attitudes (Shepardson and Britsch, 1997). Th erefore, many countries have 
begun to consider journals in their school programs.

Primary school curricula implemented since 2005 in Turkey focus on producing 
learning individuals, and all aspects of the program have been developed based on 
the premises of the constructivist theory. In addition, the evaluation dimension of 
the curricula involves both traditional evaluation methods and alternative meth-
ods (MoNE, 2005). One of the alternative evaluation techniques is journals. Th e 
curriculum of science and technology emphasizes the use of journals. Th erefore, 
journals should be used as an evaluation technique and teachers are expected to 
reinforce the use of journals by students.

Journals can be defi ned as tools that allow students to examine their beliefs, 
values, experiences, and assumptions about the subject matter at hand (O’Connell 
& Dyment, 2011). Th erefore, journals are written by students about their feel-
ings and views in a free manner. Due to this fact, journals contribute to students’ 
problem-solving, critical-thinking and refl ective learning skills. Th rough journals, 
students can enhance their learning by making connections between theory and 
practice, by asking questions, and by engaging in higher order ideas. Journals 
provide a vehicle for learners to refl ect on action and practice, and also support 
teachers’ instructional decision-making (Jewell & Tichenor, 1994; Chabon & Lee-
Wilkerson, 2006; Dyment & O’Connell, 2011).

Th e current understanding of the constructivist nature of knowledge and the 
need for teachers to engage in lifelong learning has encouraged teacher education 
programs to seek sources of knowledge that lead to self-directed growth. Th at goal 
underlies the rationale for incorporating refl ection into teacher education (Bailes et 
al., 2010). One critical tool for refl ective practice in pre-service education is journal 
writing (Gallagher et al., 2008; Hume, 2009). Journal writing as a means of refl ec-
tion is one of the popular techniques used by educators in many higher education 
contexts. Th e purpose of the journal is twofold: to make links between theory and 
practice and to refl ect on practice for the purpose of professional development 
(Wagner, 1999).

In order to make journals a commonly used learning and evaluation tool, teach-
ers themselves should be familiar with the use of journals for educational purposes. 
Primarily, pre-service teachers should be given an opportunity to improve their 
knowledge about journals and experience about journal writing. Th ere is a lack of 
research on pre-service teachers’ experiences related to science journals in Turkey. 
Th e current research aims to contribute to fi lling this gap, and to obtain informa-
tion on pre-service teachers’ experiences and viewpoints on science journals and 
journal writing.
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Method

Model of the study
Th e presented study utilized a qualitative research method, namely phenom-

enography. It is an empirical approach that aims to identify the qualitatively 
diff erent ways in which diff erent people experience, conceptualize, perceive, and 
understand various kinds of phenomena. Phenomenography has been applied to 
studying students’ conceptions in science and other domains (Marton & Booth, 
1997).

Participants
Th e participants in the study were identifi ed with the use of criterion sampling 

that is one of the purposive sampling techniques. Criterion sampling involves 
selecting cases that meet some predetermined criterion of importance (Patton, 
2002). Th e participants in the study were undergraduate students attending the 
Primary School Education Program of Education Faculty at Afyon Kocatepe 
University in Turkey. Th irteen participants were selected from those who took the 
course, “Science Teaching-I”. In that course, the pre-service teachers were asked 
to write science journals. “Science Teaching-I” course is one of the compulsory 
courses that pre-service teachers take in the third year at the faculty. Th e partici-
pants were at the age of 20 – 22. Th ree of the participants were male and ten of 
them were female.

Data collection
Phenomenography allows for collecting participants’ experiences about or views 

of concepts through interviews, observations, open-ended questions, drawings 
and historical documents (Marton 1994). Th e study utilized a semi-structured 
interview data collection method, which is consistent with phenomenographic 
research.

Th e data were collected by conducting face to face semi-structured interviews 
and the obtained information concerned the pre-service teachers’ experiences 
and viewpoints on science journals and journal writing. Th e researcher utilized 
an interview protocol that consisted of four questions. In order to establish 
internal validity, the interview protocol was revised aft er getting feedback from 
three fi eld experts about the interview questions they had analyzed. In order to 
establish external validity, the form was used in a pilot study with one pre-service 
teacher. Th e answers given to the items were recorded and transcribed. Th en the 
correlation between items and answers was analyzed in terms of the appropri-
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ateness of the items. Th e data of the study were collected during the period of 
11/05/2011 – 31/05/2011. Semi structured interviews lasted between nine and 
twelve minutes for a participant and the total period of these interviews was 138 
minutes (2 hours, 18 minutes).

Data analysis
Th e analysis of the verbatim transcripts of the student (pre-service teachers) 

interviews was made with the use of the phenomenographic method. For each 
student’s interview transcripts, the researcher fi rst underlined the most important 
sentences and marked some keywords that characterized the student’s views on 
science journals. By comparing the sentences underlined and the keywords derived 
from the interview transcripts, content-specifi c similarities and diff erences between 
the students’ interview replies concerning their views about science journals were 
explored and summarized. Th en, the researcher and an expert independently 
constructed ‘qualitatively diff erent’ codes of description that were used to clas-
sify the conceptions of science journals and journal writing held by the students. 
Next, the codes were compared and the reliability formula developed by Miles and 
Huberman (1994), “Reliability = Agreement / (Agreement + Disagreement)”, was 
used to identify reliability. Th e reliability of the interviews was found to be 91%. 
Related codes obtained in the data analysis were used as sub-themes and categories. 
While giving direct quotations, abbreviations (P for participants) are used together 
with numbers.

Findings

In the presented study, the pre-service teachers were asked four questions in 
the face-to-face interviews. For each question, there is a related table presented 
below. Th e tables show the themes, sub-themes and categories of the pre-service 
teachers’ answers.

Findings about the fi rst theme
Th e fi rst theme of the study is “the content of science journals”. Table 1 shows 

the sub-themes and related frequency.
Th e participants argued that the content of the science journals involves both 

cognitive and aff ective aspects. Concerning the cognitive aspect, they stated that 
writing science journals provides the students with the opportunity to refl ect upon 
what they have learned in class. P.4 expressed his view as follows: “Students may 
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write down signifi cant points studied in class. Th ey may also write down interesting 
points studied. In other words, students may write down major points studied in 
class.”

Table1. Sub-themes, categories and their frequency involved 
in the fi rst theme, “content of science journals”

Th emes Sub-themes Categories f

Content of science 
journals

Cognitive aspect

Aff ective aspect

Topics learned
Topics not understood
Views about the delivery of the course
Feelings about the personal development
Attitudes towards course and teacher

9
8
6
9
7

Some of the participants reported that the content of science journals may 
include diffi  cult points or those points hard to understand in class. P 13 said as 
follows: “since the course is delivered following the constructivist principles, the 
course should involve group activities or experimental activities. Th erefore, students 
may express the diffi  cult points they encounter during the class period while doing 
experiments.”

Th e participants also stated that science journals kept by students should include 
the students’ views about the delivery of the course. In this line, P 12 stated that 
“Students should write down their views about the delivery of the course in terms of 
whether they like the course and/or their teacher”

Th ere were also participants who argued that science journals should include 
students’ views on the aff ective dimension of the teaching. Th e statement of P.3 
refl ects this argument as follows: “Students may express their attitudes towards the 
course, teacher or their peers.”

P.8. stated that students may write about their views and thoughts concerning 
their personal development. “Th ey should write down the hard experience in the 
process, the division of labor in the group work, their preparation, if any activity was 
done, how they prepared for it and the problems they came across.”

Findings about the second theme

Th e second theme found in the analysis is “the usefulness of journal writing in 
science courses”. Th e sub-themes and their categories are shown in Table 2.

Th e participants stated that science journals written by students have certain 
benefi ts for teachers. Th ey stated that such journals may provide the teacher with the 
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feedback about the course. For instance, P.4 stated as follows: “Reading journals kept by 
students may provide theteachers with the feedback about their teaching in terms of both 
positive and negative points.” Th ey also reported that with the help of journals, teachers 
can understand the level of students’ comprehension of the course. “…teachers may 
understand what the students could not comprehend. So they may repeat these points.” 
(P.10). Th e participants also stated that science journals may contain information 
about students that makes the teacher familiar with the students: “…information 
included in the journals may provide students with the opportunity to became familiar 
with individual diff erences among students.” (P.5). Th ere were also participants who 
reported that science journals may be used for the evaluation of the process. One of 
these participants, P.8, argued as follows: “using these journals, teachers may evaluate 
students in the process, focusing on students’ learning and their problems.”

Table2. Sub-themes, categories and their frequency involved in the 
second theme, “usefulness of journal writing in science courses

Th emes Sub-themes Categories f

Usefulness of journal  
writing

For the teachers

For the students

Feedback about the course
Recognition of the level of the students
Recognition of individual diff erences
Use of an evaluation tool
Repetition of the course
Improvement of mental skills
Adaptation to the course

7
5
5
5

10
3
2

Th ere were also participants who reported the usefulness of science journals for 
students. For instance, P.7 argued that “Writing a journal means repetition of the 
course for students.” Th ere were also participants who argued that science journals 
contribute to the development of high-level thinking. For instance, P. 8 stated that 
“since students may write down their criticism about the course, their critical thinking 
may be improved” Some participants argued that science journals may contribute 
to students’ adaptation to the course. One of the participants, P.11, stated as follows: 
“students’ interest in the course may increase. Because writing a journal requires 
students to be interested in the course, facilitating their adaptation.”

Findings about the third theme

Th e third theme of the study is “the use of science journals in primary educa-
tion.” Table 3 shows these sub-themes and categories.
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Based on their observations during the practical activities at schools, the partici-
pants reported that teachers do not keep science journals for certain reasons. One 
of the reasons for not keeping journals by teachers was reported by the participants 
as lack of interest. For instance, P.9 stated that “Teachers do not have interest in and 
information about journals.”

Table 3. Sub-themes, categories and their frequency involved in the 
third theme, “the use of science journals in primary education”

Th emes Sub-themes Categories f
Th e use of science 
journals in primary 
education

Reasons for not keeping 
journals

Lack of teacher interest
Time-consuming
Traditional approach by teachers

7
7
6

Some participants argued that teachers do not keep journals due to time con-
straints. One of the participants, P.2, argued that “Teachers do not keep journals 
since they think that it is a time-consuming activity.”

Th ere were some other participants who reported that since teachers adopted 
a traditional approach, they do not keep journals. For instance, P.3 stated as follows: 
“Th e teacher I met at primary school used the traditional approach in teaching. So 
I think that he did not keep journals due to his traditional approach.”

Findings about the fourth theme

Th e last theme found in the analysis is “the effi  cient use of science journals.” 
Table 4 shows these sub-themes and categories.

Table 4. Sub-themes and their frequency involved in the fourth theme, 
“the steps to be taken to achieve the effi  cient use of science journals”

Th emes Sub-themes Categories f
Effi  cient use 
of science 
journals

Suggestions for teachers

Suggestions for students

Suggestions for pre-
service teachers

Seminars
Th e Ministry’s support
Teachers should also keep journals
Information about the usefulness of journals
Lecturer should also keep journals
Information about journals’ contribution to 
professional development

13
3
6
4

12
7
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Suggestions for teachers regarding journal writing are related to the organization 
of seminars. For instance, P. 12 argued that “In-service training activities should be 
organized about journals.” Another suggestion for teachers was the support of the 
Ministry regarding the use of journals as stated by P.3. “…the Ministry should force 
teachers to keep journals.”

