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Editor’s Preface

The first number of The New Educational Review in 2019 is the fifty-fifth issue of 
our journal since the start of its foundation in 2003. In this issue, there are mainly 
papers from: Canada, Croatia, the Czech Republic, England, Hungary, India, Indo-
nesia, Japan, Jordan, Malaysia, Poland, Serbia, the Slovak Republic, Slovenia, and 
Ukraine, because our journal is open for presentation of scientific papers from all 
over the world.

In the present issue the International Editors’ Board have proposed the fol-
lowing subject sessions: General Didactics, Social Pedagogy, Pedeutology, Special 
Pedagogy, and Chosen Aspects of Psychology.

In the subject session “General Didactics” we publish ten articles. The paper 
by Kálman Sántha focuses on discovering the relationships between pedagogical 
architecture and classroom didactics. The subject of the qualitative study by Alek-
sandra Tłuściak-Deliowska and Monika Czyżewska are the formative assessment 
practices used by elementary school teachers and the school social climate. The 
study presented by Nora Nimani Musa nad Mateja Dagarin Fojkar aims to inves-
tigate students’ competence in English listening skills and vocabulary proficiency 
at elementary school level, focusing on the correlation between students’ skills, 
vocabulary proficiency and out-of-school exposure. Neneng Nurjanah and his 
co-workers, in their study, examine whether Problem Based-Learning enables 
students to learn better and in an equal manner through an array of cross-cutting 
aspects like race, social class, and gender. In his study, Nani Bororah Nasution 
examines the effect of a case study combined with the concept map on improv-
ing critical thinking skills in Indonesian first-year college students. The paper 
by Anna Perkowska-Klejman and Anna Odrowaz-Coates contains advanced 
statistical analysis, original methods and a significant contribution to the claim 
that measurement of reflexivity is possible. The aim of the study by Aleksandra 
Mihajlović is to investigate the effects of Lesson Study on the self-efficacy beliefs of 
pre-service kindergarten teachers. The study by Piriya Somasundram et al. focuses 

Stanisław Juszczyk
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on the relationship between number sense and algebraic thinking. Violetta Rodek 
describes research on students’ independent self-learning. The main objectives of 
the long-term research, the partial results of which are presented in the paper by 
Iwona Tomas, are related, among other things, to identification of the influence of 
experimental artwork classes on children’s artistic skills.

In the subject session “Social Pedagogy” we publish eight articles. The study by 
Jolanta Żarczyńska-Hyla and her co-workers examines the prevalence and corre-
lates of parentification of Polish adolescents (children take on parental duties). In 
their article, Marcin Gierczyk and Tom Harrison describe the statistical findings 
of a study of the effects of gender on the ethical decision-making of professionals. 
In his paper, Tomasz Huk presents meta-analysis of the social context of benefits 
achieved by people in a new, yet not well-researched activity in electronic sports. 
The paper by Erich Petlák et al. discusses learners’ interactions with teachers and 
how they are assessed by teachers. In the text by Maria Czerepaniak-Walczak, 
types of reforms to formal education are introduced, and against this background, 
an answer is sought to the question of who they serve, who is interested in this 
multi-layered effort, who is or can be beneficiary and who is a loser in this process. 
The aim of the study by N.S. Bohra and S B Joshi is to examine the relationship 
between learner profile and retention of learning in adult education programs in 
India. Suardi with his co-workers aim to develop a cognitive stimulation package 
for 2–3-year-old children and examine the effectiveness of the product in facili-
tating children’s cognitive development at home. The article by Alina V. Dulia et 
al. explores the key issues and needs of families of participants in anti-terrorist 
operation.

In the subject session “Pedeutology” we publish three articles. Liudmyla Koruzha 
and her co-workers present the diagnostic and analytical results of the research 
on higher school teachers’ competence at Borys Grinchenko Kyiv University 
(Ukraine). The objective of the study by Marlena Plavšić and Marina Diković is to 
apply Korthagen’s model of level change in exploring teachers’ most unacceptable 
characteristics from the perspective of students, teachers and parents, and reveal 
possible differences depending on primary and secondary school and the length 
of teachers’ experience. Krzysztof Rubacha and Marina Siritova discuss the results 
of a study of the sense of efficacy in literature teachers working in Poland and 
Slovakia.

In the subject session “Special Pedagogy” we publish two articles. The contribu-
tion by Agnesa Pataiová et al. presents a new education and training programme 
“Stepping into Life with the Right Values”, aimed to improve integration of men-
tally disabled pupils into the system of vocational training centres and thus also 
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society. The study described by Ghaleb M. Al-Hiary and Yusef M. Mogdady aims 
at investigating pre-service special education teachers’ levels of knowledge about 
autism.

In the subject session “Chosen Aspects of Psychology” we publish an article 
by Igor S. Popovych and Olena Ye. Blynova, whose purpose is to examine the 
structure, variables and interdependence of the factors of students’ mental states 
of expectations.

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 International Editors’ Board I would like to invite 
representatives of different pedagogical sub-disciplines and related sciences to 
publish their texts in The New Educational Review, according to the formal as 
well as essential require ments placed on our website: www.educationalrev.us.edu.
pl – For Authors.
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Teacher Trainees’ Beliefs Concerning Efficient Teaching 
and Learning  – Pedagogical Spaces in Focus 

DOI: 10.15804/tner.2019.55.1.01

Abstract
The paper focuses on discovering the relationships between pedagogical archi-
tecture and classroom didactics. It is looking for an answer to the question what 
beliefs teacher trainees have about pedagogical spaces, what connections they see 
between efficient learning and the organisation of pedagogical spaces, and how 
they would organise space during their own teaching practice. During the study, 
two methods were used: unstructured reflective diaries (N=29) and fuzzy-set 
Qualitative Comparative Analysis (fsQCA). The key point of fsQCA data analysis 
was the conversion of qualitative data into fuzzy sets. This process was done in 
several steps. Results shed light on the functional space model of the school, and 
highlighted the significance of individual, social, learning, and private spaces. The 
complex space representation of the students showed the school architecture, 
the inner world of the institution, forms, colours, and the unity of objects and 
internal space. All this has an effect on methodological culture as non-classical 
space organisation facilitates the use of new generation methods.

Keywords: beliefs, pedagogical spaces, Qualitative Comparative Analysis, teacher 
training

Introduction

When studying the professionalisation process of teachers’ work, special atten-
tion should be given to beliefs, as they affect the teaching and learning processes. 

Kálmán Sántha
Hungary
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Beliefs are ideas about the world that the teacher considers as true (although they 
might not be true in certain cases), which influence their decisions. Beliefs are 
used when making decisions, they are cognitive, deeply rooted in the teacher’s per-
sonality, and strongly affect their actions. Teachers’ beliefs come from three main 
sources. These sources include personal life experience, memories from earlier 
life as learners at school, experiences from formal education, as well as their own 
teaching experience and practice (Richardson, 1996). During the years of becom-
ing a teacher, acquiring an approach that necessitates reflection during and after 
pedagogical activities (i.e., teaching) can be seen as a key competence for students 
who want to become teachers (Baumgartner & Welte, 2009). In this process, beliefs 
play an important role. Reflection requires explication and, consequently, leads to 
a growing awareness of unconscious, subjective theories.

Research Problem
The question arises how the beliefs and reflective competences of teacher 

trainees can be grabbed. In this study, Tynjälä’s (1998) statement is considered 
of high importance, which states that the written work of teachers and teacher 
trainees (e.g., reflective diary, lesson commentary, portfolio) helps and necessitates 
the integration and reorganisation of information, and thus, analytical thinking. 
Analytical thinking is also represented in the teacher’s portfolio, which shows 
that the teacher trainee is capable of collecting information about the teaching 
and learning process, and make it relevant to his/her own activity (Levin & Mey-
er-Siever, 2018).

Research Focus
The presented paper is looking for an answer to the question what beliefs 

teacher trainees have about pedagogical spaces, what connections they see 
between efficient learning and the organisation of pedagogical spaces, how they 
would organise space during their own teaching practice.

The aim of this paper is to discover the beliefs of teacher trainees about the 
process of teaching and learning using an unstructured reflective diary and 
Qualitative Comparative Analysis. During a qualitative study, reflective diaries 
visualise the ways of thinking and individual sets of beliefs behind the textual 
representation of processes.
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Theoretical background

In the last decades, space came to the foreground of interest, and this “spatial 
turn” generated fundamental changes in social sciences, both theoretically and 
methodologically. The spatial turn meant a change of perspective. It called atten-
tion to the fact that the problem of spatial oblivion, i.e., a priority of time over 
space, must be dealt with in social sciences. Space provides the frame for social 
processes and phenomena (Verd & Porcel, 2012). Spatial information helped the 
notion of Spatially Integrated Social Science get into the focus of qualitative social 
studies (Goodchild, Anselin, Appelbaum & Harthorn, 2000), where the visual-
isation and analysis of spatial data appeared as central elements, what is more, 
a spatial and temporal simulation of social systems also became possible (Cisneros 
Puebla & Davidson, 2012).

Due to the interdisciplinary nature of thinking about space, a number of spatial 
typologies are known, listed here without claiming to be exhaustive: physical 
(topological, projective, linear, and circular), metaphysical (mythical and sacral), 
social (sociological, national-historic, local, global), communicative (linguistic, 
textual, contextual, narrative, hermeneutic), Euclidean, non-Euclidean, metric, 
and topological. The trialectic concept of Lefebvre is partly related to these, but 
it also enables us to see things in different contexts. Perceived space enables us to 
see space as a physical entity. Conceived space helps the analysis of mental and 
cognitive spaces, while lived space facilitates a multifaceted approach to social 
spaces (Lefebvre, 2006).

In the early 2000s, new ideas appeared that focussed on the notion of “network 
society” (Castells, 2003). Castells called attention to the fact that it is worth stud-
ying networks instead of spaces, as the operation of society and economy and the 
relationships present in them can only be understood in this way.

The notion of space has several definitions, e.g., the definitions of social space 
or hyperbolic space are based on different backgrounds, and so go with different 
research methods. There is no unified way to study space. In our days, the latest 
computer-assisted qualitative data analysis software (e.g., Atlas.ti, MAXQDA) can 
be successfully used to handle geo-information in geographic, sociological, or ped-
agogical projects focussing on space. Computer-assisted qualitative data analysis 
helps us understand the physical aspects of space, and with its help, insights can 
be gained into interpretations of space at the level of society (Cisneros Puebla & 
Davidson, 2012).

The analysis of spatial structures on humans, and the interpretation of pedagog-
ical spaces can clarify the different approaches relevant for education sciences. In 
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the multitude of spatial approaches, it is hard to define one specific way for educa-
tion sciences, where an efficient teaching and learning process can be generated. 
Education science follows the ideas concerning spatial organisation at schools and 
the effects of pedagogical architecture on the different actors of school life (Hercz 
& Sántha, 2010; Jelich & Kemnitz, 2003). When analysing pedagogical spaces, it 
is worth remembering what effects space has on the behaviour of teachers and 
learners, and how the institution provides individual and social spaces, as these 
are important parameters of educational spaces.

Research Methodology

Research General Background
The discovery of students’ beliefs about efficient teaching and learning was 

done with a qualitative research project. Instead of a hypothesis, the study was 
constructed on a set of open questions and problems, and was looking for an 
answer to the questions how teacher trainees see the process of efficient teaching 
and learning, and how they view the relationship between pedagogical spatial 
organisation and classroom didactics.

Research Sample
The study involved teacher trainees (N=29), who were the participants in a peda-

gogical seminar led by the author of this paper. The sample was selected on the basis 
of availability. When choosing the sample number, the methodology of Qualitative 
Comparative Analysis is considered, which prefers studies with multi-variables and 
a low number of cases. Literature lists studies with a different number of cases, so 15 
< N< 50 (Legewie, 2013), or 10 ≤ N ≤ 30 (Thiem & Duşa, 2013) are also considered 
as appropriate. QCA is well suited to all samples, even for intermediate or large 
ones (Cooper & Glaesser, 2016; Greckhamer, Misangyi & Fiss, 2013). FsQCA is also 
a useful tool for analysing small samples (Rihoux, Ragin, Yamasaki & Bol, 2009). 
The sample used in the presented study is adequate for the methodology to be used.

Instrument and Procedures
The students had to word their ideas about spatial structures in the classroom 

by means of an unstructured reflective diary. In their homework, they had an 
opportunity to form the spaces as they wanted, so that it provided the best teach-
ing and learning efficiency. The students made their diaries in two weeks, without 
any length limitations. Unstructured reflective diaries are a good way to study this 
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topic as apart from setting the topic it does not impose limitations, so individual 
subjective beliefs can be discovered effectively.

Data Analysis
Data analysis was made using fuzzy-set Qualitative Comparative Analysis 

(fsQCA). This method is based on mathematical processes, its basic idea is a study 
of different cases. Cases are seen as sets, variables as conditions, results as outputs. 
The first version of QCA works with crisp-set QCA (csQCA) dichotomised 
conditions, its values are 1 if the statement is true, and 0 if the statement is false 
(Schneider & Wagemann, 2007).

The method has been criticised for dichotomising, as it reduces the complexity 
of reality because of loss of information. To eliminate this problem, a fuzzy-set 
QCA (fsQCA) has been created (Ragin, 2000). Fuzzy logic interprets all relation-
ships and outcomes for each value of the interval [0,1], thus eliminating a dichot-
omy. Using fsQCA necessitates the knowledge of csQCA as the end of the fsQCA 
analysis process returns to using csQCA.

The key point of fsQCA data analysis is the conversion of qualitative data into 
fuzzy sets. During the transformation, Basurto & Speer’s (2012) method of cali-
bration for structured interviews was adopted, thus offering a way to use unstruc-
tured reflective diaries in this research. Using fsQCA was done in the following 
steps: setting the conditions and the outcomes (1), and setting thresholds (2), 
qualitative content analysis of unstructured reflective diaries (3), reviewing coded 
outcomes (4), defining fuzzy values (5), assigning and reviewing fuzzy values (6), 
hypothetical truth table (7), logical minimisation (8), prime-implicant table (9), 
interpretation (10).

Research Results
The results are illustrated with the main content nodes found during fsQCA.

Step 1: Defining the conditions and the output
The inductive content analysis of unstructured reflective diaries (Mayring, 

2003) defined three conditions: spatial structure (T), methodological culture (M), 
and educational tools (E), whereas the outcome was defined as efficient teaching 
and learning (Y).

Step 2: Setting thresholds
The key point of analysis is the fuzzy-set transformation of data. For unstruc-

tured reflective diaries, first the thresholds must be defined for each fuzzy set 
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(1 – fully part of set, 0.5 – threshold, 0 – not part of set). The thresholds help us 
decide if a particular case belongs to a set or not. Due to the unstructured nature 
of the diaries, there are no pre-defined categories, so in the first step the threshold 
was defined for the three categories based on the content of the text (Table 1).

Table 1. Thresholds and conditions.

Conditions Threshold levels
Spatial structure 0 – no spatial structure

0.5 – only classroom
1 – spatial structure (more complex than classroom)

Methodological 
culture

0 – no methodology
0.5 – there is a methodology, but methods and work processes are not 
clearly defined
1 – methods and work processes are clearly defined

Educational tools 0 – no tools required
0.5 – there are tools but types and demands are not clearly defined
1 – types and demands are clearly defined

Step 3: Qualitative content analysis of unstructured reflective diaries
In this step, the coding of text corpora was done. In the case of unstructured 

text corpora, analysis was made using inductive logic, main and sub-codes were 
defined based on the meaning of the text segments. The sub-codes (Table 2) were 
assigned to the main codes defined in step 1.

Table 2. Main codes and sub-codes.

Conditions / Main codes Sub-codes
Spatial structure furniture, “corners”, shelves, shapes of equipment, colour of walls, 

light, acoustics, plants
Methodological culture work forms, methods: classical, interactive, new generation
Educational tools teacher’s and student’s demands

Step 4: An overview of code-output
In this step, the coded data were analysed, all text segments marked with the 

same code were analysed as a group. It is worth comparing the text segments 
marked with the same code as it facilitates the assignment of fuzzy values. When 
reviewing the diaries, it was possible to follow which main codes and sub-codes 
were present (or not present), and the justification for each value was also seen 
(e.g., a difference between classical methods in one diary, and a range of methods 
and work forms in another).
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Step 5: Defining fuzzy values
Defining fuzzy values, based on the researcher’s decision, can be done on the 

basis of theoretical background, information about the cases, or sociocultural 
context. Table 3 shows the fuzzy sets and values.

Table 3. Fuzzy sets and values

Conditions Fuzzy values
Spatial structure 0 – no spatial structure

0.2 – outer environment, built environment, decoration
0.4 – only classroom
0.6 – classrooms, colours, light, plants
1 – spatial structure, everything is included

Methodological culture 0 – no methodology
0.33 – methods appear
0.67 – work forms appear
1 – methods and work processes are clearly defined

Educational tools 0 – no tools required
0.33 – teacher’s demands appear
0.67 – student’s demands appear
1 – teacher’s and student’s demands appear

Starting from Table 3, the question why the values change under different 
conditions (i.e., why there are five values in the case of spatial structure, and why 
there are four values in the case of methodological culture and educational tools) 
should be answered. When coding the texts it was easy to see that the different 
conditions would have to be treated in different ways. In the case of a similar code 
system, data loss would have occurred. In the case of methodological culture, work 
forms have a higher fuzzy value (0.67) than method (0.33), as the students who 
can differentiate between methods and work forms can also think in complex ways 
about the efficiency of teaching and learning. In the case of educational tools, the 
use of values is unambiguous.

Step 6: Assigning and reviewing fuzzy values
Assigning fuzzy values to conditions and outcomes creates a  link between 

theory and practice, and shows how data are described by fuzzy values. If there 
are problems at this point, then steps 4 and/or 5 must be thought of.

While analysing fuzzy values, the problem of structuring educational tools 
based on the demands of teachers and students arose. After reading the texts, 
there was a clear distinction between the demands of the teachers and students, 
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so the fuzzy values set beforehand stayed unchanged. The students’ demands for 
educational tools have a higher value, as it includes the use of more complex tools 
(e.g., smart phones in the classroom).

After this review, a fuzzy set table was created (Table 4).

Table 4. Fuzzy values

Case Spatial structure Methodological 
culture

Educational 
tools

Outcome 
(Y) N=29

1 0.6 0 0 1 1
2 0.6 1 0 1 1

3 0.2 0.67 0 1 1
4 1 1 0 1 1
5 0.6 0 0.33 1 1
6 1 0 0 1 3
7 0.4 0 1 1 2
8 0 0 0 0 3

9 0.6 0.67 1 1 1

10 0.6 0.3 0 1 1

11 0.6 0 0 1 5

12 0.6 0 1 1 1

13 0.6 1 1 1 1

14 1 0.67 0 1 2

15 1 0.67 0.33 1 1

16 1 0 0.33 1 1

17 1 1 1 1 1

18 0.6 0.33 0 1 1

19 1 0 1 1 1

Step 7: Hypothetical truth table
After setting the fuzzy values, a  dichotomising process for crisp-setQCA 

(csQCA) was necessary, i.e., the creation of a hypothetical truth table. From this 
point on, fsQCA follows the steps of csQCA.

Concerning spatial structure in the fuzzy values table clarification is necessary 
since the value “0.4 – only classroom” is to be seen as true (1) because a reference to 
the classroom and its furniture is also a reflection to spatial structure. In other cases, 
values below 0.5 were regarded as 0, whereas above 0.5 values were regarded as 1.
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As in csQCA, all the conditions have two outcomes (either 0 or 1) the inde-
pendent condition n will have 

n2  different configurations. Thus, if there are 
three conditions, there will be 8 cases, the first 6 of which are real (present in 
real life), while cases 7 and 8 are only logical, as they do not occur in real life 
(cf., Table 5).

Table 5. Hypothetical truth table

Case Spatial 
structure

Methodological 
culture

Educational 
tools

Outcome 
(Y) N=29

1 1 0 0 1 13
2 1 1 0 1 5

3 0 1 0 1 1
4 1 0 1 1 4
5 0 0 0 0 3
6 1 1 1 1 3
7 0 0 1 ? 0
8 0 1 1 ? 0

Step 8: Logical minimisation
In the next steps, cases were analysed which yielded the result Y=1. Addition 

and multiplication are interpreted as follows: a Boolean sum means logical “or”, 
while multiplication means logical “and”. All the cases can be described as Boolean 
multiplications, where capital letters mean fulfilled conditions (1), and small letters 
mean unfulfilled conditions (0).

Y=1 is fulfilled by cases 1, 2, 3, 4, and 6, that is Y(1)= Tme + TMe + tMe + TmE 
+ TME. This expression is the primitive expression for Y=1.

Real cases can be minimised, in this process the Quine-McCluskey algorithm is 
used. The primitive expression for Y=1 can be minimised in pairs (e.g., (1,2): Tme 
+ TMe = Te (m+ M) = Te; (1,4): Tme + TmE = Tm (e + E) = Tm, etc.), and so the 
minimised expression T+Me will result.

Step 9: Prime-implicant table
The prime-implicant table (Table 6) helps find the last configuration linked to 

outcome Y=1, it represents the minimised and original primitive expressions. The 
column of TMe can be omitted without changing the value of the expressions, so 
the minimised expression is Y(1) = T+Me, which can be interpreted as follows: 
efficient teaching and learning will occur (Y=1) if there is adequate spatial struc-
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ture (T), or adequate methodological culture (M) and a non-adequate tool (e) in 
the classroom.

Table 6. Prime-implicant table

Prime impli-
cant

Primitive expression
TmE TMe tMe TmE TME

T x x x x
Me x x

Discussion

Interpreting the data is the 10th step of the process. In this step, it is worth 
reverting to the minimised formula T + Me. The expression resulting from a logi-
cal deduction is not an ordinary statement, but a combination of adequate spatial 
structure, or adequate methodological culture with non-adequate tools can have 
effects on the teaching and learning process.

The remaining part of the presented paper analyses the part of the minimised 
formula referring to spatial structure (T) according to the diaries. According to the 
hypothetical truth table, the appearance of spatial structure is represented by cases 
1, 2, 4, and 6, altogether N=26 in the diaries. To the spatial structure condition set 
before the study, sub-codes assigned to the text were defined according to text 
meaning.

The content elements behind the codes showed considerable similarity, as there 
were no significant differences among the students’ beliefs concerning spatial 
structures. There were some futuristic ideas about the school building and its 
surroundings: “Pyramid-shaped school, castle, boot-shape, lying dog, anything that 
children will like to frequent.” The building should have a “Gaudi-ish wavy wall 
structure suggesting continuity”, where there is a special emphasis on colour and 
light as all this influences our perception of space. Concerning colours, the diaries 
are diverse, ranging from white (so that is does not distract children from learning) 
to colourful walls and other neutral colours. In many cases, the students thought 
that children should colour the walls so that they can develop an emotional link to 
their own classroom. A key element of the diaries is a need for different “corners”. 
Besides reading, playing, and tale corners there was a need for an internet corner, 
and also other corners representing a need for private space and for furnishing 
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the corner according to one’s own ideas. This is important as corners help children 
relax and get ready for classes. Corners represent pleasant and safe private spaces, 
which is very important for efficient school work. In the case of methods and 
work forms, the students mentioned classical methods (e.g., visualisation) and new 
generation methods (e.g., cooperative techniques) as well, and considered all four 
work forms (frontal, individual, pair work, group work) as equally important. In 
accordance with methodological culture, an aesthetically decorated classroom will 
change its space organisation, as well. This is made possible by the use of movable 
pieces and individual desks arranged in a circle or in a U-shape, complemented 
with individual lockers.

The idea of one student is food for thought, comprising a tale-like idea and 
a question about pedagogical space organisation: “In Harry Potter’s Hogwarts 
school there is a room called »Room of Requirement«, which can change into 
anything you need it to. Of course, everything is possible in a wizarding world. 
It could be an interesting experiment if an empty room was given to a class and 
they could use it freely, according to their own needs. I wonder what they would 
conjure into the room?”

Conclusions

The complex space representation of the students showed the school architec-
ture, the inner world of the institution, forms, colours, and the unity of objects 
and internal space. It is always worth remembering that spatial structure has 
an effect on human behaviour, activity, learning and teaching. Spaces trigger or 
inhibit thoughts, generate chaos or harmony, make you active or passive in the 
school.

Students’ beliefs about spatial structure reinforce the idea that architecture and 
built spaces in educational institutions have a very special pedagogy. This helps 
schools to fulfil their missions, to achieve their latent and manifest objectives. 
Efforts to build schools can only fulfil their ultimate aims if all the philosophical, 
pedagogical, psychological, and economic factors are taken into account. Future 
perspectives depict complex schools that prepare children for future challenges 
relying on their multifunctional operation.

Further studies could include methodological triangulation to involve other 
qualitative techniques besides reflective diaries in analysing pedagogical spaces, 
e.g., photo interviews. This involves analysis of photographs of different peda-
gogical spaces. This would allow for the elicitation of even more subjective ideas.
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The methodology of this study can be used to discover complex issues in 
education sciences, as it offers a nuanced representation of school reality, taking 
several factors into account. Thus, it contributes to the understanding of school 
life-worlds.
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Abstract
The topic of formative assessment has rarely been addressed in Polish educa-
tional research studies, and the connection between formative assessment and 
the school climate has, until now, never been examined. The subject of this 
quantitative study were the formative assessment practices used by elementary 
school teachers and the school social climate. The participants were students 
(N=491) and teachers (N=60). Findings indicate that: (1) to a varying degree, 
teachers use activities that make up formative assessment, (2) schools differ 
significantly in their formative assessment practices, (3) the social climate 
at these schools is positive, (4) formative assessment practices are positively 
correlated with the school climate.

Keywords: formative assessment, school climate, feedback, interpersonal relation-
ships, learning process

Introduction

Formative assessment (FA) has been present in western education practices for 
several decades. It is usually regarded as a highly effective set of techniques and 
strategies, helpful not only in the assessment of students’ work and progress, but 
also in the process of learning per se. The underlying assumption behind FA is 
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based on the interpersonal skills of the teacher and the development of these skills 
in the student, which may help facilitate the building of a culture of communica-
tion for all participants. The impetus for research in this area came on reflection 
that although the school social climate (SSC) is a concept that is usually applied 
to the relational aspects of the functioning of a school, there is no evidence of 
its correlation with assessment, especially with the type of assessment which is 
founded on relational grounds – that of formative assessment. Consequently, this 
raised the question as to whether there is a relation between FA and the SSC. This 
became the basis for the conceptual framework of the research.

Formative Assessment Practices
Formative assessment is a set of planned and interrelated teacher activities, the 

implementation of which helps to create greater effectiveness of learning. It is an 
ongoing, dynamic process and it gives information during the instructional process 
(summative assessment usually does this after the completion of either an element 
of or the whole instructional process). The aim of FA is to get information on 
how a student acquires knowledge and therefore identify the student’s educational 
needs in order to introduce a more effective learning process. The essence of FA 
comprises the feedback in which students are informed as to how well they did in 
their work, what should be done differently, what and how should be corrected and 
what may be done to further develop skills and knowledge (Glazer, 2014, p. 277). 
According to Wiliam, there are five core strategies in FA practice:

1. Clarifying learning intentions and sharing criteria for success.
2. Engineering effective classroom discussions, questions, and learning tasks 

that elicit evidence of learning.
3. Providing feedback that fosters a sense of learner progression.
4. Activating students to think of themselves as the owners of their own learn-

ing.
5. Activating students to think of themselves as instructional resources for one 

another (Wiliam, 2007, p. 192).
These assumptions are already widespread in Poland, and schools that apply FA 

function rely on them to a large extent1. These were treated as the basis for the devel-
opment of a tool for research that will be the subject of the presentation in this text.

1 Strategies of formative assessment have been present in several Polish schools for almost 
20 years. However, these remain in a minority, and often comprise isolated elements rather 
than occurring in every aspect of instruction and school assessment criteria. The basis are the 
guidelines presented in numerous works by Danuta Sterna.
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The School Social Climate
In analyzing the characteristics of the school environment, it is difficult to 

find a clear and precise definition of the school climate. This is mainly because 
literature defines the school climate from several different points of view and from 
different research perspectives. The American National School Climate Center has 
compiled the key areas of the school climate (Thapa et al., 2012): (1) the quality of 
social relations, (2) the characteristics of the education and instruction, (3) physi-
cal and emotional security, and (4) the characteristics of the physical environment 
(cf. also: Van Houtte, 2005; Bond, 2017).

It should be noted that the SSC is created during any interaction between “me 
and others”. The authors assume that the socio-emotional climate includes rela-
tions between members of the school community and any experiences that are 
connected to the various events they may witness either at school or in relation 
to the school. Personal experiences related to the different dimensions of school 
reality become the basis for a better perception and understanding of the school 
climate.

From Providing Feedback to Improving the School Social Climate
The importance of the relational components of feedback, its impact on stu-

dents and the perception of it, has been widely described (Davis & Dargusch, 2015, 
p. 179). The quality of the student-teacher relationship influences the student’s 
perception of the feedback received from the teacher, and in this way, it is a part 
of the closed circle: giving feedback can influence the quality of the relationship. 
While Adcroft describes interpersonal relationships in the process of assessment 
as a fundamental aspect (2011, p. 406), Davis and Dargusch go further and con-
clude that “relationships can play a mediating role both positively as an enabler, or 
negatively as a contradiction and barrier in the effective operation of the assessment 
and feedback system” (Davis & Dargusch, 2015, p. 179). They also refer to Carless 
(2009), who draws attention to the aspect of mutual “investment of trust” between 
a teacher and a student as an imminent part of the assessment practice (Carless, 
2009, pp. 82, 87) and proceed to describe the rules of “dialogic feedback”, which 
stands for an opportunity to interact and negotiate for both interlocutors (Davis 
& Dargusch, 2015, p. 179).

Research Focus
The subject of the study were the practices of FA used by elementary school 

teachers from three schools and the social climate in these schools. The object of 



33Formative Assessment Practices and the School Social Climate

interest were not simply the strategies and techniques used by the teachers but also 
the impact of these issues on the perception of the school climate. The following 
research questions were formulated:

1. What elements of formative assessment practices are used in schools?
2. What is the social climate in these schools?
3. Is there a relation between formative assessment practices and the school 

social climate?

Research Methodology

Research General Background
Three Warsaw elementary schools which use FA were invited to participate in 

the research. The practices labeled as FA in the schools vary widely. School A was 
established in 1945, FA being introduced there in 2011. School B was built in 
1962 and has employed FA since 2008. School C has only recently been opened 
(2016/17), but elements of FA elements have been in place since that date.

The study was organized as quantitative research in the first phase, and then in 
the second one as qualitative – in a form of interviews with the view of consol-
idating and expanding data. This mixed strategy was appropriate as it provided 
a better insight into research problems.

Research Sample
The sampling of schools was purposive, as the aim was to reach schools which 

employ formative assessment and to survey all their teachers and students.
A total of 60 teachers took part in the research (33 respondents from School A, 

14 from School B, 14 from School C). The teacher sample consisted of 48 female 
respondents (80.0%) and 11 male ones (18.3%) (one individual refused to provide 
the relevant data). The average seniority in the teaching profession among the 
respondents was 13 years and the average length of service at the school was 
7 years.

There were 491 students who took part in the research (227 students from 
School A, 66 students from School B, 198 students from School C). The student 
sample consisted of 244 girls (49.4%) and 229 boys (46.4%) (21 students did not 
provide data). The average age of the students was 11.03 years (SD = 1.27).

The demographic characteristics of the participants are presented in Table 1.



34  Aleksandra Tłuściak-Deliowska, Monika Czyżewska

Table 1. Demographic characteristics of research sample

School A School B School C
Teachers
(n=60)

Gender
Male

Female
No data

84.4%
15.6%

-

92.9%
7.1%

-

57.1%
35.7%

7.1%
Professional degree

Lack of degree
Trainee teacher

Contracted teacher
Appointed teacher

Certified teacher
No data

-
-

21.9%
37.5%
38.5%

3.1%

21.4%
-

14.3%
28.6%
35.7%

-

14.3%
64.3%
21.4%

-
-
-

Students
(n=491)

Gender
Male

Female
No data

54.6%
42.3%

3.1%

34.8%
62.1%

3.0%

49.0%
46.5%

4.5%

Instruments and Procedures
This article will only present quantitative results. These are based on the results 

of two questionnaires: (1) “Formative Assessment Practices Questionnaire. Teacher 
and Student Form” and (2) “The Climate in my School. Teacher and Student 
Form”2.

The first questionnaire, which surveyed the topic of FA, was specially prepared 
for this research project. A version for teachers, with a corresponding questionnaire 
for students was prepared. Over 30 statements were divided into 4 dimensions or 
scales: (1) learning goals (α = 0.88), (2) criteria for success (α = 0.82), (3) learning 
activities (α = 85) and (4) feedback (α = 0.85). Items were included after referring 
to the literature that reviews the current use of FA in Poland. The respondents were 
asked to adopt a 4-point response scale ranging from “never” (1), “sometimes” (2), 
“often” (3) to “always/almost always” (4). The higher the mean score, the greater the 
intensification of activities focused on a particular aspect of FA.

The second questionnaire was used to assess the perception of the school 
climate from the teacher’s and the student’s perspective. The questionnaire “The 
Climate in my School” includes such dimensions as (1) satisfaction with studying 
or working at school, (2) relationships between members of the school community, 

2 The author of the questionnaire is Magdalena Woynarowska-Sołdan. The questionnaire 
is available in Polish.
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(3) creating opportunities for members of the school community to participate 
in school life and work, (4) assessment of interpersonal relations, (5) emotional 
support, (6) motivating to achieve success, (7) the possibility of effective work 
during lessons, (8) overload by learning or work at school. To assess them, a five-
point scale was used: “definitely not” (1), “rather not” (2), “hard to say” (3), “rather 
yes” (4), “definitely yes” (5). The higher the average rating for any given dimension 
(with one exception), the more positive the opinion. The last dimension is an 
exception – in this case, the lower the average value, the better. As with the previ-
ous questionnaire, versions for both the teachers and the students were prepared. 
Although the teachers were asked about how they feel in the workplace and how 
they would assess it from their own perspectives, bearing in mind the assumptions 
of the project and this article, only those dimensions of the school climate that 
focus primarily on the student’s situation will be presented. These, it should be 
pointed out, were assessed by both the students and the teachers.

Research Results

Formative Assessment Practices in the Schools Analyzed
Initially, the prevalence of FA practices from the perspective of the teachers 

was established. In addition, a comparison was made between the schools that 
participated in the study. This comparison was made because each of these schools 
has a different experience of applying FA practices. The results are presented in 
Table 2.

Table 2. Formative Assessment Practices. Teacher’s Perspective (N=60)

 
General School A School B School C

F Sig.
M SD M SD M SD M SD

Learning goals 3.15 .46 3.33 .39 2.98 .50 2.95 .44 4.70 .014
Criteria for 
success

3.39 .50 3.55 .36 3.40 .56 3.04 .52 5.82 .005

Learning 
activities

3.35 .36 3.40 .35 3.62 .20 3.00 .24 9.03 .001

Feedback 3.16 .36 3.29 .39 3.17 .23 2.96 .33 3.58 .037

Looking at the overall results, it can be concluded that the teachers are mostly 
involved in defining success criteria and undertaking different didactic activities to 
orient students to meet these criteria. Results from the one-way ANOVA provide 
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information about statistically significant differences between all schools (p < 
0.05). Post hoc comparisons using the NIR test indicated that the mean score for 
the “learning goals” in School A (M = 3.33; SD = 0.39) differ significantly from that 
in School B (M = 2.98; SD = 0.50) and School C (M = 2.95; SD = 0.44). However, 
there was no statistically significant difference in relation to the activities related 
to “learning goals” between school A and B. Taking into account the “criteria for 
success”, it was evident that School C had the lowest score (M = 3.04; SD = 0.52). 
Statistically, this was significantly different from those scored by School A (M = 
3.55; SD = 0.36) and School B (M = 3.40; SD = 0.56). The same situation was 
evident in relation to “learning activities”. In turn, in relation to the “feedback”, 
a statistically significant difference occurred between school A (M = 3.29; SD = 
0.39) and C (M = 2.96; SD = 0.33).

The same analyses were carried out in relation to data obtained from the stu-
dents (cf., Table 3).

Table 3. Formative Assessment Practices. Students’ Perspective (N=491)

 
General School A School B School C

F Sig.
M SD M SD M SD M SD

Learning goals 2.77 .62 2.87 .56 2.86 .70 2.64 .62 7.79 .000
Criteria for success 3.04 .65 3.12 .59 2.99 .79 2.96 .67 3.36 .036
Learning activities 2.81 .51 2.91 .45 2.81 .67 2.69 .50 8.88 .000
Feedback 2.59 .55 2.69 .51 2.72 .57 2.41 .54 14.39 .000

The table shows that the average scores obtained on the basis of data from the 
students are lower than those of the teachers and that the differences between the 
schools are not so pronounced, although they remain statistically significant (p < 
0.001; except “criteria for succes” p < 0.05). Post hoc comparisons using the NIR 
test indicated that the mean score for the “learning goals” in School C (M = 2.64; 
SD = 0.62) differs significantly from those in School B (M = 2.86; SD = 0.70) and 
School A (M = 2.87; SD = 0.56). Statistically, some important differences occurred 
between School A (M = 3.12; SD = 0.59) and School C (M = 2.96; SD 0.67) when 
considering the “criteria for success” among students. The same situation was 
evident in relation to “learning activities”. However, as regards “feedback”, it turned 
out that School B (M = 2.72; SD = 0.57) differs significantly from School C (M = 
2.41; SD = 0.54).
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Teachers’ and Students’ Perception of the School Social Climate
The analyses of the school climate perception were analogous to the FA prac-

tices analyses. The presentation of the results focused on the comparison of the 
teachers’ and students’ perception of the school climate. The figure below (Figure 
1) presents a comparison of the average values for the dimension of the school 
climate.

The teachers gave the highest ratings to those dimensions that directly concern 
their actions in the classroom, e.g., “emotional suppport from teachers” (M = 
4.69; SD = 0.45), “motivating students to succeed” (M = 4.37; SD = 0.57), “creating 
opportunities for students to participate in class life” (M = 4.34; SD = 0.52). The 
students’ assessment of the school climate dimensions was often lower than that 
of the teachers, with the exception of the students’ “sense of overload and school 
stress”. The fact that the number of the teachers was lower than the number of the 
students taking part in the study resulted in the Mann Whitney nonparametric test 
being employed to compare the results. The analysis of this test showed that the 
teachers rank the school climate significantly higher than the students (p < 0.05), 
with the following exceptions: “students’ school satisfaction” and “relationships 
among students”. In these two cases the responses were similar.
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Figure 1. Comparison of the perception of the school social climate by teachers and 
students
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Relationships between Formative Assessment Practices and the School 
Social Climate
The last step of the analysis involved the relationships between the main 

variables. As there were two data sources (teachers and students) and also that 
there were some significant differences in the students’ and teachers’ perspectives 
regarding both FA practices and the school climate dimensions, correlation anal-
yses were conducted separately for data obtained from the teachers and students. 
The results of the correlation analysis are presented in Table 4.