Regarding students, the participants stated that teachers should keep journals to 
support their students, as argued by P.10 “…If students see that their teacher keeps 
a journal, they imitate this act of their teacher and become more eager to keep a jour-
nal.” As stated by P.4, some participants argued that students should be informed 
about the usefulness of journals: “…Firstly, the teacher should know the purpose and 
signifi cance of journals. Th en, they should inform their students about these points.”

Regarding the journals kept by the pre-service teachers, the participants argued 
that the lecturer should also keep such journals, as stated by P.1. “…Lecturers should 
be models for student teachers regarding keeping journals.”

Th ey also argued that the pre-service teachers should be well informed about 
the usefulness of the journals regarding professional development, as expressed 
by P.6. “…student teachers should be motivated to keep journals focusing on their 
contributions to professional development.”

Results, conclusion and suggestions

Th e aim of this research was to examine pre-service teachers’ experiences and 
viewpoints on science journals and journal writing. Th e fi ndings of the study 
indicated that the content of science journals involves both cognitive and aff ective 
elements. Th e participants in the study argued that the content of science journals 
includes topics learned in the course, views about those topics that have not been 
adequately understood and about the delivery of the course, their feelings about 
their improvement, and attitudes towards the course and teacher. Th ese reports 
are consistent with the fi ndings of Shepardson and Britsch (1997), Connor-Greene 
(2000), Chabon and Lee-Wilkerson, (2006), Baker (2007), Pavlovich (2007), Yang 
(2009), Blumenfeld, (2010) and Shek (2010) concerning journal content.

Th e participants further argued that science journals are useful for both teachers 
and students. Th e view that science journals are useful for teachers as an evaluation 
tool was also expressed in the study carried out by Morrison (2008). Th e view that 
teachers can have an understanding of the learning levels of the students through 
journals is consistent with the fi nding of Chabon and Lee-Wilkerson (2006). Th e 
fi nding that the usefulness of journals provides feedback for teachers about the 
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delivery of the course is similar to that of Creme (2005). As stated earlier, the 
participants in the study reported that science journals have some advantages 
for students. Th e advantages are as follows: revision of the course, improving the 
mental skills and adapting to the course. Th e fi nding that journal writing is useful 
for students in that this activity provides students with the opportunity to revise 
the course is consistent with the fi nding of Erduran-Avcı (2008). Th e fi nding about 
the advantage of journals for students regarding adapting to the course is consistent 
with that of Halbach (2000).

Th e participants suggested several ways for teachers, students and pre-service 
teachers to employ science journals in an effi  cient way. Specifi cally, they suggested 
that teachers should be given in-service training in regard to the use of journals 
and that teachers should keep journals. Th ey also suggested that students should 
be informed about the advantages of journals. Regarding the use of journals by 
pre-service teachers, the participants argued that pre-service teachers should be 
given detailed information about the professional advantages of writing a journal 
and that teacher trainers should be models of journal writing. Th e fi nding about the 
use of journals by teacher trainers as a model for pre-service teachers is consistent 
with the fi nding of Dyment and O’Connell (2010).

Th e pre-service teachers who participated in the study reported that writing sci-
ence journals at primary school is not a common activity for students. Although the 
primary school science curriculum has been implemented since 2005 in Turkey, the 
majority of primary school teachers seem to have diffi  culty in carrying out the dif-
ferent aspects of the curriculum such as objectives, content, the learning-teaching 
process and the evaluation process. Th erefore, it can be stated that implementation 
of alternative evaluation techniques in light of constructivism (like journals), which 
is the basis for the primary school curriculum, is problematic. If primary school 
teachers want to use journals effi  ciently in their classes, they need complementary 
training in the form of workshops.

Th e results show that pre-service teachers believe in the usefulness of journal 
writing and they also want to use science journals effi  ciently. Th erefore, there is 
also a need for the teacher education system to engage pre-service teachers in new 
educational trends in Turkey. Pre-service teachers can be informed about science 
journals and how to write journals in a course of teaching methods at faculty.

Th is study focused on pre-service teachers’ opinions about science journals 
and journal writing. New studies should also examine the relationship between 
journal entries of pre-service teachers and their attitudes towards science teaching. 
Moreover, pre-service teachers’ professional progress can be observed through 
their journals.
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Implementation of the Standard : 
Creating Conditions that Enable Development of 

Children with a Diagnosed Need for Special Education 
according to Their Developmental and Educational 

Needs and Predispositions in Public School

Abstract

Inclusive education is a concept and a new vision of integrating disabled people 
in a school environment within the Polish education system. It is crucial to 
answer the question if it is possible and what values are necessary to enable the 
concept to take place. Th e most important questions to be answered are whether 
contemporary schools are ready to meet all the necessary conditions to educate 
children with special educational needs; whether schools are able to create the 
chance to succeed and whether Inclusive Pedagogy is a real alternative to special 
schools.

Disabled people increasingly oft en appear in the social and public space. Unfor-
tunately, it is still common to perceive them, their disabilities and competences 
through harming stereotypes.

According to Andrzej Sękowski (2001) the reasons for the negative attitudes are 
interpreted by psychologists in various ways. While considering the phenomena 
connected with attitudes towards the disabled, researchers use, inter alia, the 
cognitive dissonance theory, attribution theory, modeling concept, the concept of 
social roles or altruism. In recent years, the attribution theory has become the most 
popular. It concerns the cause-and-eff ect relationships of people’s behaviour. Th ere 
are at least two ways. First, internal (also called dispositional) attribution assigns 
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causality to factors within the person and their or others’ personal features. Second, 
external (situational) attribution assigns causality to an outside factor1. Th e most 
common mistakes come from the tendency to seek reasons for certain behaviour 
within personality, dismissing or underestimating situational and external factors. 
Hidden personality theories have been created within the process of socialization 
and are of great value in reasoning. One dominating feature oft en decides on the 
perception of people’s actions. In psychology it is called the Halo Eff ect. It also 
happens quite oft en that evaluation of one’s actions is made through the perspective 
of the person evaluating – it is called False Unanimity (it is an assumption that 
other people are similar to us, they think similarly and are driven by similar values). 
Fritz Heider (1958) stated that it is impossible to understand and explain people’s 
behaviour without reference to so-called naive psychology, amateur psychology 
practiced by people every day (I. Chrzanowska, 2010, p. 41).

Similar causes stand behind the process of shaping attitudes towards the disa-
bled. A. Sękowski states that the process of shaping attitudes towards the disabled 
is connected to three elements: features of disabled people, personality of healthy 
people and conditions in which the interaction takes place. Hence, the conditions 
of shaping attitudes within segregationist and integrative environments diff er. 
However, regardless of environment, the attitudes are connected with the type of 
disability in the fi rst place. According to A. Sękowski, the most negative attitudes 
are to be noticed towards people with mental disability, compressed disability, 
facial or torso deformations or with deformations of those parts of torso which 
are especially visible during the very fi rst contact. Nonetheless, the limitations 
in social functioning, especially connected with communication and movement, 
have a decisive meaning in shaping the attitudes. Based on the research results of 
Moore and Fine (1978), A. Sękowski points out that teachers in such situations 
are more willing to accept children with learning problems rather than mentally 
disabled. On the other hand, the attitudes towards the physically attractive disabled 
are more positive than towards those less attractive (R.E. Kleck, W. DeJong, 1983, 
as cited in: A. Sękowski, 2001). According to Sepowski, in the context of a disabled 
person’s personality and shaping of attitudes towards it, the type of disability is 
of great importance. Authoritarian and egalitarian personalities could be predic-
tors of negative attitudes towards disability. Dissimilarity, otherness and, in this 
case, imperfection of subjects of such attitudes may result in lack of enthusiasm, 

1 Th ere are also other types: egocentric attribution – success is only my contribution and all 
failures are other people’s fault; global – when people believe that factors are similar in diff erent 
situations; and stable – causes are permanent and do not change
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expecting the impossibility to meet social demands, to play the roles necessary 
in shaping positive or at least satisfactory evaluation. Additionally, dogmatism, 
cognitive rigidity and cognitive simplicity favour negative attitudes. Cognitive 
simplicity is a synonym of reconstructive or uncritical evaluation and a lack of 
cognitive complexity. A creative element in the perception of behaviours of others 
allows for noticing positive features in various (oft en other than disrupted) areas 
of social functioning that compensate defi cits. It allows for formulating positive 
evaluation. Sekowski (1998) states that such factors like high intelligence, high level 
of creative skills, independent fi eld of perception, high self-evaluation and moral 
and social values’ preferences favour shaping of positive attitudes.

Factor analysis of research results has allowed to defi ne factors that can be perceived 
as predictive to negative and positive attitudes. Th e features that can be perceived as 
predictive to positive attitudes were called as follows: social values factor, creative 
factor, economic refl ection factor, knowledge and systematization factor and self-
evaluation factor. Th e features that can be perceived as predictive to negative attitudes 
were called: reconstructive knowledge factor, own intellectual abilities evaluation 
factor, consumer factor, appearances creating factor and exaggerated glorifi cation of 
values factor (A. Sękowski, 2001, s. 141).

Th e results of the research by A. Sękowski are inherently concurrent with a com-
mon idea of conditions of shaping social attitudes. Nevertheless, they are oft en 
involuntary. It is possible that the awareness of oneself as a person expressing 
a negative attitude towards the disabled is the reason for controlling our reactions 
and thinking about our judgements and reasons for them.

Social attitudes towards the disabled are not the only obstruction in the process 
of normalization of their situation. Development conditions created through social 
agreement are another problem.

Research proves that one of the most important diffi  culties in the process of 
organizing factual participation of the disabled is the lack of specialist support in 
an open education system. Teresa Oleńska-Pawlak (1992) points out the problem of 
the lack of specialists who would be present at schools at least as an interim measure 
to help when teachers have doubts about didactic actions, if not on a regular basis. 
It is extremely important while working with a disabled student in public schools 
where, as the quoted research results prove, teachers do not feel ready or competent 
enough to work with children with special needs. Th is lack of such specialists was 
legitimated with a document omitting one of the forms of education in the context 
of organizing special help to disabled students. Th e regulation of the Ministry of 



242 Iwona Chrzanowska

Education, passed on 18 January 2005, on the conditions of organizing education 
makes it obligatory to employ specialists in special and integrating schools, but 
not in regular public schools. Th e situation is similar in the context of multi-aspect 
diagnosis. Is there a real risk that in public schools with a disabled student there 
is a lack of support and problems with satisfying students’ needs? To what extent 
do schools manage to realize the standards of Creating Conditions that Enable 
Development of Children with a Diagnosed Need for Special Education According 
to Th eir Developmental and Educational Needs and Predispositions?

Th e realization of the research standard might be conducted through the evalu-
ation of an educational situation in several aspects. Th ese are: the analysis of the 
needs of disabled students in the context of access to didactic tools and specialist 
didactic methods; actions leading to satisfy the needs; access in the context of 
overcoming architectonic burdens; matching education programs with individual 
abilities and needs of disabled students; diagnosis on individual abilities and 
needs as well as development and knowledge on the results of using them; actions 
supporting the development of disabled students and increasing teachers’ qualifi ca-
tions to work with a student with special educational needs (I. Chrzanowska, 2009).