Table 4. Correlations coefficients: formative assessment practices and the school 
social climate dimensions

Based on data from teachers
(1) (2) (3) (4) (5) (6) (7) (8)

Learning goals .18 .30* .56** .43** .52** .35* .34* .04

Criteria for success .28* .43** .62** .40** .49** .41** .38** -.02
Learning activities .26 .43* .63** .36 .58** .43* .43* -.06
Feedback .32* .41** .70** .43** .65** .40** .56** .07

Based on data from students
Learning goals .47** .38** .48** .53** .55** .38** .36** -.01
Criteria for success .47** .40** .49** .54** .50** .35** .30** -.07
Learning activities .44** .41** .43** .53** .49** .37** .32** -.07
Feedback .47** .38** .48** .57** .58** .43** .35** -.06

(1) – students’ school satisfaction
(2) – relationships among students
(3) – creating opportunities to participate in the class life
(4) - emotional support from teachers
(5) – motivating students to succeed
(6) – students’ approach to learning
(7) – students’ attitude towards teachers
(8) – sense of overload and school stress
* correlation is significant at the 0.05 level (2-tailed); ** correlation is significant at the 0.01 level 
(2-tailed)

It transpired that the practices constituting FA display a significant positive rela-
tion to the school climate dimensions, with the exception of the “sense of overload 
and school stress”. Correlations for individual dimensions range from low to mod-
erate in most cases, whilst some are strong. Based on the teachers’ perspective, it 
can be concluded that the activities comprising FA show a significant correlation, 
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especially regarding the actions of teachers who are focused on providing support 
and motivation and the creation of opportunities to participate in the life of the 
class. This has also been confirmed by analyses based on data from the students. 
It is worth noting that FA practices positively correlate with the students’ overall 
school satisfaction.

Discussion

The study explored (1) FA practices in three schools, which had been specifically 
selected for the study, (2) the perception of the social climate in these schools and 
(3) the relationships between FA practices and the school climate. The source of 
the data was information obtained from students and teachers. Findings indicate 
that: (1) the teachers use – to a varying degree – the activities that comprise 
formative assessment in their everyday didactic approach to work, (2) as regards 
FA practices, the three schools differ significantly, (3) the social climate in these 
schools is, in general, positive, (4) there is a differentiation in the perception of the 
school climate between the students and teachers, (5) FA practices are positively 
correlated with the school climate dimensions.

Based on the results, it can be assumed that the teachers take into account 
various activities aimed at informing students about the goal of the class and the 
criteria of success. They implement different methods which involve students in 
the learning process and use differentiated strategies for providing feedback. When 
comparing the perspectives of the teachers and students, there was a marked 
differentiation in the assessment of the intensity of individual activities. The 
teachers regularly pointed to higher frequencies than the students. This result can 
be explained in at least two ways. Firstly, the teachers undertake various activities 
that combine to make up assessment; they also participate in training sessions to 
prepare for particular classroom activities, which draw attention to their purpose. 
Therefore, it is easier for them to assess which of the activities they apply and the 
extent to which they are applied, while the students may not always be conscious 
of the techniques used by the teachers. On the other hand, the teachers tend to 
be conscious of the need to make a good impression during research whenever 
they are being asked directly about their professional activities. Consequently, the 
teachers, who consider themselves to be representatives of a specific professional 
group, may want to “do well”, while the students may be more willing to make 
comments about real behaviors. A similar contrast between teacher and student 
perceptions also occurred when school climate responses were compared.
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Referring to the formative assessment, it should be noted that there were 
significant differences in FA practices between the three schools involved in 
the survey. This was the most intense at school A and School B, while school C 
recorded the lowest level of FA activity. This corresponds, to some extent, to the 
formative asessment experience of these schools. Schools A and B are the most 
experienced, which may explain the emphasis put on such matters as goal setting, 
criteria for success and the employment of various didactic activities aimed at 
allowing students to achieve their goals, and which conclude with complete and 
comprehensive feedback.

The analysis of the data collected allowed the researchers to conclude that the 
SSC in the schools involved in the study is positive. However, there is a marked 
differentiation in the perception of the school climate between the students and 
teachers. This is a fairly typical situation regarding such assessments (cf. also: Der-
nowska, 2017). Teachers frequently assess the majority of the dimensions of the 
climate significantly higher than students. However, there is a suggestion that the 
school climate dimensions that were analyzed were actually closer to the students’ 
perspective. For example, while the teachers referred to how they think students 
feel at school or how they perceive teachers’ actions or what the students’ attitude 
to learning is, it ought to be noted that the students’ actual perspective may be 
closer to the truth. However, it should also be noted that in the area of general 
school assessment (satisfaction with school) and the general assessment of the 
relationship between students, the responses of the teachers and students were 
similar. The coherence of positions on these issues supports the results obtained 
and may also indicate that the teachers have a good orientation as regards the 
situation of their students.

In conclusion, the result of the study is that FA practices are positively correlated 
with the school climate dimensions. Some particularly important correlations con-
cerned FA practices in connection with the perception of the teacher’s activities 
by the students. The teachers who use FA are simultaneously perceived by the 
students as being more motivational and more supportive of their full participa-
tion in activities during class time. Furthermore, the teachers’ activities, included 
in the broadly understood formative assessment, showed a significant correlation 
with the students’ overall satisfaction. This is an important result because it means 
that students in a school that uses FA practices feel good and like their school.
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Conclusions

The research was exploratory in nature, especially with regard to formative 
assessment, which has not been subject to comprehensive study in Poland. As 
a result, it is of particular interest when dealing with the analysis of the charac-
teristics of the “Polish application ” of FA, while the examination of the relation 
between formative assessment practices and the school climate is both innovative 
and important for both the Polish and non-Polish contexts. The authors believe 
that in that way this work will go some way towards building understanding in the 
wider context of education in general.
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Correlation between Students’ English Listening Skills , 
Vocabulary Skills  

and Out-of-school Listening Exposure
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Abstract
The presented study aimed to investigate students’ competence in English 
listening skills and vocabulary proficiency at elementary school level focusing 
on the correlation between students’ listening skills, vocabulary proficiency and 
out-of-school exposure. A total of 123 students of the 9th grade participated in 
the study. Standardized listening and vocabulary tests were used to assess the 
students’ listening and vocabulary skills followed by a questionnaire to find out 
the correlation between the students’ listening skills, vocabulary proficiency 
and out-of-school exposure. Results show that out-of-classroom exposure to 
English in audio and audio-visual forms is positively related with levels of Eng-
lish listening skills and vocabulary proficiency whereas there is no indication 
that playing video-games in any form in English may be related to levels of 
English listening skills and vocabulary proficiency.

Keywords: developing listening skills, foreign language acquisition, 9th grade 
students, out-of-school exposure, vocabulary development

 Introduction

Research has revealed that learners’ motivation and exposure to appropriate 
input are very important factors contributing to language acquisition (Ellis & Col-
lins, 2009; Krashen, 2009; Moyer, 2009). Although researchers argue that listening 
is one of the most important skills to be mastered in order to learn a foreign lan-
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guage, it has long been a neglected skill in foreign language acquisition, teaching 
and assessment (Goh, 2000; Vandergrift, 2003) and some researchers even call it 
the “Cinderella skill in second language learning” (Nunan, 1998: 1).

Listening exposure to the media technology, such as video, video games, 
audio and computer software, has progressively been used in foreign language 
classrooms, and several studies have indicated their significance as materials to 
be used in language learning (Kuppens, 2010; Lefever, 2010; Munoz & Lindgren, 
2011; Ojimaa, 2011). Tunçdemir and Akbarov (2016: 17) argue that “an effective 
design and technological tool directs students’ attitudes to the classroom dynamics 
because it can bring a challenge to facilitate a traditional classroom to be more 
a knowledge-constructed classroom.” Another important learning method that 
has intensified in recent years is through digital games and “as boundaries between 
the digital and physical world continue to blur, it is difficult to predict the ways in 
which technological behaviors and tools will transform one another” (Reinhardt & 
Sykes, 2014: 5). Researchers have noted the benefits of video games in vocabulary 
learning and conversational skills, suggesting that video games could be a more 
useful tool in vocabulary learning than using a traditional approach (Rankin, Gold 
& Gooch, 2006; Vahdat & Behbahani, 2013).

Vocabulary instruction has been defined as the core component of language 
proficiency and the basis for communication (Khoii & Sharififar, 2013). Rapa-
port (2005) stated that contextual vocabulary learning is an active process, in 
which learners’ cognitive skills combine with their prior knowledge to aid their 
vocabulary acquisition. Hogan, Adolf & Alonzo (2014) argue that listening com-
prehension is a complex skill entailing many cognitive and linguistic processes, i.e., 
vocabulary, background knowledge and inferencing, among others.

Methodology

Research question and hypotheses
The aim of this paper was to bring together as many different forms of out-

of-classroom exposure to English as possible, influencing factors of both English 
listening skills and English vocabulary proficiency in primary school students. 
The main research question was: Is there a connection between out-of-classroom 
exposure to English and levels of English listening skills and vocabulary proficiency 
in primary school students?

Mirroring the way of operationalization of the out-of-classroom forms of expo-
sure to English in the questionnaire, we tested the following research hypotheses: 
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(1) Out-of-classroom exposure to English in audio-visual forms is positively related 
to levels of English listening skills and vocabulary proficiency; (2) Out-of-classroom 
exposure to English in audio forms is positively related to levels of English listening 
skills and vocabulary proficiency; (3) Playing video-games in English is positively 
related to levels of English listening skills and vocabulary proficiency.

Given the assumed differences in areas of interest, social habits and cultural 
choices (as determinants of the out-of-school exposure to English), gender was 
treated as a moderator variable. Hence, the major part of planned statistical calcu-
lations were computed for each of the two genders separately.

Instruments
In the presented study, data collection was performed with the use of three 

measuring tools:
A two-part standardized Listening Comprehension Test was the first one. Part 

one consisted of a closed-gap text, with 6 distractor words. Part two consisted of 
multiple choice questions (6 items, each presenting 4 options).

A standardized Vocabulary Test, which had two cloze tests, each containing six 
gaps. Each gap corresponded to a word, and the first letter of the missing word 
was given. Students were required to apply their knowledge of the structure of the 
language and understanding of the text in order to fill in the gaps.

An author-designed questionnaire, which covered the out-of-school exposure 
forms and their amount. A five-point Likert scale was employed in rating weight, 
with categories such as: (1) strongly agree, (2) agree, (3) undecided, (4) disagree, 
and (5) strongly disagree.

Participants
The sample consisted of 123 students (65 males, 58 females) randomly selected 

from a larger number of respondents (assigned to participate in much broader 
research). They were recruited from two elementary public schools in Prishtina, 
Kosovo, 9th grade, aged 14 or 15. The students from this sample had been learning 
English since the 3rd grade with an average of three instructional classes per week. 
By the time of the study, the students had completed 623 hours of English as 
a foreign language at school.

Data analysis
The data matrix was dominated by variables of ordinal type (questionnaire, i.e., 

independent variables), with a few scale ones (listening and vocabulary tests, i.e., 
criterion variables). Taking into account the nature of the variables and the levels 
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of measurement mentioned above, the non-parametric Spearman rank-order 
correlation was being chosen as the main statistical tool for testing the research 
hypotheses. Other procedures (Pearson product moment correlation, independent 
t-test) as well as the usual set of descriptive parameters (frequencies, arithmetic 
means, standard deviations, etc.) were used occasionally, as supporting indicators 
throughout the data analysis.

Results

Results are presented in three sections according to the main research areas. The 
first section presents the descriptive data of the (a) audio-visual, (b) audio and (c) 
video games as out-of-school exposure to English. The second section shows the 
correlation between listening and vocabulary test results and out-of-school expo-
sure. The third section shows the correlation between (a) audio-visual, (b) audio 
contents and (c) playing video games in English and listening and vocabulary tests 
results.

Table 1. Audio-visual out-of-school exposure to English: descriptive data  
(percentage) and gender

English without subtitles English with Albanian subtitles
Amount of watching 

(weekly) females males all females males all

not at all 0.00 7.69 4.13 1.79 6.15 4.13
up to 1 hour 17.86 13.85 15.70 23.21 13.85 18.18
2 to 3 hours 28.57 16.92 22.31 28.57 24.62 26.45
4 to 6 hours 23.21 13.85 18.18 14.29 21.54 18.18
7 to 9 hours 5.36 26.15 16.53 17.86 12.31 14.88
10 to 12 hours 12.50 9.23 10.74 3.57 15.38 9.92
13 to 15 hours 7.14 7.69 7.44 7.14 3.08 4.96
over 16 hours 5.36 4.62 4.96 3.57 3.08 3.31

As can be seen (Table 1), on average one in five respondents was exposed to an 
audio-visual form of English (films, series, shows, documentaries, etc.) with no 
subtitles only 1 hour per week or less. The major part (more than half) were stu-
dents who were exposed to English about 2–3 hours per week, while the remaining 
respondents (one in five, roughly) watched these contents 10 hours or more each 
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week. There are no major differences between the girls and boys in this form of 
out-of-school exposure. Quite similar descriptive figures emerge regarding the 
same contents, but subtitled in Albanian.

Table 2. Audio out-of-school exposure to English:  
descriptive data (percentage) and gender

Listening to English music Listening to the radio in English
Amount of lis-
tening (weekly) females males all females males all

not at all 0.00 9.38 4.92 27.59 36.92 32.52
up to 1 hour 15.52 12.50 13.93 29.31 21.54 25.20
2 to 3 hours 12.07 14.06 13.11 25.86 18.46 21.95
4 to 6 hours 6.90 7.81 7.38 6.90 10.77 8.94
7 to 9 hours 10.34 21.88 16.39 5.17 7.69 6.50
10 to 12 hours 17.24 12.50 14.75 1.72 1.54 1.63
13 to 15 hours 3.45 6.25 4.92 0.00 1.54 0.81
over 16 hours 34.48 15.63 24.59 3.45 1.54 2.44

The data in Table 2 show that the students in this sample listened to music in 
English for a significant amount of time, the girls in particular (more than half 
of them listened to music in English 10 hours or more per week), while the boys 
emerged less interested (only one in three listened to English music 10 hours or 
more, but one in ten did not listen to music at all). Listening to English broadcasts 
on the radio, on the other hand, obviously suffers significant decline (general 
trend concerning the wider radio medium worldwide, likely due to proliferation 
of affordable personal digital media). Approximately one third of this sample 
of young people do not listen to English on the radio at all. This is in line with 
the results from another research done by Barbee (2013), showing that the most 
frequent kinds of exposure to English among learners were in music, online media 
and subtitled films.

In terms of gaming as out-of-school activity in English (Table 3), the boys 
proved to be much more active, one in three was active 10 hours or more per 
week, in computer gaming, PlayStation, Xbox and online gaming. On the other 
hand, almost half of the girls did not play video games at all (and one in six boys). 
Altogether, almost no differences in the amount of time involved in computer 
gaming versus online gaming were recorded.
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Table 3. Video games as out-of-school exposure to English:  
descriptive data (percentage) and gender

Home video games Online video games
Amount of gam-

ing (weekly) females males all females males all

not at all 45.61 17.19 30.58 44.83 17.46 30.58
up to 1 hour 14.04 7.81 10.74 20.69 7.94 14.05
2 to 3 hours 15.79 12.50 14.05 20.69 12.70 16.53
4 to 6 hours 15.79 17.19 16.53 5.17 15.87 10.74
7 to 9 hours 5.26 15.63 10.74 3.45 12.70 8.26
10 to 12 hours 3.51 9.38 6.61 0.00 7.94 4.13
13 to 15 hours 0.00 3.13 1.65 3.45 11.11 7.43
over 16 hours 0.00 17.19 9.09 1.72 14.29 8.26

Table 4. Tests in English (scoring): descriptive data, Pearson correlation and gender

Females (N=58) Males (N=65)

M SD Skew-
ness Kurtosis Pear 

son R M SD Skew-
ness Kurtosis Pear

son R
Listening 
test

6.21 2.64 0.34 -0.80 .608** 5.12 2.61 0.73 0.07 .672**

Vocabu-
lary test

6.03 3.74 -0.70 -1.19 5.23 3.77 0.26 -1.24

Concluding the descriptive segment, we provide a short insight into the scor-
ing on both English tests administered, i.e., a listening test and a vocabulary test 
(Table 4). The maximum score for each test was 12 points. The girls performed 
better altogether, which proved statistically significant on the listening test (t 
= 2.29, df = 121, Sig < .05), but not on the vocabulary test (t = 1.19, df = 121, 
Sig > .05). Scoring on English tests also met the expectations regarding the 
correlation between the listening and the vocabulary performance, emerging 
significantly positive in both the females (R = .608, Sig. < .01) and males (R = 
.672, Sig. < .01).

As can be seen, a highly similar pattern appears in both the female (Table 5a) 
and male (Table 5b) respondents. Both listening and vocabulary English test scores 
show a significant positive correlation (Spearman rank-order) to the amount of 
exposure to audio-visual out-of-school contents in English without subtitles 
(R = .316 and R = .401 for the listening test in the girls and boys, respectively; 



48  Nora Nimani Musa, Mateja Dagarin Fojkar

R = .337 and R = .265 for the vocabulary test in the girls and boys, respectively). 
No significant correlation, on the other hand, is recorded in the case of exposure 
to similar contents but with Albanian subtitles, again in both genders. Moreover, 
the correlations between the vocabulary test and the out-of-school exposure 
emerged negative in both genders, albeit not prominent enough to be statistically 
confirmed.

Table 5a. Correlations between audio-visual out-of-school exposure  
to English and tests in English (FEMALES)

Measure 1 2 3
1. Audio-visual English with no subtitles
2. Audio-visual English with Albanian subtitles .182
3. Listening test .316* .017
4. Vocabulary test .337* -.121 .608**

* indicates p < .05; ** indicates p < .01

Table 5b. Correlations between audio-visual out-of-school exposure  
to English and tests in English (MALES)

Measure 1 2 3
1. Audio-visual English with no subtitles
2. Audio-visual English with Albanian subtitles .161
3. Listening test .401** -.016
4. Vocabulary test .265* -.144 .672**

* indicates p < .05; ** indicates p < .01

Based on the study findings, we can say that out-of-classroom exposure to 
English in audio forms is positively related to the levels of English listening skills 
and vocabulary proficiency. The results strongly resemble those of the previous 
segment. Highly similar patterns, as can be seen (Table 6a, females; Table 6b, 
males), appeared in both genders, again. The listening and vocabulary English 
test scores show a significant positive correlation (Spearman rank-order) to the 
amount of listening to music in English (R = .319 and R = .340 for the listening 
test in the girls and boys, respectively; R = .379 and R = .366 for the vocabulary test 
in the girls and boys, respectively). No significant correlation is recorded with the 
exposure to non-musical radio broadcasts, again in both genders.
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Table 6a. Correlations between listening to audio contents in English  
out of school and tests in English (FEMALES)

Measure 1 2 3
1. Listening to music in English
2. Listening to radio broadcasting in English .175
3. Listening test .319* .026
4. Vocabulary test .379** .027 .608**

* indicates p < .05; ** indicates p < .01

Table 6b. Correlations between audio contents in English out of school  
and tests in English (MALES)

Measure 1 2 3
1. Listening to music in English
2. Listening to radio broadcasting in English .164
3. Listening test .340** -.063
4. Vocabulary test .366** -.181 .672**

* indicates p < .05; ** indicates p < .01

Table 7a. Correlations between playing video games  
and tests in English (FEMALES)

Measure 1 2 3
1. Playing home video games
2. Playing online video games .136
3. Listening test .132 .217
4. Vocabulary test .221 .143 .608**

* indicates p < .05; ** indicates p < .01

Table 7b. Correlations between playing video games  
and tests in English (MALES)

Measure 1 2 3
1. Playing home video games
2. Playing online video games .577**
3. Listening test .105 .064
4. Vocabulary test -.095 .051 .672**

* indicates p < .05; ** indicates p < .01
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The final step in data analyses was to cross the scores on criterion variables 
(English tests) with the amount of playing video games (both home video games 
like PlayStation, Xbox, etc., and online games). The results show that playing video 
games, regardless of their type, is not related to proficiency in both English listen-
ing skills and vocabulary growth (Table 7a, females; Table 7b, males).

Discussion

The results of the presented study provide sufficient argumentation to partially 
confirm research hypothesis 1, in the segment related to non-subtitled contents: 
Out-of-classroom exposure to English in audio-visual forms without subtitles in 
English may be positively related to the levels of English listening skills and vocab-
ulary proficiency. This mirrors the results from other studies showing that the 
amount of time of being exposed to authentic materials in the target language, to 
TV and radio news, directly affects the level of proficiency in a foreign language 
and improves listening comprehension significantly, (Safranj, 2015; Bahrani & 
Sim, 2012), and also lexical proficiency (Bahrani & Sim, 2012; Coady & Huckin, 
1999).

The results of the present study are in line with the results of Safranj (2015), who 
explored the extent to which students enhance listening comprehension through 
movies with and without subtitles. This was done by testing the students’ listening 
skills before and after the intervention. The results showed that using movies 
proved to be an effective way for students to improve their listening skills and 
acquire more vocabulary (Safranj, 2015). A similar study exploring the use of TV 
news to improve listening proficiency was conducted by Poon (1992), who found 
that longer exposure to TV and radio news enhances listening comprehension 
significantly. Another study conducted by Bahrani and Sim (2012) focusing on the 
role of audio/visual mass media news in language learning yielded similar results 
to the above-mentioned studies, proving that long-term exposure to mass media 
news can improve speaking.

However, the results of this study contradict the result of the study conducted 
by Hajri et.al. (2010), who focused on the effectiveness of English subtitles on 
the EFL learner’s vocabulary learning. This may be due to the fact that English 
subtitles usually prove to be more effective in improving listening skills and lexical 
proficiency than the subtitles in the students’ mother tongue. Their study proved 
that the presence of English subtitles in videos enabled significant improvements 
in the level of students’ vocabulary acquisition.
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The results of the presented study provide sufficient argumentation to partially 
confirm research hypothesis 2, particularly in the segment of listening to music in 
English: Out-of-classroom listening to music in English may be positively related to 
the levels of English listening skills and vocabulary proficiency. The data from this 
study show that students’ listening skills and vocabulary levels are significantly 
positively correlated to the amount of listening to music in English. However, there 
is no significant correlation recorded with exposure to non-musical radio broad-
casting. This is in line with the previous research findings on the effect that music 
has on language acquisition and the natural stimulation of children. Research has 
revealed that music stimulates the brain and it is a creative and engaging way of 
advancing listening skills. Learning song lyrics also helps students to advance their 
vocabulary and singing phrases can lead to better vocabulary recall (Khaghanine-
jad & Fahandejsaadi, 2016). The findings of this study are in line with another 
study by Mohamadkhani et al. (2013), who investigated the effect of using audio 
sources on improving listening comprehension of secondary school students. The 
results showed that listening to audio materials benefited students’ pronunciation, 
fluency and accuracy. It can be concluded that listening comprehension is posi-
tively affected by out-of-school exposure to audio and audio-visual sources.

One of the key concerns of this study was to investigate the role of playing video 
games as a form of out-of-school exposure in listening skill and lexical proficiency. 
The results offered sufficient argumentation to reject the third research hypothesis: 
Playing video-games in English is positively related to levels of English listening 
skills and vocabulary proficiency. The results of this study show that there is no 
indication that playing video games in any form may be related to levels of English 
listening skills and lexical proficiency. Other studies indicate that online games 
are effective educational tools, which increase learners’ motivation and vocabulary 
development (Ashraf et al., 2014; Yip & Kwan, 2006). In their study, Ashraf et 
al. (2014) explored the effectiveness of online games in vocabulary learning of 
Iranian EFL students. The findings indicated that online games proved to be more 
effective in learning English vocabulary than learning vocabulary through conven-
tional methodology. A similar study by Yip and Kwan (2006) showed the positive 
effect that online games have on students’ vocabulary acquisition. They argued 
that learners find it hard to be engaged in learning vocabulary in a traditional 
way, mainly due to the fact that it only consists of memorizing familiar words 
and spelling. The sample size and the low number of girls playing online games 
may be some of the reasons contributing to the results of this study. Furthermore, 
gaming is an all-encompassing term that lacks the specificity needed in drawing 
a different conclusion.
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Conclusion

The present study attempted to explore students’ competence in English lis-
tening skills and vocabulary proficiency at elementary school level focusing on 
the correlation between students’ listening skills, vocabulary proficiency and 
out-of-school exposure. There was a significant positive correlation between the 
audio-video and audio forms of out-of-school exposure and the pupils’ listening 
skills and vocabulary proficiency, but there was no effect of playing video games 
on the pupils’ listening skills and vocabulary proficiency.

We recommend teachers to incorporate out-of-school elements into their teach-
ing and to gather information about the websites that provide interesting activities 
for developing students’ listening skills and vocabulary proficiency.

Nevertheless, considering the limitations of this study, further research is 
needed to investigate the relationship between exposure to English outside the 
school and learners’ listening and English vocabulary skills on a larger scale. Fur-
thermore, for a more in-depth analysis, students’ and teachers’ perspectives on the 
effect of out-of-school exposure (through, e.g., teachers’ and students’ interviews) 
are needed in future studies.
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Abstract
To restore the quality of education, the 2013 curriculum reform in Indonesia 
urged teachers to employ pupil-centered, thematic problem-based learning 
(PBL). This study examined whether the PBL collaborative learning enabled 
students to learn better and in an equal manner through an array of cross-cut-
ting aspects like race, social class, and gender. The presented study involved 
two teacher colleges and randomly assigned undergraduate classes that were 
taught with the use of PBL practices while other comparable classes were taught 
through traditional lecturing. It was found that the students in the experimental 
group performed better and more equalized than those in the other group. This 
is to assist the teacher colleges to teach their student-teachers to design and 
practice more engaging classes where boys and girls are given equal chances to 
foster their potentials to the fullest.

Keywords: problem-based learning, gender sensitive, student-centered instruction

Introduction

Schools in Indonesia have fallen under the nation-wide bureaucratic leadership 
that led to massive uses of traditional teacher-led instruction. It was deemed the 
primary cause of substandard education in the country (Suryadi et al., 2016), 
which has remained very much unchanged since the first 1975 nation-wide school 

Neneng Nurjanah,Ace Suryadi,  
Ishak Abdulhaq, Ihat Hatimah,  
Dasim Budimansyah
Indonesia



55Gender-Sensitive Effect of Problem-Based Learning

achievement study (Mangindaan & Elley, 1979). Among the most crucial factors 
affecting the poor quality of education is inequality of English achievement due 
to gender differences. The country’s nation-wide reform introduced new School 
Curriculum in 2013, mandating changes in nearly all schools’ practices to put into 
practice (Suryadi et al., 2016). This reform also promotes problem-based learning 
(PBL), by which pupils should no longer be given too many lectures or notes; 
instead, they are to be engaged in learning through thematic problem-based 
instruction, in which boys and girls are given an equal opportunity to fully 
participate in learning processes. The World Bank also sponsored cluster-based 
in-service teacher training programs in pilot schools in all provinces, though it 
was finally revealed that not much change took place in school practices. The 
proposed reforms have yet appropriately been unaddressed (Suryadi et al., 2017) 
and rote learning practices in virtually all schools prevail. English is one of the 
subjects largely taught using conventional instruction, which often leads students 
to memorize contents knowledge and rarely gives them an opportunity to practice.

Objective and Methodology

The presented study was aimed at exploring the effectiveness of PBL as one 
of the critical steps to create an engaging classroom using gender-sensitive PBL 
in English. This one-semester quasi-experimental study randomly selected intake 
of two pairs of undergraduate classes in two Indonesian teacher colleges, from 
which all students in each class were automatically selected as samples. Each pair 
of classes was randomly assigned to experimental and control groups, in which 
the numbers of students were 84 and 91, respectively. The students in the first 
group were taught with the use of inquiry-based PBL practices provided by course 
materials prepared by the researchers, while those in the second group were taught 
using teacher-led instruction. Student questionnaires and tests for all groups were 
administered at the pre- and post-test phases, including classroom observation to 
ensure that the intended interventions were put into practice.

The presented study developed classroom tests measuring two criterion var-
iables – the students’ English performance and gender awareness. A structured 
questionnaire also assessed the students’ engagement in PBL, other personal 
characteristics, and family background variables supposedly had contributed to 
the variations of both benchmark variables. The assumptions made in this study 
were laid down while assessing each of the two research phases, i.e.: comparing 
students’ English performance and gender awareness between the two students 



56  Neneng Nurjanah,Ace Suryadi, Ishak Abdulhaq, Ihat Hatimah, Dasim Budimansyah

groups; and employing a production function model of analysis to examine the 
effect of some background characteristics, student intellectual capacity, and some 
observed the students’ actual engagement in PBL. Using ordinary least square 
criteria, the analysis was based on the shared and unique variance explained by 
each of the variables included in the model relative to that of others, as reflected 
in each magnitude of Beta Weight at probability levels, 0.001 and 0.05, respectively.

Conceptual Review

Indonesia has gone a  long way in improving gender equality in education 
access within the overall quality improvement framework. Gender parity had been 
primarily accomplished at all school levels up to 2013 (ACDP, 2013). However, 
achieving gender parity in access to schools is only the first step as it offers no 
guarantee to achieve real equality, in which males and females are to be treated 
alike (UNESCO, 2004). Gender equality encompasses girls’ and boys’ experiences 
in school through equal and fair treatment by teachers using gender responsive-
ness of curriculum, textbooks, learning materials and approaches (ACDP, 2013). 
Therefore, improving the teacher’s capability of employing inclusive learning 
approaches, in which both boys and girls are given an equal chance to participate 
fully is among the intended reforms in Indonesia.

Improving teachers’ competence in crafting innovative ways of teaching is 
among the greatest challenges Indonesia is now facing. This has not been properly 
addressed as an issue; both pre- and in-service teachers are not suitably prepared 
to develop and use the said effective teaching approaches. Not many teachers 
are as capable as they should be in using innovative ways of instruction to make 
pupils highly motivated to learn (Suryadi et al., 2016a; Rosyidi, 2018). They are 
accustomed to employing traditional ways of teaching, mainly lecturing, in which 
teaching is mainly telling and showing; this is contrary to Atkins and Brown’s 
(2002) suggestion that if we want students to know what we know we tell and/or 
show them and let them practice.

Rote learning practices have prevailed in Indonesian schools since the nation-
wide curriculum reforms started in 2013 (Rosyidi, 2014; Suryadi et al., 2009; Sury-
adi, 2016b; Mangindaan, 1975). Teachers find themselves out of their depth and 
unable to fully engage students, while students are driven too much by extrinsic 
rather than intrinsic motivation to learn and are referred to as surface learners. 
They are firmly attached to the outcomes of tasks and focus only on the topics that 
will be tested (Suryadi et al., 2016a; Savage & Birch, 2008). This non-participatory 
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teaching method rarely invites students to ask questions and apply critical inquiry 
in solving problems through learning processes (Gorghiu et al., 2015; Attard et al., 
2010; Maclellan et al., 2004; Suryadi et al., 2017; Suryadi, 2003). As a result, in 20 
out of 28 countries, more than one in four 15-year-old students considered school 
a place where they did not want to go; in almost half the countries the majority 
of students also agreed that school was a place in which they felt bored (PISA, 
OECD 2013).

In recent times, educationists have started to examine the effectiveness of 
traditional approaches of learning. Maclellan et al. (2004) and MacHemer et al. 
(2007) state that people should learn by being involved and active in the learning 
processes, often working in collaboration with others. In the constructivist theory, 
each individual has a unique set of experiences and interactions with the world to 
construct his/her own knowledge (Confrey, 1990; Glasersfeld, 2003; Biggs & Tang, 
2007). Knowledge is not passively received from the world, from others, or from 
authoritative sources, all knowledge is created as individuals (or groups) adapt 
to and make sense of their experiential worlds through self-regulating processes. 
It has profound impacts on successful student learning (MacHemer et al., 2007; 
Applefield et al., 2001; Harun et al., 2012; Pease et al., 2011).

Well-designed PBL will trigger students to learn and lead to new or modified 
concepts, contributing to re-equilibration (Applefield et al., 2001; Biggs & Tang, 
2007). It focuses more on developing students as self-directed learners compared 
to traditional lectures that encourage students to be spoon-fed by lecturers (Attard 
et al., 2010; Stinson & Milter, 1996). Through a realistic context and problems 
for students to work on, a facilitator can stimulate the students’ motivation up to 
a desired learning level (Savage & Birch, 2008; Maclellan et al., 2004; Loewenstein, 
1994). Teachers should be able to develop and maintain students’ learning capacity 
and help them become highly motivated lifelong learners (Attard et al., 2010; 
Suryadi et al., 2016a). Yew and Goh (2016, p.76) add that “PBL has been widely 
adopted in diverse fields and educational contexts to promote critical thinking and 
problem-solving in authentic learning situations.”

After being successfully implemented in various fields of medical education, 
PBL is now implemented throughout higher education as well as in K–12 edu-
cation in the US (Hung, 2008). PBL was originally designed to respond to the 
criticism that traditional teaching methods fail to prepare students for solving 
problems in clinical settings (Jonassen & Hung, 2008). Rather than asking students 
to study content knowledge and then to practice context-free problems, PBL is to 
engage them in learning processes through hands-on experiences of analyzing and 
solving real-life problems (Barell, 2007; Khan et al., 2012). PBL is learning which 
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results from the process of working towards the understanding or resolution of 
problems (Eggen et al., 2012; Reynolds, 2003).

Capitalizing on individual differences, in terms of gender and socio-economic 
backgrounds, it is vitally important to make student learning processes and 
outcomes more stimulating. Carlo et al. (2003) proved that the effects of gender 
on differential learning group activities and outcomes through PBL are not 
negligible in the United Arab Emirates. They observed that female groups were 
more productive as rated by their facilitators; they also had significantly higher 
scores on motivation, cohesion, interaction, and elaboration, while they had lower 
scores for sponging and withdrawing. Student collaborative learning activities 
were observed through the study of Visschers-Pleijers (2004), where students, 
particularly females in the experimental groups, were sometimes reluctant to take 
part in collaborative activities. Their passivity began to break after a couple of 
weeks as the teachers delivered individual or group learning tasks to both male 
and female students.

This conceptual review shows that PBL should be a powerful learning method if 
the activities designed are to form a number of collaborative learning activities for 
individual students, regardless of sex and background characteristics. This is the 
curriculum and instructional reforms Indonesia intended to create through the 
change of school curriculum in 2013. The said refoms are to promote individual 
and group interactions, in which boys and girls are given equal chance to take 
part in learning activities and to play a crucial role in motivating and stimulating 
student learning.

Results and Discussion

Studies of the impact of PBL have generally shown that students experiencing 
PBL achieve similar or fewer learning gains when it comes to short-term knowl-
edge acquisition compared to students in a lecture-based learning environment, 
though in terms of longer-term retention the results are significant in favor of 
PBL (Pourshanazari et al. 2013). Students need to retain long-term knowledge and 
skills in order to perform well.

Introducing one problem daily to discuss, female participation turned out to 
emerge such as to ask questions, share ideas, criticize or help friends, and lead 
a group discussion. The series of discussions not only had encouraged students 
to be mentally active; they also stimulated individual students, male and female 
alike, to learn more while facing the next series of discussions. These phenomena 
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were not apparent in the comparable groups taught through traditional lecturing. 
Table 1 shows that the students in the experimental group were encouraged to 
learn and performed better than those in the other group. Differences were evident 
between the two student groups’ post-test scores; the students in the experimental 
group performed better in English (F=51.81) as they were taught through their 
involvement in collaborative learning activities.

Table 1. Differences in average post-test scores. Experimental and control groups

No. Student Group Mean, Std. Dev.
and, N of Samples

Post-test Score
English Performance Gender Awareness

1 .Experimental 
Group

Mean 130.90 46.80
N 84 84
Std. Deviation 18.61 5.998

2. Control Group Mean 127.22 45.16
N 91 91
Std. Deviation 15.70 6.776

3. F-Test F Value 51.81 29.12
Test of Significance .00 .038

Gender awareness in this study was as one of the criteria to examine if collabo-
rative PBL was effective. In the PBL process, the students were provided with some 
gender-sensitive materials and concepts to fully engage in a series of discussions. 
All the students, regardless of gender, were given an equal chance to lead, initiate 
and fully participate in overall learning activities. Based on the average scores 
on gender awareness, the students in the main groups achieved somewhat better 
than the other groups (F=29.12). This shows how important gender equity is in 
education to help the students improve gender awareness and fully participate 
in learning. This offered no guarantee. However, the students in both groups 
happened to be homogeneous since no random assignment was employed in 
splitting up individual students into the groups. The observed variation in gender 
awareness scores could be unaffected solely by the intervention.

The post-test scores differences in gender awareness were also attributable 
to their prior knowledge. The pre-test score as one of the predictors had a much 
stronger effect on gender awareness (R2 =0.534) than the said intervention did 
(R2-Cha=0.144). It meant that some students might be able to learn through mem-
orizing the pre-test items while they were doing their post-test. Nevertheless, the 
collaborative learning practices through problem-based instruction remained sig-
nificant to provide positive effects on gender awareness in the experimental group.
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Table 2. Effect of PBI against its covariates on two measured students’ posttest 
scores of two measured criteria

A. Criterion: English 
Performance R R

Square
Adjusted
R Square

 SE of the 
Estimate

Change Statistics
R2-

Change
F

Change
Sig. F

Change
No. Predictor

1. PBI Intervention .480 .230 .226 17.16 .230 51.81 .000
2. Grade Point Average .740 .548 .543 13.19 .317 120.74 .000
3. Students’ Sex .787 .619 .612 12.14 .071 32.00 .000
4. Father’s Education .811 .658 .650 11.54 .039 19.35 .000
5. Father’s Occupation .825 .680 .671 11.19 .022 11.76 .001
7. Mother’s Education .839 .705 .692 10.82 .014 7.64 .006
8. Ethnic Group .843 .711 .698 10.72 .007 3.90 .050

B. Criterion: Gender Awareness (GA)
No. Predictor

1. PBI Intervention .380a .144 .139 6.41 .144 29.12 .000
2. GA Pre-Test Score .823b .678 .674 6.95 .534 284.62 .000

As mentioned before, there is no guarantee that the students in both groups were 
homogeneous in both measured criteria. Thus, some random variables should be 
examined to probe to what extent they provide covariance effects on student learn-
ing. Table 2 clearly shows that the PBL intervention was not, in fact, the strongest 
variable to affect student performance (R2-Cha =0.230). The strongest one was the 
student’s GPA (R2-Cha =0.317). It shows that the significant effect of collaborative 
PBL activities on English performance was not independent of the effect of the 
students’ academic potentials. The potentially high-achievers tended to find it easier 
to learn English through the PBL method compared to those otherwise.

In addition to the students’ GPA, other predictors included in the model had 
some covariance effects. They were: students’ sex (R2-Cha =0.071; p=.001), father’s 
education (R2-Cha =0.039; p=.001), father’s occupation (R2-Cha=0.022; p=.001), 
mother’s education (R2-Cha =0.014; p=.001), and ethnic group (R2-Cha =0.007; 
p=.001). It means that the effect of PBL on English performance was higher in 
female, higher educated family, and non-West Javanese students. Thus, the differ-
ence in English performance as the effect of PBL intervention was not in a ceteris 
paribus condition concerning these economic and cultural backgrounds. However, 
the PBL intervention remained to be the second strongest effect variable after 
accounting for the students’ GPA.
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Conclusion

The presented study focused on gender-sensitive collaborative learning through 
PBL, in which all students were given an equal chance to participate and fully 
engage in learning. It showed that the PBL collaborative learning activities encour-
aged students to learn and perform better than those taught using traditional 
lecturing. The rote learning instruction, prevailing in most Indonesian classrooms, 
is unlikely to increase both students’ English performance and gender awareness.

Based on the study, this student-centered instructional approach is necessary 
for teacher colleges in Indonesia to prepare their student-teachers to design and 
implement more engaging classes, where male and female students are given 
an equal chance to develop their full potentials. It means that upcoming school 
curriculum reforms in this country require, first of all, promotion of both pre- and 
in-service teacher training programmes to improve the respective students’ and 
teachers’ ability to manage the gender-sensitive and more stimulating student-cen-
tered learning approaches.

The study showed that PBL should be carried out while considering individual 
differences regarding students’ academic potentials and some diversity variables, 
the major sources of inequality of education. Since this study neither randomly 
selected individual students from a given population nor assigned them to each of 
the groups, a future study needs to discriminate the effects of PBL intervention and 
use some diversity variables (gender, socio-economic and cultural backgrounds) 
in the selection and assignment of students.
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Abstract
It has been long pointed that Indonesian education system embraces active 
learning to enhance critical thinking. However, active learning techniques 
are not yet optimally introduced in Indonesian education settings. Studies 
have shown case studies combined with the concept map method improving 
students’ critical thinking. However, there is a lack of evidence related to this 
method in the Indonesian education system. The presented study examined 
the effect of a case study combined with the concept map on improving critical 
thinking skills in Indonesian first-year college students. Three groups attended 
classes with the same class objectives and contents, consisting of eight weekly 
meetings. The only difference among the groups was the educational strategy; 
case study combined with concept map (CSCM), case study alone (CS), and 
traditional lecture style with no specific active learning techniques (Control). 
Results indicated that the CSCM method is most effective in improving crit-
ical thinking skills. Although CSCM was also most effective on improving 
critical thinking disposition, differences among groups were not statistically 
significant.

Keywords: critical thinking, case study, concept map, Indonesia, college student
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Introduction

Indonesia is a nation of islands, with about 13,446 islands (Geospatial Infor-
mation Agency of Indonesia, 2017), including the islands of Java, Sumatra, Kali-
mantan, Sulawesi, Lesser Sunda Islands, and Papua (or Irian Jaya). Indonesia has 
a population of 266 million people (World Population Review, 2018) encompass-
ing major linguistic, religious, tribal, and cultural differences. As in a developing 
country, education plays an important role in empowering the human resources 
(Johan & Harlan, 2014). However, considering that there are more than 55 million 
students in total at all levels of education (The Economist, 2014), in 33 provinces 
with different backgrounds, promoting better quality in education is challenging.

Another problem is many university graduates’ competences do not match the 
competences and qualifications required by the current job market (Moeliodi-
hardjo, 2010). Results of a survey of employers carried out by the World Bank in 
2008 showed that two-thirds of them complained that finding employees for pro-
fessional and managerial positions that require higher skills and critical thinking 
was very difficult (Gropello, Kruse & Tandon, 2011). Therefore, the development 
of students’ critical thinking is considered as one of big concerns in education. 
Critical thinking helps students to learn and transform their knowledge in their 
future life, which meets the challenges of their environment (Krasteva, 2008)

The emphasis on critical thinking in today’s global educational policy results 
from rapid social changes in recent decades, therefore, it is essential to change 
teaching and learning to focus on improving critical thinking (Nedelová & 
Šukolová, 2017). Critical thinking is a variety of skills which includes the compo-
nent skills of analyzing arguments, making inferences using inductive or deductive 
reasoning, judging or evaluating, and making decisions or solving problems (Lai, 
2011). Therefore, students having the critical thinking ability would manage to 
solve problems in job settings or real-life problems. A certain degree of difficulty 
in finding qualified workers with critical thinking skills might be a sign that the 
education sector is not providing students with appropriate skills. To overcome 
this problem, education systems need to provide students with the chance to get 
involved in learning activity, i.e., meaningful and relevant learning.

To prepare talented Indonesian youth to compete in the global market, what 
the nation needs is an education reform that strongly emphasizes empowering 
student creativity and allows students to think critically. Teachers should provide 
opportunities for students to engage in the upper levels of Bloom’s taxonomy, 
where critical thinking is required (Duron, Limbach & Waugh, 2006). However, 
in Indonesia’s reality many teachers still use the authoritarian lecturing approach, 
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which relies on memorizing texts. The application of traditional methods of 
learning does not accommodate students to facilitate meaningful learning, i.e., 
the three highest levels of operation in Bloom’ taxonomy (analysis, synthesis, and 
evaluation).

Some studies mentioned linking critical thinking skills to the content of the 
learning process (Duplass & Ziedler, 2002; Wong, 2007). Active learning is a pro-
cess that encourages students to learn actively by finding the meaningful core of 
a subject through their own exploration, creating their own ideas, solving problems 
through active learning. Such learning will lead students to be critical thinkers 
and better arguers (Bean, 2011). By employing critical thinking in the learning 
method, students can perceive phenomena from different perspectives and feel 
free to discuss their ideas as well as being respectful towards other friends’ ideas 
(Kaya, Şen, & Keçeci, 2011). One of the strategies that can be applied to cultivate 
critical thinking skills and help to bridge the gap between theoretical knowledge 
and practice is case study. Csse study is an educational strategy in which students 
reflect on situations presented in cases, analyze data and make decisions (Prince 
& Felder, 2006). Case study requires time, energy, and personal commitment, 
which requires accurate practices for reading angles relevant to the exploration 
of problems and to suggesting solutions (Minniti, Melo, Oliveira & Salles, 2017). 
Therefore, a case study leads to improve critical thinking skills (Nelson & Crow, 
2014; Youngblood & Beitz, 2001).

Case study is a popular teaching strategy in the western education systems. 
Some research showed effectiveness of case study in helping students to under-
stand complex and complicated issues (Kunselman and Johnson, 2004), in facil-
itating students to remember details and facts (Beyea, 2004), and in improving 
examination performance (Sanders-Smith, Bonahue, & Soutullo, 2016). Several 
studies also support the application of case study as a teaching strategy for devel-
oping critical thinking skills and critical thinking disposition (Huang, Hsia, & 
Ling, 2012; Jonassen & Serrano, 2002). It is also shown that the concept map could 
be employed as an effective tool in improving critical thinking skills (Wahl and 
Thompson, 2013, Yue, Zhang, Zhang, & Jin, 2017). Concept map is one of the 
active learning methods in which students organize and represent knowledge by 
diagramming concepts and data relevant to the subject matter (Novak, 1997).

Although case study is commonly known in Indonesia, there is little empirical 
research concerning its effectiveness especially in relation to critical thinking. 
Several studies have shown that case study becomes more effective in developing 
critical thinking skills and critical thinking dispositions if it is combined with 
the concept map technique (Huang et al, 2012; Jonassen & Serrano, 2002). In 
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Huang et al. (2012), nurses who worked in cooperation to solve a  case study 
using a concept map showed greater improvement in critical thinking skills than 
those who did not use a concept map. The purpose of the presented study was 
to examine the effect of a case study with concept map on critical thinking skills 
and critical thinking disposition in Indonesian college students. In the presented 
study, students were assigned to one of the following three groups: case study with 
concept map, case study alone, and traditional lecture without any active learning 
methods. If the findings of Huang et al. (2012) were replicated in an Indonesian 
educational situation, it was expected that the effect of case study on improving 
critical thinking skills would be enhanced if it was combined with concept map.

Methodology

Participants
The accessible population for this study consisted of first-year students of 

Medan State University that enrolled for the subject Introduction to Psychology in 
the Education Faculty. The participants were 75 first-year undergraduate students 
divided into Case study with Concept Maps (CSCM), Case Study (CS) and Control 
Group.

Procedure
The experiment was conducted in the early semester of the first year with pre-

test and post-test design with three groups. All the groups had the same class 
objectives and contents in eight meeting. However, there was a difference regard-
ing the entrance exam among the three classes in this experiment. There were two 
classes that had passed the national entrance exam, and there was one class that 
had passed the university entrance exam. There is a different difficulty level in 
the entrance exam. In general, the national exam required higher test score than 
the national entrance exam. To highlight the treatment effect, we chose the class 
with university entrance exam as the group that had the case study with concept 
maps, the group was expected to show the greatest improvement among the three 
groups. All the groups received an assessment of critical thinking skills by The 
Cornell Critical Thinking Level Z in pretest and in posttest.

Intervention
The intervention of case study with concept map teaching was conducted in an 

eight-week course of Introduction to Psychology. All the groups were presented 



68  Nani Barorah Nasution

with the comparable syllabus and course contents. The three groups attended 
classes with the same class objectives and contents in eight meetings. The only 
difference was the educational strategy; Case Study Combined with Concept 
Maps(CSCM) was used for the first group, only Case Study (CS) was used for 
the second group, and the third group was a Control Group, which only had the 
regular class with no specific active learning techniques. The treatment for the 
CSCM group was divided into several steps:

1. At the beginning, the students participated in FreeMind application training, 
therefore they had knowledge and experience on how to manage the appli-
cation and apply it to a case.

2. At the third meeting (the second meeting is pretest), the students were divided 
into six groups consisting of four to five students. The instructor asked each 
group to pick one topic from among eight topics for their presentation. Then, 
each group prepared a presentation to present at every meeting, one topic for 
each meeting. This is one of the case examples: A lady was dying because she 
was very sick. There was one drug that doctors said might save her, made by 
a man, and it cost 200 dollars. The lady’s husband (Heinz) just quit his job 
and he got only 100 dollars. He came to the man who made the drug and 
said his wife was dying and asked him to sell the medicine cheaper or let him 
pay later. However, the man said “No, I made the drug and I’m going to make 
money from it” So Heinz broke into the store and stole the drug. Did Heinz 
do the right/wrong thing? Support your answer with an opinion.

3. In each meeting, the activity consisted of :
a. Starting by group presentation (25min) on a topic,
b. Then discussing the topic (15min), the students could ask few questions 

to the presenter group
c. The instructor gave a case to solve. At first, the instructor divided the 

group into pro group (3min) and contra groups (3min), then they were 
given the case to study. Furthermore, the instructor asked the students 
to think logically, critically to solve the case (30min). The CSCM group 
used the Freemind application to help them visualize the connection 
and mind mapping to solve the case. Case example: Does punishment 
help to shape children’s behavior? The students were asked to support 
their opinions with theories.

d. Each group explained their answers (2min). After hearing other groups’ 
opinions, the instructor asked the groups if they thought that their 
explanation of the topic was sufficient or if they preferred to change 
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their opinions. Each group had one minute to explain their views after 
the group hearing stage (about 20min in total)

e. Reflection and discussion (10min).
Meanwhile, for the CS group, they also had almost similar activity in each meet-

ing, the difference was that the case study group had not had any kind of training 
before the class started also they did not use the Freemind application as a tool to 
visualize their ideas. Furthermore, we did not give the Control Group any special 
treatment, only regular lecturing class was given. 

Data Collection
A demographic questionnaire developed for this study asked the respondents 

for information concerning their sex and age.
The Cornell Level Z  Critical Thinking. The Cornell Critical Thinking Test 

(CCTT) Level Z was used to measure the development of critical thinking skills 
in undergraduate students. The CCTT Level Z is based upon the conception of 
critical thinking described in various stages of refinement and emphasis by Robert 
H Ennis. The test contains 52 items, all of which are in a forced-choice format. 
It measures critical thinking in the areas of induction, deduction, observation, 
credibility, assumptions, and meaning (Ennis et al., 2005).

Procedure and Data Analysis
Descriptive and inferential statistics were obtained using SPSS version 13. 

Written informed consent was obtained from all the participants, subsequent to 
the explanation of the study purposes and procedures. All the participants were 
informed that the data collected by the researchers in the study would remain con-
fidential and they would be free to withdraw from the study at any time without 
effects on the final score. Descriptive statistical analysis of the demographic data 
was performed and then statistical analysis of variance (ANOVA) was used. In all 
analyses, a p-value of 0.05 was considered statistically significant.

Result
The CSCM group consisted of 20 female and 5 male participants, with the 

average age of 18.4, the CS group consisted of 17 female and 7 male participants, 
with the average age of 18.28, and the Control Group consisted of 21 female and 
4 male participants, with the average age of 18.04. Based on Figure 2, in pretest 
for the Cornell Critical Thinking Level Z, the Control Group (M = 31.04) scored 
higher than the CS (M = 30.68) and CSCM groups (M = 29.28). Unlike in the 
pretest, the CSCM group showed improvement in the score of the Cornell CTT 
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Level Z (M =33.76) compared to the others. Even though the CS also showed some 
improvement, the increase was not really big. Table 1 summarizes the analysis of 
the simple main effect on the interaction of Group*Time, whose result showed 
that there was a difference between the groups in the pretest (F[2, 144]=7.634, 
p<.01) and posttest(F[2, 144=7.220, p<.01). In the pretest, critical thinking skill 
score was significantly poorer for the CSCM than CS and Control groups (ps<.05). 
However, the difference between the CS and Control groups was not significant 
(p>.05). By contrast, the critical thinking skill score was significantly higher in 
the CSCM group than in the CS and Control groups (ps<.05), and the difference 
between the CS and Control groups was not significant (p>.05).

 

Table 2 summarizes the comparisons of the overall and subscales of the Cor-
nell CT Level Z. The CSCM group demonstrated a significant overall difference, 
especially in induction and meaning from pretest to posttest. Furthermore, for the 
Case Study group, even though they showed some increase in each subscale, the 
result is not really significant.

Table 2. Comparisons of the overall and subscales of the Cornell CT Level Z

Variable Control Group Case Study Group CSCM
Mean SD Mean SD Mean SD p

Overall
Pretest 31.04 1.51 31.04 1.51 29.28 1.46 .000
Posttest 32.28 1.49 32.2 1.5 33.76 2.44
Induction
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Figure 1. Mean score of the Cornell Critical Thinking Test
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Variable Control Group Case Study Group CSCM
Mean SD Mean SD Mean SD p

Pretest 9.96 1.02 10.28 1.10 9.36 0.70 .000
Posttest 10.52 0.92 10.76 1.20 11.56 1.26
Deduction
Pretest 6.6 0.71 6.32 0.75 6.04 0.73 .053
Posttest 6.64 0.81 6.6 0.82 6.72 0.61
Observation 
&Credibility
Pretest 2.32 0.48 2.2 0.41 2.08 0.40 .613
Posttest 2.56 0.51 2.36 0.57 2.4 0.50
Meaning
Pretest 6.28 0.74 6.08 0.81 5.76 0.60 .012
Posttest 6.52 0.82 6.36 0.91 6.68 0.80
Assumptions
Pretest 5.88 0.60 6.16 0.69 6.04 0.73 .238
Posttest 6.04 0.61 6.2 0.82 6.4 0.93

The distribution of UF EMI scores in pretest for the Case Study group (M= 
102.76) was higher than the Control (100.24) and CSCM groups (107.72), whereas, 
for the posttest, the CSCM group showed the highest improvement compared to 
the other groups. However, in total, all the groups showed improvement in the 
posttest. Meanwhile, the ANOVA of Group (3)*Test (2) showed the significant 
main effect of Test (F[1, 72]=43.47, p<.01). However, the main effect of Group 
(F[2, 72]=1.26, p=.289) and interaction of Group*Test (F[2, 72]=1.68, p= .94) were 
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not significant. These results suggest that participating in any type of learning 
activity might increase students’ critical thinking disposition. Nevertheless, the 
active learning technique might not have any advantage for this purpose.

Table 3 that summarizes the comparisons of the overall and subscales of UF 
EMI. The CSCM group demonstrated a significant overall difference, surprisingly 
the other two groups also showed some significant improvement in all the sub-
scales. Meanwhile, for each subscale there was no significant difference between 
all the groups.

Table 3. Comparisons of the overall and subscales of UF EMI

Variable Control Group Case Study Group CSCM
Mean SD Mean SD Mean SD p

Overall
Pretest 96.64 6.83 99.16 9.27 95.95 7.62 .194
Posttest 101.6 1.77 103.02 2.57 103.68 2.89
Engagement
Pretest 41.64 3.65 43.56 4.83 40.8 3.59 .311
Posttest 44.28 1.57 45.48 1.90 44.72 2.23
Maturity
Pretest 31.96 2.26 32.28 3.03 32.12 2.85 .689
Posttest 33.2 2.06 32.96 1.57 33.55 1.66
Innovativeness
Pretest 26.64 3.25 26.92 2.81 26.56 3.34 .293
Posttest 28.2 1.73 28.6 2.39 29.48 2.18

Discussion

The research provided evidence supporting the effectiveness of case study com-
bined with concept map in improving critical thinking skills among students. This 
finding is consistent with those of previous studies, which observed improvements 
in critical thinking due to educational experimental programs (Huang, Hsia, & 
Ling, 2012; Wheleer, 2003). After following the eight-week treatment, the students 
in the CSCM showed improvement in each of the Cornell Critical Thinking 
Level Z subscales, especially for induction and meaning. We assumed that case 
study combined with concept mapping encouraged innovative thinking to help 
students make a visual scheme to solve a case by creating a meaningful construct 
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that combined theory, new information to their existing conceptual framework to 
find conclusions that were supposed to follow necessarily from the factual data. 
Whenever new information can be associated and accommodated, organization 
with the learner’s existing knowledge structure will drive to meaningful learning 
(Romance & Vitale, 2013; Soylu & Aydın, 2006). As mentioned before, one of the 
purposes of the presented research was to help students to build critical thinking 
through a meaningful learning process. Case study combined with concept maps 
involve constructive activities,  where students are asked to evaluate, analyze, 
remember and make comparisons. Hence, students feel  fully engaged  in the 
learning proces. However, the short term of instruction was necessitated by the 
semester system and the time allotted to pretests and posttests, so we were not 
able to set follow-up assessment on the research. Therefore, we could not reach 
a conclusion whether the effect of this case study method combined with concept 
map on critical thinking is persistent or will decrease if this method is no longer 
applied. Further explanation needs verification.

On the other hand, the case study group showed a less significant change, which 
is contrary to previous research (Bayona & Castaneda, 2017, Huang et., al 2012, 
Popil 2011), which found that the case method is effective in improving critical 
thinking. However, in Huang’s et al. (2012) findings, even though case study showd 
improvement, there was no baseline group to compare and assess the effect of that 
intervention. Nevertheless, some other study showed that using case study actually 
decreases the ability to think critically (Carter & Welch, 2016). We assummed 
the result might be due the lack of experience and knowledge about case study 
activity among students. As the participants were first year college students, they 
might not be familiar with the case study method. Thus, when a case was to be 
solved, students might be confused as to how to manage the case. Another reason 
might be related to individual differences, i.e., some students might feel involved 
in the case study activity, while others might feel not interested in it. However, 
research on the influence of individual characteristics on case study is scarce and 
some authors call for more research on specific processes that could influence 
the learning associated with case study (Burgoyne & Mumford, 2001). Therefore, 
further investigation needs to be conducted to examine this matter.

Based on the UF EMI result, the case study combined with concept map group 
and the case study group significantly improved in critical thinking disposition, 
which is consistent with previous research ( Huang, et., al, 2012; Hong & Yu, 2017). 
The control group also showed significant improvement in the posttest. According 
to Huang’s et al. (2012) findings, the critical thinking disposition of both case study 
combined with concept maps and case study groups improved. However, since no 



74  Nani Barorah Nasution

control group served as a benchmark, it was difficult to assume what causes the 
difference in the results between groups. We assummed this might be caused by 
UF-EMI reflecting not only improvement of critical thinking disposition but also 
social desirability. Thus, students might have a tendency to show themselves to be 
desirable on the instrument. Therefore, there might be a chance that the students 
did not answer based on their personal character.

In the experimental settings, the researcher administered the Cornell critical 
thinking test first and then UF-EMI, because of the students’ complaints about 
the difficulty of the Cornell Critical Thinking Level Z and not enough time to 
finish all the items. Based on this condition, students might feel that they failed 
on the Cornell Critical Thinking Level Z, this might drive them to think that they 
should fill the UF-EMI with good judgement, therefore it will fill the gap score of 
the Cornell Critical Thinking Level Z. Even though the researcher already warned 
the students at the beginning that the Cornell Critical Thinking Level Z score and 
UF-EMI results were not related to final score, some students might still think that 
the results of both tests would inluence their final score.

As mentioned in the method of case study activity, students are requied 
to solve a case where some active learning activities might involve discussion, 
sharing ideas, collecting data, this activity might help to develop students’ critical 
thinking disposition. However, it might be insufficient to icrease critical thinking 
skills. Further examination is needed to clarify the underlying mechanisms and 
determinants of changes in UF-EMI. Furthermore, it is important to assess the 
performance of each student’s activity when conducting activities related to case 
study and concept mapping. Therefore, the result will be more specific on how 
case study can contribute to an increase in critical thinking skills and disposition 
in each student.

Conclusions

The presented study was conducted in natural educational settings in an Indo-
nesian college with many variables typically found in a community college course, 
including a regular student with a heavy schedule and a  lot of duties. Despite 
these challenges, the findings of the study concerning the effectiveness of case 
study with concept maps for critical thinking in improving students’ abilities 
and disposition to think critically are valid. Training students to think critically 
is among the principal tasks of the education system. Critical thinking abilities 
such as analyzing complex issues and situations and generating solutions, making 
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connections and transferring insights to new contexts, and developing standards 
for decision making are necessary to succeed in business and society.
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Abstract
The paper contains advanced statistical analysis, original methods and a sig-
nificant contribution to the claim that measurement of reflexivity is possible. 
It is based on original empirical research using a sample of 334 students from 
different faculties and educational levels. It utilises a qualitative questionnaire 
containing a 4-level reflexivity scale, designed by Kember et al. (2000), trans-
lated into the Polish language and context. The aim of the study was to identify 
whether students’ reflexivity levels can be associated with the level of their 
study, taking into account possible masking effects of their age. Differences 
were tested for faculty and system of training (full time or part-time). Analysis 
confirms the strongest relation between reflexive thinking, system of tuition 
and level of studies. There was no connection found between reflexive thinking 
and the faculty of study or the respondents’ gender.

Keywords: reflexivity, higher education, habitual action

Introduction

The development of reflexivity amongst students has become a prime goal of 
higher education in the West (Boud, et al. 1985; Thorpe, 2004). According to Rogers 
(2001: 55), reflexivity has become a fundamental skill in higher education, essen-
tial for the sustainable development of universities (Dawe, et al. 2005). The role 
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of higher education in intensifying students’ reflexivity is growing in popularity 
amongst researchers and this is shown by the large number of tools dedicated to 
the assessment of reflexivity in individuals (cf., Schön 1983, Franklin & Langford 
2002; Groningen, 2008; Mirzaei, 2014; Grant 2015). For the purposes of this study, 
an operational definition of reflexive thinking combining Dewey (1933), Mezirow 
(1991), Baxter Magolda (1992) and Kember et al. (2000) was established. Reflexive 
thinking is a complex and deep process of thought, which involves a degree of 
doubt, uncertainty and open-mindedness to enhance the process of learning, 
through searching for answers to complicated and often ambiguous issues. More-
over, it includes one’s ability to reflect on their own thinking, to understand the 
process of thought, to improve it and to reason better in defense of the conclusions 
(cf., Paul & Elder 2002).

Research Focus
The researchers studied students’ attitudes to their own education, how they 

think and how they construct their academic experiences. The key objective of 
the project was to establish if and to what degree the reflexivity of the students 
participating in the project was associated with selected educational categories. 
These categories included: the faculty of study, the system of study and the 
level of study. Students’ reflexivity was described at four levels: habitual action, 
understanding, reflection and critical reflection. The faculties were divided into: 
humanities and social sciences, physical science and technology, and biological 
and medical sciences. The system of study was full time or part-time. The levels of 
study covered bachelor’s, master’s degrees and doctoral candidates. The additional 
factors considered were the research participants’ age and sex. The independent 
variables for statistical analysis were the faculty of study, level of study and system 
of study, together with the participants’ age and sex. The dependent variables were 
the scores on the scales of reflexive thinking. The main research question presented 
in this paper was: To what extent is a student’s reflexive thinking affected by the 
faculty, level of study and system of study?

Research Methodology

Research General Background
Reflexivity scales derived from Mezirow’s (1991) theory of transformative 

learning and Baxter Magolda’s (1992) students’ learning stages, was combined 
with Kember’s et al. (2000) classification and divided into: habitual action, under-
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standing, reflection and critical reflection. These scales were incorporated into 
the Questionnaire to measure the Level of Reflective Thinking (QRT) designed by 
Kember et al. (2002) and adapted to fit the Polish specific circumstances, which 
was essential for the validation of the original scales. The adaptation work took 
three years, first the Polish translation was looped back into English to detect any 
discrepancies and language adjustment took place, then psychometric equivalence 
was tested on bi-lingual people with both versions of the QRT. Finally, reliability of 
individual scales was tested using the Cronbach Alpha coefficient, which ranged 
from .75 to .86 for each scale. A secondary validity test relied on the high correla-
tion of scores between questions in Polish and in English belonging to the same 
scale. Furthermore, a question correlation matrix was constructed, which showed 
that questions from the same scale always gave a statistically significant correlation 
result when measured with Pearson’s formula. The correlations between questions 
from neighboring scales were statistically insignificant. For example, question 1 
correlates statistically significantly with question 5 (.586, p <.01), question 9 (.665, 
p <.01), and question 13 (.517, p <.01) on the same scale.

Meanwhile, the original QRT was also tested by Persian researchers (Ghaniza-
deh, & Jahedizadeh, 2017) for validity and reliability after translation and use in 
a different cultural context and the results were positive, confirming that the scales 
may be used successfully outside of their origin. Similar procedures were adopted 
by Kalk, Luik, Taimalu & Täht, (2014) in Estonia, Başol and & Gencel (2013) in 
Turkey and Lucas & Leng Tan, (2006) in England.

Instruments and Procedures
The statements used in the questionnaire were constructed in a universal way 

and may be applied to any academic subject because they lack any discipline-spe-
cific scientific terminology. The QRT consists of 16 statements, designed to capture 
the ways in which students think and act. The statements were scored by the 
respondents using a five-point Likert scale. The statements were divided into the 
four categories stated above: habitual action (example statement in this category: 
“In this course we do things so many times that I started doing them without thinking 
about it”, “As long as I can remember handout material for examinations, I do not 
have to think too much”), understanding (e.g., “In this course you have to continually 
think about the material you are being taught”, “I need to understand the material 
taught by the teacher in order to perform practical tasks”), reflection (e.g., “I often 
reflect on my actions to see whether I could have improved on what I did”, “I like to 
think over what I have been doing and consider alternative ways of doing it.”) and 
critical reflection (e.g., “As a result of this course, I have changed the way I look at 
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myself ”, “During this course I discovered faults in what I had previously believed 
to be right”). The statements were placed in a random order in the questionnaire. 
The study of reflexive thinking levels relied on self-description, capturing stu-
dents’ reflection on their activity in the process of study, self-awareness and active 
engagement.

Sample
The sample was selected on quota basis, using criteria of: faculty, level of studies 

and system of studies in equal proportions. The sample consisted of male and 
female higher education students aged 19–60, with a proportionate sex ratio to 
that at the subjects’ faculties of study.

Table 1. Study group (application of quota sampling)

Faculty of study
(first quota selection 
criterion)

Humanities and 
Social
n=123

Technical and 
Scientific
n=101

Biological and 
Medical
n=110

Total

n=334
Target degree
(second quota selec-
tion criterion)

Bachelor n=45
Master n=45
PhD n=33

Bachelor n= 35
Master n= 33
PhD n=33

Bachelor n= 38
Master n=38
PhD n=34

Bachelor n=118
Master n=116
PhD n=100

System of study
(third quota selection 
criterion)

Full time n=74
Part-time n=49

Full time n=65
Part-time n= 
36

Full time n= 89
Part-time n= 
21

Full time n=228
Part-time 
n=106

 Sex (without selec-
tion criterion)

Male n=37 
Female n=86

Male n=44 
Female n=57

Male n=31 
Female n=79

Male n=112
Female n=222

Data Analysis
The minimum number of questionnaires for necessary statistical analysis was 

300. Participants were selected in accordance with principles of availability and 
proportionate representation of diverse faculties. All participants took a conscious 
decision to participate, confirmed in writing. The sample size enabled groups of 
participants to be compared in a similar manner to Lim (2009), Louise & Musolino 
(2011), Phan (2009) and Lethbridge (2013). The chosen number of participants 
helped to minimise error and to enable regression analysis, multivariate analysis 
of variance ANOVA and ANCOVA. The sample used is not representative of all 
Polish students but it is to test correlation of selected variables in higher education 
with reflexivity.
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Research Results

Reflexivity and level of study
Analysis shows several relationships between the level of reflexivity measured 

on four scales and the level of study. When grouped by the level of study, the 
students scored differently on the habitual action scale (F = 12.03, p = .01). 
Multiple comparisons confirmed differences between the doctoral students, who 
scored significantly lower on the habitual action scale than the bachelor’s course 
students (LSD [least significant differences] = -.48, p < .01) and the master’s level 
students (LSD = -.28, p < .01). There were no significant differences on the scale of 
understanding (F = .84, p = .48). Moreover, a statistically valid difference between 
mean scores on the reflection scale was observed (F = 17.83, p < .01); a discrepancy 
between the doctoral and bachelor’s students (LSD = .58, p < .01) and doctoral and 
master’s students (LSD = .45, p = .01). Critical reflection was also differentiated by 
the level of study (F = 20.06, p < .01). The group of doctoral students scored higher 
than others. The result of multiple regression shows significant difference between 
the doctoral and bachelor’s students (LSD = .67, p < .01) and between the doctoral 
and master’s students (LSD = .52, p < .01).

The doctoral students display higher levels of reflexivity than the master’s and 
bachelor’s course students, indicating that the highest levels of reflexivity develop 
at the third level of tertiary education. However, this unsurprising conclusion was 
not yet fully confirmed, until the impact of age was also considered. Therefore, 
a correlation between age and reflexivity scores was tested to assess if the age of 

Figure 1. The level of study and the level of reflexive thinking
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the research participants was a masking factor when assessing correlation between 
reflexivity and the level of study. The mean age amongst the bachelor’s students 
was M = 23.17, SD = 4.08, amongst the master’s students M = 24.55, SD = 3.92 and 
amongst the doctoral students M = 28.74, SD = 5.38. The latter group was most 
diverse in terms of age, where the youngest doctoral student was 22 and the oldest 
was 60.

Age
A multiple regression technique with a GLM (General Linear Model) was used 

for further analysis. The level of study was the classifying variable and age was the 
continuous variable. Results obtained for each of the scales (treated as a separate 
variable) are shown in Table 2.

Table 2. The level of study, age and the level of reflexive thinking (ANCOVA)

Level of 
reflective 
thinking

Habitual action Understanding Reflection Critical Reflec-
tion

The level of 
study

F = 14.24, p < .01 F = 1.08, p < .33 F = 15.06, p < .01 F = 14.16, p < .01

Age F = 4.32, p = .03 F = .61, p = .43 F = .17, p = .67 F = . 40, p = .52
The level of 
study and age

F = 9.54, p < .01 F = .76, p = .51 F = 11.92, p < .01 F = 13.49, p < .01

The level of study is a differentiating factor for habitual action, reflection and 
critical reflection. Whilst age is the differentiating factor for habitual action, it 
is not for reflection and critical reflection, where the results are not statistically 
significant. Therefore, age (on its own) cannot be considered a significant variable 
responsible for reflection and critical reflection.

Reflexivity and the faculty of study
The results in Figure 2 indicate that the scores for habitual action, understanding, 

reflection and critical reflection remain at a similar level for all the three groups 
of students, notwithstanding the faculty of study, although the critical reflection 
scores for these groups were close to being statistically significant. Analysis of 
variance indicates overall group diversification, but does not identify which two 
groups are different in terms of the measured variables. To clarify this, an LSD test 
was used and in two cases the results were statistically significant. The technical 
and science students obtained higher mean scores on the scale of understanding, 
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Figure 2. The faculty and reflexive thinking of students

Figure 3. Study system and reflexive thinking amongst students

when compared to the biological and medical students (LSD = .21, p = .04). More-
over, the technical and science students obtained higher mean scores on critical 
reflection than the humanities and social science students (LSD = .26, p = .02).

Reflexivity and the system of study (full time or part-time)
One of the research questions tested the correlation between reflexivity and the 

system of study (full or part-time). A T-test was used to compare scale scores for 
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these two groups. The results of the T-test showed that the system of study was 
a differentiating variable on two scales: habitual action, where the part-time stu-
dents obtained higher statistical mean scores than the full-time students (t = -3.39 
p < .01), and reflection scale, where the full time students obtained statistically 
higher mean scores than their part-time counterparts (t = 3.39 p < .01)

Sex

The participants’ sex proved not to be a differentiating factor. Although habitual 
action scores for the male and female students was nearing statistical significance, 
it was considered incidental.

Predictors of reflexive thinking
Additionally, regression testing was used to test whether the variables such 

as the level of study, age, faculty, system of study and participants’ sex, could be 
a predictor of students’ reflexivity levels on the four scales used in this study.

There was no surprise that the level of study proved to be a predictor of habitual 
action, which decreased with the higher level of study; and reflection and critical 
reflection that were on the rise consequently with the higher level of study, con-
sistently with the previous tests.

Figure 4. Sex and reflexive thinking amongst students
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Table 3. The predictor of reflexive thinking (regression analysis)

Level of reflec-
tive thinking

The level of 
study Age Faculty of 

study Study system Sex

Habitual action β = -.26,  
p < .01

β = .09,  
p = .12

β = -.01,  
p = .87

β = .08,  
p = .17

β = -.04,  
p = .51

Under-standing β = -.08,  
p = .25

β = -.07, p 
= .27

β = -.09,  
p = .08

β = .01,  
p = .08

β = .06,  
p = .28

Reflection β = .28,  
p <.01

β = .01,  
p = .79

β = .01,  
p = .92

β = – .10,  
p = .10

β = -.12,  
p = .03

Critical Reflec-
tion

β = .33,  
p < .01

β = .05,  
p = .41

β = .05,  
p = .30

β = .04,  
p = .51

β = -.12,  
p = .03

Controversially, in this study the mean results for the female participants were 
higher when compared with their male peers. On the reflection scale: the men’s 
mean was M = 2.37 (SD = .82) and the women’s M = 2.41 (SD = .77); whilst 
the men’s mean on the critical reflection scale was M = 2.57 (SD = .75) and the 
women’s M = 2.66 (SD = .90). In regression analysis, positive (+) or negative (-) 
result had no significance as sex was not a gradual variable.

Discussion

The hypothesis that the highest level of reflexive thinking, critical reflexivity, 
would be achieved by doctoral students was verified. The research results cor-
respond to previous studies of this topic, where reflexive thinking was shown as 
a developmental category increased by age and the level of study (Boyd, 2008; Fis-
cher, Pruyne, 2002; King, Kitchener, 2004). There were, however, some deviations 
from this tendency, where reflexive thinking was demonstrated by the students 
at lower levels of education and non-reflexive thinking by the students at higher 
levels. In a study dedicated to the constructivist approach to learning by Yuen Lie 
Lim (2011), the highest scores on the reflection and critical reflection scales were 
observed amongst first year students, whilst the lowest scores on habitual action 
were found amongst third year students. Kember’s et al. (2002) study showed 
higher scores amongst postgraduate students when set against undergraduates on 
the understanding scale (t = 2,58; p < .01), reflection (t = 5,45; p < .01) and critical 
reflection (t = 2,83; p < .01). Moreover, Naghdipour & Emeagwali (2013) compared 
the means for second, third and fourth year students proving an increase in critical 
reflection, reflection and understanding coherent with the year of study.
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Correlation between reflexive thinking and faculty of study
The students’ scores on all of the scales, regardless of their faculty of study, 

did not vary in a  statistically significant way. Previous research on students’ 
reflexivity did not draw comparisons between faculties of study, although QRT 
as a universal tool of data collection allows for such comparisons, as it was used 
to measure reflexivity amongst students of: mathematics by Kadivar et al. (2012), 
undergraduates of real estate studies by Amidu (2012), students of accounting and 
business by Lucas and Tan (2006), students of English (as the foreign language) 
by Ghanizadeh, Jahedizadeh (2017), prospective primary teachers by Espinoza & 
Mata (2008) and medical students by Kember (2000).

Correlation between reflexive thinking and system of study
There were no assumptions made whether students’ reflexivity is affected by 

studying full time or part-time. Concurrently, statistically valid differences were 
found between the two groups on the scale of habitual action and the scale of 
reflection. These Polish-based results of reflexivity studies are coherent with the 
results obtained in other countries. At the time of the Polish study, Ko & Aung 
(2015) studied 400 students in Burma with the use of a Reflexive Thinking Ques-
tionnaire and observed that statistically valid higher scores on the reflection scale (t 
= 3.27, p < .01) and critical reflection scale (t = 2.94, p <. 01) were obtained by full 
time students when compared to their part-time counterparts. At the same time, 
the tendency captured by the habitual action scale was reversed (t = -3.59, p <. 01).

Correlation between reflexive thinking and participants’ sex
The results for the women and men on all the four scales were very close. 

Coherent results in this area were also obtained in studies by Phan (2007 and 
2008) and Ghanizadeh, Jahedizadeh (2017), with no differences found in the 
reflexivity levels of women and men. Consistently, Ko & Aung (2015) show no 
statistical significance between male and female participants. Mahasneh (2013), 
studying Jordanian students, also found no difference between male and female 
participants. The conclusion is that to date sex was found to have no impact on 
students’ reflexivity levels.

Conclusions

The intention of the study was to attract attention to the importance of 
reflexivity, as an existing variable in higher education, which requires further 
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investigation, and which should be reflected in the core curriculum, in teacher 
training, in lecturers’ awareness and in classroom practice. Reflexivity was proven 
to be measurable and in the face of higher education reforms in Poland, with their 
unpredictability and potential for unintended consequences, it is a critical skill 
to navigate successfully through the unknown educational landscape, to actively 
adjust to changing conditions and to influence them. The findings demonstrated 
how the level of reflexive thinking is correlated with the level of study, confirm-
ing that students in higher years of study display higher levels of reflexivity. 
(cf. Ghanizadeh & Jahedizadeh 2017).
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Abstract
The study aimed to investigate the effects of Lesson Study on the self-efficacy 
beliefs of pre-service kindergarten teachers. A quasi-experimental design with 
two parallel groups was used. The sample consisted of 49 students divided into 
a control group (27) and an experimental group (22). The pre-service kinder-
garten teachers in the experimental group followed an adjusted Lesson Study 
design, while the control group followed the traditional way of pre-service 
teaching practice. Findings indicate that there was no significant difference in 
teacher self-efficacy total scores between the groups, but there was a significant 
difference in the self-reported competence to effectively teach mathematics 
lessons and ability to get and keep pupils motivated.