Using the report of the Lodz Department of Education on the results of research 
regarding the problem of creating conditions to enable success in education for 
disabled students, it is possible to show the range in which the needs of students 
with disability realizing the school education duty within public schools are satis-
fi ed. Analysis of the results should help to realize the realities of implementing 
the regulations included in the fundamental law aft er fi ve years from introducing 
system changes. I also believe that the results may be treated as representative 
for large agglomerations in Poland. Unfortunately, the situation in rural areas is 
probably much less positive.

Indicators and factors of the standard of Creating Conditions that Enable Devel-
opment of Children with a Diagnosed Need for Special Education According to 
Th eir Developmental and Educational Needs and Predispositions:

First indicator – Supplying appropriate instrumentation and didactic tools with 
factors: Analysis of needs; Specialist didactic tools; Modifi ed equipment.

Second indicator- Access to school environment, and the factors: Access to 
rooms; Modifi ed course books; Free Transport.

Th ird indicator – Program modifi cation, factors: Individual program; Progress 
monitoring, Modifi cation of individual programs; Individual programs are 
created in cooperation with parents.

Fourth indicator – Systematic diagnosis, factor: Diagnosis of progress in acquir-
ing skills and knowledge.
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Fift h indicator – Progress supporting classes, factors: Th e number of hours of 
individual rehabilitation concurrent with a diagnosis; Control of the realiza-
tion of recommendations; Analysis of modifying forms and methods of work; 
Students with individual rehabilitation programs; Teams of teachers to unify 
educational and rehabilitation actions; Cooperation with parents.

Sixth indicator – Employing special pedagogues, factors: Supportive teachers; 
Other specialists.

Seventh indicator – Entry in statutes about pedagogical and psychological 
help, factor: Psychological and pedagogical help for students with special 
educational needs.

Eighth indicator – Separate systems of grading for students with diagnosed PKS, 
factors: Requirements modifi ed to students’ abilities; Parents are familiar with 
educational requirements; Information about students’ progress; Information 
included in the internal grading system of a school.

Ninth indicator – Counseling and methodological help for teachers, factors: 
Diagnosis of teachers’ needs; Specialist training off er; Training organization 
for teachers; Number of training courses for teachers.

Analyses were performed at the level of public primary and secondary school 
(junior high schools).

While analyzing the data it is important to pay attention to the most important 
barriers in the process of the realization of education duty by disabled students in 
public schools.

In public primary schools the least positive is the realization of one of the most 
important factors in the standard – Creating Conditions (…) Organizing and 
Conducting Progress Supporting Classes. 55% of public schools with students with 
special educational needs do not realize individual rehabilitation classes set by 
offi  cial psychological and pedagogical clinics. In the cases where such classes are 
planned and organized, 44% of schools did not create any individual rehabilitation 
programs. Th ere is a doubt whether, fi rstly, teachers in public schools know the aim 
of rehabilitation classes for disabled children, and, secondly, what kind of work with 
such children is realized during the classes. Th e crucial condition for rehabilita-
tion actions to succeed is cooperation of all teachers. Every person working with 
a student should know the content of the program of rehabilitation classes, be 
aware of its aims and the way they should be achieved, use certain methods and 
work with a student using those methods during each class. Meanwhile, in 55% of 
those schools there are no teams of teachers to unify educational and rehabilitation 
actions. In 25% of the cases schools do not control the realization of the recom-
mendations of psychological and pedagogical clinics. Th is should be treated as 
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neglecting all actions aimed at supporting the progress of disabled students. In 
26% of public primary schools there is no analysis of the level of modifying forms 
and methods to satisfy disabled students’ needs. It means that in over a quarter of 
public schools a student with developmental disorder is treated objectively and 
their education plays a marginal role.

Another important problem in the realization of the standard of Creating 
Conditions (…) is schools’ activity to modify education programs to satisfy disa-
bled students’ needs and according to their abilities. Only 42% of public primary 
schools have created individual educational programs for students in situations 
with some reasonable premises. Nonetheless, while creating such programs schools 
tend to omit parents whose cooperation is not only helpful but absolutely crucial. 
Parents have the best knowledge about their children, they know the details of 
their children’s disability and their factual abilities and limitations. Th ey should 
be helpful especially when teachers say that they feel incompetent in numerous 
situations. Th erefore, it is diffi  cult to explain why schools do not involve parents 
in those processes. Th e fact is that 45% of the schools that declared preparing 
individual educational programs do not initiate such parents-teachers cooperation. 
Th e abilities of disabled children, similarly to the abilities of children with some 
developmental disorder, change. It is obviously connected with the processes of 
growth, perfecting the organism’s functions, but also as a result of the applied 
therapy, which is supposed to be aimed at actuating growth and overcoming dif-
fi culties (e.g. compensative and corrective). Th ere is no doubt that it is necessary 
to modify individual programs according to the student’s needs. Th ere should be 
various goals of such modifi cations and, unless some circumstances disturbing 
development occur, changes should aim at satisfying higher expectations and 
limiting supportive actions. Unfortunately, there are situations where, because of 
bad health condition or additional functioning disturbances, the program should 
be changed by decreasing expectations and initiating new forms of support. Th e 
conducted analyses show that 38% of the schools where individual educational 
programs have been introduced never modify them. If we add a lack of progress 
monitoring (26% of public schools) it is natural to come to the conclusion that the 
indicator of modifying programs according to disabled students’ needs and abilities 
within the standard of Creating Conditions (…) is not realized.

In the third place in the ranking of problems regarding creating conditions for 
educating disabled students in public primary schools one can fi nd access to the 
school environment. In 23% of the schools disabled students do not have full access 
to all school rooms, while in 28% accessibility is only partial. Th ose schools did not 
eliminate the architectonic barriers. 26% of the public schools also have problems 
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with modifying equipment (chairs, desks) to meet the disabled student’s needs and 
the fact infl uences the student’s comfort. Regardless of all those problems, disabled 
students attend public schools. I am aware of the fact that a certain number of 
schools agree to educate disabled students and they do not secure all the necessary 
conditions to enable their full participation in community life. It is diffi  cult to judge 
such an approach because there are only two options: to refuse and to limit the 
right to choose or to take the risk and try to work in an imperfect reality knowing 
about all obstructions.

Th e accessibility of the school environment is not only about the physical condi-
tions of education, but also everything that creates substantial correctness of the 
process of education. One of its indicators is the material that is the basis for the 
realization of the educational program, i.e. course books. Th e analysis shows that 
in 24% of the public schools course books are not modifi ed to match disabled 
students’ abilities or needs. I would not treat it as an entirely bad situation. It is the 
teacher who makes the choice of a course book and if there are disabled students 
in a group the choice becomes even more diffi  cult. When teachers make a decision 
about a course book they take the risk that it will not be of equal help for all 
students while realizing the program. It is possible, then, that the teacher will have 
to prepare additional materials for a particular group of students or that they will 
have to select the content themselves. On the other hand, diff erentiating students 
in terms of that element of the didactic process might result in separation which 
is an action reverse to the reasons for including a disabled student in a group and 
to the idea of a joint, collective education.

Similar analysis of the realization of the standard of Creating Conditions (…) in 
public junior high schools also enables numerous conclusions. Similarly to primary 
schools, also in junior high schools the biggest problem to cope with is the realiza-
tion of development supporting classes for the disabled. In 65% of the schools, 
students do not have any individual rehabilitation programs. 53% of the schools do 
not follow the recommendations from psychological and pedagogical clinics about 
the number of hours of individual rehabilitation. In 39% of the cases there are no 
teams of teachers to unify educational and rehabilitation-oriented actions. 23% of 
the schools do not control the realization of recommendations from psychological 
and pedagogical clinics about special needs of disabled students. Hence, the situ-
ation in public primary schools and junior high schools is analogous. Junior high 
schools more oft en (by over 20%) do not fulfi ll the duty to prepare an individual 
rehabilitation program for a disabled student. However, junior high schools initiate 
teams of teachers to unify educational and rehabilitation-oriented actions more 
oft en.
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Th e evaluation of the realization of the standard in the context of modifying 
education program to satisfy disabled students’ needs and abilities would be very 
similar. In 33% of the public junior high schools, students work according to an 
individual rehabilitation program. Th e number of modifi ed programs is also higher. 
Finally, parents of disabled children are invited to create individual programs more 
oft en in comparison to public primary schools.

Th e most noticeable diff erences concern the access to the school environment. 
Th e number of junior high schools where architectonic barriers have not been 
eliminated is considerably higher (13% to 23% in primary schools). Th e problems 
with modifying school equipment to meets students’ needs seem minor; they have 
not been modifi ed only in 19% of the junior high schools and 26% of the primary 
schools. Nonetheless, the number of children who do not have modifi ed course 
books is visibly higher and this problem seems to be more concerning (35% of 
junior high schools do not create such an option for their students, with 24% of 
primary schools).

To sum up, the standard of Creating Appropriate Conditions for Students with 
a Diagnosed Need for Special Education According to their Needs and Predisposi-
tions was realized in 67% in public primary schools. Public junior high schools 
coped with it slightly better and their result is 71%. Integrative schools and special 
schools were also included in the analysis by the Lodz Department of Education. 
Th e results of public schools were the least positive from the perspective of the 
disabled student. In integrative schools the level of realization of the standard was 
visibly higher – 86% for primary schools and 87% for junior high schools. Th e 
analysis showed special schools achieved the best result and that they are ready to 
satisfy special needs of disabled students – the result was 93%.
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Emotional Costs, Self-effi  cacy and Coping 
Strategies  among Unemployed Individuals during 

Professional Internship

Ab stract

Th e study investigates the emotional costs experienced in the new workplace 
and general self-effi  cacy (GSE) as predictors of coping during the fi rst period of 
reemployment. Th e study was conducted among 69 unemployed during profes-
sional internship. Questionnaires battery was administered in two waves (T1 and 
T2) within the fi rst two weeks of this kind of reemployment and aft er 3 months. 
35 respondents participated in T2. Th e results showed GSE and emotional costs as 
predictors of coping strategies using in the work re-entry phase. Further regression 
analysis showed a signifi cant relationship between problem solving (T1) and GSE, 
and emotional costs (T2).

Keywords: emotional costs, self-effi  cacy, coping strategies, reemployment

Introduction

Th e current tendencies of the labor market show an emphasis on employ-
ment as an obligatory prerequisite for social integration. Individuals who cannot 
lead a life that meets social standards suff er from lack of material and social 
well-being. Th us, failure to enter or re-enter the workforce increases a feeling of 
marginality and being of little value to society (Kieselbach, 2003). Accordingly, 
the unemployed are a group of particular risk in this issue. In his study, Andersen 
(2002) shows common problems specifi ed by the unemployed, such as the fear 
of being outside of society or stigmatization. Th e anxiety of losing qualifi ca-
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tions and not being able to return to a job were considered as most important 
(Andersen, 2002).

Since unemployment is harmful to mental and physical health and general well-
being (e.g. McKee-Ryan et al. 2005; Ratajczak, 2004), jobless people might suff er 
most on work re-entrance. Particularly for younger workforce entrants unemploy-
ment and temporary employment are increasingly common. It is suggested that the 
fi rst job is a critical factor in determining one’s future career status as a continuation 
of education process and beginning of organizational socialization (Linneha&Blau, 
1998, Goszczyńska&Ratajczak, 1993). Th e presented study concerns unemployed 
individuals during professional internship. Th e analyzed internships were organ-
ized by the local job offi  ce with cooperation with diff erent organizations. Th is 
kind of activity aims at increasing professional and interpersonal skills of the 
unemployed registered in the job offi  ce. Th e time duration of the internships is 
in general from three to six months. Even though this kind of activation could 
be seen as ‘window dressing’, without any guarantee for further employment, 
some employers regard that as a preliminary phase of selection process. During 
temporary employment the professional interns could, however, face stigmatization 
from organizational members generating diffi  culties in a new workplace. Th us, 
the concept of self-categorization among the unemployed reviewed by McFadyen 
(1995) plays an important role in experiencing emotional costs also aft er reemploy-
ment, and is aff ected by several factors, e.g. how the individual perceived the stigma 
of unemployment.

Emotional costs, self-effi  cacy and coping strategies
One of the consequences of recent organizational trends is an increase in job 

insecurity (Probst & Lawler, 2006). Bauer and Erdogan (2011) made a prognosis 
which indicates that individuals will change their jobs approximately 10 times 
over 20 years, which means every two years. Th e socialization research has under-
lined that entering a new organization is oft en accompanied by some degree of 
disorientation and reality shock. Th e newcomers who enter the organization have 
a strong need to make sense of the new environment and clarify their own place in 
it (Bauer & Erdogan, 2011). Organizations can off er diff erent socialization tactics 
to their newcomers to help them in their work adaptation process, however new 
employees also play an active role in their own socialization and sense making by, 
e.g., seeking useful information through which they examine organizational rules 
and can then response to them.

Since unemployment infl uences a person in a specifi c manner, organizational 
reintegration could be particularly diffi  cult for newcomers previously unemployed. 
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Job insecurity has been defi ned as perceived low stability and continuance of one’s 
employment (Probst & Lawler, 2006). It could be thus expected that professional 
interns perceive higher job insecurity because of temporary organizational engage-
ment and no guarantee for further employment. As suggested by Probst & Lowers 
(2006), individuals who are threatened with job loss perceive higher job uncertainty 
and ambiguity of their own professional future.

Unfavorable work atmosphere might cause further deterioration in their well-
being at work. Job insecurity has been identified as a major source of, e.g., job stress, 
lower organizational commitment, or more negative job safety outcomes (Probst & 
Lower, 2006). Th e lack of direct control over the social and institutional practices 
individuals seek usually their well-being and security by seeking and using diff erent 
resources. One of the personal characteristics that helps to cope with negative 
feelings in the workplace is general self- effi  cacy (GSE). Higher self-effi  cacy beliefs 
lead to, e.g., longer perseverance on diffi  cult tasks (Bandura & Locke, 2003). In 
this study, the role that GSE plays in the individual’s well-being will be examined:

Hypothesis 1: Higher GSE will be positively related to lower emotional costs expe-
rienced during professional internship.

GSE refers to the belief that a person has his/her own capacity to perform 
successfully (Bandura 1977). Bandura (1997) showed people with a low sense of 
effi  cacy as avoiding diffi  cult tasks. Th ey have low aspirations and weak commit-
ment to their goals, and concentrate on obstacles, the consequences of failure, and 
their personal defi ciencies when facing diffi  cult tasks. In contrast, people with 
high perceived GSE consider diffi  cult tasks as challenges rather than threats that 
motivate them to activity rather than avoidance. In their study, Shirom et al. (2008) 
found a higher level of GSE as leading to more positive employment outcomes. 
Wiener et al. (1999) indicated that the interactions between GSE, well-being and 
performance were not well understood, however GSE was demonstrated to be an 
important determinant of behavior in general.

It is emphasized that coping strategies used by a person may be impacted by 
his or her personality predispositions, described also as individual-diff erences 
resources or coping resources (Wanberg, 1997). Coping has been usually described 
as ongoing changes of behavioral and cognitive eff orts to manage specifi c internal 
or external demands that are appraised as exceeding the individual’s resources 
(Lazarus & Folkman 1984; Albion et al., 2005). Th e kinds of coping strategies 
considered in this study are problem-focused coping (problem solving) and 
escape-oriented coping (avoidance). Using problem-focused coping the individual 
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attempts to directly manage or modify the problem causing distress, whereas 
escape-oriented individuals focus on escaping or avoiding the situation by trying 
not to think about the appearing diffi  culties (Kinicki & Latack, 1990). Coping may 
play an important role during professional internship or work re-entry. Accord-
ingly, avoidance has a negative infl uence on well-being, whereas problem solving 
is positively related to overall health (Pisarski et al., 1998; Huijs et al. 1999). Th us, 
successful reemployment would be more frequent among employees with an active 
coping style, while an avoidant coping style might lead to reemployment failure.

Th e presented study assumed the relationship between both, GSE and emotional 
costs experienced during professional internship, and work-related behaviors. Th e 
following hypotheses were proposed involving the relationship between emotional 
costs experienced by the professional interns, their level of GSE, and their tendency 
to cope with appearing diffi  culties:

Hypothesis 2: Problem solving will be (1) positively related to GSE and (2) nega-
tively related to the emotional costs of professional internship;

Hypothesis 3: Avoidance will be (1) positively related to the emotional costs of 
professional internship and (2) negatively related to GSE.

The moderating role of social support
Th ere is also a tendency to blame the unemployed for their joblessness, which 

causes poorer available support (Feather & O’Brien, 1986; Sarason et al., 1990). 
It is however underlined that individuals who have well developed psychoso-
cial resources, including social support, are more likely to cope eff ectively with 
emerging diffi  culties. Social support has been defi ned in various ways, e.g., as 
resources provided by others, coping assistance, or as an exchange of resources 
(Sarason et al., 1990). Th is study investigates several types of social support, such 
as instrumental, referring to assistance with a problem; tangible, involving goods 
donation; informational, as giving advice, and emotional support concentrated 
on giving reassurance (Cutrona et al., 1990). Diff erent kinds of social support 
might be appropriate depending on the recipient’s specifi c situation (Viswesvaran 
et al., 1999).  Accordingly, adequacy of social support plays an important role. 
Th e social support evidence shows perception, availability, and activation of social 
support during a life crisis as a major moderator in successful dealing with stress 
(Schwarzer & Knoll, 2007). Accordingly, attachment or embeddedness may buff er 
the negative eff ect of stress. Th e following hypothesis concerning the moderating 
eff ect of social support has been formulated:
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Hypothesis 4: Social support received during reemployment will moderate the 
relationship between emotional costs experienced by the professional interns and 
their tendency to use problem solving as a coping strategy.

Methodology

Participants
Participants were 69 organizational newcomers within the fi rst 3 months in the 

new workplace. All the participants were unemployed classifi ed as professional 
interns (without employment guarantee aft er internship). 79.4% of the sample were 
women, and the mean age was 27.5 years (SD = 11.03, range = 19 – 65). Th e aver-
age length of unemployment before internship was 13.38 months (range = 1 – 180 
months), which classifi ed them as long-term unemployed. 35 respondents took 
part in the second wave (T2). 85.7% of them were women, with the mean age of ~ 
24 years (SD = 6.42, range = 19 – 51). Th e average length of unemployment before 
getting internship was 9 months (range = 1 – 36).

Materials
Th e study used the following questionnaires (cf., Table 1, for means, standard 

deviation, ranges, and reliability values).
Emotional costs, consisting of 14 items referring to negative feelings at work (e.g. 

sense of insecurity, disappointment, inferiority). Th e participants answered each 
item on a 5-point rating scale (1-not at all, 5-very oft en). Higher scores indicate 
higher emotional costs.

Th e General self-effi  cacy scale (GSES), (Schwarzer & Jerusalem, 1979; Polish ver-
sion:  Schwarzer, Jerusalem & Juczynski, 2008) assesses a general sense of perceived 
self-effi  cacy with the aim to predict coping with diffi  culties as well as adaptation 
aft er stressful events. Responses to 10 items (e.g. I can always manage to solve 
diffi  cult problems if I try hard enough) are made on a 4-point scale (1 = not at all 
true; 4 = exactly true). Higher scores indicate higher GSE.

Th e Coping Strategy Indicator (CSI), (Amirkhan, 1990; Polish version, Chu-
dzicka-Czupała, 2004) examines coping strategies (problem solving, seeking 
support, avoidance). Th e respondents determined the extent of certain coping 
strategies responding to 33 items; 11 for each subscale. Problem solving is denoted 
by items such as “tried to solve the problem”; seeking support: “confi ded your fears 
and worries to a friend or relative”; and avoidance: “daydreamed about better times”. 
Th e presented study used the scores for Problem solving and Avoidance scales.
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Social support. Th e scale (Ślebarska, 2010) contains questions about four kinds 
of support (emotional, valuable, informational, and tangible). Each question has 
two parts: received support (Part A) and needed support (Part B). In Part A, the 
participants were asked to report the amount of support they receive from others, 
using a 5-point rating Likert-scale from 1—“Not at all” to 5—“To a great extent”. 
In Part B, the respondents reported the amount of support they need/would like to 
receive on the respective rating scales. Adequacy of received support was defi ned 
as the diff erence between received and needed support, and all discrepancies were 
considered as inadequate. Th us, the adequacy measure describes the absolute dif-
ference between the level of social support received and the level of social support 
wanted.

Demographic Data. Th e questionnaires included age, gender and period of 
unemployment.

Table 1. Psychometric Properties of the Study Variables

Variable M SD Range α
Emotional costs 25.41 89.95 14 – 55 .92
GSE 31.81 18.21 20 – 40 .89
Problem-solving 27.94 11.23 18 – 33 .77
Avoidance 19.51 11.34 13 – 27 .66
Social support 11.91 2.26 2.65 – 3.21 .78

Research design and procedure
Th e study was designed as longitudinal. Th e questionnaires battery was admin-

istered in two waves (Time1 and Time2). Th e interns were approached in the 
fi rst month in the new workplace. 69 participants were given the questionnaires 
to complete and they were asked to write down the minimum personal data 
to contact them at T2. Aft er T1 35 individuals were chosen for T2. Th e second 
measurement point took place three months later; the participants were asked 
to complete the questionnaires for the second time. Th e 3-month follow-up was 
chosen for reasons that were both theoretical (e.g., this time frame allowed for the 
longer term consequences of the coping behaviors reported at T1 to be observed) 
and practical (e.g., to maintain the engagement of the respondents). Th e results 
were recorded, and the participants’ contact data removed to ensure anonymity. 
Th e data were then coded.
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Results

Table 2 presents the correlation matrix of emotional costs, GSE, coping and 
demographic variables (time out of work, age, and gender).

Emotional costs (T1) were negatively related to GSE on T1 and unemployment 
period, and positively associated with subsequent costs (T2). Higher level of nega-
tive emotions experienced on T2 was further correlated with higher tendency to 
avoid diffi  culties. A positive relationship between GSE (T1) and problem solving 
in both measurement points, and unemployment period was observed. Th e focal 
variable was negatively related to emotional costs (T1 and T2) and avoidance (T2). 
Th e correlation matrix shows the signifi cant relations between demographics and 
coping strategies. As could be seen, both age and unemployment period were 
positively related to problem solving, and gender was positively associated with 
support seeking.

Graph 1 presents the regressions analysis used to test the research hypotheses. 
As can be seen, during the fi rst period of reemployment (T1) higher level of GSE 
was negatively related to emotional costs experienced in the new workplace. Th at 
indicates that GSE is a signifi cant factor in minimizing emotional costs among 
professional interns. GSE had a positive impact on active coping: problem solving. 
Emotional costs were positively associated with avoidance and negatively related to 
problem solving. Th e results obtained on T1 confi rmed the hypothesized relations. 
Th us, hypotheses 1 – 3 regarding the eff ects of GSE on emotional costs and coping, 
and the eff ect of emotional costs on coping have been confi rmed.