Keywords: lesson study, pre-service kindergarten teachers, teacher efficacy beliefs, 
self-efficacy

Introduction

Research has shown that teacher efficacy beliefs present an important factor 
in teacher effectiveness related to teaching behaviours and students’ outcomes 
(Tschannen-Moran & Hoy, 2001) and that it can be most easily influenced by 
the experience gained in early years of teaching (Bandura, 1995), such as during 
preservice teaching practice. Teacher education programmes have an impact on 

Aleksandra Mihajlović
Serbia



90  Aleksandra Mihajlović

in-service teachers’ practice, but it sometimes takes years for the impact to appear 
in practice. In order to help future teachers to build professional competences 
and confidence in a relatively short period of time and to bridge the gap between 
pre-service methods courses and in-service teaching in a regular school classroom, 
university educators are looking for effective approaches to foster pre-service 
teachers’ learning in methods courses and enable successful transition to in-ser-
vice teaching. Lesson Study is recognized as a “cohesive professional development 
tool” for providing high-quality learning experiences for future teachers (Murata 
& Pothan, 2011).

Theoretical Background

Lesson Study
Lesson Study (LS) is defined as “a systematic investigation of classroom peda-

gogy conducted collectively by a group of teachers rather than by individuals, with 
the aim of improving the quality of teaching and learning” (Tsui & Law, 2007, p. 
1294). The main idea is to bring together teachers for carrying out the process of 
planning a lesson, teaching the lesson with LS group observing, and then exam-
ining and discussing the lesson during a debriefing session. During the lesson 
preparation phase, teachers try to predict pupils’ reactions to specific activities, 
which requires teachers to reflect on and reassess the chosen teaching approaches 
(Coenders & Verhoef, 2018). After a research lesson, during a debriefing session, 
observations are discussed regarding the predicted outcomes. Based on the group’s 
comments during the debriefing session, the lesson is revised, re-taught and 
reflected on again before being polished (Tsui & Law, 2007). The main influence 
of reflection goes beyond improvement of a single lesson since it includes a deeper 
understanding of the content knowledge and how pupils learn, and contributes to 
teachers’ improved pedagogical skills. Since the focus is on the research lesson, on 
pupils’ learning and progress, and not on the teacher, it encourages open and frank 
discussions about the lessons.

Although the majority of research on LS is focused on in-service teachers, 
there are indications that some adapted versions of LS can be effectively used 
with pre-service teachers (Burroughs & Luebeck, 2010; Chassels & Melville, 2009; 
Cohan & Honigsfeld, 2006; Mostofo, 2014; Sims & Walsh, 2009). For pre-service 
teachers, LS offers opportunities such as: building professional learning commu-
nities, deepening and broadening their understanding of content knowledge and 
pedagogy, developing habits of critical and constructive observation, analysis, and 
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improving the ability to both provide and receive feedback (Chassels & Melville, 
2009; Mostofo, 2014). Some studies point out that the collaborative aspect of 
participating in LS through planning and debriefing sessions can enhance teacher 
efficacy and lead to pupils’ improved engagement and learning (Ylonen & Nor-
wich, 2014). Lesson Study helps participants to gain new insights into teaching 
and how to improve their teaching strategies (Rock & Wilson, 2005). Moreover, 
collaborative planning, teaching, debriefing, revising and re-teaching during the 
LS process increases pre-service and in-service teachers’ confidence to teach 
mathematics (Matanluk, Johari & Matanluk, 2013; Villalon, 2016).

Teacher Efficacy
Teacher efficacy belief is defined as the extent to which teachers believe they 

can have a positive effect on pupils’ performance (Gavora & Wiegerová, 2017, 
Tschannen-Moran & Hoy, 2001). It has two dimensions: personal (or self-efficacy) 
and outcome expectancy. Personal teaching efficacy is defined as a belief in an 
individual’s own ability to teach effectively, while teaching outcome expectancy is 
a belief that effective teaching will affect pupils’ learning positively regardless of 
external factors (Enochs, Smith, & Huinker, 2000). Research on teacher efficacy 
indicates that it influences teachers’ behaviours such as persistence on a  task, 
risk taking, use of innovations and of more student-centered teaching strategies, 
effort invested in teaching and the goals they set, and greater enthusiasm and 
commitment for teaching (Enochs, Smith, & Huinker, 2000; Gavora & Wiegerová, 
2017; Martins, Costa & Onofre, 2015; Tschannen-Moran & Hoy, 2001). Teacher 
efficacy is also related to student outcomes such as achievement and motivation 
(Tschannen-Moran & Hoy, 2001). Sibbald (2008) found a strong link between LS 
and self-efficacy. He determined that the collaboration in LS broadens both the 
content and pedagogical repertoires of the participants. Rock and Wilson (2005) 
reported that all participants in LS experienced an increase in their professional 
confidence. Teachers who have confidence in their own teaching abilities show 
strong personal efficacy beliefs (Enochs, Smith & Huinker, 2000; Mostofo, 2014).

Over the past decades, teacher efficacy emerged as a  significant concept in 
teacher education. Research indicates that self-efficacy of student teachers signifi-
cantly changes after one year of teacher education (Canrinus & Fokkens-Bruinsma, 
2014) and is increased through practicing skills or activities in real or simulated 
experiences (Starko & Schack, 1989). Collaboration, interpersonal support and 
participation in self-reflection, which are important aspects of LS, have also been 
associated with higher teacher efficacy, especially of novice teachers (Mostofo, 
2014; Tschannen-Moran & Hoy, 2001).
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The important aspect of the presented study lies in the fact that it contributes 
to expanding the existing body of knowledge related to changes in mathematics 
teachers’ self-efficacy in relation to the use of LS in teacher education. The use of 
LS with pre-service kindergarten teachers in our study, but also in the Serbian 
educational context, was the innovation that was used to link the mathematics 
methods classroom with field experience teaching. Future kindergarten teachers 
who are involved in teaching practice through practicum lessons in the course of 
their studies, often experience lack of confidence in their teaching competences. 
The aim of the study was to investigate the effects of adjusted LS on pre-service 
kindergarten teachers’ self-efficacy in teaching mathematics lessons.

Research Methodology

The presented study was conducted at the Faculty of Education (FE), University 
of Kragujevac, Serbia, as a part of larger scale research on effects of LS on teaching 
anxiety, teacher efficacy and teaching competences of pre-service kindergarten 
teachers. Considering that the survey instruments were administered and 
numerical data were collected, a quantitative method was used in analyzing data. 
Data were collected with the use of a questionnaire, which represents a common 
technique in educational research. A quasi-experimental design with pre-tests and 
post-tests was used in the study because the convenience sampling procedure was 
followed. A convenience sample represents a group of subjects who are selected on 
the basis of the accessibility or expediency. All the participants in our study were 
enrolled in Mathematics Teaching Practicum (MTP) course (two semesters in the 
4th year of bachelor’s studies) at the Kindergarten Teachers Education Programme, 
which lasts four years. During the MTP course, which is obligatory for all student 
teachers, pre-service teachers spend three hours a week in a local kindergarten 
observing and teaching mathematics concepts lessons. They are guided by their 
supervisor, a university teacher. Every student teacher must conduct two mathe-
matics concepts lessons in a regular classroom.

Research Sample
The research sample involved 49 pre-service kindergarten teachers. The study 

was conducted during the 2017/2018 academic year, and it lasted 20 weeks (two 
semesters). The student teachers were divided into a control group (CG) and an 
experimental group (EG). The EG consisted of 22 student teachers (21 females and 
1 male) and the CG consisted of 27 female student teachers. All the students of 
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both groups had successfully finished a Mathematics Teaching Methods (MTM) 
course in their third year of bachelor’s studies.

Instrument
The instrument used was a questionnaire, which consisted of two parts. In 

the first part, background information about the student teachers was collected 
(age and MTM course grades). The second part of the instrument contained 
a Preservice Kindergarten Mathematics Teaching Self-Efficacy Beliefs Scale 
(PMTSE), which was developed by the author and aimed to determine the level 
of the pre-service kindergarten teachers’ self-efficacy in teaching mathematics. 
The items were constructed in accordance with some previous studies and 
literature. PMTSE is a five-point Likert-type scale containing 6 items. The Cron-
bach alpha reliability coefficient of the PMTSE indicated acceptable reliability 
(α=0.775).

The items included in the PMTSE concerned different aspects of mathematics 
teaching self-efficacy, such as: beliefs in the individual’s ability to effectively plan 
and prepare mathematics lessons, beliefs in the individual’s ability to successfully 
perform instructional activities, and competence to teach mathematics lessons 
effectively. The beliefs about the ability to successfully perform instructional 
activities referred to the student teachers’ confidence in their content and peda-
gogy knowledge and skills, and to the ability to motivate students and keep them 
interested (Table 1).

Table 1. PMTSE items

Items 
code Items

TE1 I am sufficiently methodologically trained to independently plan and pre-
pare mathematics lessons in kindergarten.

TE2 I am sufficiently methodologically trained to successfully use appropriate 
teaching methods and techniques in work with kindergarten pupils.

TE3 I will be able to get and keep my kindergarten pupils motivated and inter-
ested while working on mathematics tasks.

TE4 My knowledge and understanding of kindergarten mathematical concepts 
is good enough to secure my effective teaching of lessons to kindergarten 
pupils.

TE5 If a child does not understand some mathematical concepts, I believe that 
I will know how to explain it to her/him successfully.

TE6 I feel competent enough to effectively teach mathematics lessons in kinder-
garten.
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Procedure
The pre-service kindergarten teachers in the CG used the traditional model of 

MTP course. This means that the student teachers individually planned and pre-
pared lessons, and after consulting with their supervisor and upon final lesson plan 
corrections, they taught the lesson in a regular classroom. Other student teachers 
in the CG observed the lessons taught by a student teacher, and participated in 
a debriefing session afterwards.

At the beginning of the MTP course, all the student teachers from the EG were 
introduced to the planned LS process. The adjusted LS involved two phases. In 
the first phase, teams consisting of two or three student teachers were chosen 
randomly. Each team was assigned to teach a particular mathematics concept 
unit. The lesson planning process was conducted cooperatively by the teams. They 
used team teaching, both to teach a simulation in MTP classroom settings and 
a revised lesson in a regular kindergarten classroom. Team teaching was used in 
order to decrease the student teachers’ stress when being observed by their peers 
(Mee & Oyao, 2013). In the second phase, each student teacher was assigned a new 
mathematics concept unit. In this phase, each student teacher worked individually 
on lesson planning and firstly taught the lesson in a simulated environment in the 
MTP classroom. After a debriefing session, revision of the lesson was planned and 
carried out collaboratively. The same student teacher then re-taught the revised 
lesson in a regular classroom.

All the student teachers had one week for preparing both simulation and an 
actual classroom lesson. Each student teacher (or team) taught for about 20 min-
utes in a simulated environment in the MTP course. During the lesson simulations, 
in both phases, other student teachers in the EG acted as typical kindergarten 
children. The debriefing session with the whole group followed immediately after 
the simulation or a regular lesson. At the beginning of the debriefing session, the 
student teacher (or team) who taught the lesson performed self-reflection. The 
self-reflection was followed by the other student teachers’ questions, comments, 
and suggestions for lesson revision. This discussion was guided by the supervisor, 
who gave feedback at the end. Afterwards, the lesson was revised based on the 
received feedback. The revised lesson plan was sent to the supervisor for final 
approval before teaching in a regular classroom. Regular lessons in a local kin-
dergarten were followed by a debriefing session with the whole group of student 
teachers and received final evaluation by the supervisor.
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Results and Discussion

The two groups were checked for equivalency in their academic achievement in 
the MTM course at the beginning of the research. The results suggested that the 
groups were homogenous in terms of their MTM grades (Table 2).

Table 2. Pre-service kindergarten teachers achievement in MTM course

Group Median Mean 
Ranks

Sum of 
Ranks

Shapiro-Wilks test Mann-Whitney test
W Sig. U Z Sig.

CG 7.50 24.04 577.00 0.893 0.016 251.00 -0.294 0.768
EG 7.00 22.91 504.00 0.866 0.007

The pre-service kindergarten teachers’ scores on the PMTSE, before and after 
implementation of LS, were calculated. Analysis of the findings showed that there 
was no significant difference between the teacher self-efficacy scores of the CG 
and EG in pre-test (Table 3). Furthermore, there were no significant differences in 
scores on single items either. The CG and EG were homogenous in terms of their 
mathematics teaching self-efficacy.

Table 3. Mathematics teaching self-efficacy of CG and EG in pre-test

Items Group Median Mean 
Ranks

Sum of 
Ranks

Shapiro-Wilks test Mann-Whitney test
W Sig. U Z Sig.

TE1 CG 3.00 24.67 666.00 0.724 0.000 288.000 -0.200 0.841
EG 4.00 25.41 559.00 0.854 0.005

TE2 CG 4.00 23.74 641.00 0.813 0.000 263.000 -0.746 0.456
EG 4.00 26.55 584.00 0.681 0.000

TE3 CG 4.00 21.93 592.00 0.777 0.000 214.000 -1.925 0.054
EG 4.00 28.77 633.00 0.757 0.000

TE4 CG 3.00 24.67 666.00 0.799 0.000 288.000 -0.203 0.839
EG 3.00 25.41 559.00 0.739 0.000

TE5 CG 3.00 24.30 656.00 0.718 0.000 278.000 -0.433 0.665
EG 4.00 25.86 569.00 0.713 0.000

TE6 CG 3.00 24.69 666.50 0.799 0.000 288.500 -0.831 0.406
EG 4.00 25.39 558.50 0.685 0.000

Total 
score

CG 21.00 23.48 634.00 0.969 0.563 256.000 -0.831 0.406
EG 22.00 26.86 591.00 0.876 0.012
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At the end of the second semester, both groups were given a post-test. The post-
test contained the same 6 items scale that was used in the pre-test at the beginning 
of the first semester. The results of CG and EG in post-test are shown in Table 4.

Table 4. Mathematics teaching self-efficacy of CG and EG in post-test

Items Group Median Mean 
Ranks

Sum of 
Ranks

Shapiro-Wilks test Mann-Whitney test
W Sig. U Z Sig.

TE1 CG 5.00 22.74 614.00 0.708 0.000 236.000 -1.473 0.141
EG 5.00 27.77 611.00 0.569 0.000

TE2 CG 5.00 24.65 665.50 0.549 0.000 287.500 -0.256 0.798
EG 5.00 25.43 559.50 0.533 0.000

TE3 CG 5.00 22.02 594.50 0.626 0.000 216.500 -2.068 0.039
EG 5.00 28.66 630.50 0.422 0.000

TE4 CG 4.00 22.31 602.50 0.728 0.000 224.500 -1.667 0.095
EG 5.00 28.30 622.50 0.729 0.000

TE5 CG 4.00 24.15 652.00 0.752 0.000 274.000 -0.224 0.823
EG 4.00 24.95 524.00 0.640 0.000

TE6 CG 5.00 21.63 584.00 0.718 0.000 206.000 -2.207 0.027
EG 5.00 29.14 641.00 0.484 0.000

Total 
score

CG 27.00 21.30 575.00 0.912 0.026 197.000 -1.828 0.068
EG 28.00 28.62 601.00 0.822 0.001

There was an increase between the pre- and post-test total scores in the teaching 
self-efficacy level of both the EG and CG student teachers. These results are in 
accordance with some previous studies, which point out that actual teaching 
experience during students’ teaching practice have a greater impact on their per-
sonal teaching efficacy (Tschannen-Moran & Hoy, 2001). Nevertheless, the results 
showed that there was no statistically significant difference regarding teacher 
self-efficacy in general between the two groups (Table 4), although the EG student 
teachers showed more growth in terms of teacher self-efficacy comparing to the 
CG. The teacher self-efficacy scores of the group that had practised LS and the 
group that had a traditional teaching experience did not differ significantly.

On the other hand, when comparing scores on single items, we determined 
that there was statistically significant difference between the CG and EG post-test 
scores in two items. The pre-service teachers in the EG showed significantly higher 
confidence in the ability to get and keep their pupils motivated and interested 
during lessons (U=216.500; p=0.039), i.e., they were more optimistic about their 
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effectiveness in motivating pupils than the students in the CG. Bandura (1995) 
suggested that teachers’ personal efficacy to motivate pupils is possibly one of the 
main pathways through which efficacy beliefs affect pupils’ cognitive develop-
ment and academic achievement. On the other hand, as studies suggest, teacher 
self-efficacy beliefs have been observed as a powerful construct related to pupils’ 
motivation (Mojavezi & Tamiz, 2012; Tschannen-Moran & Hoy, 2001).

Although there was no significant difference in the items concerning confidence 
in content knowledge and pedagogical skills between the groups, the participants 
in the EG showed significantly higher confidence in their competence to effectively 
teach mathematics concept lessons in kindergarten (U=206.000; p=0.027). Some 
research also reported that LS implementation increased pre-service teachers’ 
confidence to teach mathematics (Matanluk, Johari & Matanluk, 2013; Villalon, 
2016). Increased confidence in one’s own teaching ability is associated with strong 
personal efficacy beliefs (Enochs, Smith & Huinker, 2000).

As for the other items, we have not found statistically significant differences 
between the EG and CG. This might be due to the fact that the sample size in 
the study was small. Furthermore, albeit the student teachers participated in LS 
during the whole academic year (two semesters), the fact that they taught only two 
complete individual lessons might also have influenced the findings of the study.

Conclusions

The results we obtained show that LS has a positive impact on some aspects of 
pre-service teachers’ self-efficacy beliefs, such as confidence in being competent to 
effectively teach mathematics concept lessons in kindergarten and the ability to get 
and keep their students motivated and interested during lessons. However, we have 
not found statistically significant differences in other items and in self-efficacy 
beliefs total scores between the groups. The study findings cannot be generalized 
to pre-service teachers from other courses and universities considering the fact 
that there are certain limitations such as a small sample size and quasi-experi-
mental design. Nevertheless, the value of this study can be recognized in the fact 
that there is a lack of literature and empirical evidence on the use and effects of 
LS on pre-service teachers’ mathematics teaching self-efficacy beliefs. The results 
of this research have significance for both researchers and educators involved in 
teacher education programmes who are looking for methods that might benefit 
student teacher education. This further indicates that more attention should be 
paid to LS and it should become an integral part of teacher education preparation 
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programmes. Since in our research we focused only on one dimension of teacher 
efficacy, i.e., pre-service teachers’ teaching self-efficacy, in future studies other 
dimensions, like outcome expectancy, should be investigated. Also, including 
a qualitative study approach in the form of interview or students’ reflective jour-
nals, should be considered.
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Abstract
This study mainly focused on the relationship between number sense and 
algebraic thinking. Previous studies have provided evidence that number 
sense plays an important role in developing algebraic thinking. The role of 
symbol and pattern sense are yet to discover in relation to number sense and 
algebraic thinking. The purpose of this study was to identify the mediating 
effects of symbol sense and pattern sense in year five pupils’ relationship 
between number sense and algebraic thinking. To do so, two mathematics 
tests were carried out among 720 year five pupils in the district of Malacca, 
Malaysia. The collected data were analysed using a partial least squares-struc-
tural equation modeling approach. The data collected were analysed using 
SPSS 22.0 and SmartPLS 3.0. Results demonstrated that symbol sense and 
pattern sense are good mediators between year five pupils’ number sense 
and algebraic thinking. This result of the study supports the past studies 
related to the role of number sense, symbol and pattern sense in developing 
algebraic thinking. The presented study provides suggestions as intervention 
to increase students’ making sense ability in numbers, symbols and patterns 
to develop algebraic thinking.
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Introduction

In most school curricula, algebra is a formal equation comprising variables and 
signs for operations and equality. However, the underlying properties of algebraic 
thinking have always been neglected. To overcome this problem, previous studies 
have advocated algebrafying the elementary mathematics rather than confining 
algebra as a course to be taught in middle or high schools (Blanton & Kaput, 2003; 
Knuth, Alibali, McNeil, Weinberg & Stephens, 2011). With regard to this, studies 
have been carried out to develop algebraic thinking skills by carrying out activities 
such as working with patterns, arithmetic generalisation and importance of the 
equal sign (Carpenter, Franke, & Levi, 2003; Molina & Ambrose, 2008; Warren, 
Cooper & Lamb, 2006).

In general, arithmetic is taught at elementary school level. Often, arithmetic and 
algebra are treated as two different courses and there is no connection established 
while teaching arithmetic (Cai & Moyer, 2008; Herscovics & Linchevski, 1994). 
Nonetheless, the underlying properties of algebra could be developed with proper 
teaching instructions which encourage children’s thinking beyond abstract calcu-
lations (Jacobs, Franke, Carpenter, Levi, & Battey, 2007). The underlying properties 
of algebra have gained increased attention in recent years among mathematics 
researchers. Thus, it has created an awareness of algebraic thinking, which encom-
passes generalised arithmetic, modeling and functions (Kaput, 2008).

Similarly, other aspects of algebra such as making sense of numbers, working 
with patterns and conceptual understanding of the equal sign are crucial in early 
algebraic thinking (Carpenter, Levi, Berman, & Pligge, 2005; Kieran, 2004; Ste-
phens, 2005). Looking into these aspects, previous studies have provided evidence 
that children’s ability in number sense will enable them to build a conceptual 
understanding of relations involved in an algebra course (Carpenter et al., 2003). 
Studies have also been carried out of the roles of symbol sense and pattern sense 
towards the development of early algebraic thinking (Brizuela & Schliemann, 2004; 
Jacobs et al., 2007; Lannin, 2005; Rittle-Johnson, Matthews, Taylor, & McEldoon, 
2011; Stacey, 1989).

Literature Review

In general, number sense refers to proficiency in mental calculation, computa-
tional estimation, judgment of the relative magnitude of numbers, recognition of 
part–whole relationships, and problem solving. It is one’s conceptual understand-
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ing of numbers and operations, together with development of useful, flexible and 
efficient strategies for handling numerical problems (Yang, Hsu, & Huang, 2004). 
It is not merely focused on arithmetic calculations. According to Hsu, Yang and 
Li (2001), number sense comprises the following components; i) understanding 
number meanings and relationships, ii) recognizing the magnitude of numbers, 
iii) understanding the relative effect of operations on numbers, iv) developing 
computational strategies and being able to judge their reasonableness, and v) 
having the ability to represent numbers in multiple ways.

Number sense has also received attention in the discussion of the develop-
ment of algebraic thinking. Number sense is an inevitable aspect which could 
lead to a smooth transition from arithmetic to algebra (Carpenter & Levi, 2000; 
National Council of Teachers of Mathematics, 2000). Number sense is algebraic 
in several ways. Thus, exposure to number sense could help the young learner 
to get a precise structural and algebraic understanding of numbers even before 
they learn to manipulate them (Strother, 2011). Blanton and Kaput (2003) asserted 
that algebrafying arithmetic activities helps children to do many things at once, 
including practicing number facts, developing number sense, and recognizing and 
building patterns to model situations.

Likewise, symbol sense also plays an important role in the development of 
early algebraic thinking (Brizuela & Schliemann, 2004; MacGregor & Stacey, 1997; 
Stephens, 2005). As algebra is all about working with symbols and equation, a good 
foundation in working with symbols could definitely create an effortless pathway to 
mastering formal algebra in middle school. Evidence shows that children are able 
to create their own kind of algebra when they generate general rules and exhibit 
these connections via symbols to represent operations and variables (Stephens, 
2005). Hence, young students should be encouraged to make their own symbols 
inventions and not necessarily learn the algebraic formal notation (Berkman, 1998).

Another important aspect of symbols is the understanding of the equal sign. 
Elementary school children often perceive the equal sign operationally rather rela-
tionally (Alibali, Knuth, Hattikudur, McNeil, & Stephens, 2007; Rittle-Johnson et 
al., 2011). A relational understanding of the equal sign enables children to develop 
ideas of arithmetic representations. While an operational understanding of the 
equal sign could only enable them to master computational skills. Excellency in 
computational skills would not help them to build a conceptual understanding of 
underlying properties in arithmetic. This would hinder children from thinking in 
an algebraic way.

Last but not least, working with patterns has gained high attention among 
researchers of early algebraic thinking (Ferrini-Mundy, Lappan & Phillips, 1997; 
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Lannin, 2005; Lannin, Barker, & Townsend, 2006; Stacey, 1989; Warren et al., 
2006). Looking for patterns in different situations, the use of symbols and varia-
bles that represent patterns and generalisations are crucial aspects of a concep-
tual understanding of early algebra. Using patterns is seen as way of approaching 
algebra (Mason, 1996). Patterning activities have been most suitable for children 
to express generalisation and create their own “rule” to find the subsequent 
terms in the series of patterns. This “rule” eventually develops into a function 
concept in later years of algebra learning. Fundamental elements of functions in 
algebra; input-process-output could be easily established and explained using 
patterning activities. This will nurture children with a conceptual understanding 
of functions.

The above-mentioned aspects such as number sense, symbol sense and pattern 
sense are associated with early algebra. However, to date no studies have been 
conducted to find if symbol sense and pattern sense could be good mediators 
between number sense and algebraic thinking. It is essential to look for this 
relationship to facilitate the improvement of teaching instructions and curricula 
documents. The essence of algebraic thinking development lies in identifying the 
right constructs to develop a conceptual understanding of algebra properties, 
which underlies arithmetic. With regard to this, the following research questions 
were posed:

1. Does symbol sense mediate the relationship between year five pupils’ number 
sense and algebraic thinking?

2. Does pattern sense mediate the relationship between year five pupils’ number 
sense and algebraic thinking?

In view of the above research questions, the following hypotheses were formu-
lated to guide this study.

H1: Symbol sense mediates the relationship between year five pupils’ number 
sense and algebraic thinking.

H2: Pattern sense mediates the relationship between year five pupils’ number 
sense and algebraic thinking

Research Methodology

Research General Background
The study utilised a  descriptive research design which is a  cross-sectional 

study as the researchers collected data from a sample of a population identified in 
advance and carried out the study in a specific period of time.
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Research Sample
The participants in the presented study were 720 year five pupils from national 

schools in the district of Malacca, Malaysia. A cluster random sample was used 
in this study, with students clustered by school. A list of national schools in that 
particular district was received from the Ministry of Education, Malaysia. Then, 
the researchers numbered those schools. With the help of the Rand function 
available in Microsoft Excel, random numbers were generated. Then the names of 
the schools with respective numbers were chosen as a cluster. All year five pupils 
from those schools were involved in this study. The participants consisted of 370 
(51.4%) female pupils and 350 (48.6%) male pupils. These pupils had not been 
exposed to any intervention previously. They had only had ordinary mathematics 
lessons conducted in schools.

Instrument and Procedures
Assessment of Number, Symbol and Pattern Senses (ANSPS) was performed 

to examine the year five pupils’ number sense, symbol sense and pattern sense. 
Items in this assessment were adapted from literature. It comprised 16 items. All 
the items were multiple choice questions. These items were scored dichotomously: 
1 for a correct response and 0 for an incorrect response. The items are arithmetic 
questions which examine the year five pupils’ capability of making sense of num-
bers, working with simple symbols and numeric or figural pattern series. Figure 
1 shows one of the items which tests number sense. By making sense of numbers, 
one could identify the answer by knowing that the product of 20 x 20 is 400. Since 
the multiplier and multiplicand are less than 20, the answer must be less than 400 
but not too deviated from 400. This sense is essential to make sense of algebra in 
later years of education.

The second instrument was algebraic thinking diagnostic assessment (ATDA). 
This instrument was adapted from Ralston (2013). ATDA was selected because 
it was the only assessment tool available in the literature to measure elementary 
students’ algebraic thinking which encompasses all three strands of algebraic 

Figure 1. One of the number sense items
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thinking defined by Kaput (2008). ATDA consisted of 24 items which comprised 
generalised arithmetic, modelling and functions. All the items were short-answer 
questions. These items were also scored dichotomously: 1 for a correct response 
and 0 for an incorrect response. Figure 2 shows one of the items from algebraic 
thinking items. The ‘c’ in this item may not refer to the true meaning of a variable. 
However, the ability to work with this item shows that a pupil could think of 
relationships involved in addition and the equal sign. The understanding that ‘c’ 
refers to a common number enables the pupil to work accordingly.

Data were collected with the use of two mathematics tests. Both tests were given 
on the same day to ensure the same students sit the tests. The first test was given 
before their break and the second one was given after the break. Each test lasted 
an hour.

Data Analysis
The study reports the results from part of a major study of algebraic thinking. 

The major study utilised structural equation modelling using the partial least 
square technique for data analysis. Hence, mediator analysis was used in Smart 
PLS. A construct acts as mediator when it intervenes between two other related 
constructs, as shown in Figure 3. In this case, Y2 acts as a mediator between Y1 
and Y3. Baron and Kenny (1986) claimed that there are three necessary conditions 
that should be met in order to say that mediation exists. They are the following:

Y1 is significantly related to Y2.
Y2 is significantly related to Y3.
The relationship between Y1 and Y3 declines when Y3 is in the model.

Figure 2. One of the algebraic thinking items
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Y2 mediates the relationship between Y1 and Y3. The indirect effect is referred 
to the product of p12 and p23. The indirect effect should be tested for significance. 
To check the significance, bootstrapping procedure needs to be used. Indirect 
effects for 5000 samples should be calculated using Microsoft Excel. Subsequently, 
standard deviation is calculated based on these 5000 samples’ indirect effect. The 
t value will be the indirect effect divided by bootstrapping standard deviation. If 
the indirect effect is significant, assessment of variance accounts for (VAF), calcu-
lation will take place in order to determine the mediation level. VAF can be calcu-
lated by the following formula:

The VAF value of over 80% refers to full mediation, between 20% and 80% it is 
categorised into partial mediation and under 20% it is considered as no mediation.

Research Results

Figure 4 shows the model tested the mediating effect of symbol sense on 
the relationship between number sense and algebraic thinking, while Figure 5 
shows the mediating effect of pattern sense on the relationship between number 
sense and algebraic thinking. Table 1 summarizes the significance of the test 
results.

Figure 3. General mediator model
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Table 1. Indirect effect, standard deviation and t-values of symbol sense and pattern 
sense on the relationship between number sense and algebraic thinking

Independent 
Variable Mediator Indirect 

Effect
Standard 
Deviation t Value P Values

Number 
Sense

Symbol Sense 0.104 0.017 6.118 < 0.001
Pattern Sense 0.136 0.018 7.556 < 0.001

Figure 4. Mediating effect of symbol sense on the relationship between number 
sense and algebraic thinking

Figure 5. Mediating effect of pattern sense on the relationship between number 
sense and algebraic thinking
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The results have shown that symbol and pattern senses have a significant medi-
ating effect. Thus, further VAF analysis was performed to identify the mediator. 
Table 2 summarises the VAF values for symbol and pattern sense. About 23.7% 
of the number sense effect on algebraic thinking was explained via the symbol 
sense mediator. Similarly, 30.7% of the number sense effect on algebraic thinking 
was explained via the pattern sense mediator. Since VAF was larger than 20% but 
smaller than 80%, this situation can be considered as partial mediation.

Table 2. VAF and mediation type of symbol sense and pattern sense  
on the relationship between number sense and algebraic thinking

Independent 
Variable Mediator VAF Value (%) Mediation Type

Number Sense Symbol Sense 23.7 Partial
Pattern Sense 30.7 Partial

Discussion

At the end of the analysis, symbol sense and pattern sense were identified as 
potential mediators between number sense and algebraic thinking. This shows 
that knowledge in symbol sense mediates how number sense could be used while 
working with algebraic thinking tasks. With regard to this, sense making of num-
bers contributes to an understanding of variables (symbol sense) and leads to 
algebraic thinking. In other words, number sense contributes to an understanding 
of variables and the equal sign, which leads to better performance in algebraic 
thinking (Jacobs et al., 2007). Similarly, pattern sense can influence symbol sense 
and number sense, which in turn can influence algebraic thinking. For example, 
working with patterns requires some knowledge of symbols involved, whether 
the pattern is growing or shrinking, and sense making of numbers to make a pre-
diction of subsequent patterns or any arbitrary term of patterns (Lannin, 2005).

The results of this study have contributed to the body of literature on early 
algebraic thinking. The majority of previous research on early algebraic thinking 
was focused only on teaching experiments which look into children’s ability to 
think in an algebraic way and evaluation of algebraic thinking (Carpenter & Levi, 
2000; McNeil; 2008; Ralston, 2013; Rittle-Johnson & Alibali, 1999). This study has 
provided numeric evidence on the constructs that could play a crucial role in 
algebraic thinking development.
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Conclusions

Number sense and algebraic thinking work hand in hand as foundation for 
algebra courses. Symbol and pattern sense are the two most influential factors that 
affect the relationship between number sense and algebraic thinking. This infor-
mation presents a new topic for discourse and confirms the importance of symbol 
sense and pattern sense in algebraic thinking development. Given that number 
sense and algebraic thinking are closely connected, symbol sense and pattern sense 
act as mediators between number sense and algebraic thinking in building strong 
foundation for future formal algebra learning. Symbol sense and pattern sense 
can intensively improve the conceptual understanding of underlying properties 
of algebra while learning arithmetic in elementary mathematics classrooms. The 
items shown in Figures 1 and 2 are the best examples on how teachers could 
encourage number sense and algebraic thinking. They could incorporate symbol 
sense and pattern sense in their daily lessons. Early algebraic thinking does not 
need a new chapter to include in the existing syllabus. It is how to teach arithmetic 
that can build a conceptual understanding and develop children’s ability to think 
deeper beyond mere computations.
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Abstract
The article presents research on students’ independent self-learning. The 
applied method was an analysis of intentionally prepared documents. While 
conducting the research, an attempt was made to recognise: the manner of the 
understanding the notion of “learning” by the students; the manner of learning 
which they apply as well as evaluation of their own effectiveness in this scope. 
The participants in the research identify learning mainly as mnemonic acquisi-
tion of new knowledge in the situations related to the process of studying. In the 
majority of cases, they work unsystematically, applying ineffective techniques of 
learning and express negative judgements on their own learning effectiveness.

Keywords: self-learning, didactics of institution of higher education

Introduction

In the world of dynamic changes and unceasing new discoveries, the ability 
to learn effectively is exceptionally valuable, not only at school but also during 
the whole life. In the research described in this article, the subject of interest is 
the issue of students’ self-learning. The researcher tried to answer the following 
research questions: What ways of understanding the notion of “learning” function 
in the awareness of the surveyed students? What ways of self-learning do the 
respondents prefer? and What opinions on their own effectiveness of learning do 
the respondents express?
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In the research, the method of analysing intentionally prepared documents was 
used, i.e., the students’ essays on the topic My self-learning. The sheet contained 
instructions with the information concerning the objectives of research and 
assurance of anonymity of provided assignment and of the researcher’s secrecy. 
The research was conducted in June 2017 at the University of Silesia in Katowice. 
210 of deliberately chosen students of the first year of full-time bachelor’s degree 
course in the Faculty of Pedagogy participated in the research. The choice of the 
research sample resulted from the belief that in academic training addressed to the 
students who reached the required mental maturity, the learning activity should 
predominate over teaching. The youth that begins studies enter the period of the 
highest efficiency of learning. In practice, however, many students have smaller 
or larger difficulties in this scope. It is particularly clear during the first year of 
studies, when past experience and adopted habits occur as insufficient to manage 
the process of learning on one’s own. Taking this factor into consideration seemed 
important to obtain a deeper insight into the issue of students’ self-learning.

The process of working on the essays ran in two phases. The first one consisted 
in an analysis of gathered material with regard to extraction of the most impor-
tant notions and determination of the research issues that are adequate to the 
intended subject. The analytical research method was applied in this case. The 
second phase consisted in a classic analysis of documents that assist in establishing 
facts and ideas, as well as discovering their sense, in the context of problems in 
question. In that case, the technique of internal analysis of text was used, the one 
that enabled, inter alia, isolating prominent components and existing inter-linkage 
from a context (Łobocki, 2005, 222–225; Lamnek, 1993, 199). The text analysis 
was complemented by synthesis consisting in the overall view of the subjects of 
research after recognition of content components.

In further part of the article, the results obtained in the research are presented 
– due to necessity – in a synthetic manner.

The notion of learning in the surveyed students’ awareness

The way of understanding the notion of learning is one of the key determinants 
in thinking about education – also at the higher level, due to the fact that the kind 
and functions of activities undertaken by participants in the educational process 
as well as the role which they credit themselves with during this process depend 
on it. Analysis of the students’ essays allowed for making several interesting 
conclusions in this matter, despite the fact that there was not a single attempt to 
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define the notion of learning in the research sample. The way in which this notion 
functions in the respondents’ awareness may be indirectly concluded on the basis 
of other threads provided in essays. In the majority of cases – 146 assignments – 
we found a colloquial, superficial understanding of learning, resulting from past 
school experience and consisting in identifying this process only with acquiring 
new knowledge, the necessity of memorising a multitude of educational content, 
most frequently in the situations imposed by the process of studying – before tests, 
passing classes, or examination session. It is not without reason that terms pointing 
to some kind of constraint were used above; many respondents treat learning as 
fulfilling unpleasant obligations related to the role of a student, and some of them 
directly state that they do not like to study: “Self-study is a very tough art, to force 
oneself to do something that one does not like and in fact, does not want to do.” It is 
just an example of such a statement, in which thoughts about studying do not go 
beyond the framework of acquiring knowledge and seem to be very far from the 
idea of deep learning, desirable in academic education, resulting from autonomous 
needs of a learning person, based on engagement and self-reflection and extending 
beyond assimilation of knowledge. In addition, in other essays, there was a clear 
tendency to divide learning into school obligations and – in the meaning of 
increasing knowledge – learning for oneself, for “pleasure”, in accordance with 
one’s needs, as well as learning in terms of developing one’s interests and passions. 
Only in three analysed texts, learning was perceived in a wider perspective, as 
an activity qualifying development of the whole personality of the human being 
and/or a factor that simplifies functioning in constantly changing reality. In this 
meaning, learning ceases to be closely related to institutional education: “It may be 
said that I’ve been learning for my whole life, and thanks to that I constantly learn 
about myself, so I can work on myself, for example, I became more courageous when 
it comes to doing developing things that I used to be afraid of… I think that without 
the ability to learn, the development of a human being would not be possible at all.” 
Notwithstanding the way in which students understand learning itself, attention 
is attracted to their individualistic approach and, at the same time, omission of 
the social aspects of learning. Only in the assignments where the authors consider 
learning in the wider perspective, there are some short references to significant 
people – parents and grandparents – jointly responsible for shaping a certain 
attitude towards learning and peers, thanks to which knowledge, acquired earlier 
in the process of self-study, may be strengthened as well as one’s interests and 
passions developed. Modern media are often used by the respondents mostly to 
gain, broaden and master certain knowledge. Another interesting fact is almost 
complete lack of reflection on the role of the academic teacher in the process of 
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students’ learning. In the analysed texts, a learning person in most cases is rather 
“a lone searcher,” who is aware of the importance of self-activity, however, often 
forced and not really liked – and the sense of responsibility for the process of 
self-learning and its effects. Perhaps that is why the most elaborated thread in the 
essays concerned ways of learning preferred by the respondents and consideration 
of their effectiveness.