In the next step, the impact of coping strategies used on T1 on GSE and emo-
tional costs on T2 were analyzed. As can be seen in Graph 1, the signifi cant predic-
tion of problem solving on focal variables on T2 has been found. Furthermore, 
problem solving (T1) was positively related to GSE (T2) and negatively associated 
with emotional costs (T2).

Th e relationships between the analyzed factors were changed on T2. Th e results 
indicated the positive prediction of GSE on problem solving, and emotional costs 
were positively predicted avoidance. Th e relationships between GSE and emotional 
costs, and between emotional costs and problem solving were not signifi cant.

Th e descriptive statistics show the level of emotional costs experienced by the 
professional interns in the new workplace just aft er being hired and aft er three 
months (cf., Figure 1). Figure 1 shows negative feelings experienced by a person in 
the fi rst period of reemployment. As can be seen, emotional costs slightly increase 
over time. Th e highest increase can be observed in both the sense of coercion and 
the feeling of being exploited.
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Graph 1. Relationships between analyzed variables (T1, T2)

Note. β = standardized beta coeffi  cient. + p<.10, *p<.05, **p<.01, ***p<.001

Figure 1. Emotional costs mean (T1 and T2)

Finally, the moderation eff ect of social support on the relation between emotional 
costs and coping strategy: problem solving (hypothesis 4) was examined. In accord-
ance with non-signifi cant relationship between emotional costs and problem solving 
on T2, the moderation eff ect of emotional support adequacy received by the profes-
sional interns was then tested by the hierarchical regression technique in which the 
interaction term, consisting of the product of emotional costs and emotional support 
adequacy deviation scores, was entered at the second step of the regression, following 
the entry of the fi rst order variables at step 1. Th e inclusion of the interaction term 
signifi cantly added to the prediction of problem solving (ΔR² = 0.072, p < 0.05), 
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indicating the presence of a moderation eff ect, i.e., the influence of emotional costs 
on coping: Problem solving varied signifi cantly according to the emotional support 
adequacy received by the respondents (cf., Graph 2).

Graph 2. Moderation eff ect of emotional support adequacy on the 
relationship between emotional costs and problem solving (T2)

Note. β = standardized beta coeffi  cient. *p < 0.05

Figure 2 shows the respective interaction pattern. Adequacy of social support 
seems to have a positive eff ect on coping. Hypothesis 4 regarding the moderating 
eff ects of the relationship between emotional costs and coping was partially con-
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fi rmed. Th e interaction term was signifi cant only for adequate emotional support.  
As can be seen, individuals who receive emotional support adequate to their needs 
evince a higher tendency to use active coping strategies: problem solving, even if 
they experience high emotional costs.

Conclusions

Th e presented study investigated the emotional costs experienced in the new 
workplace and GSE as predictors of coping in the work re-entry phase. Th e fi rst 
step was to examine the impact of GSE on newcomers’ well-being and coping. 
Wiener et al. (1999) suggested that GSE predicted well-being. Moreover, GSE made 
the strongest contribution toward predicting psychological health. Self-confi dence 
has been oft en considered as a component of mental health (Warr & Jackson, 1984) 
and needs to be taken into account when considering the well-being of reemployed 
individuals. As expected, GSE contributed to the prediction of well-being and led 
to lower experience of emotional costs in the new workplace. Th e results also 
indicated that people with higher GSE are more active copers. Th ey are more likely 
to use problem-focused coping, whereas individuals experiencing higher emotional 
costs in the new workplace reported a higher tendency to use avoidance as a coping 
strategy.

Since the professional internship does not guarantee further employment, 
professional interns should use active coping strategies, involving continued job 
search process, however the quality of reemployment, work conditions, and quality 
of job are associated with well-being and coping (Kinicki et al., 2000). Following, 
the internship as a kind of temporary employment could be related to higher 
emotional costs, e.g. a sense of job insecurity, being exploited or under external 
pressure, and thus leads to escape-oriented coping. As the results show, those who 
experienced a higher level of negative emotions in the new workplace might then 
evince a tendency to use ineff ective coping strategies, such as avoidance.

Th e study indicated the important role of problem-focused coping in increasing 
GSE and reducing emotional costs in the future. Th e regression analysis showed 
a signifi cant eff ect of problem solving in the fi rst period of employment (T1) on 
higher effi  cacy beliefs and lower emotional costs experienced aft er three months 
in the new workplace (T2).

Since the relationship between emotional costs and problem solving on T2 was 
not signifi cant, the moderation eff ect of social support received by the reemployed 
on the focal relation was analyzed. Th e results partially supported this premise. Th e 
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signifi cant eff ect has been found only for adequate emotional support. Th e results 
indicated that professional interns who receive adequate emotional support are 
likely to use problem solving, regardless of emotional costs experienced in the 
workplace.

Th e obtained results could play an important role for both unemployed individu-
als beginning professional internship and host organizations. Th e interns should be 
informed about possible emotional costs following the temporary work-entrance 
and trained in respective coping strategies whereas the knowledge about the 
temporary newcomers’ well-being and adaptation skills could be useful for the 
organization to tailor their socialization tactics to this kind of new employees.
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Objective and Subjective Eff ectiveness of Students  in 
the  Context of Their Activity Level

Abstract

Within recent years the percentage of students in relation to the total popula-
tion of young adults has been increasing in Poland. In search of the psychological 
consequences of this situation a study has been conducted on the relation between 
the level of activity of students and both the objective and subjective indicators 
of their eff ectiveness and the level of autotelism/calculation of the initiated activi-
ties. Th e study in question has been performed among a group of 473 students of 
the University of Silesia, and the results thereof indicate diff erences between the 
non-active, averagely active and above-averagely active students in the scope of 
grade point averages, the amount of granted scholarships, subjectively perceived 
attractiveness for colleagues as well as for the potential employer, the level of 
identity integration and the position in group hierarchy. Th e theoretical concept 
for analyses is constituted by the concept of emerging adulthood, the evolutionary 
approach and the concept of career capital.

Keywords: students’ activity, emerging adulthood, career capital, signalling 
theory, evolutionally psychology

Introduction

Within recent decades in Poland, an increase in individuals undertaking higher 
education and in the percentage of students among young adults has been observed. 
In the academic year 2011/2012 the gross schooling coeffi  cient reached the value of 
53.1% (source: Szkoły wyższe i ich fi nanse w 2011 roku, p.28). Do young people study 
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to gain knowledge in accordance with their interests? If we ground students’ activity 
in the context of the concepts of Jeff rey Arnett (2000), Geoff rey Miller (2010) or 
Augustyn Bańka (2007), the fact that it may be accompanied by other motivation 
is revealed. Th e situation is further complicated by the diff erences regarding the 
level of activity, concerning, among other things, the amount of studied fi elds or the 
involvement in work or hobby. Moreover, we may also talk about diff erences in the 
level of the objective and subjective eff ectiveness of students’ activity.

Students’ activity – selected theoretical approaches

Emerging adulthood
According to Arnett (2000), we are currently facing alteration in the dynamics 

of individual development appearing in the phenomenon of the so-called emerging 
adulthood, which consists of a transition period between teenagehood and earlier 
adulthood. Th e specifi c character of this period is determined by the performance 
of some activities characteristic of adults with a simultaneous lack of resigna-
tion from certain activities typical of teenagers. In this context studying becomes 
a continuation of learning at the level of high school and constitutes a standard 
stage of an individual’s education. From the traditional point of view young adults 
should begin living at their own expense, become independent of their parents 
and fi nally build long-term emotional relationships. Th e dynamics of emerging 
adulthood allows young people to locate these tasks in a longer time perspective. 
Th is enables an individual to build a more coherent identity thanks to the fact that 
in course of involvement both in academic and non-academic activity experiment-
ing appears thus enabling the individual to become more aware of their needs and 
values. Concentration on the formation of one’s “self ” refers to the fact that the 
approach proposed by Arnett may be perceived as focused on the autotelic aspects 
of involvement in various forms of activity.

Evolutionary approach
Involvement in particular activity is explained in evolutionary categories by the 

concept proposed by Miller (2010) as a method of presentation of internal features. 
In accordance with the assumptions of the signalling theory, human behaviours and 
physical attributes are constituted by signals which are expected to generate a defi nite 
impression among their recipients. In this context, studying may also constitute 
a signal of a high level of diligence or intelligence. Moreover, in compliance with the 
handicap theory (Zahavi, 1975) an organism may present its good condition through 
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exposure of burdens possible to accept without visible impairment of its functioning. 
Students involved in additional activities and obtaining good grades inform others 
that they possess such high intellectual competences and physical condition that 
additional duties shall not lower their eff ectiveness in the scope of education. In this 
pragmatic defi nition of activity the human being is perceived as someone who treats 
a certain type of activity as a method to obtain a desired social position.

Career capital
Th e diffi  culty in forecasting long-term trends typical of the current labour 

market according to Bańka (2007) contributes to the fact that the conditioning of 
one’s education on the current needs of employers does not constitute an optimum 
strategy of conduct. A more rational course of activity assumes concentration on 
personal aims and goals. Th e total of gathered experience generates the individual 
career capital, which may be developed in practically any manner. Th e concept of 
career capital defi nes students’ activity as characterised both by a certain level of 
autotelism and calculation. Every type of activity may be recorded both in applica-
tion documents in order to increase the chances of employment and also it may 
itself constitute a source of gratifi cation for the individual.

Questions and research hypotheses

Th e presented concepts of motivation accompanying students’ activity led to 
formulate the following questions and research hypotheses:

Q1: Do students with various levels of activity diff er in terms of objective and 
subjective indicators of eff ectiveness?

H1: According to the concept of career capital and evolutionary approach, more 
active individuals shall be characterised by a higher level of both objective and 
subjective indicators of eff ectiveness. Following the assumptions of the emerging 
adulthood we can assume that more active students will possess a higher level of 
identity integration than less active students.

Q2: Do the forms of additional activities undertaken by students diff er in the 
level of autotelism/calculation?

H2: In compliance with the evolutionary concept, a higher level of calculation 
will accompany socially exposed activities such as voluntary work. Assuming that 
a hobby is constituted by any activity compliant with personal interests in the view 
of the emerging adulthood concept, it shall be an activity with a low calculation 
level.
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Method

Research tools
To determine the level of students’ activity, a Career Portfolio Questionnaire 

(Jach, 2013) was used. Th is tool allows for the collection of data concerning the 
involvement in studying a second major, academic subject, organisation member-
ship, learning foreign languages, hobby, work and voluntary work. In the case of 
involvement in a certain activity examined, it was compared in a 5-point scale in 
relation to four questions designed to determine the level of the calculation of 
activities. Th e higher the result, the more benefi t-orientated the activities are. On 
the other hand, low scores indicate the autotelism of activities. Th e level the scales’ 
internal consistency is manifested by a-values between 0.73 and 0.88.

Data on students’ eff ectiveness was collected with the use of a Studying Eff ec-
tiveness Questionnaire (Jach, 2013). Th e subjects provided information on both 
objective and subjective indicators of eff ectiveness. In terms of the objective 
indicators, they were requested to determine them while regarding subjective 
indicators; they quantifi ed them with values corresponding to a Polish grading 
scale from 1 to 6.

Information on the level of identity integration, understood as the feeling 
of internal cohesion and continuity, was obtained with the use of the Identity 
Integration scale, which is part of the Multidimensional Self-Esteem Inventory 
(Ferenc, 2008). It contains ten items and subjects express their relation to them 
within a 5-point scale. Th e credibility of this tool examined by Cronbach’s α varied 
between 0.74 within the female group and 0.77 within the male group.

Study participants and procedure
Th e study was performed upon a representative group of 3rd year full time 

students of the University of Silesia during standard classes. Participation in the 
study was voluntary and anonymous. Th e total number of participants was 473 
(155 males and 318 females) and their average age was 22.31. Due to the lack of 
answers to part of the questions in the case of certain analyses the number of 
subjects was lower.

Th e 56 subjects who did not declare involvement in any activity other than 
studying were placed in the non-active group. Th e cut-off  point distinguishing the 
group of averagely active (326 subjects) and the group of above-averagely active (91 
subjects) was located between three and four activities. Th is distinction seems most 
optimal due to the understanding of “average” as including 2/3 of the population, 
which is accepted in psychological research tradition.
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Results

Activity level vs. objective indicators of eff ectiveness
Students with various activity levels were compared in terms of the level of 

objective and subjective indicators of eff ectiveness. Due to the lack of normality 
of distributions, the median test and the H Kruskal-Wallis rank variation test were 
used to fi nd the signifi cance of diff erences.

Table 1 shows the diff erences between grade point averages for the last semester 
within the examined groups. Th e median test proved that the averagely active 
students obtained average grades lower than expected, while the non-active and 
above-averagely active students obtained grades slightly above the expected level.

Table 1. Activity level vs. grade point average for the last semester

MEDIAN TEST
median = 4.1; χ2 = 8.10; df = 2; p = 0.02

STUDENTS non-active averagely active above-averagely active
< = median: observed 26 179 38
>median: observed 28 130 53
|observed-expected| 2.9 –13.61 10.71

Th e results presented above correspond to the data on the relation between the 
level of activity and the highest grade point averages obtained in the course of 
studying presented in Table 2. Whereas no diff erences were observed between the 
average ranks of the non-active and averagely active students and the non-active 
and above-averagely active ones, the above-averagely active students obtained 
higher grades on average than the averagely active ones. Assuming the grade point 
average as the objective eff ectiveness indicator, it is noticed that the highest ranks 
were characteristic of the above-averagely active students. With regard to those 
averagely active and non-active, the grade point averages did not diff er.

Table 2. Activity level vs. the highest grade point average during studying

Anova Rank
H (df = 2, N = 439) = 8,18; p = 0.02

Students N average rank*
non-active 51 205.03
averagely active 301 212.59a
above-averagely active 87 254.41a

* here and in the next tables the letters show the signifi cant diff erences 
between the calculation levels of the activities (p value < 0.05)
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Th e examined objective eff ectiveness indicator was also the number of scholar-
ships granted in the course of university studies (Table 3). Such distinctions were 
granted most frequently to the above-averagely active individuals, who received 
them more oft en than the non-active and averagely active students. No diff erence 
in this area was observed between the latter two groups.

Table 3. Activity level vs. number of granted scholarships

Anova Rank
H (df = 2, N = 472) = 14.69; p<0.01

Students N average rank
non-active 55 216.28a
averagely active 326 228.83b
above-averagely active 91 276.21ab

In the context of the results, the hypothesis concerning the level of objective 
eff ectiveness indicators in the groups of various activity levels may seem partially 
confi rmed. Th e above-averagely active students actually obtain higher grades and 
scholarships more oft en than the members of the remaining groups, while the 
averagely active students do not diff er in terms of the mentioned variables from 
the non-active individuals. In the case of such objective indicators of eff ectiveness 
as the number of close friends at university, the number of received awards and 
the number of granted sport scholarships, the selected groups did not diff er from 
one another.

Activity level vs. subjective eff ectiveness indicators

Taking into consideration the image consequences resulting from the undertaken 
activity, in the selected groups the estimated level of attractiveness for friends and 
the subjective position among acquaintances were examined. Th e above-averagely 
active students constituted a group with the highest sense of attractiveness for 
university friends (Table 4). Th eir subjectively perceived position among acquaint-
ances also indicated a higher level than the level typical of the non-active students 
(Table 5).

Th e subjects were also requested to evaluate their level of attractiveness for 
a prospective employer. Th e analysis result showed that the non-active individu-
als considered their attractiveness for prospective employers as lower than the 
members of the remaining groups (Table 6).



271Objective and Subjective Eff ectiveness of Students

Table 4. Activity level vs. subjectively perceived attractiveness 
for university friends

Anova Rank
H (df = 2, N = 471) = 10.97; p<0.01

Students N average rank
non-active 56 194.88a
averagely active 326 234.33
above-averagely active 89 268.01a

Table 5. Activity level vs. subjectively perceived position among acquaintances

Anova Rank
H (df = 2, N = 468) = 12.20; p<0.01

Students N average rank
non-active 56 192.87a
averagely active 324 232.32
above-averagely active 88 269.01a

Table 6. Activity level vs. subjectively perceived 
attractiveness for a prospective employer

Anova Rank
H (df = 2, N = 471) = 15.59; p<0.01

Students N average rank
non-active 56 183.04ab
averagely active 325 235.56a
above-averagely active 90 270.53b

In Table 7, information concerning the sense of identity integration for the 
groups of students is presented. Th e results of the performed ANOVA post-hoc 
Tukey test analysis allow us to classify as signifi cant only the diff erences between 
the above-averagely active students and the members of the remaining two groups.

Table 7. Students’ activity level vs. sense of identity integration

Anova
F (2,468) = 7.13; p<0.001; η2 = 0.03

Students mean
non-active 30.77a
averagely active 31.16b
above-averagely active 34.17ab
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Th e results partially confi rm the hypothesis, but the lack of diff erences in the 
estimated attractiveness for friends between the averagely and above-averagely 
active individuals contradicts it. Similarly, the attractiveness for friends, the esti-
mated position in the group and identity integration show no diff erences between 
the non-active and averagely active students.

Involvement in additional activities and the level of its autotelism/
calculation

Th e results obtained in the scales for testing of autotelism/calculation were ana-
lysed with the use of the test by H Kruskal-Wallis (Table 8). Among the activities 
which proved to be the most strongly instrumentally motivated we can enumerate 
voluntary activities and second major. Whereas learning foreign languages and 
involvement in non-student organisations proved to be activities with the highest 
level of autotelic motivation.

Table 8. Calculation level of particular forms of students’ activity

Anova Rank
H (df = 7, N = 821) = 128.35; p<0.01

Activity N Average rank
Voluntary work 76 598.51abcdef
Second major 71 498.88ghi
Academic activity 52 440.84aj
Hobby 226 446.97b
University activity 86 410.73c
Work 155 360.07dik
Non-student organisations 39 288.20eh
Foreign language 116 260.44fgjk

In compliance with the formulated hypothesis, voluntary work constituted an 
activity largely undertaken due to pragmatic motives. Contrary to our predictions, 
university activity and hobbies are socially exposed activities for which it is diffi  cult 
to clearly single out the main type of motivation. Similarly, involvement in non-
student organisations was characterised by one of the lowest levels of calculation 
in contradiction with our hypothesis.
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Discussion

Students’ activity in relation to the objective and subjective factors 
of their eff ectiveness
Th e grade point averages for the last term of the averagely active students were 

slightly lower, and those of the non-active and above-averagely active individuals 
were slightly higher than expected. Th at indicates that the non-active individuals 
obtained higher results in their studying than those devoting their time to a low 
number of additional activities due to the fact that they had more time to study. 
Th e higher grade point averages of the above-averagely active students may 
confi rm their better organisational skills or higher self-discipline. Th e ability to 
combine them with multiple activities may also result from their greater intellectual 
resources. Th ese explanations are compliant with the signalling theory, which states 
that involvement in additional activities is a method to present one’s positively 
evaluated features.

Although the non-active students do not diff er in terms of grade point averages 
and the number of scholarships from those averagely active, they perceive them-
selves as the least valuable prospective employees. Th us, lack of activity may lead to 
the sense of falling behind their peers involved in a certain number of additional 
activities. Moreover, even a small number of additional activities contributes to an 
increase in the belief in one’s own position in the labour market. Th e subjective 
attractiveness for a prospective employer does not need to be convergent with 
the objective one referring to the current conditions in the labour market. Th e 
high level of the discussed variable fi nds its justifi cation in the evolutionary error 
management theory (e.g. Haselton, Nettle, 2006). In compliance with the assump-
tions of the latter, the unrealistically high evaluation of one’s competences not 
only increases self-esteem, but also contributes to a decrease in the risk of failure 
to exploit the opportunity to improve one’s position within a group or to obtain 
valuable resources.

Th e above-averagely active students tended to consider themselves as more 
attractive for and holding higher positions in the group hierarchy than the non-
active students. Th is means that the above-averagely level of activity may constitute 
a source of signals confi rming the conviction of one’s own high value (cf., Cheng 
et al., 2010). Having commonly popular individuals around you entails benefi ts, 
such as self-esteem, increasing the use of such an individual’s reputation or easier 
access to desired goods.

Diff erences in terms of identity integration have been clarifi ed by Arnett’s emerg-
ing adulthood concept (2000). Th e above-averagely active students had a higher 



274 Łukasz Jach

level of this variable than the members of the remaining groups, which allows for 
the supposition that activity provides contents to the individual’s life, thus enabling 
them to provide a fuller answer to the question “who am I?” Perhaps this results 
from the fact that among the considerable number of activities performed it is 
more common to fi nd ones that are classifi ed by the individual as those resulting 
from their needs and beliefs.

Autotelism and calculation of students’ activity
Th e most calculated activity proved to be voluntary work, frequently done due 

to pragmatic motives, oriented on gaining benefi ts related to the image of a socially 
involved person (cf., Bereczkei et al., 2010). An interesting aspect is the discrepancy 
between the formal characteristics of voluntary work (assuming disinterestedness) 
and the actual motivation of volunteers. Th e situation can be clarifi ed by Miller’s 
concept (2010), which states that voluntary work constitutes a recognisable indica-
tor of agreeableness. Because such features as empathy and an ability to function 
within a group are commonly desired and viewed positively, voluntary work may 
constitute a method of self-presentation and modifi cation of the observers’ impres-
sions. Moreover, among the objectives realised through socially useful, unpaid-for 
activity, Hajnalka Feynes and Gabriella Pusztai (2012) enumerate, e.g., career 
development, gaining experience or simply a method of spending free time.

A relatively high level of calculation is also characteristic of studying another 
major. Studying two majors would be connected with the hope of possessing two 
professions and the advantage in the labour market over those who focused on one 
area of studying only, which constitutes a form of diversifi cation of career capital. 
Among activities characterised by a relatively high level of calculation we can also 
classify one’s hobby. Th us, activities which theoretically have the strongest connec-
tion with an individual’s private preferences may be treated as a specifi c “business 
card” enabling others to take a certain position towards the given individual more 
easily, especially in the context of the fact that information on interests constitutes 
an element of the majority of standard CVs. Th e autotelism of foreign language 
learning may confi rm the increase in students’ awareness of the participation in 
a global society. Th e easiness of crossing state borders and the accessibility of 
foreign media contribute to the fact that the ability to speak a foreign language 
becomes increasingly natural. Among other activities characterised by a high 
level of autotelism we can also rank the activities undertaken within non-student 
organisations. In the context of the emerging adulthood theory, membership 
of non-student organisations may be treated as an activity contributing to the 
development of the identity of young adults. On the other hand, the low level of 
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pragmatism typical of those exposed to public view, organisational involvement 
seems to contradict the assumptions of the signalling theory.