The ways of learning and their effectiveness in respondents’ 
assignments

The students’ activity, related to self-learning, turned out to be varied in terms 
of the understanding of the notion. In the group that identifies learning primarily 
with the acquisition of knowledge, one can distinguish – as it seems – two main 
ways of learning based on the degree of commitment to self-learning, namely: 
systematic learning during the study period and, definitely occurring more fre-
quently, unsystematic learning, including episodes of learning. The students that 
systematically prepare for classes, credits and exams and spend a  lot of time 
studying distinguish themselves by planning skills and ability to organise their 
own learning process, especially in the scope of phasing the tasks over time. Addi-
tionally, they are characterised by determinedness in learning, consistency, ability 
to focus for the long period of learning (usually they study the whole day with 
short breaks), as well as a strong sense of responsibility for their own learning 
process and obtained results. The respondents are generally satisfied with their 
own effectiveness of learning, they feel satisfaction if they manage to pass an exam 
or classes, the awareness that they did everything to learn gives them pleasure. 
However, not always can their effort be translated into obtained grades, which is 
demotivating for many. Let us have a closer look at the techniques of learning that 
are preferred by systematically learning students. They find attending all classes 
and lectures, making notes and preparing all of the needed materials to learn 
earlier as factors that simplify learning in the sense of memorising certain con-
tents. Their learning flows in a similar way and consists in reading notes, printed 
texts or passages of books, highlighting – necessarily in colour – information to 
memorise, alternatively writing it with hyphens at the beginning on separate pieces 
of paper. It is an initial stage of learning, then students read highlighted and writ-
ten parts a lot of times, repeat them in thought or aloud in order to “acquire better,” 
in the sense of memorising. A variation of the presented technique is dividing the 
text into parts and learning each of them separately, and then repeating the 
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increasing number of parts until the whole material is learned. Similar techniques 
of learning may be observed among the group of students that learn unsystemat-
ically or only during an examination session, before exams or passing classes. In 
addition, they apply other ways that simplify memorising of large amounts of 
material in a short period of time; that applies especially to people who have 
a tendency to “put everything off until the last minute”, have problems with “mobi-
lisation to learn”, or deficiencies in skills related to planning their own cognitive 
activity. These ways can include: searching for keywords in a text and restricting 
learning only to mechanical memorising of sentences in frames and bolded con-
tents; creating colourful mind maps (with content or only with drawings); creating 
short stories for a certain text, poems, songs – “not every kind of knowledge can be 
memorised in this way”; searching for animations on the Internet, reportages that 
illustrate given terms and simplify memorising, e.g., certain definitions, and also 
writing the most important words on notes stuck to a refrigerator, room door, or 
wall. Sometimes tedious rewriting notes for a few times is helpful, as well as repeat-
ing the acquired knowledge with peers during a break or before an exam. Some of 
the students that learn unsystematically apply “the strategy of learning by a short-
cut,” the only aim of which is to allow them to survive during the studies. To 
illustrate, we use a particular fragment of a student’s assignment: “I learn at most 
30 minutes before classes, I search for knowledge in my phone, I have never borrowed 
any book from a library, during the classes I usually pretend that I read notes for 
different classes. I make use of lecturers’ gullibility; they had never checked if I was 
prepared for the classes. If I study on my own, I usually make short notes from a given 
text before I go to bed, I read them in the morning when I’m on the bus to university. 
Before classes, I ask other people, and in that way, I memorise the information. My 
method works no matter what is the subject and amount of material (…) I learn only 
to obtain credits and pass exams…”. There are also statements that studies impose 
mnemonic acquisition of knowledge, due to lack of time for attempts to under-
stand it, basically, it is all about surviving an examination session. This view seems 
to be especially characteristic of people who divide learning into learning due to 
obligations and learning for themselves, for pleasure. As they noted: “I can study 
for many hours for myself ”, “If an issue is interesting for me, I spend a lot of time to 
find out more about it.” Unfortunately, the respondents did not elaborate on this 
thread, maybe due to the fact that their cognitive activity is directed primarily by 
gaining knowledge “given” in terms of fulfilling “school” obligations. However, the 
examination of one’s own effectiveness made by the students that learn unsystem-
atically seems to be interesting. In general, they think that their learning process is 
not very effective due to lack of systematicity. They blame mostly themselves for 



117Learning and its Effectiveness in Students’ Self-reflection

this state of affairs, their own limitations related to, e.g., laziness, lack of concen-
tration, inability to withdraw other activities in favour of self-learning: “it’s a pity 
to spend time studying when friends go out together. I don’t have the heart to divest 
myself of a pleasure in favour of duties, which I really dislike in myself.” In spite of 
the need to change the existing state of affairs, make an effort to change themselves, 
they have the feeling that they “are not able to change anything.” This “hopelessness” 
seems to be supported by past experience, gained during studies: “despite lack of 
systematicity I do manage to pass exams”; “I do everything right at the last minute, 
but I’m lucky, I’ve studied only for two hours before the exam and that was enough’’. 
In the analysed assignments, the problems with the stability of acquired knowledge 
that may be perceived as one of the reasons for learning just before the assessment 
and exams seem to be more visible. The respondents are convinced that they could 
start to learn earlier, but they are afraid that they will quickly forget the “learned 
contents”. On the other hand, it is worth noting that “time pressure” is a motivating 
and mobilising factor for those students who actually learn unsystematically, but 
they have planning skills, especially in the scope of phasing the leaning material 
over time. Their own effectiveness was also positively examined by the students 
who divide in their thinking obligatory learning during the studies from others, 
“more pleasant kinds of learning”. Within the framework of obligatory learning, 
they apply similar learning techniques to those that were described above and they 
show varying levels of commitment to self-learning. However, it is difficult not to 
notice that their whole attention and activity is directed to developing their own 
interests and passions, which “gives them happiness”, “gives satisfaction”, ”is like 
a drug, that’s why sometimes it is hard to find time for studying.” Developing inter-
ests and passions, the respondents often apply the trial-and-error technique on the 
basis of previously “acquired” knowledge on their own (e.g., painting with oil paint 
on canvas, learning computer graphics) or use the assistance of recognised author-
ity (ballroom dance lessons “under the eye” of a known instructor, mini-course of 
cross-stitching for beginners, voluntary care). Additionally, they use modern 
media in the greatest scope, and appreciate contact with people of similar interests, 
who “may be inspiring for new experience”. In turn, in the assignments of three 
students, concentrated on conscious, often systematic work on themselves, learn-
ing was subordinated to personality-forming purposes: “Due to the fact that 
developing of my mind is equally important for me as physical fitness, I decided to 
take care of my health. Then I started to learn a bit about human organism, nutrition, 
plants that may do good for our skin, herbs.”; “During the studies I decided to tackle 
my lack of assertiveness (…) firstly, I read a lot about this subject and I searched for 
examples of assertive statements, and later on I exercised with a friend, e.g., the art 
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of assertive refusal (…) lately, I’ve learned about psychological courses of assertive-
ness during my classes, and I wonder if I should use the offer”. In the analysed texts, 
no references to specific techniques of learning could be found, references that 
were typical of other students, and also there was no directly expressed evaluation 
of the effectiveness of their activity. In their work on themselves, the respondents 
apply mainly self-discovery by introspection and the method of planning their 
own development.

Conclusion – recapitulation attempt

On the basis of the analysis of the gathered research material, it may be stated 
that in the group of the surveyed students, surface learning that is characterised 
by mindless accepting information and memorising it as isolated facts, predomi-
nates. As a consequence, it creates a certain set of logically unrelated information, 
which is remembered in small scopes and for a short period of time. In surface 
learning, a student is rather a passive recipient, who expects information, prepared 
conclusions, and answers for the questions. His/her cognitive and research activity 
is reduced to a surface curiosity of educational contents conveyed in an attractive 
way, and motivation to learn is conditioned primarily by fear of failure or receiving 
an unsatisfactory grade. This attitude towards learning may be a result of past 
school experience and point to the currency of educational practice, related to 
theories of behaviourism, which were already negated in the second half of the 
past century by psychologists and ceased to be preferred in academic education 
(James et al., 2007). The situation is not improved by changes that are connected 
to the functioning of universities, such as easy access to academic education, 
lowering requirement threshold, massification of education, which is a reason for 
a higher number of students in universities. Moreover, it seems that studying to 
deepen understanding ceased to be an element of commonly pursued studying 
customs, which leads, inter alia, to unsatisfactory effects of academic education. 
Ineffective techniques of learning applied by the surveyed students are related 
to surface learning, and as a result, the effort involved by them is not translated 
into expected results (Dunlosky, Rawson, Marsh, Nathan, Willingham, 2013, 4–58). 
The techniques that the students apply most frequently such as multiple reading, 
condensed learning, and also highlighting are perceived as the least effective 
techniques of learning. Multiple reading of the same content in the form of notes 
or textbook is time-consuming and does not lead to permanent knowledge memo-
rising, often relates to involuntary deceiving oneself: after acquainting oneself with 
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a text for a few times, the wrong impression of acquiring its content appears (Cal-
lender, McDaniel, 2009, 30–41; Karpicke, Butler, Roediger, 2009, 471–479). That 
state of affairs may have a connection with a low level of metacognition, which is 
a necessary condition to learn effectively (Gilovich, Epley, Hanko, 2005, 77–132). 
Condensed learning is also not a very effective technique, which often occurs in the 
group of students that study unsystematically, which consists in intensive learning 
two, three days before credits for classes or exams and multiple repetition of the 
same educational content. The study shows that this approach – despite quick 
overloading of the brain – yields worse results and leads to worse memorising 
than, e.g., phasing exercises over time and having regard to learn a few branches 
of science simultaneously while planning (Cepeda, Pashler, Vul, Wixted, Rohrer, 
2006, 354–380). Similarly, highlighting during reading does not give satisfying 
results in the process of learning. Moreover, it may narrow the understanding 
of the content read, because while concentrating on specific fragments, a student 
forgets about searching for connections between concepts. For the above reasons, 
highlighting should be only a starting point for further work on the material that 
is being acquired. Another technique, often used by the students: summarising, 
which presupposes written paraphrasing of the most important ideas indicated in 
a text, requires long-standing training, often under the control of an appropriately 
prepared teacher. The research conducted by R.R. Gurung showed extremely low 
effectiveness of this technique among the experienced students at the academic 
level and almost complete lack of effectiveness among younger pupils (Gurung, 
2005, 239–241). The techniques of memorising keywords and creating mind maps 
that represent content that is being acquired invoked by the respondents rarely 
simplify memorising of the material. However, research shows that the results 
of these techniques are of very short duration (Wang, Tomas, Ouellette, 1992, 
520–528). There is no doubt that applying proper techniques of learning simplifies 
this process, increasing chances for educational success. The way in which we learn 
results, to a large extent, from recommendations of teachers, parents, older siblings 
and one’s own effort in the scope of working out a certain method of work. All 
of those “inspirations” and attempts are frequently based on incorrect, intuitive 
beliefs in the effectiveness of a particular learning technique. The situation does 
not improve due to the fact that the educational framework programmes concen-
trate on what a student should know, not on the way in which he/she should learn, 
and academic textbooks promote improper strategies of learning or describe it in 
a too general and insufficient manner. The obtained results of the research point to 
the necessity of sharing reliable and current knowledge of the process of learning 
with students, which leads to dispelling various myths related to learning, e.g., 
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the myth about faultless learning (Bjork, Bjork, 1992, 35–67). It is worthwhile not 
only to teach students effective learning techniques but also provide them with an 
opportunity to “work them out” in practice during the educational process.
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Abstract
The main objectives of the long-term research, the partial results of which are 
presented in this paper, were related, among other things, to identification of 
the influence of experimental artwork classes on children’s artistic skills. The 
adopted research method based on analysis and interpretation of artworks 
regarding their compositional modality turned out to be the factor unmasking 
the difficulty in assessing children’s artworks. Therefore, the paper presents 
fragmentary results of complex research and demonstrates the divergence of 
marks given by a group of competent judges who used a structured tool.

Keywords: artwork assessment, visual research, assessment subjectivity

The role of art and sight in science

Post-modernism is undeniably saturated with sight-centrism, which “refers to 
the apparent privilege of fusion over all other senses in contemporary Western soci-
ety (increasingly elsewhere)” (Banks, 2007, p. 14). The era dominated by eyesight 
was mentioned already in 1993 by Martin Jay, who coined the term oculocentrism 
(adjective: oculocentric) to point at the dominant position of the visual sphere (Jay, 
1993, p. 3). In the present times, eyesight is becoming the dominant sense and 
simultaneously takes the form of a cognitive and communication medium which 
enables people to convey messages, perceive, identify and, consequently, understand 
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and get to know the world as it really is (Fyfe, Law, 1988, p. 2). This phenomenon is 
a certain initiation of a tendency for integrating the spheres of art and science (Stat-
tford, 1991), which are interpreted as specific forms of experiencing and getting to 
know the world surrounding the individual. Thus, art aspires to be the companion 
of scientific activities, becoming a research space and methodology, broadening 
the boundaries of cognition and weakening the methodological discipline; it is 
situated in one of the three relational areas distinguished by Ryszard Kluszczyński, 
which is called art for science (Kluszczyński, 2011). Certainly, one should remem-
ber that the use of visual materials in research is strongly related to anthropology 
and sociology and must not be seen from the angle of methodological novelties 
(Harper, 2002). It would be more appropriate to state that using visual materials 
in research processes is an expansive phenomenon which gradually creates new 
possibilities and broadens the areas where visual methodology could be applied. 
The indisputably broad scope of application of visual methods (Bagnoli, 2009, Frith 
et al., 2005; Guillemin, 2004) is obscured by the conviction that they are unreliable 
because the analyzed empirical material of optical nature generates the problem of 
interpretation ambiguity, which excludes objectivity. Therefore, research based on 
analysis of visual materials is frequently marginalized and meets with skepticism 
expressed by scientists (Guillemin, 2004). Every image, visualized idea or materi-
alized, recorded form of artistic undertakings in the optical aspect or any visual 
aspect of culture may be interpreted many times and in various ways depending 
on the individual and social context (Banks, 2007).

In view of the above findings, reliability and objectivity of the assessment of 
children’s artworks in scientific research seems very interesting. Therefore, this text 
aims to present the results of the research and stimulate a discussion about using 
visual materials in scientific research.

Methodological introduction

In the presented article, research results are only a small part of more extensive 
empirical material collected from long-term research activities1. The aim of the 
research is determination of the impact of experimental activities inspired by 
contemporary visual art on children’s creative potential (the leading area) and 
their artistic skills (additional, complementary and complementary areas). Due to 
the number of people in experimental and control groups (each group contains 

1  The research activities are currently being finalized in the form of a doctoral dissertation.
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16 respondents), research activities were a quasi-experimental form with pre-tests 
and post-tests. It is worth highlighting that the pupils’ age was between 7 and 9 
years, and both groups were similar to each other, which is reflected by the calcu-
lated averages and standard deviations. The experimental classes were organized 
in one of the educational institutions in Zabrze, during the club activities when 
children had already finished their obligatory lessons and waited for their parents.

As mentioned before, this article applies only to a fragment of the research 
related to the artistic area. An original tool, called the Artwork Assessment Sheet, 
was used to identify the potential changes. The tool contains subcategories which 
refer to analyzing images by using compositional interpretation (Rose, 2001). 
That special kind of interpretation, called the “good eye” method, has not been 
made methodologically precise yet, as Gillian Rose remarks. However, it allows 
for assessing the compositional structure of an image; that structure is related to 
the content, spatial organization, colors and expressive content (Rose, 2001). In 
the presented research fragment, a group of three competent judges assessed the 
works by the children from the experimental and control groups, made during the 
first and last classes (for the experimental group) and during additional classes (for 
the control group). They used a four-mark scale (0, 1, 2 and 3), giving their marks 
in several subcategories:

− practical application of the means of artistic expression (line, texture, color, 
shape);

− interpretation of the topic and solving an artistic problem;
− the ability to express one’s own thoughts and feelings;
− the ability to shape perspective and composition;
− the ability to shape the relationship of the artwork with reality;
− the ability to provide a sufficient amount of details and ensure completeness.
It must be stressed that the competent judges undoubtedly understood the 

defined and categorized assessment areas presented above because they are closely 
connected with artwork and visual arts, both in terms of theory and practice. 
Every person assessing the children’s works demonstrated specific competence 
(Rose, 2001). The judges worked individually, without consulting one another. 
They assessed forty works2 (20 pre-experimental works in the experimental and 
control groups as well as 20 post-experimental works in the experimental and 
control groups) made using the same artistic technique, i.e., collage, which allows 
for experimenting freely with tools, materials and means of artistic expression. The 
artistic activities were planned in such a way as to take into account the necessity 

2 The works were officially finished and randomly selected.
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and possibility of free interpretation of the topics, hence the suggested class topics 
and the resulting artworks: Labyrinth of thoughts — the experimental work, and 
Something out of nothing — the post-experimental work. The artworks were posi-
tioned and ordered in the sheet in such a way as to prevent identification of their 
authors from the experimental and control groups.

After collecting the filled-in sheets, counting the score and conducting an anal-
ysis using the Wilcoxon signed-rank test, which is a non-parametric alternative to 
Student’s t-Test, it turned out that no (statistically significant) positive changes had 
taken place concerning the artistic skills of the children from the experimental 
group; thus, the previously formulated alternative hypothesis assuming the occur-
rence of such changes had to be deemed wrong and rejected. It was also confirmed 
by an individual analysis of the results of pre- and post-experimental works, which 
revealed that only four participants in the classes demonstrated positive changes. 
While ordering the results and working on the empirical material, it was addi-
tionally decided to estimate the agreement of the marks given by the competent 
judges using Kendall’s W coefficient, which is used to measure judge reliability 
strength (Ferguson, Takane, 1989). This was done because judge non-agreement 
might have become the factor disturbing the analysis of the obtained material and 
interpretation subjectivity could have made it impossible to record the approved 
changes concerning the artistic skills of the children from the experimental 
group. Analyzing the obtained empirical data in terms of potential divergence of 
marks was tremendously important because when the three judges were filling 
in the sheets, they frequently provided feedback concerning the impossibility of 
formulating a reliable assessment or giving a reliable mark due to the excess of 
the visual material (which was insufficient to allow for conducting a statistically 
correct analysis) and due to the necessity of assessing the artworks alone, com-
pletely separated from the creation process (which the judges did not watch). The 
reservations concerning the visual material assessment manner are truly puzzling 
and raise a number of questions and uncertainties. I hope that the data analysis 
which follows will initiate considerations about the possibilities and limitations of 
applying visual methods in pedagogical research.

Searching for divergence

I will begin the analysis of the gathered empirical material with a presentation of 
the data which directly influenced making the decision to estimate judge reliability 
strength. As mentioned above, the idea of using non-parametric statistics in the 
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analysis emerged during ordering the data and making preliminary calculations. 
Therefore, the material included in the introductory part presents the issue and 
justifies further calculations rather than explaining the existing state of affairs. 
The tables below order the average marks given by the three competent judges 
and present the dispersion value for the individual areas previously distinguished 
in the tool and subjected to assessment. Table 1 presents the results obtained by 
pre-experimental artworks, while Table 2 shows those of post-experimental ones, 
which concluded the cycle of unconventional artwork classes.

Table 1. Average marks given by competent judges to pre-experimental artworks

Categories assessed in 
pre-experimental artworks

Average 
marks

Judge 1

Average 
marks

Judge 2

Average 
marks

Judge 3

Average 
marks 
given 

by three 
Judges

Standard 
deviation

Practical application of the 
means of artistic expression 
(line, texture, color, shape)

3 2 2.5 2.5 0.50

Interpretation of the topic 
and solving an artistic 
problem

2.6 1.9 2.2 2.23 0.35

The ability to express one’s 
own thoughts and feelings

3 1.05 2.2 2.08 0.98

The ability to shape perspec-
tive and composition

2.33 0.48 1.53 1.45 0.93

The ability to shape the 
relationship of the artwork 
with reality

3 1.1 1.2 1.77 1.07

The ability to provide a suf-
ficient amount of details and 
ensure completeness

3 2.5 2.4 2.63 0.32

Table 2. Average marks given by competent judges to post-experimental artworks

Categories assessed in 
post-experimental artworks

Average 
marks

Judge 1

Average 
marks

Judge 2

Average 
marks

Judge 3

Average 
marks 
given 

by three 
Judges

Standard 
deviation

Practical application of the 
means of artistic expression 
(line, texture, color, shape)

2.95 1.9 2.3 2.38 0.53
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Categories assessed in 
post-experimental artworks

Average 
marks

Judge 1

Average 
marks

Judge 2

Average 
marks

Judge 3

Average 
marks 
given 

by three 
Judges

Standard 
deviation

Interpretation of the topic 
and solving an artistic 
problem

2.78 1.68 1.99 2.15 0.57

The ability to express one’s 
own thoughts and feelings

2.95 1 2.2 2.05 0.98

The ability to shape perspec-
tive and composition

2.88 0.58 1.08 1.51 1.21

The ability to shape the 
relationship of the artwork 
with reality

3 1.05 1.65 1.90 1.00

The ability to provide a suf-
ficient amount of details and 
ensure completeness

2.88 1.92 2.37 2.39 0.48

The data in the above tables point at a significant dispersion of the mark values 
around the average values, especially in the area concerning the ability to shape 
the relationship of the artwork with reality (the deviation of the average for the 
marks given to pre-experimental artworks: 1.07; for post-experimental artworks: 
1.0), the ability to shape perspective and composition (the deviation of the aver-
age for the marks given to pre-experimental artworks: 0.93; for post-experimental 
artworks: 1.21) and the ability to express one’s own thoughts and feelings (the 
deviation of the average for the marks given to pre- and post-experimental 
artworks: 0.98).

Certainly, the above findings are introductory and approximate. It must be 
remembered that they cannot be a basis for making conclusions about the judges’ 
agreement or its lack, especially because the above descriptive statistics is based 
on the most popular measure of central tendency (classical average measure), i.e., 
arithmetic mean (Bobiński, 2004, pp. 30–33), the value of which does not allow 
for verifying interpretation convergence. Therefore, further analyses utilized 
a non-parametric statistical test — Kendall’s W test, during which the agreement 
coefficient was calculated separately for either type of artworks (pre- and post-ex-
perimental) and either group (control and experimental) as well as for each type 
of skills. The results of these analyses are presented in Tables 3 and 4.
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Table 3. Kendall’s W coefficient value for the assessment of the pupils’ works  
before starting the experiment

Parameters PRE-EXPERIMENTAL WORK ASSESSMENT

G
ro

up
s

Practical 
application 

of the means 
of artistic 
expression 
(line, tex-

ture, color, 
shape)

Interpre-
tation 
of the 

topic and 
solving 

an artistic 
problem

The ability 
to express 
one’s own 
thoughts 
and feel-

ings

The ability 
to shape 

perspective 
and com-
position

The ability 
to shape 
the rela-
tionship 

of the art-
work with 

reality

The ability 
to provide 
a sufficient 

amount 
of details 

and ensure 
complete-

ness

N=3
Kendall’s W E. 0.317 0.425 0.335 0.445 0.363 0.383

C. 0.292 0.432 0.298 0.437 0.333 0.401
Chi-squared 
test

E. 8.571 49.728 9.456 30.011 9.814 21.853
C. 7.875 50.578 8.048 24.901 9.000 28.112

df E. 9 39 9 19 9 29
C. 9 39 9 19 9 29

Asymptotic 
significance (p)

E. 0.478 0.117 0.447 0.059 0.366 0.292
C. 0.547 0.101 0.529 0.164 0.472 0.113

C. – the control group, E. – the experimental group

Table 4. Kendall’s W coefficient value for the assessment of the pupils’ works  
after the experiment

Parameters

POST-EXPERIMENTAL WORK ASSESSMENT

G
ro

up
s

Practical 
application 

of the means 
of artistic 
expression 

(line, texture, 
color, shape)

Interpreta-
tion of the 
topic and 
solving 

an artistic 
problem

The ability 
to express 
one’s own 
thoughts 
and feel-

ings

The ability 
to shape 
perspec-
tive and 

composi-
tion

The ability 
to shape 
the rela-
tionship 

of the art-
work with 

reality

The ability 
to provide 
a sufficient 
amount of 
details and 

ensure com-
pleteness

N=3
Kendall’s W E. 0.458 0.528 0.333 0.636 0.324 0.501

C. 0.364 0.564 0.487 0.665 0.222 0.391
Chi-squared 
test

E. 12.375 61.820 9.000 36.229 9.000 49.541
C. 8.378 65.934 13.162 37.889 6.000 34.011

df E. 9 39 9 19 9 29
C. 9 39 9 19 9 29

Asymptotic 
significance (p)

E. 0.193 0.011 0.437 0.010 0.446 0.011
C. 0.365 0.009 0.115 0.006 0.740 0.239

C. – the control group, E. – the experimental group
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The results presented in the above tables clearly point at the divergence of the 
marks given by the competent judges. Kendall’s agreement coefficient value ranges 
from 0.222 to 0.065 for the distinguished categories, which means that the results 
in all the areas are lower than 0.7 — a value which could be deemed satisfactory 
and confirm the judges’ agreement in giving the marks. The lowest result, which 
points at the dissimilarity of the marks in the analysis of the pre-experimental 
works, was obtained by the areas related to practical application of the means 
of artistic expression and the ability to express one’s own thoughts and feelings 
— in the control group (0.292 and 0.298). In Table 4, which presents the results 
concerning the post-experimental works, the lowest result belongs to the ability to 
shape the relationship of the artwork with reality (0.222 in the control group and 
0.342 in the experimental group), while the highest one belongs to the category 
determining the ability to shape perspective and composition (0.665 in the control 
group and 0.636 in the experimental group). The latter value seems interesting 
in view of the average values and deviations presented earlier and the individual 
manner of assessment. Therefore, the table below orders and displays the partial 
marks given by the competent judges in this category, observing the split into 
two separate sub-areas focusing on the interpretation of perspective (The attempt 
to apply perspective and show image depth) and of composition (The ability to 
distribute the individual elements of the image on the plane).

Table 5. Partial marks given by competent judges for perspective and composition 
(post-experimental works)

The ability to shape perspective and composition
The attempt to apply perspective and 

show image depth
The ability to distribute the individual 

elements of the image on the plane
Average 
for the 
module

THE EXPERIMENTAL GROUP

J1 J2 J3
THE 

AVER-
AGE

J1 J2 J3
THE 

AVER-
AGE

3.00 1.00 0.00 1.33 3.00 1.00 2.00 2.00 1.67

2.00 0.00 0.00 0.67 3.00 1.00 2.00 2.00 1.14

3.00 0.00 0.00 1.00 3.00 1.00 3.00 2.33 1.43

3.00 0.00 0.00 1.00 3.00 1.00 3.00 2.33 1.43

3.00 0.00 0.00 1.00 3.00 1.00 2.00 2.00 1.29

3.00 0.00 0.00 1.00 3.00 1.00 3.00 2.33 1.43
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The ability to shape perspective and composition
The attempt to apply perspective and 

show image depth
The ability to distribute the individual 

elements of the image on the plane
Average 
for the 
module

THE EXPERIMENTAL GROUP

J1 J2 J3
THE 

AVER-
AGE

J1 J2 J3
THE 

AVER-
AGE

3.00 0.00 0.00 1.00 3.00 1.00 2.00 2.00 1.29

3.00 0.00 1.00 1.33 3.00 1.00 3.00 2.33 1.57

3.00 0.00 0.00 1.00 3.00 2.00 2.00 2.33 1.43

3.00 0.00 0.00 1.00 3.00 1.00 1.00 1.67 1.14

THE CONTROL GROUP
J1 J2 J3 THE 

AVER-
AGE

J1 J2 J3 THE 
AVER-
AGE

Average 
for the 
module

3.00 0.00 0.00 1.00 3.00 1.00 2.00 2.00 1.50

0.00 0.00 0.00 0.00 3.00 1.00 2.00 2.00 1.00

3.00 0.00 0.00 1.00 3.00 1.00 3.00 2.33 1.67

3.00 0.00 0.00 1.00 3.00 1.00 1.00 1.67 1.33

3.00 0.00 0.00 1.00 3.00 1.00 2.00 2.00 1.50

3.00 0.00 0.00 1.00 3.00 1.00 1.00 1.67 1.33

3.00 0.00 0.00 1.00 3.00 2.00 2.00 2.33 1.67

3.00 0.00 0.00 1.00 3.00 1.00 2.00 2.00 1.50

3.00 0.00 0.00 1.00 3.00 1.00 1.00 1.67 1.33

2.00 0.00 1.00 1.00 3.00 1.00 2.00 2.00 1.50

It turns out that Judge 2 and Judge 3 gave very similar marks, especially in the 
sub-category concerning application of perspective and showing image depth, 
and their marks suggested a complete absence of those skills (an indisputable 
dominance of “0” mark) both in the control group and the experimental group, 
which might justify the high yet unsatisfactory value of Kendall’s W coefficient. 
Judge 1 gave completely different marks (exceeding 3); that person rated the ability 
to shape perspective and composition very highly, which influenced the average 
value of all the judges’ marks and the standard deviation for that area. The marks 
presented in the above table, except the marks given by Judge 2 and Judge 3 in 
the sub-category related to perspective identification, often seem extreme and 
this impression complies with the previous findings concerning the impossibility 



130  Iwona Tomas

of confirming the agreement of the marks given by the three-person group of 
competent judges.

Assessing the assessment: conclusions regarding the use of visual 
materials in research

The conducted and finalized research activities allowed me to capture the prob-
lems related to ambiguous assessment of children’s artworks. The initial ordering 
of the empirical material, the first calculations and the obtained results, which 
caused an unambiguous rejection of the hypothesis initiated further analysis. The 
latter aimed to show the agreement degree using Kendall’s W agreement coef-
ficient. However, its final value must be deemed fairly unsatisfactory because it 
ranges from 0.222 to 0.665, thus pointing at the divergence of the judges’ marks.

The use of children’s artworks in research allowed me to finalize the verification 
research effectively. However, it simultaneously generated and identified a certain 
area of ignorance, which revealed the difficulty in analyzing and assessing the com-
positional modality of images using the “good eye” method. Due to the possibility 
of working on the visual material and the difficulties in interpreting the marks 
given to the works as well as the emerging areas requiring deepened exploration, it 
would be necessary to broaden and intensify the research concerning the research 
tools, adopting the direction determined by the questions bothering the researcher. 
Those works may concern, among other things, the following issues:

− development of an appropriate, reliable interpretation tool allowing for ana-
lyzing children’s artworks in the scope of their compositional modality and 
simultaneously useful in practical situations (e.g., during debates of artistic 
competition committees);

− checking if the marks given by competent judges vary when they are enabled 
to record and observe the creation process;

− controlling the reliability of the developed tool by maximizing the number of 
assessing persons (with visual competence) and a significant reduction of the 
number of assessed works, which could be divided into groups and assigned 
to a specific version of the tool.

The works aimed at optimizing the tools allowing for analysis of images reliably 
using compositional interpretation and assessing artworks (especially those made 
by children) will make it possible to use visual materials effectively in research 
conducted on various cognitive planes. Therefore, the first conclusion refers to 
the necessity of intensifying the works in the area connecting science with art. 
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The second one takes the form of a specific declaration postulating the creation 
of an educational space allowing for conducting activities aimed at shaping and 
developing interpretation skills concerning visual resources as the latter are now-
adays becoming a communication monster. Due to the size of that monster, it is 
necessary to ensure that the undertaking in question takes the form which can 
be called the basic course in visual communication (Foss and Kanengieter, 1992).

To conclude the above considerations, it must be stated that intensification of 
research activities in the area integrating art with science will be desirable and 
will probably result in broadening the research tool set for the interpretation of 
visual works (not only in the scope of analyzing the compositional modality of an 
image, but also the technological and social scope) as well as that taking actions 
preventing the expansion of visual ignorance in the world ruled by images is 
absolutely necessary.
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Abstract
Parentification happens when children take on parental duties, which leads to 
role reversal between children and their parents. Parentification has multiple 
causes and can have a short- and long-term negative impact on parentified 
children. This study examined prevalence and correlates of parentification in 
Polish adolescents. The study included 557 16-year-old students in four types 
of Polish high schools. Results indicate that parentification is present to a con-
siderable degree and may negatively affect students’ school functioning and 
affective well-being.

Keywords: parentification, role reversal, child psychopathology, adolescent mental 
health

Introduction

Parentification is mostly described as a reversal of the parental role between 
the parents and the child. It occurs when a parent partially or entirely abdicates 
his/her parental tasks and duties. The parent’s abdication usually sets in motion 
the process of parentification, in which a child feels obliged to take on the role 
of the parent in various spheres of family life (Early & Cushway, 2002; Kerig, 
2005).
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Recent parentification definitions differentiate between two types of parenti-
fication: instrumental and emotional. Instrumental parentification may involve 
carrying out various home chores or undertaking care of siblings or other family 
members by the child (Early & Cushway, 2002; Schier, 2014). Emotional parentifi-
cation may mean the child’s involvement in parental conflict, in which she/he may 
play the role of a mediator, peacemaker, referee, or buffer (Byng-Hall, 2002, 2008; 
Schier, 2014). The parentified child may also be used as a confidant, assistant, or 
a therapist, when parents are not coping with life’s hardships (Peris, Goeke-Morey, 
Cummings & Emery, 2008).

Parentification is often also associated with the perception of unfairness by 
the parentified children. According to Jurkovic (Jurkovic, Jessee, & Goglia, 1991; 
Jurkovic, Thirkield, & Morrell, 2001), perceived fairness determines the impact of 
parentification. Children who are appreciated for their effort and who experience 
reciprocity in their family relationships may not suffer the negative outcomes of 
parentification. However, lack of parental support and appreciation coupled with 
long-term developmentally inappropriate tasks disturb children’s functioning and 
decrease their perception of fairness.

Parentification can affect the development of the child’s personality and identity, 
interpersonal relations and adaptability as well as romantic relations and rela-
tionships with their own children (Early & Cushway, 2002). Those parentified in 
childhood often suffer from depression, may display suicidal tendencies, have 
a sense of guilt and shame and various health problems (Bying-Hall, 2002; Jurk-
ovic, 1997; Schier, 2014). Some studies indicate the association of parentification 
with decreased academic achievement in parentified children (Chase, Deming, & 
Wells, 1998; East, 2010) possibly due to children being burdened with reversed 
parental roles at home and having fewer resources to achieve at school (Macfie, 
Brumariu, & Lyons-Ruth, 2015).

The review of international literature, mostly American, shows that parentifi-
cation is often associated with some form of neglect of the child by the parents 
and with an increased risk of family pathology (Hooper, 2007; Chee, Goh, & 
Kuczynski, 2014). The most common reasons are: poor family functioning, long-
term parental conflict, addictions, parents’ personality disorders, mental and 
physical illness, incompleteness of the family or its recurrent reconstruction, and 
the child’s female gender or being an only child (Byng-Hall, 2002, 2008; Jurkovic, 
et al., 1991). Parentification is also linked to the low socio-economic status of 
the family. Poorly educated parents often face a difficult financial situation with 
accompanying tensions and frustration, which generates a risk of role reversal in 
the family (Żarczyńska-Hyla, Zdaniuk, Borusowska, Karcz, & Kromolicka, 2016).
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In Poland, parentification is poorly researched even though a previous retro-
spective study by the authors (Żarczyńska-Hyla, et al., 2016) indicated that it is 
quite prevalent and determined by many factors. The few published studies of 
parentification in Polish population examined adults (Pasternak & Schier, 2012). 
There is no study we know of that examined current parentification as experi-
enced by children. This study aims at shedding light on the sociodemographic 
determinants of parentification of Polish adolescents and the potential associa-
tion of parentification with their important school choices and their emotional 
well-being.

Research Methodology

This is a survey-based self-report study using a convenience sample, conducted 
with adolescent high school students who answered questions about their current 
experiences and perceptions.

Participants

Participants were 557 first grade high school students (approximately 16 
years old, 56% female and 44% male) recruited in two Polish cities from four 
different types of high school – (1) basic vocational school (szkoła zawodowa), 
which teaches mostly blue collar skills in a variety of vocations and generally 
prepares students to enter the workforce upon completion (no opportunity to 
take a matriculation exam, which is mandatory to attend college or university) 
(15% of participants); (2) secondary vocational school (liceum zawodowe), which 
teaches higher level technical and non-technical skills in addition to general edu-
cation and offers the opportunity to take a matriculation exam, (6%); (3) technical 
institute (technikum), which teaches higher level specialized technical skills with 
some general education and offers a matriculation exam, (44%); and (4) general 
education high school (liceum ogólnokształcące), which teaches general education 
subjects, is strongly focused on preparing students for a matriculation exam and 
for colleges and universities (35%). In the current Polish education system, stu-
dents choose one of four types of post-primary education after finishing the 8th 
grade. The project was approved by the first author’s higher education institution 
as well as the high school administrations. All the participating students also 
signed an informed consent.
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Measures

The participants filled out a questionnaire that included questions about their 
demographics (reported above) and family background, parentification scales, and 
questions addressing the frequency of feeling negative and positive emotions.

Family background. The participants reported their family status (divorced, step, 
one parent, etc.), their parents’ education level, presence of disability or chronic 
illness, parental tobacco and alcohol addiction, financial situation, unemployment, 
and amount of conflict. Most questions had a ‘yes/no’ format (e.g., parental divorce 
or presence of a step-parent) or ordinal answer scales (e.g., amount of conflict in 
the family or financial wellbeing).

Parentification. The amount and type of parentification experienced by the 
students was measured with the use of the Filial Responsibility Scale for Youth 
(FRS-Y; Jurkovic, Kuperminc, & Casey, 2000; Kuperminc, Jurkovic, & Casey, 
2009). The FRS-Y is a self-report instrument including 34 items, which comprise 
three scales: Instrumental Caregiving (9 aspects such as doing laundry), Emo-
tional Caregiving (10 aspects such as trying to keep peace in the family), and 
Unfairness (13 aspects such as not being noticed when trying to help). Scores for 
each item range from 1 (not at all true) to 4 (very true). Higher mean scores on 
each scale indicate higher instrumental and emotional parentification and higher 
sense of unfairness. The scale was used successfully in research on American, 
Latino, and Bosnian youth and was found to be valid and internally reliable 
(Jurkovic, Kuperminc,& Casey, 2000; Jurkovic, Kuperminc, Sarac, & Weisshaar, 
2005; Kuperminc, Wilkins, Jurkovic, & Perilla, 2013). All the items were trans-
lated into Polish using the back-translation method. In our study, the three scales 
showed good internal consistency (Cronbach’s alpha equal to .69, .74, and .88 
for Instrumental, Emotional and Unfairness, respectively). A medium strength 
correlation was found between Instrumental and Emotional Caregiving (r=0.46; 
p < .01) and between Unfairness and Emotional Caregiving (r=0.49; p < .01), and 
a smaller one between Instrumental Caregiving and Unfairness (r=0.29; p < .01), 
indicating that the three scales measure somewhat independent dimensions of 
parentification.

Mood. Anger, depressed mood, and positive mood were measured by questions 
asking the students to rate the level of experiencing a particular mood on a scale 
from 0=I do not experience the feeling to 4=I experience the feeling very strongly. 
The level of the participants experiencing anger was evaluated with the use of one 
question asking the students to rate to what degree they felt rage. A higher score 
indicated more anger, more depressive affect, and more positive affect.
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Data Analysis

All the variables were initially compared across the two data collection sites and 
after establishing that there were no site differences, final analyses were conducted 
on combined data. Either parametric or nonparametric analytical methods were 
used depending on the type of variables being analyzed.