Th e remaining forms of student activity may be perceived as motivated bi-
directionally. Th is interpretation is concurrent with the observations of Bańka 
(2007), according to which each activity may prove a conclusive element in terms 
of reaching desired objectives related to the labour market.

Summary

Nowadays “activity” tends to be treated as a standard element of student life, 
and the lack thereof is perceived in terms of defi ciency. Th erefore, young peo-
ple may feel motivated to initiate additional activity, e.g., in order to improve 
their own image. Th e results show that only an above-average level of activity is 
actually connected with a higher level of selected eff ectiveness indicators, while 
averagely active individuals frequently do not prove to be more eff ective than 
their non-active counterparts. Th us, encouragement to undertake activity does 
not necessarily entail an increase in the eff ectiveness of an individual in various 
areas of functioning.

Th e presented analysis of the level of autotelism/calculation of activities sheds 
some light upon the issue of young people’s motivation connected with a selected 
activity. Commonly perceived as altruist, voluntary work proved to be the most 
pragmatic activity among the subjects. Contrary to stereotypical opinions, pursuit 
of a hobby has not proved to be an activity resulting from personal needs, as it 
partially constitutes a method of improvement of the image of an individual. Th e 
most autotelic activity is foreign language learning, which provides evidence of 
a positive attitude of young adults towards participation in globalised contempo-
rary reality.
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Book Review: Małgorzata Kupisiewicz, Słownik pedagogiki 
specjalnej [Dictionary of Special Education], Polskie Wydawnictwo 

Naukowe PWN, Warszawa 2013, pp. 452

Th e Dictionary of Special Education published by the Polish Scientifi c Publishers 
PWN (Polskie Wydawnictwo Naukowe PWN) is a unique publication in Poland 
and as far as I know even in Europe. Amongst Polish publications there was a lack 
of books that would so widely describe the issues of special education. Th e author 
of the book is Professor Małgorzata Kupisiewicz, who has also been a co-author of 
Słownik pedagogiczny ([Educational Dictionary] Warszawa 2009). However, that 
publication is of more general nature although it still contains some interesting 
entries that apply to special education. Th e reviewed dictionary is the crème de 
la crème of publications that attempt to collectively present the terms necessary 
to navigate through this vast research area. Th e dictionary is full of descriptive 
defi nitions and provides a valuable insight into special education. A particular 
strength of the dictionary is indeed not only its deep insight into the subject, but 
also its relevance to Polish reality, which is extremely important because foreign 
publications are not always relevant due to cultural diff erences.

As the author notes in the foreword: the research data of the World Health 
Organization (WHO), gathered at the beginning of the twenty-fi rst century, shows 
that there are about 500 million disabled people in the world. Th e total number 
of disabled people in Poland amounts to about 12% of the population, including 
more than 3% of children under the age of 14. It is worth remembering that the 
number of people with disabilities, of all ages, and suff ering from diff erent types 
and levels of disability increases. Th ese people need – permanently or temporarily – 
diff erent forms and areas of diagnosis, prevention, rehabilitation and healthcare, as 
well as psychological and pedagogical, social and legal support. Th erefore, special 
education must meet the needs of diff erent groups that are experiencing physical 
and mental diffi  culties. One of the main conditions for meeting these needs is the 
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inclusion of disabled people, from birth to old age, in various forms of rehabilitation 
and education, which are carried out in special centers and public or non-public 
inclusive schools. A signifi cant part in achieving these objectives accounts for 
special education, which is an interdisciplinary science – it occupies a signifi cant 
position in the humanities and social sciences. Special education uses a variety 
of scientifi c disciplines, in which the scope of knowledge is so extensive that the 
system of concepts and terms used within it requires a clear and precise formulation. 
Małgorzata Kupisiewicz has attempted to meet this challenge in the Dictionary of 
Special Education. It contains entries covering a wide range of problems:

  regarding people with disabilities of all ages: infants, preschoolers, children 
and adolescents, adults and those more advanced in age,

  including those relating to early multi-professional diagnosis and stimulation 
of the development of children with diff erent types and levels of disability,

  regarding pathology and prevention of development, as well as education, 
rehabilitation, socialization and medical and psycho-educational therapy;

  related to specifi c teaching methods, organizational forms and teaching tools 
used in working with people with diff erent degrees and complexities of 
disability and

  also related to social functioning of disabled people living in diff erent 
environments and to law regulations on them.

Th e total number of entries is 1020. Th e entries are sometimes extended with 
specifi c content and then they form major subject areas. Th e dictionary also 
includes biographies of the precursors and creators of special education, which 
broadens the scope of the information given. I think this is a very important and 
innovative part of the dictionary. Th anks to the creators of special education the 
foundations of the discipline were formed, which eventually evolved into various 
theories and concepts. Th e Dictionary not only represents individual entries and 
approaches, but also refers to signifi cant names, which helps to organize knowledge 
and associate entries with particular persons.

Th e Dictionary is intended for a wide audience, because the common existence 
of able-bodied and disabled people applies to all areas of human functioning in the 
individual and social dimensions. Th e potential recipients of the dictionary will be 
not only researchers, students of education, psychology, sociology, those dealing 
with law, but also parents of children with disabilities. It is worth mentioning that 
the dictionary can also be useful for experienced teachers and educators, psycholo-
gists, lawyers and social workers who want to expand their knowledge and improve 
their professional skills.



Book Review: D. Newby (ed.),   Insights into the European Portfolio  
for Student Teachers of Languages (EPOSTL), Cambridge Scholars 

Publishing, Cambridge 2012, vi + 231 pp.

Since the 1960s the Council of Europe has played a major role in language 
teaching methodology and research throughout Europe (Trim, 2007) and has 
made a signifi cant contribution to the development of language education policies 
and to promoting linguistic diversity and plurilingualism. In 1994, the Council of 
Europe of the European Centre for Modern Languages (ECML) was estabilished. 
Since then, the centre has carried out and supervised projects aimed to implement 
innovation in the organisation, learning and teaching of modern languages as 
well as to meet member states’ foreign language educational needs, and to bridge 
the gulf between theory and practice. Th is book focuses on a recent publication 
of the Council of Europe (2007) – the European Portfolio for Student Teachers of 
Languages (EPOSTL), which was developed within an ECML project instigated 
in 2005, to provide a sweeping look at how the document has been developed, 
interpreted and implemented by academics and practitioners.

Th e book was edited by David Newby, the coordinator and one of the co-authors 
of the EPOSTL. Th e introductory chapter provides the framework through which 
Newby has organized this book. It is divided into three main parts, combining the 
theoretical areas of knowledge and the case studies of implementation in particular 
teaching contexts.

Part one of the book focuses on theoretical insights relevant to the use of the 
EPOSTL.   Newby provides an overview of the development of the EPOSTL and 
some issues which arose in its design and implementation. Anne-Brit Fenner pre-
sents the role of refl ection in education, looks at diff erent theoretical approaches to 
refl ection and considers how the EPOSTL can be used to develop and promote self-
assessment and critical refl ection both in courses at university and during teaching 
practice. Hanna Komorowska, one of the co-authors of the EPOSTL, discusses the 
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concept of learner autonomy and its place in education. In the last chapter of this 
section, Michael Byram discusses the competences which need to be taught as well 
as the pedagogic and cultural competences which teachers themselves might need 
in order to be qualifi ed to teach in foreign language teaching and learning, and 
considers if and how the EPOSTL focuses on the “cultural dimension” of teach-
ing. He claims that the EPOSTL includes the diff erent dimensions of intercultural 
competence and principles of teaching; however, it remains unsystematic in the 
presentation and not consistent with the discussion of learning and assessment.

Th e second part of the book examines three notable contributions that had 
already been made to language learning and teaching in Europe, in order to provide 
a comparative look at the EPOSTL’s function and infl uence. Newby considers 
the relationship between the EPOSTL and the Common European Framework of 
Reference (CEFR), focusing on the correspondence between their competence 
descriptors, to help student teachers and their educators to locate specifi c examples 
in which the two instruments address similar aspects of learning and teaching. He 
points out that specifi c language competences listed in the CEFR illustrative scales 
can be matched to specifi c teaching competences from the EPOSTL to address the 
question of how these language competences can be developed; in addition, the 
CEFR can be used to initiate discussions of the knowledge required by the teacher 
to develop the competences listed in the EPOSTL.

Komorowska explains the rationale of the European Language Portfolio (ELP) 
and examines similarities and diff erences between the ELP and the EPOSTL. She 
states both the documents are characterized by the same long-term aims inherent 
in the policy of the Council of Europe which are related to learners’ development 
and their capacity for independent language learning as well as to transparency 
and coherence in the learning programmes. Th e main link between the docu-
ments lies in fostering refl ection and promoting learner autonomy. By contrast, the 
most important diff erence is connected with what they target – the ELP concerns 
language skills of the learner, while the EPOSTL concerns didactic skills of the 
prospective teacher.

Mike Grenfell addresses the links between the EPOSTL and the European Profi le 
for Language Teacher Education (EPLTE) to indicate how the two documents may 
be used in a complementary fashion in the curriculum design of teacher education. 
He argues that both the documents form part of a new vision for Language Teacher 
Education in Europe, and points out “if the CEFR provides a structure for the 
teaching, learning and assessment of non-native languages, the EPLTE is an attempt 
to develop a similar framework for the education and training of the teachers 
who deliver it; the EPOSTL then being a mechanism for direct use with student 
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teachers as part of their own personal and professional refl ection” (p.156 – 157). 
Th e EPLTE and the EPOSTL are “closely inter-related and, used together, would 
ensure a cohesion of competences across teacher education; whether at pre-service 
or in-service level” (p.165).

In the fi nal part of the book, three case studies are presented, illustrating how 
the EPOSTL can be used in practice. Barbara   Mehlmauer-Larcher describes an 
innovative approach to the integration of school-based teaching practice within 
the education programme of pre-service   EFL teachers which was developed within 
the implementation of the EPOSTL at the University of Vienna. Th e context she 
describes represents the “mainstream” use of the EPOSTL, and the result indicates 
that the EPOSTL strongly supports a better integration of the practice phase 
into the university-based course programme and consequently helps to establish 
improved conditions for student learning.

Barry Jones describes a “bi-lateral” teacher education programme between the 
University of Cambridge and the Institut Universitaire de Formation des Maîtres 
at Antony in France, in which the EPOSTL played a key role in teacher training 
curriculum planning and seminar discussion as well as in students’ self-assessment 
and logging professional progress.

In the last chapter, Rita Kupetz and Hannah Ruhm give an account of how the 
EPOSTL was used in a short training course for German exchange assistants who 
were about to begin a period of teaching in the United Kingdom. Th ey assert 
that the EPOSTL used in teacher education requires adaptation to the particular 
training contexts, for instance not all descriptors were applicable to the tasks. Th ey 
further consider that the EPOSTL should be open to changes (e.g. adding a report 
and/or conclusion section as students fi nd this helpful for refl ection) and allow 
enough fl exibility for the students to develop individual ways of using them.

Th e book clearly shows that the EPOSTL is making a contribution to the “har-
monisation” of European teacher education by providing a common basis for the 
specifi cation and discussion of didactic competences and of teacher education 
across Europe and “has fi lled a gap among previously existing European instru-
ments by providing a focus on the (student) teacher- as opposed to the learner or 
to language itself ” (p.14).