Research Results

In terms of the prevalence of parentification experiences among the studied 
youth, 46% of the students experienced at least three out of nine aspects of Instru-
mental Caregiving (the students chose the ‘somewhat true” or ‘very true’ answer) 
and 16% listed experiencing 5 or more aspects. In terms of Emotional Caregiving, 
47% of the students experienced at least three out of ten aspects of this type of 
parentification (the students chose the ‘somewhat true” or ‘very true’ answer) and 
15% listed experiencing 5 or more aspects. Feeling of unfairness was experienced 
with similar prevalence: 39% of the students experienced at least three out of 
thirteen aspects of this type of parentification and 23% listed experiencing 5 or 
more aspects.

Sociodemographic and other family characteristics  
related to role reversal

Table 1 presents correlations between the sstudent’s sociodemographic and 
family characteristics and the three dimensions of parentification.

Table 1. Correlations between sociodemographic characteristics and parentification

Parentification
Sociodemographic characteristics Instrumental Emotional Unfairness

Birth order (higher number=younger in order) -.12** -.04 .07
Number of siblings .19** .03 .17**
Place of residence (0=urban; 1=rural) .05 -.03 -.04
Mother’s education -.02 -.01 -.07
Father’s education -.03 .00 -.06
Unemployment of either parent1 .16** .25** .28**
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Parentification
Sociodemographic characteristics Instrumental Emotional Unfairness

Financial wellbeing .03 -.14** -.19**
Living standard .09* -.15** -.20**
Parent’s chronic illness/disability1 .02 .16** .10*
Sibling’s chronic illness/disability1 .10* .07 .12**
Parent’s death1 .00 -.02 .01

* p < .05 ** p < .01 1 0=no; 1=yes

Higher Instrumental Caregiving is related to a participant being female, older 
in terms of birth order, having a greater number of siblings, having parents who 
experienced unemployment, and having a chronically ill/disabled sibling. All these 
correlations are small in size (Cohen, 1988).

Higher Emotional Caregiving is related to a participant being female, having 
parents with unemployment experience, lower financial wellbeing, and lower living 
standard as well as having a chronically ill/disabled parent whereas a higher sense 
of unfairness is related to a greater number of siblings, parents’ unemployment, 
lower financial situation and lower living standard as well as having a chronically 
ill/disabled parent or sibling. Most of these correlations are small in size except for 
the medium strength link between the emotional and unfairness dimensions and 
parents’ experience with unemployment.

Table 2. Correlations between parentification dimensions  
and family structure, conflict, and addictions

Parentification
Instrumental Emotional Unfairness

Divorce1 .03 .15** .08
Single parent1 -.01 .10* .08
Step parent1 .07 .07 .16*
Parent widowed1 .01 .00 .02
Parent’s temporary absence1 .01 .07 .05
Conflict in family .08 .31** .46**
Parent’s tobacco addiction1 .05 .19** .17**
Parent’s alcohol addiction1 .11* .27** .31**

* p < .05 ** p < .01 1 0=no; 1=yes
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Table 2 presents correlations between parentification and family structure, 
conflict, and addictions. Increased Instrumental Caregiving is only weakly related 
to a parent’s alcohol addiction. Elevated Emotional Caregiving is associated with 
the majority of factors (small correlations with divorce, single parent, and parent’s 
tobacco addiction and medium correlations with conflict in family and parent’s 
alcohol addiction). Unfairness is related to a small degree to having a step-parent 
and parent’s tobacco addiction, to a medium degree with having a parent with 
alcohol addiction, and to a strong degree with a higher level of family conflict.

Association between parentification and choice  
of high school type

Potential links between the student’s choice of high school and experienced 
parentification were analyzed with the use of one-way ANOVA, in which the 
students in four types of high school were compared on the parentification scales. 
Table 3 presents the means.

Table 3. Comparing high school types on parentification measures

Parentification
High school type

General  
education

Secondary 
vocational

Technical 
institute

Basic  
vocational

Instrumental Caregiving 1.90 2.00 1.94 1.93
Emotional Caregiving 1.89 1.96 1.87 1.92
Unfairness 1.65 1.91 1.71 1.87

The ANOVA analysis revealed no differences among the school types on 
instrumental and emotional parentification (F 3, 529 =.39, p>.05 and F 3, 537 
=.40, p>.05, respectively). Significant differences were found, however, for the 
sense of unfairness (F 3, 538 =4.03, p<.05). Post-hoc comparisons revealed that 
the students attending basic vocational schools reported a higher level of unfair-
ness than the students from general education high schools (t1=2.90, p < .05) 
and those attending technical institutes (t1=2.20 p < .05). Similarly, the students 
attending secondary vocational schools reported a higher level of unfairness than 
the students from general education high schools (t1=2.40 p < .05) and marginally 
higher than those attending technical institutes t1=1.88 p < .10).
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Association between experience  
of parentification and students’ mood

Table 4 presents correlations between parentification and the students’ negative 
and positive moods. Increased instrumental and emotional parentification is 
associated with increased experience of anger and depressed mood but has no 
link to positive mood levels. However, an increased sense of unfairness is related 
to increased levels of anger and depressed mood as well as to adecreased level of 
positive mood. Correlation coefficients range from small to medium.

Table 4. Correlations between parentification dimensions and the degree  
of experiencing anger, depressed mood and positive mood

Mood
Parentification

Instrumental Emotional Unfairness
Anger .13** .24** .35**
Depressed mood .21** .35** .43**
Positive mood .03 .01 -.22**

                     ** p<.01

Discussion

It is important to acknowledge the non-random and self-selected nature of our 
sample, which limits generalization of the following conclusions to the popula-
tion of Polish adolescents. Despite such limitations, we believe our study to be 
one of the first ones examining adolescents’ current experiences of parental role 
reversal at home, providing an important initial insight into the phenomenon of 
parentification. It indicates that parentification is quite prevalent, experienced at 
least to some degree by 70% of the participating teenagers with a worrisomely 
high number of children experiencing medium to severe parentification. What is 
most troubling is the high prevalence of emotional parentification and associated 
with it feelings of unfairness, which are likely to be maladaptive for the youth. Our 
finding of strong links between feelings of unfairness and potentially detrimental 
outcomes is a new contribution to the literature. Despite theoretical speculations 
that perception of unfairness may exacerbate negative outcomes of parentification 
(Jurkovic et al., 2004), most studies have focused on the impact of instrumental 
and emotional parentification (e.g., Peris, et al., 2008; Shifren & Kachorek, 2003) 
and the sense of unfairness has seldom been examined.
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Our results indicate that parentification is linked to a number of adolescents’ 
and family sociodemographic characteristics. Girls and older siblings are more 
likely to experience it and a worse financial situation, parent unemployment and 
multiple siblings are associated with increased role reversal. In families experienc-
ing such challenges some children are likely to be required to help to the degree 
that leads to feelings of unfairness. Such findings mirror the results reported in 
the North American literature regarding instrumental and emotional parentifi-
cation (Byng-Hall, 2002, 2008) and contributes to the scarce information of the 
perception of unfairness (cf., the retrospective study of Polish young adults by the 
authors, Żarczyńska-Hyla, et al., 2016).

We also examined the relationship between some well-established family risk 
factors and role reversal. The strongest correlates of parentification in our study are 
parental conflict (linked to emotional parentification and unfairness) and parental 
alcoholism (linked to all the three dimensions) as well as divorce, single-parent 
household and presence of a step-parent. These results mirror previous findings 
in terms of emotional parentification (Godsall, Jurkovic, Emshoff, Anderson, 
& Stanwyck, 2004; Byng-Hall, 2008) while adding new information on links to 
unfairness.

Our results also indicate that perception of unfairness is associated with our 
respondents’ choice of high school. These findings contribute new and important 
information on links between parentification and children’s educational experi-
ences. He adolescents who chose basic and secondary vocational schools reported 
elevated unfairness feelings when compared to those attending technical institutes 
and general education high schools. Both the basic and secondary vocational 
schools are usually the last educational step before entering the workforce and it 
is possible that some students end up in those schools because they do not receive 
sufficient support and encouragement from their parents to pursue further educa-
tion leading to their feelings of being treated unfairly in their family. Alternatively, 
the family dysfunction that leads to perceptions of unfairness is also motivating 
the youth to join the workforce to either better support the family or to become 
independent and move out. Thus, such choices could be suboptimal in relation 
to the student’s talents and intellectual potential, often limiting their options for 
higher education. The link between high school choice and the unfairness aspect 
of parentification seems important and requires further research.

Our results also point to a connection between parentification and adoles-
cents’ emotional well-being. In our sample, higher instrumental and emotional 
parentification is associated with elevated depressed affect and anger but not 
with decreased positive affect. These findings replicate the results reported in 
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the North American literature (Jacobvitz & Bush, 1996; Stein, Riedel, & Rother-
am-Borus, 1999). A novel finding of this study shows that increased feelings of 
unfairness are associated with elevated negative affect and decreased frequency 
of positive emotions. Thus, in addition to being quite prevalent among our young 
respondents, parentification has a disconcerting connection to negative emotions 
(with unfairness also related to decreased positive emotions), which, in turn, can 
adversely affect adolescents’ functioning in cognitive, emotional, and interper-
sonal areas (Jaycox et al., 2009).

In our opinion, the problems which the parentified youth struggles with can 
go unnoticed or incorrectly diagnosed by teachers or school counsellors. There-
fore, it is of paramount importance that the knowledge regarding parentification 
becomes widely disseminated not only among parents but also among education 
professionals so that proper strategies can be developed to effectively help students 
burdened by such a family dysfunction. However, it is important to bear in mind 
that our conclusions are limited by the correlational nature of our study. We can 
only talk about associations between parentification and other variables and may 
only speculate on potential causal links. Further research is needed to allow for 
approximation towards cause-and-effect relationships between the family context, 
parentification, and potential outcomes for parentified children in Poland.
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Abstract
The article presents the statistical findings of a  study that investigated 
the effects of gender on the ethical decision-making of professionals. Ethical 
dilemmas were presented to 1,809 teachers, doctors and lawyers in the form 
of a questionnaire. The individuals were asked to choose a course of action 
and provide reasons for their choice. What was of particular interest was how 
the professionals prioritised different moral theories in their decision-making; 
namely, whether the reasons they gave were deontological, consequential or 
virtue ethical in nature. The findings are significant for those seeking to revise 
and improve professional ethical education and practice.

Keywords: ethical reasoning, ethical dilemmas, professional practice, gender

Background

Professional practitioners, including teachers, doctors and lawyers, are often 
seen as role models; they are relied upon for moral probity, often in complicated 
circumstances and in the face of conflicting demands (Jubilee Centre, 2016). 
They are expected to demonstrate practical wisdom, knowing and doing the right 
thing when faced with ethical dilemmas. However, recent high-profile scandals 
and examples of misconduct (Blond et al., 2015; Hall et al. 2011; Wald, 2004; 
Dixon-Woods et al., 2011) mean it is important to look more closely at the eth-
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ical decision-making of professionals (Arthur et al., 2014) and the way they are 
prepared and educated for the public aspect of the important roles they undertake 
(Harrison and Khatoon, 2017).

The presented article contributes to the existing literature on this topic through 
the secondary analysis of a data set consisting of 1,809 teachers’, doctors’ and 
lawyers’ responses to an ethical dilemma relating to their profession. The effects 
of gender on how the professionals responded to the dilemma was under specific 
consideration. The focus of the analysis was on two areas of ethical decision-mak-
ing. First, are there differences in the choice of actions made by male and female 
professionals? Who is more likely to follow established codes and protocols? 
Second, are male and female professionals more or less likely to adopt utilitarian, 
deontological or virtue ethical moral theoretical positions when explaining their 
reasons for taking a particular course of action? The findings of the presented 
study will support those seeking to revise professional ethical education and 
practice.

Demographic differences and ethical decision-making in 
professional practice

Professional practices, including teaching, medicine and law, are vital com-
ponents of a nation’s progress. Ethics is an essential element of these and other 
professional practices; the declared and applied moral values attribute to the 
profession. At the same time, professional ethics may have prohibitive, prescrip-
tive, recommendatory or advisory forms. They may take the form of obligations 
towards others, obligations towards oneself, or society in general. There are 
normative expectations and values that are present in all professional practice. 
The three aforementioned professions encounter dilemmas that relate to these 
ethical standards, making the factors that affect professional decision-making an 
important area of research.

The literature pertaining to how different professionals undertake ethical 
reasoning is both complex and contradictory. Both historical and contemporary 
research indicates that factors such as gender, educational attainment, age, and 
work experience may be related to the development of an individual’s ethical 
standards (Perryer and Jordan, 2002; Duncut, 2007; Chiu and Spindel, 2010; 
Nikoomaram et al., 2013; Ducut, 2007) and the way they deal with ethical dilem-
mas. The territory these studies cover is large and therefore both contextually and 
culturally dependent. Currently, academics disagree as to whether or not gender 
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and age affect how members of different professions make ethical decisions when 
faced with dilemmas. Debates on this issue are long-running and academic lumi-
naries including Aquinas, Aristotle and Freud commented on the different ways in 
which men and woman make judgments when faced with a moral issue.

Demographic differences, ethical dilemmas and moral theory

The dilemmas presented in this paper were designed to investigate how teachers, 
doctors and lawyers think when they are faced with morally problematic situations 
(Arthur et al., 2015). An ethical dilemma can also be understood as a problem sit-
uation, usually arising from a conflict of obligations among various relationships, 
in which issues of right and wrong are at stake, demanding complex decisions 
about appropriate responses (Campbell, 2000, p. 215; Shapira-Lischshinsky and 
Orland-Barak, 2009, p. 27). Although decision-making can happen intuitively via 
the unconscious system, and also emotionally and intuitively (Drumwright et al., 
2015), the reasons given for a decision can be classified according to moral theo-
ries. The three most widely accepted and prominent moral theories are deontology, 
utilitarianism (consequentialism) and virtue ethics. Virtue ethics is a framework 
that focuses on the character of the moral agent rather than the rightness of an 
individual action (Gardiner, 2003, p. 297). Utilitarianism and deontology, on the 
other hand, ask the question: ‘What should I do?” Deontology emphasises rules 
and duties for doing the right things, and utilitarianism requires a calculated 
assessment of consequences. Previous analysis of the data under consideration 
in this paper found that professionals draw on all three positions when making 
a decision, to a varying degree and at different times (Arthur et al., 2015a, b and c).

The study

The findings presented in this paper are based on a secondary analysis of data 
collected from three research projects conducted by the Jubilee Centre for Charac-
ter and Virtues, an interdisciplinary research centre focusing on character, virtues 
and values, based at the University of Birmingham in the UK. This survey forms 
part of the Centre’s research project on virtues and values in the professions, which 
explores the role of virtues and values in medicine, law and teaching among new 
trainees, graduates and established professionals. The Centre’s reports Virtuous 
Character for the Practice of Law, The Good Teacher, and Virtuous Medical Practice 
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(Arthur et al., 2015a, 2015b, 2015c) examine the place of character and values in 
the legal, medical and teaching professions in Britain.

A study of the three reports presented the possibility of a secondary analysis 
to investigate whether there are differences among genders and professions. The 
secondary analysis involved the use of existing data, collected for a prior study 
(Hinds et al., 1997; Long-Sutehall et al., 2010, 336) in order to find answers to 
a new, overarching research question: Is ethical decision-making and virtue-based, 
rule-based and consequence-based reasoning differentiated by gender and age 
among teachers, doctors and lawyers?

The full online questionnaire consisted of four sections. For this paper, a second-
ary analysis was conducted of section two, where participants gave their responses 
to six dilemmas relating to their profession. In order to compare the different 
ethical dilemmas presented to each profession, one dilemma – whether lawyers, 
doctors and teachers would agree with a pupil, patient, and client request – was 
chosen by authors from each profession (cf., Table 1). The ethical dilemmas in the 
questionnaire were designed to provide some indication of how teachers, doctors 
and lawyers at different stages of their careers would choose to act in hypothetical 
situations and how they might explain their reasons for acting.

Table 1. Summary of the ethical dilemmas

Profession Summary of the dilemma
Teachers Children wanted to explore snow during a lesson. This would disrupt the 

planned programme, which was further complicated because snow was 
a new experience for some children. The teacher had to choose between 
disrupting the lesson or ignoring the children’s requests.

Doctors Would doctors be willing to satisfy a patient’s personal request for a flu 
vaccine, the patient saying, “I simply can’t catch the flu this season. My boss 
has already told me that any time off work over Christmas and I’ll be out of 
my job!”

Lawyers Would lawyers be willing to satisfy a client’s personal request to stop legal 
proceedings against the father of her children, even though the children are 
at risk of physical abuse? The client intends to move with the children back 
to their father.

Participants and methods

The original data comprised three separate databases for each profession 
(teachers, doctors and lawyers). Data was collected using an online survey over 
the period 2014–2015 from 1,809 respondents (i.e., 564 doctors, 728 lawyers and 
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517 teachers). The survey population comprised 1,137 women (62.9 %) and 682 
men (37.1 %).

Statistical analysis
The collected data was transferred to SPSS version 21, checked, cleaned and 

readied for analyses. Analyses included descriptive analysis, cross-tabulation, cor-
relation and factor analysis. To analyse the ethical dilemmas section, we conducted 
a series of tests using SPSS, including the Mann-Whitney U test to see where 
any differences of statistical significance lay. The test was used as a nonparametric 
alternative to the one-way ANOVA to examine whether there was a significant 
difference (relationship) between the option and reason of a dilemma and gender 
and age.

Findings

The three dilemmas, for teachers, doctors and lawyers, were broadly of a similar 
nature; pupils, patients and clients ask professionals to break the protocol for their 
personal needs. However, the precise context and circumstances for each dilemma 
were different, therefore each was analysed separately. The findings are presented 
below; looking first at differences in gender and then age.

Is ethical decision-making and virtue-based, rule-based and consequence-based 
reasoning differentiated by gender among teachers, doctors and lawyers?

Teachers

The question posed in this dilemma was whether the teachers would be 
willing to be flexible in letting children experience snow in the playground even 
when this meant interrupting a planned lesson. The participants could choose 
option A, which favoured curriculum flexibility, telling the pupils to put on their 
coats, hats and gloves and take them outside to experience the snow; or option 
B, which was to follow the established duties and allow the children to look out 
of the window for a few minutes but then ask them to sit down and concentrate 
on the lesson.

Results show a significant relationship between the option chosen and gender 
(χ2= 7.963, p=0.005), with a mean rank of 274.97 for the male teachers. This means 
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the male teachers are more likely to follow the established protocol than the female 
teachers; they are less willing to do what pupils request.

The conclusion is confirmed by looking at the percentage of the male and 
female teachers choosing each option (cf., Figure 1). Here, the finding contradicts 
observations made for doctors and lawyers in their dilemmas. 59.2% of male 
teachers adhered to established duties in regards to curriculum flexibility (opting 
to continue the lesson), whilst 59.1% of females opted for the alternative (letting 
the children play in the snow). As we can see from chart 3 and statistical analysis, 
female teachers were more willing to do what the pupils requested, indicating 
females prefer curriculum flexibility in this case.

The second analysis looked at the reasons given for choosing either option A or 
B. For this analysis, the virtue-, rule- and consequence-based reasons (for A and 
B) were compiled together. The results show a significant relationship between 
the given reason in the ethical dilemma and gender for the virtue-based reason 
(U = 360312.500, p=.023) and consequences (U=358257.000, p=.007), with a mean 
rank of 940.38 for the male teachers and 924.10 for the female ones. This means 
the female teachers were more likely to prioritise virtue-based reasoning than the 
male teachers. Also,  the female teachers were less worried about the consequences 
of their actions than the male teachers.

Doctors

The question posed in this dilemma was whether the doctors would be willing 
to satisfy a patient’s personal request for a flu vaccine, the patient saying, ‘I simply 
can’t catch the flu this season. My boss has already told me that any time off work 

59.1%

40.8%40.9%

59.2%Teachers ' Responses
N= 526

Female Male

Figure 1. Teachers’ overall reasoning by gender
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over Christmas and I’ll be out of my job!’. The participants could choose option B, 
which was to follow the established protocol and not give the vaccine; or option A, 
which was not to follow the established protocol and give the vaccine. The results 
show a significant relationship between the option chosen and gender (χ2=7.445, 
p=0.006), with a mean rank of 293.80 for the females. The female doctors are more 
likely to follow the established protocol than the male doctors; they are less willing 
to do what the patient requests.

This conclusion is confirmed
 

53.6% of the female doctors adhered to the established protocol, whilst 67.6% 
of the male doctors opted for the alternative. The second analysis looked at the 
reasons given for choosing either option A or B. For this analysis, the virtue-, rule- 
and consequence-based reasons (for A and B) were compiled together. The results 
of the Mann-Whitney U test indicate that there is not a statistically significant 
difference (relationship) between the given reason and gender.

Lawyers

The lawyers were asked, in their dilemma, if they would grant a female client’s 
request to stop unspecified legal proceedings against the father of her children. 
The client further indicated she planned moving back in with the man and would 
be returning with the children, even though this might put the children at risk of 
physical abuse. The participants could choose option A, which was not to follow 
the established protocol and withdraw the proceedings; or option B, which was to 
follow the established protocol and report the matter to social services.

32.7%

46.4%

67.3%

53.6%

Doctors' Responses
N= 564

Female Male

Figure 2. Doctors’ responses to dilemma (%) by gender
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The results show a  significant relationship between the option chosen and 
gender (χ2= 15.245, p<0.001), with a mean rank of 381.67 for the female lawyers. 
The female lawyers are more likely to follow the established protocol than the 
male lawyers; they are less willing to do what the client requests. This conclusion is 
confirmed by looking at the percentage of the male and female lawyers who chose 
each option (cf., Figure 3). 55.3% of the female lawyers followed the established 
protocol, whilst 61.5% of the male lawyers opted for the alternative option.

The second analysis looked at the reasons given for choosing either option A or 
B. For this analysis, the virtue-, rule- and consequence-based reasons (for A and 
B) were compiled together. The results of the Mann-Whitney U test indicated that 
there is not a statistically significant difference (relationship) between the stated 
reason and gender.

Overall findings

The results of the study show that gender may be a factor of the choice of the 
action that the lawyers, doctors and teachers take when faced with ethical dilem-
mas.

The most prominent findings are:
a) The male teachers are more likely to follow the established protocol than the 

female teachers.
b) The female teachers are more likely to prioritise virtue-based reasoning 

than the male teachers and are less worried about the consequences of their 
actions than the male teachers.

Figure 3. Lawyers’ responses to dilemma (%) by gender
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c) The female doctors are more likely to follow the established protocol than the 
male doctors.

d) The female lawyers are more likely to follow the established protocol than the 
male lawyers.

e) The male and female lawyers and doctors are motivated in similar ways by 
virtue-, consequence- and rule-based reasoning.

Discussion

Several previous studies have demonstrated a  difference in how men and 
woman respond to ethical dilemmas (e.g., Morrell and Jayawardhena, 2013; Tilley 
2010; Becker and Ulstad, 2007; Wilborn et al., 2007; Nikoomaram et al., 2013; Rue-
gger and King, 1992; Valentine and Rittenburg, 2007). Indeed, a famous critique of 
Kohlberg’s once powerful stage theory of moral reasoning rested on the premise 
that he failed to take account of gender differences in processing and responding to 
dilemmas (Gilligan, 1993). To date, the picture presented by the data is both con-
fusing and often contradictory. This new research contributes to the existing body 
of evidence and shows that gender can be a predictor of how teachers, doctors and 
lawyers respond to ethical dilemmas, and supports the findings of several previous 
studies (Tilley, 2010; Becker and Ulstad, 2007; Wilborn et al., 2007; Dawson, 1995; 
Ruegger and King, 1992). These previous studies had indicated, e.g., that males 
are more likely to break rules than females (McCabe et. al., 2006). Furthermore, 
research into executives in the USA and Spain found no gender differences with 
the ethical decision but noted differences with the intention to act ethically, where 
females acted more ethically than males (Valentine and Rittenburg, 2006, p. 125). 
The research extends the existing knowledge in one significant way: it is focused 
primarily on individuals from three professional practices and, therefore, is more 
targeted than most previous studies.

Interestingly, previous research shows that women are more likely to follow the 
established protocol than men (Morrell, 2013; Tilley, 2010). In this study, however, 
we found that although this is the case for the lawyers and doctors, the female 
teachers are more inclined to ignore the established protocol than their male 
counterparts. This might be an anomaly due to the nature of the dilemma, but it 
is illuminating to see the difference in decision-making between male and female 
teachers.

In this study, we found that in most cases professionals of different genders 
tended to prioritise virtue-based reasoning to a similar extent when explaining 
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their adoption of a particular course of action. The main difference was between 
the female teachers and male lawyers. The female teachers were more likely to give 
virtue-based reasons for breaking the established protocol than the male ones. 
This is significant, as schools are increasingly considered as institutions where pro-
fessional judgment and decision-making are compromised due to the increased 
emphasis on compliance with policies (Cooke and Carr, 2014). These findings offer 
significant food for thought in this area.

Conclusion

The secondary analysis of the data collected by the Jubilee Centre for Character 
and Virtues is valuable for several reasons. It yielded significant results, which 
provide new insights into how male and female teachers, doctors and lawyers 
make choices when faced with dilemmas. Many previous studies focused on 
business and accounting; this research sheds light on some largely under-explored 
groups. It also highlights how different professionals prioritise moral theory when 
giving their reasons for following a particular course of action. The findings that 
reveal when professionals are willing to break the established protocol and provide 
virtue-based reasons for their actions are of particular interest. They challenge 
the prevalence of codes of conduct in professional ethics, which primarily seek to 
safeguard the rights of pupils, patients and clients by specifying the responsibilities 
of service providers with respect to such rights. However, it is increasingly appar-
ent that ‘the value and effectiveness of sound professional practice of institutional 
regulations and codes of conduct are limited’ (Jubilee Centre, 2016). It is precisely 
when professionals are called to make ethical decisions that these limitations are 
highlighted, as often there is no rule or code that covers the precise situation. 
An understanding of how male and female teachers, doctors and lawyers make 
virtue-based decisions is vital for the continued flourishing of these professions.
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The Social Context  
of the Benefits Achieved in eSport
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Abstract
The article presents a meta-analysis of the social context of benefits achieved 
by people in a new, yet not well-researched activity in electronic sports. The 
presented historical background of eSport and the dilemmas of the highly 
polarised scientific community, in which there are as many supporters as oppo-
nents of the recognition of eSport as a sport, have become a basis for describing 
this phenomenon in the context of the theory of use and gratification. Thus, 
based on the few eSport studies carried out, the human benefits related to 
cognitive and social development, identity development and participation in 
entertainment were determined.

Keywords: eSport, cognitive benefits, social benefits, identity, entertainment, 
escapism

Introduction

Sport is an important area of human activity, which, as research indicates, has 
positive effects on the development of competences, pro-social behaviour through 
participation in team games (Knežević Florić, Ninković, 2013). Sport has thera-
peutic functions, e.g., swimming (Roj, Planinšec, Schmidt, 2016), or even has an 
influence on family relationships (Kraus, 2016). Therefore, a person undertakes 
a sport activity because thanks to it he/she achieves certain benefits, all of which 
are hard to enumerate.

Tomasz Huk
Poland
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Sport has always accompanied man by creating physical culture specific to 
this activity, which evolved along with social and technological development. In 
connection with this, digital media play an increasingly important role in physical 
culture, creating new areas that combine traditional sport and technology. This 
connection is not only superficial, involving the use of digital media in traditional 
sport, e.g., to measure sport achievements, but it is also a complete change of the 
form of sport into eSport, which takes place in the online world. In this context, 
a question arises about the benefits achieved in the eSport activities of the human 
being.

eSport versus sport. Definitional problems

The first mentions of “electronic sport” or “eSport” date back to the late 1990s. 
One of the first credible sources in which the term “eSport” was used was the press 
release in 1999 about the launch of Online Gamers Association (OGA), which 
compared eSport with traditional sport (Hutchins, 2008).

However, the beginning and the development of eSport is mainly connected with 
the World Cyber Games (WCG) tournaments. The first tournament took place in 
Seoul in 2000, attracting over 174 competitors from 17 countries (Hutchins, 2008) 
from Western and Eastern Europe, North and South America, Asia and Pacific as 
well as Oceania and the Middle East. In 2013, the WCG gathered 500 competitors 
from 38 countries (WCG, access 2018), which confirms the growing the popular-
ity of computer games. The games include various types, including first-person 
shooters (Counter-Strike), sport (FIFA Soccer), races (Project Gotham Racing and 
Need for Speed), actions (Virtua Fighter) and strategies (StarCraft, Command and 
Conquer and Warcraft).

The systematic organisation of the WCG, the activity of cyber-sportsmen, 
but also the growing popularity of computer games in youth culture (Hutchins, 
2008) caused the emergence of a new, qualitatively separate phenomenon called 
“eSport”. Currently, there is no generally accepted definition of the term “eSport”. 
In most cases, it is equivalent to a “professional game”, a competition, a way to play 
computer games in a professional environment (Welch, 2002). The lack of a precise 
definition of ”eSport” makes the academic discussions highly polarised. Therefore, 
among scientists and sports people there are many supporters and opponents of 
the thesis that “eSport” is to be classified as a traditional sport that requires physical 
effort (Funk, Pizzo, Baker, 2018). The main matter of dispute concerns effort and 
physical activity, which through sport should be an element that improves physical 
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and mental fitness of a human being (Council of Europe, 2001). Hallmann and 
Giel (2018) indicate that in traditional sport there should be four factors present: 
it should (a) involve physical activity, (b) be done for recreational purposes, (c) 
involve an element of competition, and (d) have an institutional structure. Propo-
nents of “eSport” identified with traditional sport indicate that relying only on the 
physical movement of the human body cannot be a condition for a given activity 
to be considered a sport (Funk, Pizzo, Baker, 2018). In addition, they indicate that 
it is not possible to rule out a complete lack of physical activity in “eSport”, which 
includes low motor functions, hand-eye coordination, action speed and strategy, 
as it is in recognised sports such as chess, bridge or shooting.

The comparison of e-sport to chess or bridge causes additional problems, the 
first one being an attempt to classify e-sport into mass culture (low culture) or to 
high culture. It is a common belief, particularly among the older generation, i.e., 
“digital immigrants,” that chess is a game reserved for very intelligent, educated, 
often talented people. Contrary opinions may be expressed on e-sport, which is 
perceived by “digital immigrants” as part of low culture or mass culture. Hence, 
e-sport competitors may be seen as young people without significant educational 
achievements, with learning difficulties, to whom a computer game is an escape 
from problems rather than a comprehensively developing sport. It is hard to agree 
with this argument if, e.g., football as a sport discipline is currently part of mass 
culture.

A source of the presented dilemmas is probably the system of values, which 
in sport is based on the pursuit, through sport, of an ideal man in terms of his 
cognitive but above all physical development. The problem is that the latter is 
not a domain of e-sport competitors. In e-sport, the definition of factors such as 
resistance to pain, going beyond the physical and mental zone of comfort will 
make it possible to conduct more precise comparisons to traditional sport.

For the opponents of treating e-sport as sport, what is crucial here are: views, 
attitudes, habits, character, appropriate body proportions that reflect the potential 
of the sportsman and relate to sport derived from ancient Greece. Therefore, it 
seems that these features appear only in avatars that are put to motion by e-sport 
players in computer games, while the players themselves are perceived as over-
weight people, whose only entertainment is spending time in front of a computer 
monitor. This triggers a question whether the arguments presented by e-sport 
opponents are the result of their fear of a new understanding of sport, a yearning 
for an idealised sport, or rather the result of an objective analysis of reality?

The problem of classification of “eSport” is solved by the definition of sport 
proposed by Tiedemann (2004), which shows that sport is a cultural field, in which 
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people voluntarily make contact with other people, consciously desiring to develop 
their skills and achievements – especially in the area of specific skills – comparing 
in this field with other people in accordance with adopted rules.

Proponents of “eSport” want it to resemble traditional sport in the form of 
an attractive, safe, pleasant competition and obtaining better and better results 
(Heere, 2018). They want to include “eSport” in the area of traditionally under-
stood sport, defining it as: – modern and highly organised action, which requires 
a physical action of a human body in order to resolve a competitive result (Funk, 
Pizzo, Baker, 2018); – an area of sport activities in which people develop and shape 
mental and physical abilities with the use of information and communication 
technologies (Wagner, 2006).

Academic disputes regarding the scope of the definitions of the terms “sport” 
and “eSport” focus mainly on the factor related to physical activity and the lack 
of “physical suffering” in “eSport,” i.e., physical injuries characteristic of typical 
sport. However, apart from these factors there are many other features, which 
suggest that “eSport” might be a recognised sport discipline in the future. Thus, 
what links sport with “eSport” is: -similarity in the organisation of games where 
“eSport” directly refers to the Olympic traditions, which are associated with rivalry 
between nations; -TV and internet broadcast of games between particular teams; 
– training system that includes exercise on precision, team cooperation, the use of 
a special diet; -elements related to disqualification, i.e., the use of illegal doping in 
the form of steroids and amphetamine in order to improve sport achievements; 
-institutionalisation allowing the association of teams in national and academic 
leagues; -advertising business, sponsoring of large corporations and eSport teams 
(Hutchins, 2008).

Theoretical basis

Because the definition of “eSport” is embedded in the social, psychological, cul-
tural, educational and media context, it is rightful to analyse the phenomenon in 
accordance with the “theory of use and gratification”. The confirmation of this thesis 
is found in the theory itself, which concentrates on social needs and expectations of 
the human being towards the media (Rubin, 1994). Thus, according to the “theory 
of use and gratification,” the use of media is conditioned by deriving the sense 
of satisfaction from them, and as a result achieving cognitive, social and identity 
benefits and the benefits related to entertainment (McQuail, 2005). In short, the 
choice and use of media is a targeted and deliberated action (Rosengren, 1974).



164  Tomasz Huk

Benefits (Rubin, 1994) are conditioned by the choice of media that allow for 
achieving the satisfactory level of them (Blumler, Katz, 1974), so it is important 
to clarify and understand how people benefit from digital media and what con-
sequences this brings to them (Rubin 2002). So, what are the reasons for applying 
the theory of “use and gratification” in explaining the phenomenon of “eSport”?

The first, very important reason is a man-oriented approach in which a player or 
supporter chooses the type of game in which he/she wants to specialise, satisfying 
various needs. The person here may be the passive recipient of information that 
is a product of “eSport” or he/she may be the creator of information, being the 
“e-player”.

The second reason for the choice of this theoretical concept, connected with the 
first one, is the assumption of the “symmetry of the communication process,” in 
which the players or the supporters assume the role of senders and recipients and 
“actively participate in the process” and their activity depends on their intentions 
and achieved benefits.

The third very important reason is the qualification of benefits, which allows for 
a precise description of the phenomenon of “eSport”, in particular, categorising it 
in the educational and social area.

The last reason is related to the general approach to studying the phenomenon of 
“eSport” from the perspective of the “theory of use and gratification,” which directs 
analyses to what people do with the media, rather than to what the media do with 
the people.

Interpretation of eSport in the context  
of the theory of use and gratification

eSport is increasingly becoming a field of study, which is conducted as a part of 
faculties of computer science or media studies, but also at faculties and universities 
dealing with sport (Funk, Pizzo, Baker, 2018). The popularity of “eSport” causes the 
development of the whole infrastructure and institutions dealing with this area of 
human activity (Xu, 2012). Therefore, it is important to describe the reality con-
nected with “eSport” in the area of benefits achieved by the human being. Hence, 
the question arises about the benefits of the players and observers – supporters 
from participating in “eSport”.

Does, and if so in what way, “eSport” make it possible to achieve cognitive ben-
efits? Research conducted in the academic environment suggests that computer 
games are regarded by students not only as entertainment, but also, to some extent, 
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they are perceived as a  teaching tool. According to students, computer games 
improve creative and logical thinking, the speed of reaction and the capability of 
communication in foreign languages (Szumski, Chmielarz, 2017). Other studies 
relating to the understanding of the role of “eSport” in academic achievements 
suggest that the participation in eSport teams provides their members with greater 
coherence and learning performance. It turns out that more cohesive teams have 
more internally motivated members, which leads to an improvement in learning 
(Kozachuk, Foroughi, Freeman, 2016). What is interesting is also the phenomenon 
which indicates that the interest in “eSport” among young people is reflected in the 
general interest in traditional sport (Garcia-Villar, 2018).

Does, and if so in what way, “eSport” make it possible to achieve social benefits? 
The comparison of different types of eSport players showed that they specialise 
in particular computer games creating specific clans. The comparison of eSport 
players with random players shows some differences between them. eSport players 
have different life goals, and “eSport” satisfies their need for belonging and the 
need for being the leader (Martončik, 2015). In addition, the researchers see in the 
social benefits achieved through “eSport” the isolation of factors that enable such 
a design of computer games to contribute to better social support and learning. 
Nowadays, this postulate is implemented through advanced technologies of online 
games, which facilitate interaction between players in real time. Apparently, simple 
relationships form complex sociotechnical systems among the players who form 
small teams that compete with each other (Kozachuk, Foroughi, Freeman, 2016).

Does, and if so in what , “eSport” make it possible to achieve the benefits of 
shaping identity? Formal and informal social groups creating “eSport” have cre-
ated a specific culture. It is characterised by a unique ethos, which combines this 
form of activity with both free time and hard training. Research conducted in this 
field focuses on observation of tournaments and interviews with eSport players, 
and it indicates that for the survey participants “eSport” is a form of self-improve-
ment, shaping of such attitudes as honesty and mutual respect and shaping their 
own identity (Seo, 2016). The above-mentioned values are not associated with the 
period of adolescence, therefore the question arises why “eSport” is so popular 
among teenagers, with values so little popular in this group. Adamus (2012) indi-
cates that it is related to young people’s need to participate in subcultures. “eSport,” 
characterised by specific symbols, rituals and even attitudes, attracts teenagers 
who may easily become the members of the particular community at any time 
and they can leave the group easily as well. The conducted research also shows 
that socio-demographic variables have an influence on participation in “eSport”. 
It turns out that women are less interested in “eSport” than men. However, the 
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interest in sports video games has little influence on general population, but it 
has a positive and significant impact on men under 18 years of age (Garcia-Villar, 
2018).

Does, and if so in what way, “eSport” make it possible to achieve the benefits 
connected with entertainment and escapism? Interesting research showing the 
relationship between “eSport” and entertainment and escapism was conducted by 
Hamari and Sjöblom (2017). The research results show that the benefits of gaining 
knowledge about “eSport” and escapism were related to the frequency of watching 
eSport games. It also turned out that the frequency of watching “eSport” and, as 
a consequence, obtaining gratification in the form of pleasure is also positively 
related to the need to watch aggressive behaviours (such as hostility, intimidation 
and macho atmosphere) presented by the players.

Entertainment through the digital media, including “eSport,” is sometimes iden-
tified with addiction and gambling. Griffiths (2018) points out that e-sportsmen 
are not addicted to computer games, but they might be addicted to their work and 
training. It is also unlikely that e-sportsmen are responsible for acts of cyberbully-
ing (in particular in social media and on online forums) because it would damage 
their reputation (Griffiths, 2018). Other studies related to addiction indicate that 
among the surveyed e-sportsmen only a small percentage (2.5%) preferred func-
tioning in virtual reality to functioning in real life (Szumski, Chmielarz, 2017). 
Therefore, research conducted in this area indicates that there are no strong links 
between e-sportsmen and gambling activities and addiction to computer games 
(Macey, Hamari, 2018a) However, it has been confirmed that eSport games are the 
subject of high interest in the gambling industry (Macey, Hamari, 2018b). Thus, 
what motivates e-sportsmen is not connected with addiction, but with the need to 
compete, challenge themselves and satisfy material needs (Weiss, Schiele, 2013).