Contributors overall confi rm that the EPOSTL is an instrument for the user 
to promote professional growth through refl ection, self-assessment and dialogue 
and can support an autonomous model of learning, but sometimes disagree over 
whether it may be adapted or shortened to suit the context of a particular country. 
Although “permission to do so has not been granted”(p.18), several examples in the 
book indicate that teacher educators can deal with this issue with more freedom 
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and fl exibility in practice, and the adapted version of the EPOSTL to particular 
contexts and target groups would be valuable and helpful for students to use it.

As a user of this book, I might get a bit frustrated by the “overlap between pairs 
of descriptors” when the EPOSTL is actually used. However, the authors claim that 
“somewhat vague terms have been used deliberately to promote discussion and 
refl ection” and “this refl ection will be a pre-requisite for self-assessment” (p.23). 
Will students’ own interpretations of some words in descriptors cause misunder-
standing between students and teacher educators? How do they communicate 
while individuals have their own understanding of the descriptors? Th ere is no 
discussion on how to deal with these issues in practice, or in the three examples.

Overall, this book is an important academic contribution for those who can 
make use of the EPOSTL to improve the quality of teacher education, namely, 
student teachers, curriculum designers, practicing teachers, and teacher educators 
involved in the training of teachers of foreign languages.
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Book Review: Krzysztof Dziurzyński, Teenagers’ political attitudes 
and national education, Publishing house: Alcide De Gasperi 
Euroregional Economy University in Józefów, Józefów 2012

Teenagers – an unusually complicated and diffi  cult issue for any descriptions, 
analyses and empirical research. Yet- as interesting, unpredictable and rich in its 
variety, that it is a real challenge for contemporary researchers of social life. Mr 
Krzysztof Dziurzyński also responded to this challenge, he carries out the analysis 
of and empirical research on this social category, relations of young people, and 
the sphere of national education (Dziurzyński, 2011).

At the very beginning of his book, the author-researcher relevantly characterizes 
teenagers in the following way: “(…) teenagers constitute a mirror which enables 
to see what is happening in the whole society (…). Th ey do not have to accept the 
rules existing in politics, love politicians, believe the media, and they do not have to 
do many other things. According to the “youth right”, teenagers oft en reject taking 
anything for granted, they reject absolute truth, and they do not take anybody on 
trust. Th ey observe the life around them, the public institutions, and they evaluate 
them, comparing to the predicated rules of a new social order, such as: equality, 
freedom, brotherhood, social justice” (Dziurzyński, 2012, p. 10). If such accurate 
characteristics of young people are supplemented by the argument that teenagers 
constitute the generation which will overtake the social responsibility at a certain 
moment, then, undisputable becomes the signifi cance and importance of the book: 
“Teenagers’ political attitudes and national education”.

Th e publication under discussion is a straightforward attempt to formulate 
a specifi city of national socialization and education in Polish society and it consti-
tutes a specifi c compendium of theoretical and empirical knowledge within this 
domain. However, as the author himself indicates, numerous similar studies have 
been carried out over the last twenty years. (Zaborska et al., 2009, Dolata et al., 
2004, Torney-Putra et al., 2001, CBOS Reports). However, it is so important and 
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soft -spoken a problem in Polish society that it requires permanent monitoring. 
Unfortunately, since the transformation in 1989, it has been diffi  cult for young 
people to understand the idea of nationality – they do not want or know how to 
recognize the values of national society. For sure, numerous doubts within this 
measure are associated with widely understood socialization, with growing in spe-
cifi c families, educating at schools, functioning in the closest local communities, in 
peer groups, in media culture and generally, in a very diff erentiated contemporary 
world.

A considerable asset of the book being described is its way of methodological 
realization. It is certainly interesting to read books where research triangulation is 
applied, in other words, application of several methods and techniques to reveal 
the research problem. Th ese measures allow the readers to carry out independ-
ent, individual, deep analyses and confrontations with the matters presented 
by the author. In this particular case there are: discourse analysis, quantitative 
questionnaire survey on the population of teenagers at upper middle school, and 
also qualitative interviews with civics teachers. Furthermore, a few research tools 
were applied, such as: the Scale of Social Infl uence Consciousness, Scale of Safety 
Consciousness (constructed by the researcher for the research needs), and also the 
Scale of Procedural Democracy.

Th is work, as every empirical one, has its classical dual composition. Th e fi rst 
part, theoretical-meritorious one, presents the contemporary state of discourse 
about such notions as: political culture, political knowledge, political attitudes, and 
political and civics education. It is worth remembering, which was emphasized 
by the author, that two terms, oft en used interchangeably: political education 
and political socialization, do not address the same notion. Th ey have diff erent 
scopes – political socialization is a wider notion, and it means shaping appropri-
ate convictions, estimations and attitudes towards political life, whereas political 
education means, in other words, civics education. According to the author, they 
are synonymous. Th erefore, he states that “Polish public school has to prepare for 
life in a civil society, not in a party society. It is a very diffi  cult assignment. School 
has to shape opinions, teach to evaluate reality on the basis of scientifi c knowledge, 
referring to the system of values characteristic of a civil society”. (Dziurzyński, 2012, 
p.24). Th e political (civil) education carried on at school should: present diff erent 
orientations and opinions, respect opposite attitudes, search for the answers to 
the social and political problems, teach thinking in political categories, and also 
indicate the rules of acting and behaving (Dziużyński, ibidem). Similar suggestions 
appear also in the opinions of specialists, teachers, elites, who decide about the 
programme content and textbooks, in social and specialization papers, within the 
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discourse about civil education over the years 1990 – 1994- documented by the 
researcher in the book being reviewed. Th at public discourse is applied as a context 
of the empirical part of this book, which means: to describe the background for the 
quantitative research carried out among upper middle school students. Whereas 
the qualitative interviews carried out with the civics teachers constituted the neces-
sary supplementation of the research project.

It is impossible to present here in detail all the wide analyses published in the 
book by Krzysztof Dziurzyński. People concerned are invited to read this work in 
detail, however, it is worth discussing the problems which are relevantly recognized 
by the author, who denominated, analyzed and described them, on the basis of the 
obtained empirical data. Th e fi rst, essential and basic research questions, defi ned 
the level of the interest in politics and its importance for the researched students. 
Analyzing the declarations of the studied teenagers, what should be state is that 
three quarters of the respondents are interested in politics, including 13% of 
them keen on this sphere. However, although teenagers declare their interest in 
politics, they rather do not notice its importance for their lives. Fewer than every 
fourth person being tested claims that politics is of more than average importance 
in his/her life. Th e following research problem was focused on establishing the 
sources of knowledge about politics. Th e researched students use mostly com-
mercial television and radio stations, and public television. Th e obtained empirical 
material allows us to conclude that teenagers, although using the alternative, more 
traditional sources of acquiring knowledge about politics, tend to use the Internet 
and electronic media as sources of information. Th e further three research prob-
lems formulated by Krzysztof Dziurzyński pertained to the approval and opinion 
of teenagers about such a political system as democracy in general, and also its 
procedural and equality dimensions. Th e obtained data confi rm a moderately high 
level of teenagers’ satisfaction with the functioning of the democratic system in 
Poland. However, as also shown, despite the transformation of the political system 
and longstanding attempts to build democracy, teenagers critically evaluate the 
achievements of the transformation within this framework. Th e following prob-
lems revealed the attitude of the respondents towards the issues: authority, trust 
in institutions of public life and evaluation of the activities of political parties. Th e 
latter problems – perhaps the most important for building a civic society – referred 
to the issue of the opinion on the subject of social and charity activities and the 
teenagers’ own activities within these domains. A considerable majority of the 
respondents (83.7%) stated that charity activity is important and makes sense. 
Defi nitely this activity was awarded the fi rst rank. However, half of the respondents 
stated that social activity makes sense, but on some conditions. However, only some 
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of them undertook such a kind of activity, e.g., in voluntary service. Th e general 
statements of the researcher about the teenagers’ activities within this sphere are 
quite optimistic: teenagers want to be active, to be helpful, but in a way diff erent 
from that off ered by the contemporary organizations.

Th e analysis of the data and conclusions of Dziurzyński’s research confi rm 
that Polish teenagers’ attitudes towards the public sphere over the last twenty 
years have changed only a little. However, the declaration of interest in politics 
revealed by the numerous groups of researched teenagers is amazing. Numerous 
studies show a lack of interest in this sphere. Th is is an interesting prerequisite 
which is worth penetrating once more. However, the declarative sphere is not in 
accordance with giving politics any importance in their life. What is noticeable is 
a lack of coherence between the declarations and activities among the researched 
teenagers. Th e recalled research project confi rmed the tendencies and priorities 
of teenagers’ activities, which are also revealed in other research, not only in 
Poland. Teenagers are mostly engaged in informal activities, self-helping and 
charity actions.

Th e meritorious considerations make this work appropriate for using it in classes 
of pedagogy, sociology and political science, and also as practical methodological 
support in the case of an attempt to construct research projects within the civic 
society. Th e work on teenagers’ political attitudes is important for teachers, tutors, 
people involved in authorities in Poland, leaders in local communities and parents. 
Since it contains a message which seems to be the regulation and the call for awak-
ening conscious nationality, because, according to the author citing the words of 
the American sociologist John Dewey about the threats for the civic society: “Th e 
real threat for our democracy is not the existence of the other totalitarian states, but 
the factors that are inherent in our personal attitudes, and in our own institutions, 
which in the other countries allowed to win the compulsory authority from outside, 
discipline, uniformity and dependence on the leader”. Are Polish teenagers ready 
for awakening? Are they ready to understand the message? Unfortunately, not only 
pessimism, but research realism within this matter, make us think it is impossible. 
Since, in their march against the world of adults, in their youth protest, in their 
non-conformism, in their peer groups, young people would have to accept and 
approve of a system of values diff erent from the one dominant in society. Another 
way is appreciation and approval of priorities and values important for public life. 
Th is is an unusually diffi  cult and tedious process, and among the researchers the 
antagonism of young people towards any aspects of public life is well known. Most 
willingly they participate in informal activities, self- supportive, charity and in 
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voluntary work. Generally, they do not willingly take part in elections, they rarely 
belong to political institutions.

Systematic participation in public life is rare in this group – it is confi rmed by 
the research conducted in many countries. (Zahorska and others, 2009). However, 
not in all societies the nationality ethos has a low position. However, the current 
tendencies in representative research into Polish society’s opinions about the priori-
ties of norms and values show that since 2005 the appreciated values hierarchy 
among Poles has been quite stable. However, still relatively distant positions in 
value hierarchy are occupied by: welfare of the motherland (3%), freedom of 
expressing one’s own opinions (3%), and the possibility to participate in democratic 
social-political life (0.2%), and the declared most important value is still family 
happiness (82%) and health (74%). Th e analysis of the approved and disapproved 
norms and behaviours revealed that over the last three years the consent not to 
participate in elections has signifi cantly improved. Such a kind of behaviour is 
categorically disapproved by only 21% of the researched people (statements by 
CBOS 2005,2008, 2012). It should be emphasized that among the respondents 
there were also young people. Such data is not optimistic, but it proves that the 
research on teenagers’ civil sphere should be monitored, and besides research more 
determined pro-national actions are also needed. Th ey should be directed not 
only towards teenagers, but also children and their parents, and also the elites and 
nonovernment organizations. Th e conclusions presented by  Krzysztof Dziurzyński 
show that Polish society has a lot to do within the civic education sphere.
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