Conclusion

Electronic sport, cybersport, computer games and virtual sport are the syno-
nyms of the term “eSport,” which is becoming more and more accepted as sport 
in society, and nowadays the players are referred to as sportsmen. “eSport” is 
increasingly becoming an area of interest for sport industry, business, educational 
environment at the level of secondary schools and universities. The university 
authorities create new fields of study connected with “eSport” and they award 
scholarships to the best e-sportsmen (Jenny, Manning, Keiper, Olrich, 2017). As 
a result, the functioning of “eSport” in different social areas, which is very similar 
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to traditional sport, creates many problems and definitional dilemmas that the 
scientists try to answer.

The analysis of the surrounding reality clearly shows that e-sport is very popu-
lar. In January 2019, in the Google browser I obtained 476 million results by typing 
the term “e-sport” and only 239 million results by typing the term “chess”. These 
figures prove that e-sport is inscribed in mass culture. However, does it mean that 
it is much easier than chess? It turns out that it is not because participation in the 
league championships of e-sport requires complex, meticulous and long practice.

To this end the so-called “gaming houses” are created, i.e., real places that offer 
ideal conditions for practice. High quality computer equipment, comfortable 
computer posts, accommodation, appropriate diet are only several factors that are 
crucial for the practice to be efficient. “Gaming houses” also provide e-sport teams 
with professional photo shoots, videos and promotion in mass media.

The analysis of the research on “eSport” presented in this article in the context of 
the “theory of use and gratification” indicates a great potential of this phenomenon 
in shaping the cognitive, social and identity sphere of the human being. However, 
it should be noted that the presented research focuses mainly on the positive 
aspects of “eSport,” which raises some doubts about the way they are conducted. 
Therefore, a number of questions arise about the quality and number of research 
studies, but most of all about the placement of the phenomenon of “eSport” in 
various theoretical paradigms.

Analysis of the recognised Web of Science database shows that in 2007–2017 
only 71 articles regarding “eSport” were published in 60 top magazines. These 
results suggest that this phenomenon is still not well recognised. Research into 
“eSport” has shown that the topic is still new to scientists (Kozachuk, Foroughi, 
Freeman, 2016), so there is no agreement among researchers as to the objective 
evaluation of this phenomenon (Vanegas, Ochoa, Gutierrez, 2018). However, the 
growing concerns of scientists may be related to the vision in which eSport will 
replace the traditional sport in the future. The above deliberations and analyses 
of the research on “eSport” in the context of the “theory of use and gratification” 
indicate that this phenomenon is important and significant not only for scien-
tific disciplines dealing with sport, which cannot determine whether “eSport” 
is a “sport” in a traditional approach, but also for social sciences. Therefore, the 
solution to this problem and precise research on the benefits achieved through 
the participation of a human being in the traditional sport and “eSport,” and as 
a consequence the indication of differences between the two of them, if any, will 
be important for social sciences including pedagogy, sociology, media sciences 
and psychology.
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Undesirable Behaviour of Pupils  
Towards Teachers in Slovak Schools

DOI: 10.15804/tner.2019.55.1.14

Abstract
Recently, a great deal of attention has been paid globally to education of both 
children and youth. It has been the result of ever-growing requirements of 
learners’ knowledge, as well as educational cultivation of young people. Con-
temporary society has been witnessing undesirable actions of learners against 
teachers. That is why the paper discusses learners’ interactions with teachers 
and how they are assessed by teachers. The paper also introduces implications 
for improving the quality of teachers’ interventions in educational processes.

Keywords: education, school, behaviour of learners, questionnaire, teachers’ views

Introduction

Education of young people is a field of study which has been paid a lot of atten-
tion in recent years. At present, unacceptable behaviour of learners at schools is 
a more serious problem than it used to be. The influence of society and teachers’ 
effort have a great impact on learners. At schools, anywhere in the world, mis-
behaviour of learners has increased. Speck claims that the cases of misbehaving 
pupils which were considered to be rare 40 years ago have become common today. 
Deficiencies in behaviour distinct from the established general standards appear 
to be tolerated today. (Speck, 1997, p. 39)

Learners’ unacceptable behaviour towards teachers is described in literature 
from different points of view, e.g., “violence against teachers” (Dzuka and Dalbert, 
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2007; Chen and Astor, 2009; Mooij, 2011), “bullying and harassment of teachers” 
(Benefield, 2004), “violence against teachers, psychological and physical” (Melzer, 
Schubarth, Ehninger, 2011), etc.

The aim of the research

The presented article deals with learners’ behaviour towards their teachers 
at primary and secondary schools in Slovakia in 2018. Unacceptable behaviour 
increasingly occurs at schools. This issue is not present only in educational 
institutions in Slovakia, but also in other countries. For instance, Scheithauer and 
Bull (2009, p. 13) state that this problem also occurs at German schools, where 
unacceptable behaviour is not unusual. They add that verbal forms of violence 
seem to be common.

In the used resources, some similarities could be noticed, as unacceptable 
behaviour can be direct and indirect (Aluede, 2006; Marini, 2006). Direct forms 
may be physical (e.g., personal attack, poking, inadequate touching, and unwanted 
phone calls) or immaterial (Aluede, 2006). The immaterial form could be expressed 
non-verbally (uncalled-for gestures, mocking, inadequate facial expressions, eye 
contact, throwing things or damaging them, etc.). Indirect unacceptable behaviour 
is aimed to hurt a person psychically and emotionally. The learner tries to hide his/
her attempt to hurt the teacher in order not to be punished for the attack. Cases 
of indirect unacceptable behaviour are usually non-physical forms of non-verbal 
behaviour which can range from deliberate ignorance or isolation of the teacher 
(Sullivan et al., 2004), hidden damage or theft of personal possessions (Aluede et 
al., 2006), to spreading of made-up stories and rumours (James and Lawlor, 2008).

The aim of our study was to find out which cases of unacceptable behaviour 
of learners towards their teachers occur at schools in Slovakia. According to the 
result of the study, it will be the prevention of the unacceptable behaviour that 
will be dealt with in the following stages of the survey (in 2019). The objective 
was to discover whether the situation in Slovakia is worse, better or similar to the 
situation abroad.

Characteristics of the research sample

The choice of the schools was made on purpose – similar number of primary 
and secondary schools from all regions of Slovakia. However, the sample of teach-
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ers was chosen randomly. A questionnaire was used as the main research tool of 
this study – 401 teachers. In addition, some of the teachers were interviewed for 
better and more objective results as they could justify their answers from the ques-
tionnaire. 174 teachers were interviewed altogether – they described unacceptable 
behaviour of their students and their attitude towards those students. The research 
was based on Helmke (2010), Kindler, Potter, L. (2015), Roewer (2017) and other 
publications.

Table 1. The research sample of the teachers

Gender N %
women 332 89.72
men 69 17.21
Total 401 100.00

Table 2. Differentiation of the teachers according  
to the educational stage

Educational stage N %
primary school 202 50.37
secondary school 199 49.63
Total 401 100.00

The research was carried out in all the regions of Slovakia which may be seen 
in the following table.

Table 3. Participants according to the Slovak regions

Region The number of 
teachers %

Bratislava 58 14.61
Trnava 46 11.59
Trenčín 22 5.54
Nitra 60 15.11
Žilina 80 20.15
Banská Bystrica 48 12.09
Prešov 48 12.09
Košice 35 8.82
Total 397 100.00
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This research focuses on the unacceptable behaviour of learners as it is currently 
considered to be rising; learners are thought to have no respect towards their 
teachers; they are aggressive to their teachers, etc. These attitudes are not described 
only in our academic literature and in scientific articles, but also in a number of 
contributions written by foreign authors such as Kindler, Pőtter (2015).

Types of misbehaviour

In this part, all the unacceptable behaviour of learners is described as it was 
reported by the teachers from their own experience. Some of the teachers did not 
respond to the questions so the number of the respondents is from 397 to 401. It 
was originally planned to carry out analyses of the differences between primary 
and secondary levels of education, but due to the fact that the results are noticeably 
alike, the levels were put together to create a complex overview. In addition, no 
remarkable differences were noticed between the responses of the genders. The 
most significant aspects have been chosen and are presented as follows:

Table 4. Learners’ demonstrative refusal to respond

Refusal to respond N %
never 76 19.05
rarely 196 49.62
sometimes 95 23.81
often 22 5.51
normally 8 2.01
Total 397 100.00

The data in Table 4 is not remarkably pessimistic as the outcome shows that 
the options of never and rarely amount to 68.67%, which can be considered to 
be a satisfactory condition. Surely, it would be optimal if the option of never was 
the highest, but it would be only in the case of regular obeying of the teachers. 
It must be noted that even the learner’s character may cause refusal to obey the 
teacher. However, the important part is that in this case of refusal, the teacher is 
not attacked. The teacher rarely noticed refusal to respond with a negative verbal 
statement. There are 30 learners, 7.52%, who refuse to respond very often. This per-
centage is not tremendous, but it needs to be focused on in order to eliminate this 
issue. Similarly to this phenomenon, ignorance is also a type of refusal to respond. 
It is understood as deliberate conscious disregard of something, deliberate neglect.
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Table 5. Ignoring the teachers by learners

Ignoring the teachers N %
never 110 27.50
rarely 173 43.25
sometimes 72 18.00
often 32 8.00
normally 13 3.25
Total 400 100.00

Findings in this sphere correlate with the previous findings. More than 80% 
of the learners do not show negative or ignorant attitudes towards their teachers. 
The found 11.25%, which is the frequent occurrence of ignorance, is not extremely 
serious. But obviously, it is a sign for the teachers to be more responsible and 
provide their students with fewer opportunities for being ignored.

Table 6. Inappropriate verbal statements against the teacher

Inappropriate verbal statements 
against the teacher N %

never 124 31.08
rarely 194 48.62
sometimes 70 17.54
often 8 2.01
normally 3 0.75
Total 399 100.00

As inappropriate verbal statements we understand various inappropriate 
remarks and inappropriate critique of the teacher, using of mocking names, or 
nicknames, embarrassing and humiliation of the teacher in front of the pupils, 
in front of other teachers, in public, in the schoolyard, in the corridor, in the 
classroom, etc. Mocking of the appearance, blackmailing, and threatening are also 
closely connected to inappropriate verbal statements. It is an effort to prevent the 
peaceful conduct of the educational process by talking loudly, shouting, vulgar 
insults, distraction, disregarding of the teacher’s commands. Negative verbal 
statements may be accompanied by non-verbal elements, provocative looking, 
grimaces, mimicry, gestures, comic movements, or various sound effects: mak-
ing sounds with their mouths or creating sounds with objects, e.g., toys, mobile 
phones, banging, knocking on the desk, etc.
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Similarly to the previous findings, it can be concluded that generally, the situation 
is not that serious while talking about negative verbal comments. However, in those 
11 cases (often and normally), i.e., 2.75% of the learners, it may be considered to be 
their common behaviour, although it should not be considered to be a standard way 
of behaviour. If we take into account all the learners and their stratification – excel-
lent, average, and weaker in learning, the social conditions in which some pupils 
live, etc., then it must be admitted that basically this is not an alarming situation.

Table 7. Threats of damage to a teacher’s personal possessions

Threats of damage to a teacher‘s 
personal possessions N %

never 335 88.97
rarely 42 10.53
sometimes 1 0.25
often 1 0.25
Total 379 100.00

Table 8. Cyberbullying of a teacher via the phone or the Internet

Cyberbullying of a teacher via 
the phone or the Internet N %

never 332 83.21
rarely 54 13.53
sometimes 8 2.01
often 4 1.00
normally 1 0.25
Total 399 100.00

The second factor studied in our research was to investigate cyberbullying 
as a form of aggression and devaluation via the mobile, the Internet, or social 
networking sites. The most common occurrences include verbal attacks using 
a mobile phone or the Internet, threats or intimidation via the mobile phone or 
the Internet. What can be seen in Table 8 is that 13.53% of the participants rarely 
come into contact with cyberbullying via the mobile phone or the Internet. 83.21% 
of the participants have never been cyberbullied via the mobile or the Internet, 
which is an interesting finding because it is believed that cases of cyberbullying 
have recently risen. Generally, cyberbullying occurs in the relation of “learner → 
learner” or “learner ↔ learner”.
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Table 9. Intentional damage of a teacher’s personal belongings  
at school

Intentional damage of  
a teacher’s personal  
belongings at school

N %

never 307 76.56
rarely 69 17.21
sometimes 20 4.99
often 3 0.75
normally 2 0.50
Total 401 100.00

As seen in Table 9, 4.99% of the respondents sometimes come into contact with 
intentional damage of their personal belongings done by their students. Normally 
only 0.50% and never 76.56% of the participants. As intentional damage of 
a teacher’s personal belongings at school can be understood, e.g., destruction of 
a hand-made teaching aid, damaging of their personal possessions, reorganization 
or creating chaos on the teacher’s desk – books, notepads, papers, etc.

Table 10. A learner’s effort of a physical attack on a teacher

A learner’s effort of  
a physical attack on a teacher N %

never 380 95.00
rarely 18 4.50
sometimes 2 0.50
Total 400 100.00

Table 11. A real physical attack on a teacher

A real physical attack on 
a teacher N %

never 384 96.00
rarely 15 3.75
sometimes 1 0.25
Total 400 100.00

Real physical attacks on teachers in Slovak schools hardly ever occur. It is not 
even about “the real” physical attack – it is more about expressing a learner’s dis-
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satisfaction when he/she pulls a book or a pen quickly from the teacher’s hands. 
This study has not revealed any case of physical attacks that should be investigated 
by the police.

While analysing the results we find that they are within the limits of a certain 
standard. What is more than certain is the fact that the situation at schools is 
changing. There are different learners at schools to 30–50 years ago, the world is 
changing and so are values, educational requirements are increasing, new technol-
ogies and globalization are affecting education, and family is changing, etc.

Learners’ behaviour is basically similar to the behaviour of learners in other 
European countries. Negative verbal statements of students and cyberbullying 
have recently increased. These are the issues that are regularly discussed by Klewin 
(2006), Wachs, Hess, Shceithauer (2016), and many more authors.

Factors of unacceptable behaviour towards the opposite gender were authen-
ticated by the Mann-Whitney U-test. According to the significance values (p> 
0.05), we can state that there is no statistically significant difference in factors of 
inappropriate behaviour between males and females.

Table 12. Unacceptable behaviour based on teachers’ gender

Gender N An average 
order Average U-test Z p-value

negative ver-
bal statement

female 332 203.13 6.02
10415.500 -1.009 0.313male 68 187.67 5.60

cyberbullying female 332 199.12 0.60
10828.500 -0.721 0.471male 68 207.26 0.60

physical 
attack

female 332 199.35 0.20
10907.500 -0.832 0.405male 68 206.10 0.21

In our research, we wanted to find out whether there is a difference in the 
factors of unaccepted behaviour according to the size of schools. We used the 
Kruskal-Wallis test for three and more independent selections and its result is 
presented in Table 13. According to the significance value, we can say that the 
statistically significant difference (p <0.05) exists only in the factor of negative 
verbal statement. There is no statistically significant difference in physical attack 
and cyberbullying (p> 0.05). Based on the data about the average order and the 
average, we can conclude that negative verbal statement is common at schools 
with fewer than 200 learners and very rare at schools with more than 600 learners 
(cf., Figure 5).
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Table 13. Unaccepted behaviour according to the size of school

Type of unaccepted behaviour and the 
size of school N An aver-

age order AM Χ2 df p-value

negative verbal 
statement

fewer than 200 learners 61 235.78 7.33 15.107 3 0.002
from 201 to 400 learners 138 214.45 6.83
from 401 to 600 learners 128 182.88 5.04
more than 601 learners 72 172.44 4.71

cyberbullying fewer than 200 learners 61 217.09 0.97 5.043 3 0.169
from 201 to 400 learners 138 204.45 0.54
from 401 to 600 learners 128 194.01 0.61
more than 601 learners 72 187.64 0.39

physical attack fewer than 200 learners 61 206.28 0.36 5.745 3 0.125
from 201 to 400 learners 138 206.76 0.23
from 401 to 600 learners 128 196.70 0.19
more than 601 learners 72 187.58 0.21

4 Selected Analysis – Interview with Teachers

Based on a questionnaire survey, we conducted a structured interview with the 
teachers of those schools where the teachers filled in the questionnaires. We were 
focusing on a deeper understanding of the teachers’ views on how they perceived 
pupils’ undesirable behavior towards teachers. We are presenting some important 
findings from the interviews.

1.  Do you think that pupils’ undesirable behavior in schools has an increasing 
tendency?

The respondents stated that school pupils’ undesirable behavior has an increas-
ing tendency (84.48%). They consistently stated that the rising tendency is par-
ticularly evident in the fact that pupils do not respect the teacher’s requirements 
or instructions. In recent years, teachers’ authority has been greatly undermined 
in schools. Selected responses state, e.g.: Pupils do not appreciate the work of the 
teacher. Pupils do not appreciate education and it is also manifested in their behav-
iour; they do not respect the teacher. Pupils’ behavior has deteriorated considerably 
compared to the past. Undesirable behavior does not yet manifest in physical aggres-
sion, rather in failure to respect the teacher.

2. What is the cause of pupils’ aggravating behaviour in schools?
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The teachers find the causes of the deteriorating state as follows: changes of 
social conditions (50.00%), impact of mass media (27.01), demanding curricula 
(11.49), and inadequate work of teachers (11.50%). The teachers’ views are reflected 
in such responses as: Social conditions and their manifestations are not a model for 
young people. Society is dominated by consumer values, it affects the behavior of the 
youth. Society underestimates school; it does not see school as a place of education 
and cultivation of pupil´s personality. The youth is influenced by the commerciality 
of the media. The content of education is demanding, teachers do not pay attention 
to upbringing of pupils. Teachers are assessed based on their teaching outcomes and 
they pay less attention to upbringing issues.

3.  What attention do teachers attach to the emotionality of teaching, which 
affects the attitudes of pupils to the teacher and their classmates?

Emotionality is becoming more and more appreciated in education. The 
teachers’ views on its application are as follows: Less than half of them think that 
emotionality is very important (16.57%), or significantly influential (27.59%). 
However, more than half of them think it is of minor importance (29.31%), or 
has insignificant influence (22.98%). Some of them cannot judge its importance 
(3.45%). The answers show that emotionality in education is not prioritized. Those 
who appreciate it say: Education without emotionality is not possible. The basis of 
education is emotionality, and therefore teachers must pay attention to it. Only the 
teacher who is emotional can also mediate emotions.

In essence, 52.29% of the respondents believe that teachers are not paying 
attention to it. They say: The teacher is evaluated according to pupils’ learning out-
comes, not for their demonstrations of emotionality. Only a small part of teachers 
interconnects education with upbringing. The lack of emotionality in education is 
a manifestation of the underestimation of psychology. The teacher pays attention to 
emotionality only when the pupils’ behaviour becomes really bad.

4.  What is the impact of teacher’s improper (subjective, unfair) assessment of 
pupils on their behaviour?

Up to 56.90% of the respondents think this has a  large impact, and 21.26% 
assign a significant impact to unfair assessment of pupils on their behaviour. The 
remaining part of the addressed teachers does not consider it as a very important 
issue. Some of the teachers’ statements were as follows: Objective assessment is the 
basis for a good teacher-pupil interaction. Unfair and subjective assessment does not 
motivate pupils to learn. It leads to negative attitudes towards the teacher. The fair 
and objective assessment of pupils contributes to their respect towards their teacher 
and supports the teacher’s authority. The sources of pupils’ negative behaviour can 
often be found in pupils’ unfair assessment by teacher(s).
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5.  Do you think teachers are well educated to tackle the improper behaviour 
of their pupils?

Very good readiness to tackle these issues was expressed by 12.64% of the 
respondents and good readiness by 17.24% of them. In total it amounts to 29.88%, 
which is not a high percentage (less than a third of them). Other respondents, 
70.12%, say they are poorly prepared (educated) to solve the more demanding 
situations in which their pupils’ undesirable behavior is manifested. Some of their 
statements are the following: The best means of resolving undesirable behavior is 
creative teaching. Teachers are not aware of the methods of shaping social relation-
ships. Teachers try to avoid situations in which they could be confronted with parents; 
they overlook their pupils’ undesirable behavior. In particular, younger teachers are 
unable to respond to pupils’ undesirable behaviour.

6.  What kind of violence, do you think, will become increasingly common in 
schools?

The most common violence will be psychological (43.68%), cybernetic (39.65), 
physical (12.12%), and other hidden forms of it (4.60%). The responses of the 
addressed teachers copy the reality. The teachers’ views are as follows: Current 
electronic media can be exploited for both psychic and cyber-attacks. If society’s 
values are not changed for the better, then we´ll have to face different attacks. This 
can only be improved by a good interaction between school, pupils and teachers. 
From the point of view of electronics development, it is possible to anticipate the 
development of cyber-attacks.

7.  Do you think the teacher is a decisive factor influencing the pupil’s behav-
ior – in particular, the way they manage the educational process?

Up to 94.25% of the teachers said the teacher was a decision factor, e.g.: The 
teacher’s relationship with pupils determines their mutual relations. The teacher who 
is a good methodologist, who can motivate pupils and develop their creativity, etc., 
has no problems with pupils’ behavior. What the teacher is like, so are their pupils – 
this old truth is still valid today. The teacher must be a model for their pupils, and 
then they can expect their good behavior.

The interview confirmed that the teachers were very interested in these issues. 
They are keen to improve the situation in schools and to inhibit unwanted symp-
toms. Their responses were not only erudite but also emotional.

The respondents share the opinion that the causes of pupils’ undesirable behav-
iour in the education process are often various failures and mistakes in teachers’ 
methodological practices. Learners, particularly in higher grades and secondary 
schools, express dissatisfaction with the course of lessons and the teacher’s 
demands on their education.
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A serious drawback of education is that teachers do not know their students 
well and do not apply differentiated approaches to them. Diagnosis of students is 
not a strong aspect of education.

At school, we communicate less with pupils. Under the influence of the 
demands on education – more demanding content of education, more demanding 
requirements on pupils’ good knowledge, success in various monitoring tests, and 
others – the teachers focus primarily on curriculum content and less on learning 
about their pupils and students, they have little discussion with them, they pay 
less attention to their behaviour and others. This reduces the quality of pupils’ life 
at school.

Few teachers, not even 50%, appreciated emotionality. Emotional intelligence 
must become a foundation in education. According to Goleman (2008), it leads 
the pupil to:

– being able to express their emotions,
– being able to control their own emotions, but also to influence others,
– being able to motivate themselves and make self-evaluation,
– being empathic, interested in other people,
– being engaged in interpersonal relations.
The respondents’ views confirmed that they are in line with Ekman’s views and 

they emphasize in their activities these essential approaches:
• They teach students that emotions vary – the main ones: happiness, sadness, 

anger, resistance, fear, surprise, but also others, such as: nervousness, frustra-
tion, etc.

• Pupils should be taught to control emotions.
• Pupils should be taught how to apply empathy.
• Pupils should be taught to be patient, which leads to success.
• Pupils should be taught to help others.
• Pupils should experience also frustration, which improves their learning and 

behavior.
• Pupils should be taught to be optimistic and grateful. (Ekman, 2003).
A good teacher, according to Gordon (2003), should follow the following four 

principles:
1. Learn to listen to others and try to understand what you hear.
2. Learn when it is important to talk with pupils.
3. When dealing with conflicts, no one must feel defeated.
4. It is necessary to establish and maintain an open dialogue with pupils.
In the interview, the teachers accentuated the importance of setting clear 

requirements for pupils. This applies to both education and upbringing. Without 
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this, various “collision relationships” arise between the teacher and the pupil. 
Teachers can influence pupils’ behaviour and reactions based on their approach to 
learners and the way of working. Good teacher training, interesting content pres-
entation, and good communication with pupils, with stated limits of acceptable 
behavior, along with the teacher, who serves as an example of creating a positive 
working atmosphere, will help to prevent undesirable student behavior. The most 
frequently discussed area in relation to the unwanted manifestations of pupils’ 
behaviour is their evaluation and assessment. Evaluation and assessment have 
a significant impact on the emotional experiences of pupils, from which their 
attitudes towards school, teachers and classmates are being developed.

The authors of this paper tend to point out that teachers underestimate self-re-
flection of their teaching; they do not analyze or critically evaluate their own work 
enough.

It is always necessary to analyze and look for factors that influence pupils’ behav-
ior. The respondents strongly emphasized the correlation between the teacher’s 
work and the student’s behavior. The current situation in schools shows that it is 
not just the failure of pupils, but often also the failure of the teacher. For example, 
the failure can be caused by the lack of experiences of a novice teacher, the choice 
of inappropriate educational methods, and wrong approach to pupils, or simply 
by lapses in the teacher’s work. That is why it is necessary to use self-reflection of 
all kinds of activities (Nolting, 2016).

Conclusion

The results of our research have confirmed that there are many manifestations 
of pupils’ undesirable behaviour towards teachers in schools. At primary and sec-
ondary schools, we did not record problems that need to be addressed by outside 
school bodies, such as the police. The situation in our schools is comparable to 
other countries. Schools in all countries report that more than 50% of schools and 
teachers have some experiences with pupils’ undesirable behaviour. Slovakia does 
not differ from other countries. In Slovak, schools we can also observe an increase 
in psychic attacks and cyber-bullying against teachers. The situation is not critical 
yet, but it requires attention.

However, the most serious and most important are the tasks to stop this growing 
trend and to establish such authority of the teacher in school as they deserve and 
as the tradition of good education used to assign to them. Based on our interview 
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data analyses, we came up with our own views, which we presented in the paper. 
The teachers in the interview accentuated the need to improve their work. This 
reinforces the teacher’s authority and pupils’ access to education. The findings 
of our survey will become a starting point for us to create a school prevention 
program to reduce pupils’ undesirable behavior.
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Education Reform – cui bono?
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Abstract
In the text, types of reforms to formal education are introduced, and against 
this background, an answer is sought to the question of who they serve, who 
is interested in this multi-layered effort, who is or can be a beneficiary and 
who is a loser in this process. The central part of the text is a presentation of 
types of the reform. Then, the effects of reforming education are indicated. The 
conclusion underlines the importance of research in the process of reform, in 
the action, as a professional practice of integrating cognition and change.

Keywords: education, reform, types of education reforms, subjects of education

“There is more talk than ever about school’s being nineteenth-century 
invention that have outlived their usefulness. Schools are expensive; they 
do not do what is expected of them; Anyone who wants to give a speech 

on this subject will draw an audience and attentive listeners.”
(Postman 1996, p. 196–197)

Introduction

Let us start with the slogan “schola semper reformanda est”. However, when it 
happens in everyday context, no one pays attention to it. Education in the “time 
of peace”, functioning without sensation, is a rare issue in the public discourse. It 
only arouses a niche interest, i.e., of people professionally or personally related 
to education. Only information about the reform makes education the center of 
attention of non-specialists. After all, according to folk wisdom: everyone is an 
expert in education, medicine and economics.

Maria Czerepaniak-Walczak
Poland
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The issue of reforming education is popular among professionals, both practi-
tioners and theoreticians. It also arouses many emotions and discussions among 
people and groups unprofessionally connected with education: parents, local 
government officials and politicians. The education reform raises hopes, but also 
anxiety. It is, or at least can be, used as a means, a causative factor in the imple-
mentation of common ideas, but also in particular interests. Like every change, it 
imprints its mark on the individual and collective position of its participants. It 
affects their daily lives and their careers. In the face of such perception of educa-
tion reform(s), the question arises: in whose interests, for whose wellbeing formal 
changes are made, who they serve, and who they can interfere with.

Although the school as an institution of general education has a relatively short 
history (just over 200 years), it has refined its own verbal, iconic, kinetic and prox-
imal communication codes. In other words, schools and education have their own 
“grammar” (Tyack, Tobin, 1995), i.e., a system of rules regulating people’s behavior, 
use of objects (“nouns and verbs”), time and space management (“adverbs”) 
and teleological and axiological principia (“adjectives”). Their durability and 
domination in individual and collective consciousness are a significant factor in 
real reforms and changes. In addition, the complexity of the school system and 
the reform process requires learning, interpreting and explaining it from many 
theoretical perspectives, from the point of view of many disciplines of knowledge. 
This is particularly important in terms of the division of science and guarding 
their borders. Modern science, as Gleick (2017, 47) writes, resembles a battleship 
with pitted partition walls. Educators, psychologists, sociologists, economists, and 
others are focused on their points of view. They are not interested in discovering 
what, how and why, is changed in education and its institutions. Many opinions 
and comments have a colloquial character.

The metaphor of “battleship” also refers to education. In analyzing education 
reforms it is necessary, if not to demolish walls, but at least to make holes in them. 
However, it is necessary to determine why and for whom education should be 
reformed. In whose interest this effort should be made. Any reform is after all 
a great effort of people and institutions involved directly and indirectly in the 
change process.

In this text, the focus is on formal education, i.e. the one that is provided in insti-
tutions, implementing the core curriculum established by the state in the interac-
tion process of teachers and students and certified by state-recognized documents 
(certificates, diplomas, professional titles). Formal education understood in this 
way is a means and a center of fulfilling the function of the education system, 
including the implementation of compulsory education, statutory obligation to 
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study and obtain qualifications included in the National Qualifications Framework 
(in the case of Poland, in the PQF).

Types of education reforms

We live in a world in which changes occur in exponential time. The dynamics 
of social phenomena and the development of science mean that formal education 
is chasing changes with greater or lesser success. It is trying to keep up with them. 
However, it always lags behind. It acquires the characteristics of a “document” of 
history. It has its good and bad sides. Good, because it ensures durability, conti-
nuity, and thus promotes a sense of security, especially of teachers and parents, of 
functioning in the domestic world of principles, forms and rituals. Bad, because 
formal education becomes an island, an ivory tower, and, as an effect, sounds, 
smells and colors, harmonies and turbulences happening in the real world are 
hard to reach. The search for balance between school and “street corner life” is the 
main challenge, source and goal of education reforms, the multiplicity of which 
results in the multiplicity of types of reforms. Now is a brief explanation of their 
diversities.

Among the criteria of the typology of reforms of formal education, the scope 
of change is at the forefront. On this basis, one can distinguish holistic and partial 
reforms. The first ones include changing the whole school system, its structure 
and the form and content of education in each of its elements. It also includes 
changing the qualification requirements of teachers. An example of this are the 
reforms carried out in Poland in 1999 and in 2016. Partial reforms include selected 
elements of the school system, their functions and core curricula, the organiza-
tion of the education process, etc. An example is the reform of early education, 
implementation of inclusive education, changing the core curriculum of selected 
subjects, etc. It can also be a reform of the education of candidates for the teaching 
profession.

Both holistic and partial reforms of education can be generated by transnational 
educational policies (e.g., EU education policy, recommendations of the Council of 
Europe, OECD, etc.) or the result of national decisions. This criterion can be called 
the source of the reform initiative. While the Polish reform of 1999 was part of 
the Europe-wide ideas, including the organizing of the school for 13–16-year-old 
students – lower secondary school (called: gimnazjum in Polish, middle school), 
the last reform is the result of local, and often even personal, resentments. This 
applies to both the school system and the core curriculum.
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Another criterion for distinguishing education reforms are the premises for 
changing education. Due to this criterion, reforms resulting from scientific prem-
ises can be distinguished, argued by the results of scientific discoveries, contents 
of reports on the state of education and reforms based on ideological, including 
political, premises. It is worth mentioning that although the adjective “political” is 
an insult today, any reform of education, whether holistic or partial, is involved in 
a political process.

While the former source of premises can be described as rational, based on 
the reason and the results of professional analyses, the latter is characterized by 
calculation, relying on emotions, orientation on populism.

Let us briefly point to the specificity of the scientific premises of education 
reforms. Education and its institutions are both common and grateful objects of sci-
entific studies. In addition to studies conducted in universities and by teachers-prac-
titioners, educational issues in their various dimensions are the subject of studies by 
specialized institutions, such as the Educational Research Institute in Poland, whose 
statutory task is to conduct interdisciplinary research on the functioning and effec-
tiveness of the education system. The Institute participates in national and interna-
tional research and implementation projects, prepares reports, expert opinions and 
performs advisory functions. It supports broadly understood policy and educational 
practice. Therefore, it can be assumed that the results of research conducted at this 
Institute have become the basis for reforming educational changes. Unfortunately, it 
is not the case. They were ignored by the 2016 reform decision makers.

The qualities of professionalism are the most interesting and attractive subject 
of scientific research. Numerous studies in the field of pedeutology have a chance, 
and at least could become a source of reform initiatives. The work of teachers 
is, after all, an immanent causative factor in the education process and in the 
functioning of education. This is particularly important in the “Google” era, in the 
conditions of 3.0 civilization and 4.0 technology. The teaching profession needs 
to be redefined, in which the results of scientific research play a significant role.

New discoveries concerning learning and teaching are no less important. The 
results of research on the functioning of the brain, the significance of emotions 
and the influence of the environment on cognitive processes, the achievements of 
specialists in learning in the mediascape, and discoveries on artificial intelligence 
indicate the need for changes in education and new paradigms suggesting their 
directions. Sometimes research results come from external institutions. An exam-
ple of this are the annual surveys conducted by the OECD, presented in annual 
reports, which consider results of research conducted among students, teachers, 
parents, educators, and tax-payers.
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In the context of the importance of the results of research in many disciplines, 
one can expect that the reform of the education system is the result of discoveries 
and scientific projects. Unfortunately, experience, especially of the last reform in 
Polish education, proves that there is no accounting for the results of scientific 
research. They even point to actions against them. An example of this is the pop-
ulist upholding of the compulsory school age (7 years), and an even more blatant 
illustration of the action contrary to the results of research is the elimination of an 
important element of the education system, ISCED stage III – secondary school, 
school for 13–16-year-old students. This means that ideological preferences, ad hoc 
political interests govern ideological changes. They are ruled by the resentments 
of those who carry out their intentions. The politicization of the reform of formal 
education is visible not only in the structure of the system, but also in the content 
of education. The universally binding core curriculum reflects the interest of the 
dominant political force.

The next criterion can be called temporal. It makes it possible to distinguish 
school reforms based on past experience and these oriented to the future. The 
first type of education reforms, even the most radical, is focused on school as the 
center of education. The selected elements of the “grammar of schooling” could 
be changed, but its structural and functional foundation is preserved. School is 
a meeting place for at least two generations, one of which is knowledgeable and 
responsible for its functioning, organization of established processes of socializa-
tion, education and upbringing. This type of reform can be called “the future of the 
past” (Harari 2018, p. 88). Change is immersed in what has lasted for a long time.

The second type of reform is oriented to a  new paradigm of education. It 
requires liberation from the grammar of schooling, openness to new experiences, 
new ideas that are just emerging from various aspects of the present, new hopes 
and imaginations. Such temporal orientation of education reform has a chance to 
realize individual and collective emancipation aspirations.

It can exist as a  bottom-up change. The bottom-up reform beginning with 
intentional changes in everyday life of school is an expression of the involvement 
of entities in the change process. The interests of individuals and groups partici-
pating in it are taken into account. This direction of reforming is a manifestation 
of negotiating individual and collective interests, creating intersubjective goals 
and taking into account the dynamics and specificity of the contexts of everyday 
educational practices. Education is then regarded as a living culture, and the effects 
of interrelations, ethics, human values   and beliefs create the pedagogical practice.

In addition to the indicated bottom-up action of changing formal education, 
top-down initiation is more common. This direction of change may be the result 
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of new discoveries of science as well as political decisions. While reforming edu-
cation resulting from the discovery of science is a process based on changing the 
consciousness of entities, rational, substantive justification of change, decreeing 
reform as an act of political decisions takes place through orders and control. 
Using the real or the usurped possession of power, the reformers, without taking 
into account needs and possibilities, local contexts, and often even against current 
scientific knowledge, impose change procedures. This strategy provokes various 
reactions of resistance: from simulating change to overt rebellion. Education from 
the general good turns into a tool in the hands of authoritarian power.

The presented, original approach to the typology of formal education reforms is 
not a complete list of criteria for their description and interpretation. Each reform 
can be described and explained using each of the listed criteria.

“Black Swans” of education reforms

Education reforms are not an example of an algorithm that guarantees success 
in every defined process. They are specific operations on the living organism 
without the use of anesthetics, although you can see the use of measures of anxiety 
vigilance, sensitivity to the consequences. This process reveals unexpected, unlikely 
facts and phenomena. At the design stage, the reformers may omit facts and phe-
nomena that do not fit in the previous schemes. Even encountering them may raise 
doubts about their own perception, their compliance with reality rather than about 
the “truths” recorded in consciousness. This is particularly true of those who have 
acquired the characteristics of myths and stereotypes. As a consequence, there is 
a tendency to ignore observations that may threaten the existing knowledge. It 
can, therefore, be said that reforming education takes place in accordance with the 
logic of “White Swans”. This results in: imposing a uniform vision of the world (“all 
swans are white”1), the tendency to generalize one’s own position and invalidate 
others (“there are only white swans. These black birds cannot be swans”), a sense 
of self-confidence and self-view and reducing epistemological vigilance, or rather 
increasing the amount and strength of epistemological barriers.

The process of reforming education is full of surprises. It has the characteristics 
of improbability theory. According to this theory of things, phenomena which 
in the light of present knowledge and human experience are impossible or have 

1 Such a “truth”, confirmed empirically, was in force until the discovery of Australia, where 
the newcomers saw endemic black swans.
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no right to exist because they contradict common knowledge, common beliefs. 
They do not fit in the previous schemas, they are not expected, nor have they 
suggested in a  convincing way their appearance. These “Black Swans” can be 
positive, arousing the need to know, real, existing objectively, or like the Black 
Swan – Odile– from Tchaikovsky’s drama, negative, with harmful consequences.

Participation in reforming formal education may result from the perception 
and personal understanding of the nature and specificity of Black Swans and 
the conviction of their sense, but it can also be a consequence of the belief that 
only White Swans exist and the need to act in accordance with the logic of their 
existence. This second approach may result from fear of losing existential security. 
Acting in accordance with the logic of a unified vision of the world and reducing 
the epistemological vigilance obscures the real processes and their intentions. At 
the same time, it generates consent for the changed changes. However, conformist 
acceptance of new tasks, adjustment orientation is what may be the worst from 
a reform perspective.

Cui bono?

Searching for the answer to this question can be arranged according to the 
impact of changes in formal education: from the broad spectrum to individual 
beneficiaries, personal school education entities. The simplest answer to the ques-
tion – who is interested in change – could be: everyone and every citizen. However, 
it is not so obvious.

There is no doubt that the reform of the education system is, in its assumption, 
in the interests of the state. Without going into the premise of the reform or its 
temporal orientation, the decision of the parliament and the executive authority to 
implement changes in the whole system or in selected elements is aimed at achiev-
ing benefits in the entire country. It can, therefore, be said that reform is good for 
the state, for its prosperity and the well-being of its citizens. But looking at the last 
Polish reform (2016), especially at shortening the time of general education, it is 
hard to see any benefits. It can only help control people.

The beneficiary of the reform of the education system may be the local com-
munity, local self-government. As a result of the reform of the school system, 
a  network of schools and educational institutions is created, workplaces for 
teachers and other school staff. The mechanisms of economic, cultural and social 
functioning of individual local communities arise or disappear. The above-men-
tioned lack of criteria for assessing the effects of the implemented reform makes 
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it difficult to find an answer to the question of how well it is for the good of 
the local environment. One can only presume on the basis of the reactions of 
representatives of territorial self-governments to the initiatives of the reformers. 
They convinced and still convince in various ways that the reform of education 
is a gigantic problem that does not guarantee fulfilling the assumed functions of 
general education, including improving the quality of education.

The reform of the education system may contribute to improving the status 
of teachers and other education employees, including education administration. 
One should be aware of the problematic nature of this statement. Teachers bear 
the greatest consequences of the change. They are the central link in the process 
of reforming education. Real reform takes place in the classroom. However, the 
personal costs incurred (emotional, intellectual, and often also financial) can con-
tribute to expanding professional and social competences, and sometimes even 
discovering their own potential, triggering new aspirations. It seems unlikely that 
reforming education would take place because of their good and their benefits. 
It is difficult to be a participant in a change in conditions threatening existential 
security and uncertainty of the rules of the profession.

Another group of potential, but in my opinion apparent, beneficiaries of edu-
cation reform are parents. The implemented changes are declared to be beneficial 
for them, guaranteeing their aspirations for the school careers of their children. 
In addition, the reform projects contain promises of parents’ participation in 
educational decisions and supporting the educational role of the family by the 
school. Observation of educational practices and formal initiatives of non-public 
education indicates that these promises are in vain.

Students appear to be the most expected beneficiaries of changes in education. 
Is it really so? Are the changes actually implemented for the child’s sake, for the 
benefit of students, in their interest? It is worth remembering the “Black Swans”, 
including the consequences of the fact that ten of the most wanted professions in 
2010 did not exist in 2004 (Washburn, 2012, pp. 3–7)

Past-oriented education, detachment from everyday life, both in terms of con-
tent and form, nurturing and certifying grammar of schooling, re-ideologizing 
curricula, information extermination and affirmation of obedience makes it 
a process of realizing the sentences of Seneca the Younger: non vitae sed scholae 
discimus. This means that students, participants in formal education, have little 
chance to be beneficiaries of education reform.
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Conclusion

Education reform is a process that can be considered from many perspectives. It 
is an element of each of the five scapes of contemporary culture distinguished by 
Arjun Appadurai (1990), namely: ethnic, media, technical, financial and ideologi-
cal. It is a means and a center of shaping and developing each of these scapes and 
the factor of their integration. The education reform changing the school under 
the influence of the changing world – also changes the world. This statement 
suggests the answer to the question posed at the beginning: cui bono? It can be 
as follows: reform is for everyone’s wellbeing. Under one condition: it takes into 
account the interest of all entities, both individual and collective, stakeholders and 
beneficiaries. This in turn requires a broad discussion and seeking a consensus on 
such important matters as the structure of the education system, education goals 
and the core curriculum. In this discussion, the voice of professionals, researchers 
and practitioners of education, is important. The answer to the question – in whose 
interest the reform is being carried out – should be sought before attempting to 
introduce changes. On the basis of convincing arguments, there is a chance to 
understand their essence and take an attitude towards them. In my opinion, the 
source of these arguments can only be the results of scientific research, reports on 
the state of education and the discovery of science, and not a populist response to 
resentments or political interests.

A special role is played by research conducted by independent research teams, 
by associations and organizations that are not subject to state funding. These 
conditions are met by autonomous scientific societies, including pedagogical soci-
eties. In my opinion, such societies, which associate voluntary participants, bear 
a large responsibility for critical response to initiatives (or lack of) of educational 
changes, so important on the local and global scales. The results of independent 
educational research conducted by scientific societies have a chance to become an 
interdisciplinary basis for bold and rational changes in education. The undoubted 
advantage of research conducted by independent scientific societies over those 
that are conducted by institutional research teams is their freedom at every stage 
of the research procedure: from choosing the subject of the research through 
chosen theory of description, interpretation and explanation to dissemination and 
dissemination of research results that can be a source of intervention in formally 
decreed changes. The experiences of members of scientific societies, both in the 
country and abroad, are interesting and helpful in this respect.

These harms, as results of in vivo experiments, on the living body of education 
and its subjects, are irreversible.
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These words are not a political manifesto. This is an appeal for independent, 
critical research, which can help to see “black swans” in processes of education 
reforms.

References
Appadurai A., (1990), Disjuncture and Difference in the Global Cultural Economy, Theory, 

Culture Society, Vol 7
Gleick J., (1998) Chaos: Making a New Science, Ed. Vintage, (Polish edition, 2018, Chaos. 

Narodziny nowej nauki)
Harari: Y.N., (2017) Homo Deus. A Brief History of Tomorrow, New York
(Polish ed. 2018, Homo Deus. Krótka historia jutra)
Postman N., (1996) The End of Education. Redefining the Value of School, Vintage Books, 

New York
Stiegler: B. , (2012), États de choc – Bêtise et savoir au XXIe siècle, Ed. Mille et une niuts,
(Polish ed. 2017, Wstrząsy. Głupota i wiedza w XXI wieku)
Taleb N.N. (2008) The Black Swan. The Impact to the Highly Improbable, Penguin Books, 

London
David Tyack and William Tobin (1995), The “Grammar” of Schooling: Why Has It Been 

So Hard to Change? American Educational Research Journal, Vol. 31, No. 3, pp. 453–479
Washburn A.M.(2009) Education for Exponential Time, Journal of Transformative Educa-

tion Vol. 7 No 1, pp. 3–7



Establishing the Relationship  
Between Learner Profile and Retention of Learning :  

A Case of Adult Literacy Program in India

DOI: 10.15804/tner.2019.55.1.16

Abstract
The aim of this study is to examine the relationship between learner profile 
and retention of learning in adult education programs in India. To achieve the 
objective, learner profile was divided into three measuring factors as social, eco-
nomic and learning factors. A survey method was used to collect the required 
data. A testing method was executed to examine the retention level of learners. 
Factors responsible for the retention of learner profile were further analyzed 
with the use of a statistical technique (ANOVA). Results of the study show that 
the economic factors of learner profile have an impactful relationship with the 
retention level but customized contents of relevant study material with sustain-
able infrastructural facilities of learning centers can maximize the retention 
level of learners of such programs.

Keywords: retention of learning, adult literacy

Introduction

India recognised education as a  fundamental right with the enactment of 
the Right to Education Act in 2010. It took almost 63 years, post-independence, 
to establish education as a fundamental right. Although there have been many 
efforts undertaken by central and state governments to provide education to all 
and to eradicate illiteracy from the country. Education is the foundation stone 
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for the social and economic development of a nation. Education improves the 
quality of life in terms of an increase in life expectancy, an increase in healthy 
living, increased nutritional levels of women and children, increased capability to 
contribute towards social, cultural and economic development.

Adult education refers to the illiterate population between the ages of 15 and 
35 years. Illiterate adults are the outcome of failure of elementary and compulsory 
education programs. The educationists who have conceptualized adult education 
believe that formal education has not been able to achieve its objectives. Elementary 
education refers to formal education, which is designed for children up to 15 years 
of age. Hence, adult education can be referred to as formal education for adults with 
different ways of teaching, The major focus on the execution of adult education 
started in 1950 with the objective of teaching (reading, writing and arithmetic) to 
the illiterate population in the desired age group. Adult education, due to the low 
literacy rate, is mainly confined to adult literacy only, although continuing educa-
tion and skill development enhances the overall idea of adult education in India.

Different stages of education are identified as learning, retention, recall, recog-
nition and application. Adult literacy also undergoes the same stages of education. 
There are various efforts made by the governments and allied functionaries to 
improve the adult literacy rate of the country. The learning environment and 
resources have been made available for the illiterate population over 15 years of 
age. The next stage in the education system is retention, which enables opera-
tionalisation of other stages like recall, recognition and application. Retention of 
learning in the adult literacy programme also ensures success of such programmes. 
Poor retention of learning in adult literacy programmes affects the adult literacy 
rate and results in decreasing all efforts of adult literacy programmes. Thus, reten-
tion is the most important factor in adult literacy programmes. It is of paramount 
importance to study the factors that influence higher retention rate among learners 
in adult literacy programmes, numerous factors responsible for retention among 
neo-literate in the learning campaign.

The purpose of the study was to identify the relationship between the demo-
graphic profile of a learner and retention of learning in adult literacy programmes. 
To achieve this objective, the following sub-objectives were designed:

1. To identify the relationship between sociological factors (gender, age, marital 
status, previous educational status and highest education in family) and 
retention of learning in adult literacy programmes.

2. To ascertain the relationship between economic factors (employment status, 
major family occupation and family income) and retention of learning in 
adult literacy programmes.
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3. To assess the relationship between learning factors (regular attendance, 
availability of learning resources and self-motivation level) and retention of 
learning in adult literacy programmes.

Methodology

Research Design and Sample Design: Descriptive/diagnostic research design 
was adopted for the study with simple random sampling.

Sample Area and Sample Size: The study was conducted in Uttarakhand, 
an Indian state which was created in 2000. As a sample area, two districts were 
selected, i.e., Udham Singh Nagar (US Nagar) and Champavat. US Nagar was 
selected for the obvious reason of having the lowest literacy rate among the 13 
districts in the state and Champavat has the highest disparity between the male 
and female literacy rates. Champawat and US Nagar comprise four blocks and 
seven blocks respectively. One block of each district was selected and five villages 
of each district were selected

Table 1. Population of sample villages

Champawat; Block Barakot Udham Singh Nagar; Block Bajpur
Villages Population Villages Population

Raighaon 1257 Bajpur 5746
Barakot 1122 Barhani 5662
Kakrah 969 Bannakhera 5660
Baira Badwal 777 Chakarpur 5464
Sigda 772 Maheshpura 5328

Source: www.censusindia.gov.in/handbookPartAChampawat/ and www.censusindia.gov.in/hand-
bookPartAUdhamsinghnagar/

The survey was conducted with the use of a structured questionnaire given to 
292 learners in order to collect data of learner profile. The required information 
was segmented into three measured factors as socioeconomic factors, economic 
factors and learning factors.

Testing Method was used to analyse the retention level of learners, a simple test 
of learning was administered to 292 learners, containing three sections, i.e., read-
ing, writing and arithmetic. The same test was administered to the 292 learners 
twice with an interval of 30 days. The test contained 30 questions pertaining to the 
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recent lessons. The tests paper was prepared in collaboration with the volunteering 
teachers of the adult literacy programmes. The respondents were divided into three 
groups according to the percentage marks obtained, i.e., low scores comprising 
marks under 40%; average scores comprising marks between 40% and 60%; and 
high scores comprising marks over 60%.

Data Analysis and Interpretation

A. Survey Method
Profiles of 292 learners were collected through the survey method and its was 

observed in the socio-economic profile of the learner that there were more female 
participants (78%) than the male participants in the adult literacy program (cf., 
Table2). The survey revealed that married participants were more concerned about 
their literacy, the motivation level of school drop-outs was equal to that of the 
illiterate.

The survey showed that there were more unemployed people and agricultural 
labourers participating in the program An interesting finding of the survey 
was that a  few learners the high income group (annual income more than Rs 
10,000,000) also participated in the program. The learners attended the classes on 
the regular basis. The survey revealed a very interesting fact related to the motiva-
tion level of the learners, i.e., they were motivated enough to attend the program.

Table 2. Learner Profile

Socio-Economic 
Factors Options Number of 

Respondents % of Respondents

Gender Male 64 22%

Female 228 78%

Age >15–25 85 29%

>25–35 88 30%

>35–45 61 21%

>45–55 35 12%

>55 23 8%

Marital Status Married 237 81%

Unmarried 55 19%
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Socio-Economic 
Factors Options Number of 

Respondents % of Respondents

Previous Educa-
tional Status

Illiterate 161 55%

Drop-out 131 45%

Highest education 
in family

Illiterate 12 4%

Up to 5th grade 50 17%

6th – 8th grade 55 19%

9th – 10th grade 64 22%

11th – 12th grade 70 24%

> 12th grade 41 14%

Economic Factors Options Number of 
Respondents % of Respondents

Employment 
Status

Unemployed 216 74%

Employed 76 26%

Major Family 
Occupation

Farming 61 21%

Agricultural Labor 105 36%

Non-Agricultural Labor 50 17%

Business 76 26%
Family Annual 
Income

up to Rs 50,000 111 38%

Rs. 50,000 – Rs 
5,000,000

91 31%

Rs. 5,000,000 – Rs. 
10,000,000

58 20%

>Rs. 10,000,000 32 11%

Learning Factors Options Number of 
Respondents % of Respondents

Attendance Attend classes daily 
during the week

55 19%

Attend 5 classes a week 61 21%

Attend 4 classes a week 55 19%

Attend 3 classes a week 53 18%

Attend 2 classes a week 35 12%

Attend 1 class a week 32 11%

Willingness to 
continue learning 
beyond basic 
literacy

Yes 164 56%

No 128 44%
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Learning Factors Options Number of 
Respondents % of Respondents

Availability of Le-
arning Resources

Adequately Available 96 33%

Marginally Available 114 39%

Least Available 82 28%

Motivation Level Highly Motivated 105 36%

Averagely Motivated 152 52%

Least Motivated 35 12%

B. Testing Method
To understand the retention level of the learners in the adult education program, 

two tests with the same questions, in the interval of 30 days, were administered. Test 
Score I represents the percentage marks obtained by the respondents for the test 
administered immediately after a lesson, whereas Test Score II represents percentage 
marks obtained by the respondents for the test administered 30 days after a lesson. 
The respondents’ percentage marks were grouped in three categories, i.e., low, aver-
age and high, representing marks obtained ‘under 40%’, ‘from 40% to 60%’ and ‘over 
60%’. Table 3 presents the number and percentage of the respondents for each of the 
three factors bifurcated as per the percentage marks obtained category-wise.

The research revealed that 64% of the male respondents and 49% of female 
respondents scored high marks in the second test whereas only 6% of the female 
respondents and 47% of the male respondents were able to score high marks in 
the second test. This data reveal that the female respondents were not able to retain 
the learned lesson, which may be caused either by the unattractiveness of study 
material or other family assignments. The same sort of difference in test score 
I and test score II was observed in most of the measuring factors such as age group 
between 15 and 25 years, school drop-outs, employed, unemployed, agricultural or 
nonagricultural laborers, learners who attended the maximum number of classes 
or learners who attended the minimum number of classes and those who are 
highly motivated or those who are less motivated.

ANOVA was used to analyse data for each factor with the two test scores. 
The ANOVA computation of socio-economic factors with two test scores. The 
calculated value of F-ratio is greater than the table value for each of the factor 
at 95% confidence level, which signifies that the null hypothesis is rejected and 
alternative hypothesis is accepted. Thus, it is concluded that there is a significant 
relationship between the sociological factors of retention of learning in adult 
literacy programmes.
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Table 4. ANOVA analysis

Social Factors  Sum of 
Squares df Mean 

Square

F-Ratio 
(Calcu-
lated)

F-Ratio 
(Table 
Value)

Sig.

G
en

de
r

Test 
Score I

Between Groups 95.916 1 95.916 437.326 3.8415 0
Within Groups 63.604 290 0.219
Total 159.521 291

Test 
Score 
II

Between Groups 39.225 1 39.225 104.327 3.8415 0
Within Groups 109.035 290 0.376
Total 148.26 291

A
ge

Test 
Score I

Between Groups 118.185 4 29.546 205.143 2.3719 0
Within Groups 41.336 287 0.144
Total 159.521 291

Test 
Score 
II

Between Groups 118.172 4 29.543 281.794 2.3719 0
Within Groups 30.089 287 0.105
Total 148.26 291

M
ar

ita
l S

ta
tu

s

Test 
Score I

Between Groups 27.495 1 27.495 60.395 3.8415 0
Within Groups 132.025 290 0.455
Total 159.521 291

Test 
Score 
II

Between Groups 80.516 1 80.516 344.669 3.8415 0
Within Groups 67.745 290 0.234
Total 148.26 291

Pr
ev

io
us

 E
du

ca
tio

n Test 
Score I

Between Groups 96.403 1 96.403 442.928 3.8415 0
Within Groups 63.118 290 0.218
Total 159.521 291

Test 
Score 
II

Between Groups 96.244 1 96.244 536.583 3.8415 0
Within Groups 52.016 290 0.179
Total 148.26 291

H
ig

he
st

 F
am

ily
 E

du
-

ca
tio

n

Test 
Score I

Between Groups 133.906 5 26.781 299.029 2.2141 0
Within Groups 25.614 286 0.09
Total 159.521 291

Test 
Score 
II

Between Groups 134.317 5 26.863 551.032 2.2141 0
Within Groups 13.943 286 0.049
Total 148.26 291
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Economic Factors

Em
pl

oy
m

en
t S

ta
tu

s Test 
Score I

Between Groups 96.326 1 96.326 442.036 3.8415 0
Within Groups 63.195 290 0.218
Total 159.521 291

Test 
Score 
II

Between Groups 49.168 1 49.168 143.892 3.8415 0
Within Groups 99.093 290 0.342
Total 148.26 291

M
aj

or
 F

am
ily

  
O

cc
up

at
io

n

Test 
Score I

Between Groups 128.647 3 42.882 400.025 2.6049 0
Within Groups 30.873 288 0.107
Total 159.521 291

Test 
Score 
II

Between Groups 106.961 3 35.654 248.628 2.6049 0
Within Groups 41.3 288 0.143
Total 148.26 291

Fa
m

ily
 A

nn
ua

l 
In

co
m

e

Test 
Score I

Between Groups 112.928 3 37.643 232.679 2.6049 0
Within Groups 46.592 288 0.162
Total 159.521 291

Test 
Score 
II

Between Groups 122.689 3 40.896 460.598 2.6049 0
Within Groups 25.571 288 0.089
Total 148.26 291

Learning Factors 

A
tte

nd
an

ce

Test 
Score I

Between Groups 138.79 5 27.758 382.942 2.2141 0
Within Groups 20.731 286 0.072
Total 159.521 291

Test 
Score 
II

Between Groups 129.779 5 25.956 401.664 2.2141 0
Within Groups 18.481 286 0.065
Total 148.26 291

W
ill

in
gn

es
s t

o 
co

n-
tin

ue
 le

ar
ni

ng
 b

ey
on

d 
ba

si
c 

lit
er

ac
y

Test 
Score I

Between Groups 99.426 1 92.313 149.351 3.8415 0
Within Groups 68.295 290 0.196
Total 167.721 291

Test 
Score 
II

Between Groups 49.168 1 59.168 391.287 3.8415 0
Within Groups 99.093 290 0.142
Total 148.26 291

Av
ai

la
bi

lit
y 

of
 R

e-
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Test 
Score I

Between Groups 108.545 2 54.272 307.689 2.9957 0
Within Groups 50.976 289 0.176
Total 159.521 291

Test 
Score 
II

Between Groups 102.818 2 51.409 326.945 2.9957 0
Within Groups 45.442 289 0.157
Total 148.26 291
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The ANOVA computation of economic factors with two test scores. The 
calculated value of F-ratio is greater than the table value for each of the factors 
at 95% confidence level, which means that the null hypothesis is rejected and 
alternative hypothesis is accepted. Thus, it is concluded that there is significant 
relationship between the economic factors of retention of learning in adult literacy 
programmes. The ANOVA computation of economic factors with two test scores. 
The calculated value of F-ratio is greater than the table value for each of the factors 
at 95% confidence level, which means that the null hypothesis is rejected and 
alternative hypothesis is accepted. Thus, it is concluded that there is a significant 
relationship between the learning factors of retention of learning in adult literacy 
programmes.

Conclusion

It is evident from the findings that economic factors play a pivotal role in reten-
tion of learning in adult literacy programmes. The better the economic condition 
of the respondent and their family, the better the retention of learning. Similar 
reading is reflected through socio-economic factors like employment status. Thus, 
it may be suggested that adult literacy programme has to be designed in a manner 
that helps the respondents improve their economic condition. Moreover, reten-
tion is also affected by several other factors such as teachers, teaching resources, 
teaching process, application of learning, etc. Socio-economic factors are mostly 
unchangeable, whereas economic factors and learning factors can be improvised 
in a manner to improve retention of learning in adult literacy programmes.

The adult literacy programme need to address the more important question of 
the learners, “what’s-in-it-for-me”. This is prominently related to their economic 
status. Establishing the link between literacy and economic activity of the learners 
will keep them motivated and improve the retention level. Skill development les-
sons linked to literacy lessons may add plenty of value propositions for the learn-
ers. Once the economic benefit of learning and literacy is understood well by the 
learners, retention of learning in adult literacy programmes will occur naturally. In 
order to improve retention of learning in adult literacy programmes, adult learners 
learn by discussing, applying and sharing knowledge through group discussion. 
Learners need to be involved in formal group discussion forums under the super-
vision of teachers. This would enable the learners to discuss various lessons among 
themselves, which would help them to retain knowledge for a longer period of 
time. Learning by doing is another way of retaining the knowledge gained in the 
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classroom, which has to be applied in practice to ensure that the knowledge is 
retained for a longer period of time. Finally, teaching others is the most powerful 
tool to retain knowledge gained in a lesson. Involving learners in teaching new 
students allows them to retain learning permanently. It also encourages them to 
learn and increases their confidence and motivation levels.

It is a well-known fact that continuing education ensures retention of learning 
for a longer period of time. It is recommended to devise advanced courses linking 
to the learner’s economic activities, beyond the basic literacy programmes. The 
availability of advanced curriculum would motivate learners to pursue education 
beyond basic literacy. More and more learners taking up advanced courses will 
resolve the problem of retention of basic literacy.

References
Salihu, L., & Aro, M. (2018). Children with learning difficulties in mathematics: Relating 

mathematics skills and reading comprehension. Issues in Educational Research, 28(4), 
1024–1038.

Dukynaitė, R., & Dudaitė, J. (2017). Influence of school factors on students’ sense of school 
belonging. The New Education Review, 47(1), 39–52.

Fincher, M. (2010). Adult student retention: A practical approach to retention improve-
ment through learning enhancement. The Journal of Continuing Higher Education, 
58(1), 12–18.

Ocak, G. (2010). The effect of learning stations on the level of academic success and 
retention of elementary school students. The New Educational Review, 21(2), 146–157.

Comings, J.P. (1995). Literacy skill retention in adult students in developing countries. 
International Journal of Educational Development, 15(1), 37–45.

Quigley, B.A., & Uhland, R.L. (2000). Retaining adult learners in the first three critical 
weeks: A quasi-experimental model for use in ABE programs. Adult Basic Education, 
10(2), 55.

Alhassan, A.M. (2012). Factors affecting adult learning and their persistence: A theoretical 
approach. European Journal of Business and Social Sciences, 1(6), 150–168.

Ritter, F.E., Baxter, G., Kim, J.W., & Srinivasmurthy, S. (2013). Learning and retention. The 
Oxford handbook of cognitive engineering, 125–142.

Combs, A.K. (2015). The Factors Affecting the Retention of Adult Basic Education Teachers 
in Kentucky.

Karuppaiyan, S. (1998). A study on retention of literacy among the neo literate of total 
literacy campaign in Pudukkottai District Tamilnadu.

Spivey, T.M. (2016). Examining Barriers to Retention of Adult Learners in Rural Education 
Programs.



The Development  
of a Home Cognitive Stimulation Package   

for 2–3-Year-Old Children

DOI: 10.15804/tner.2019.55.1.17

Abstract
The presented study aimed to develop a  cognitive stimulation package for 
2–3-year-old children and examine the effectiveness of the product in facilitat-
ing children’s cognitive development at home. The study consisted of six phases, 
namely analysis, design, prototype development, formative evaluation, imple-
mentation, and summative evaluation. The analysis phase of this study involved 
147 mothers and 3 experts. The participants in the formative evaluation phase 
consisted of 10 mothers, while the participants in the implementation and 
summative evaluation stages consisted of 20 mothers. The results of the experts’ 
and target users’ assessments suggest that the cognitive stimulation package 
developed in this study is valid and practical. In addition, the stimulation pack-
age has also been proven effective in facilitating the cognitive development of 
2–3-year-old children at home.

Keywords: cognitive stimulation, childcare, children’s games

Introduction

A number of studies have reported substantial contribution of the environment 
to children’s cognitive development (Grantham-McGregor et al., 2007; Zheng, 
Rijsdijk, & Arden, 2018). Family is closest to children. Parents, especially mothers, 
serve as the main actor who is responsible for children’s care and protection at 
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home. Mc Coy et al. (2018) assert that it is important for parents to surround 
their children with adequate stimulation. If the stimulation process does not occur 
adequately, children’s cognitive growth may be hindered. Consequently, children’s 
potentials cannot develop optimally (Walker, Wachs, Gardner, Lozoff, et al., 2007).

The empirical proof has underlined the importance of cognitive stimulation 
at home, especially in facilitating children’s cognitive development at their first 
three years of life. Therefore, a conceptual framework can be built based on the 
assumption that a  home environment, which surrounds children during the 
first three years of their life, could affect the children’s cognitive growth. Home 
environment which is closest to the children needs modification so that adequate 
stimulation can be provided to assist children in developing their cognitive ability. 
Mothers, who play a major role in childcare, are required to possess sufficient skills 
to conduct positive activities to stimulate their children’s cognitive development. 
Likewise, the findings of Ambarwati, Yahya, & Sutanto (2015) suggest that exem-
plary parenting skills will help parents carry out their responsibilities accurately, 
which results in proper growth of potentials in children.

Cognitive stimulation provided in early childhood should not be filled with 
mere knowledge, as in the case of adult education. Instead, children need to be 
given a  lot of opportunities to explore their surrounding world through their 
senses so that they can recognize, distinguish, compare, and feel what lies in 
front of them or what exists in the environment. Accordingly, as summarized by 
Khadijah (2016), auditory, visual, kinesthetic, tactile, arithmetic, and geometric 
stimulation is imperative.

Interventions to the provision of cognitive stimuli for children need to be 
designed. Several efficacy tests and program evaluations have proven the benefits 
of home visiting strategies and/or center-based training, including efforts to 
improve mothers’ skills and knowledge for children’s development (Walker, 2010). 
Based on that, the presented study was intended to develop a cognitive stimulation 
package for 2–3-year-old children.

Research Methodology

The study was designed as a Research and Development study employing the 
Content Development Process (CDP). It was conducted at six stages, i.e., analysis, 
design, prototype development, formative evaluation, product implementation, 
and summative evaluation (Gustafson, 1981). The detailed design of the research 
is presented in Table 1.
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Table 1. The phases and subjects of the research

Phase Aim Research Activities Research 
Subject

Analysis To analyze data Distribute the questionnaire 147 mothers

Design

To generate a cog-
nitive stimulation 
package

Perform theoretical and task analyses to 
determine the structure of the package, 
identify ideas for stimulation activities, 
materials/tools that are needed as well as 
methods to prepare the materials or carry 
out the activities

Prototype 
Development

To produce an 
initial prototype 
of the package

Organize various ideas for stimulation 
activities and arrange them in the form of 
a package

Formative 
Evaluation

To generate 
a valid prototype 
of the package

Invite experts to validate the package 3 experts

To generate 
a practical 
prototype of the 
package

Conduct a test on target audience 10 mothers

Product Imple-
mentation

To try out the 
valid and practical 
package

Parents implemented stimulation activities 
in the package on their children

20 mothers

Summative 
Evaluation

To generate an 
effective cogni-
tive stimulation 
package

Analyze the accomplishment of the target 
level of the children’s cognitive development 
(before and after accepting the stimulation)

20 children

The participants in the analysis phase consisted of 147 mothers, who were 
selected in a purposive way. The formative evaluation phase involved 10 mothers, 
while the implementation phase involved 20 mothers, who were randomly selected 
from a group of mothers who had a 2–3-year-old child. The summative evaluation 
subject consisted of 20 children, who had received stimulation.

To answer the research problems, a questionnaire and a checklist were designed. 
The questionnaire contained 30 open-ended statements with four alternative 
answers, which referred to the theories and previous research findings related to 
children’s cognitive development, such as Brooks, (2011); Khadijah (2016); and 
the Ministry of Education (2007). The questionnaire that was used to collect the 
experts’ responses on the prototype consisted of 35 items. These items covered the 
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aspects of the development foundation, language, the appropriateness of the stimu-
lation, children’s cognitive development stages, and the characteristics or principles 
of the stimulation program. The questionnaire used to examine the validity of the 
checklist consisted of 4 items. These items helped the experts (validators) examine 
the clarity of the instructions, the conformity of cognitive development indicators 
with children’s cognitive ability that was going to be evaluated, and the conformity 
of stimulation purposes with the activities. The target audience responses were 
collected using a questionnaire that elicited the readability, appeal, and clarity of 
the instructions, and the safety of the package used during the stimulation process. 
The checklist used consisted of indicators of the cognitive development of children 
aged 2–3 years (Ministry of Education, 2002).

The effectiveness of the package was evaluated through the difference found 
in the children’s cognitive achievement. The difference was interpreted using 
N-gain analysis and then categorized into one of the following criteria: low (0.00< 
g < 0.30); medium (0.30 ≤ g < 0.70); high (0.70 ≤ g ≤ 1). The significance of the 
difference between the children’s cognitive achievement before and after the 
intervention was examined through hypotheses testing and paired sample t-test 
analysis.

Research Findings

Needs Analysis for the Development of the Child’s Cognitive Stimulation 
Package
The data collected show that the participants had a low awareness of what was 

needed to promote the child’s cognitive development (66.67% were in the low 
category and 33.33% were in the high category). The findings related to the aspects 
of the child’s cognitive development are presented in Table 2.

Table 2. Mothers’ awareness of the aspects of cognitive development

Auditory Visual Kinesthetic Tactile Arithmetic Geometric

Mean 19.05 9.97 13.64 7.41 7.80 14.71

Median 19 10 13 7 7 14

Mode 18 10 12 6 7 15
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The Description of the Child’s Cognitive Stimulation Package
In the prototype development phase, two units were generated, a guidance book 

and a manual. The details of this two-unit package are shown in Table 3.

Table 3. The descriptions of the child’s cognitive stimulation package

Unit Components Content
The Cognitive 
Stimulation 
Guidance Book

Rationale The empirical proof of parents’ role as the main supporter 
of their children’s cognitive development

Supporting 
theory

The explanations of children’s cognitive development 
theories

Benefits The explanations of the activities in the package
Impacts An overview of the child’s cognitive achievement
Specifications The explanations of the direction and scope of ideas in the 

package
Strengths Information on the strengths of the package
Instructions An overview of activities performed to accomplish the 

stimulation process
The Cognitive 
Stimulation 
Manual

Package 1 Each contains 11 stimulation activities
Package 2
Package 3

Validity and Practicality of the Child’s Cognitive Stimulation Package
The results of the experts’ validation and a test administered to the target users 

showed that the initial package prototype was very valid (3.41) and very practical 
(3.58). The findings on the validity and practicality of the initial package prototype 
are presented in Tables 4 and 5.

Table 4. The results of the validity test

No. Aspect Average Criteria
1 The foundation of the product development 3.29 Very Valid
2 Language 3.33 Very Valid
3 The conformity of the package to the 2–3-year-old child’s 

cognitive development needs
3.46 Very Valid

4 The conformity of the package to the 2–3-year-old child’s 
cognitive development stages

3.43 Very Valid

5 The conformity of the package to the 2–3-year-old child’s 
stimulation program characteristics

3.33 Very Valid
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No. Aspect Average Criteria
6 The conformity of the package to the principles of the 

2–3-year-old child’s stimulation program development
3.67 Very Valid

Total 3.41 Very Valid

Table 5. The results of the practicality test

No. Aspect Average Criteria
1 The font size is proportional and visible 4.00 Very Practical
2 The font type is appropriate so the content is readable 4.00 Very Practical
3 The layout is in harmony 3.80 Very Practical
4 The color is well-selected and it helps clarify the content 3.40 Very Practical
5 The appearance is attractive 3.60 Very Practical
6 The sentences are understandable 3.30 Very Practical
7 It is easy to understand the methods of preparing the envi-

ronment for play
3.40 Very Practical

8 It is easy to understand the methods of playing or the 
instructions to play

3.50 Very Practical

9 It is easy to prepare the environment for play 3.20 Practical
10 It is easy to provide the proposed stimulation 3.00 Practical
11 The materials/tools used are easy to find 4.00 Very Practical
12 The materials/tools used are safe for children 3.70 Very Practical
13 The stimulation is safe for children 3.70 Very Practical

Total 3.58 Very Practical

The Effectiveness of the Child’s Cognitive Stimulation Package
The children’s cognitive achievement after receiving cognitive stimulation from 

their mothers is presented in Table 6.

Table 6. The cognitive achievement of the 2–3-year-old children

Indicator Data Scores Gain N-Gain Interpre-
tation

Able to mention surrounding 
objects

Pretest 22.50 14.00 0.80 High

Post-test 36.50

Able to classify similar 
objects

Pretest 25.50 12.50 0.86 High
Post-test 38.00
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Indicator Data Scores Gain N-Gain Interpre-
tation

Able to classify objects with 
circular shape

Pretest 25.50 12.00 0.83 High
Post-test 37.50

Able to classify objects with 
square shape

Pretest 23.50 13.50 082 High
Post-test 37.00

Able to differentiate sizes: big 
and small

Pretest 23.50 14.00 0.85 High

Post-test 37.50
Able to distinguish sounds Pretest 23.50 12.50 076 High

Post-test 36.00
Able to distinguish flavors Pretest 22.00 13.00 0.72 High

Post-test 35.00
Able to distinguish scents Pretest 22.00 15.50 0.86 High

Post-test 37.50
Able to repeat/count num-
bers 1–5 (without recogniz-
ing the concept)

Pretest 22.50 13.50 0.77 High

Post-test 36.00

Able to classify at least 2 
colors

Pretest 22.00 17.00 0.94 High
Post-test 39.00

Total Pretest 232.50 137.50 0.82 High
Post-test 370.00

The effectiveness of the package in supporting the children’s cognitive develop-
ment is presented in Table 7.

Table 7. The effectiveness of the stimulation package in supporting the 2–3-year-old 
children’s cognitive development

Paired Differences

t df Sig. 
(2-teiled)Mean

Std. 
Devia-

tion

Std. 
Error 
Mean

95% Confidence 
Interval of thte 

Difference
Lower Upper

Pair 1 Pretest – 
Postest achieve-
ment of cognitive 
development

-6.8750 1.4037 .3139 -7.5320 -6.2180 -21.903 19 .000
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Discussion

Needs for the Development of the Child’s Cognitive Stimulation Package
The research finding presented in the earlier section has shown that there are 

a number of mothers who are not fully aware of their children’s needs to develop 
their cognitive ability. Therefore, there is a chance that the children may receive 
minimum cognitive stimulation as they grow. This result is in line with that found 
by Grantham-McGregor et al. (2007), who stated that many children under five 
years of age in the developing countries were exposed to various risks that could 
affect their cognitive development. As stated by Balck et al. (2017), affordable 
activities that can be done at home, such as story-telling, singing, playing with the 
household stuff are able to provide children with experiences that encourage their 
early development stages. Similarly, Dauch, Imwalle, Ocasio, & Metz (2018) point 
out that parents need to pay attention to the following aspects of home environ-
ment: influences from individuals surrounding the children, sensory stimulation, 
objects, as well as the playground flexibility and safety.

Therefore, it is necessary to design an intervention to improve the mother–
children interactions that can support children’s cognitive development because 
in Indonesian contexts research in cognitive domain is mainly focused on adult 
learners (Sultan, Rofiuddin, Nurhadi, & Priyatni, 2017 & 2018). The intervention 
design can be formulated in a guidance book of children’s cognitive stimulation. In 
accordance with this finding, Black et al. (2017) state that there is an urgent need 
to increase mothers’ participation in children’s early stages of learning.

The Characteristics of the Child’s Cognitive Stimulation Package
The child’s cognitive stimulation package for 2–3-year-old children developed 

in this study has several characteristics:
First, stimulation is provided comprehensively. The significance of this comprehen-

sive stimulation has been outlined by Baker-Henningham & Boo (2010), who claim 
that the child’s development is multidimensional; it covers the cognitive-language, 
sensory-motor, and socio-emotional domains, which are all dependent on each 
other. The substance of this characteristic is that each activity can stimulate more 
than one aspects of the child’s development. This particular substance is illustrated 
in stimulation activities which are not oriented to the cognitive aspect only, but also 
to the combination of the sensory-motor activities that involve the child’s motor 
skills and verbal interactions. The child’s socio-emotional development.

Second, stimulation is provided based on age. Children entering this age group, 
according to Piaget, will encounter a conceptual thinking period or symbolic 
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thinking, which allows them to construct simple concepts; they begin to classify 
objects into a particular group based on their similarity. The essence of this char-
acteristic is that each stimulation activity is developed based on the 2–3-year-old 
child’s cognitive growth. The stimulation activities involve the use of the child’s 
sense and concrete objects. The activities also encourage the child to participate 
directly in them, so the stimulation focuses more on the process. As a result, the 
child is given an opportunity to obtain real learning experiences through vari-
ous games that can help him/her to explore, manipulate, and respond to stimuli 
from the environment in a constructive way. As the child learns to organize the 
information she/he has collected, she/he will be more able to classify objects into 
a particular group based on their similarity (Piaget & Inhelder, 1969).

Third, stimulation involves the mother’s interaction as the main support of the 
child’s play activities. Research findings that highlight the importance of the 
mother–child interaction in a stimulation process are reported by Jeon, Peterson, 
& DeCoster (2013), who proved that parents’ support is very beneficial for toddlers 
(aged 14 months or more) to develop their cognitive ability. In addition, a study 
showed that a relationship built earlier by the mother is the main agent that can 
determine the child’s growth, which as a result influences the child’s cognitive 
achievement in the future (Zeman, Cassano, Perry-Parrish, & Stegall, 2006). The 
entity of this characteristic of stimulation has been designed to help mothers 
accompany their children to play so that the mother–child relationship can be 
established not only for the sake of the children’s cognitive development, but also 
for their socio-emotional and physical-motor growth.

Fourth, the stimulation package guides mothers to provide stimulation for their 
children. The substance of this characteristic is that the stimulation package 
contains guidance for mothers as the target users to provide correct cognitive 
stimulation so that they are able to avoid errors that can harm the child’s cognitive 
growth.

The Effectiveness of the Child’s Cognitive Stimulation Package
The results of the N-gain analysis showed that there was a difference in the 

children’s cognitive achievement after receiving stimulation from the package 
developed in this study (gain = 137.50). The gain scores of the children’s cogni-
tive achievement for all the indicators (n-gain = 0.82) were categorized as high  
0.70 ≤ g ≤ 1).

Statistical analysis of the effectiveness of the package showed t-calculated of 
21.903 with sig. 0.0000, hence Ho was rejected (sig.<0.05). Thus, it can be con-
cluded that there is a significant difference between the children’s early cognitive 
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performance before the intervention and their cognitive achievement after receiv-
ing the intervention. In other words, the package has been proven effective in 
supporting the children’s cognitive development.

According to these findings, it is obvious that the cognitive stimulation package 
developed in this study is effective in supporting the cognitive development of 
2–3-year-old children at home. This effect is considered to result from the char-
acteristics of the package that was designed comprehensively based on the char-
acteristics of children aged 2–3 years. The comprehensiveness of the package also 
reflects the mother’s role as the main supporter of her children’s playing activities 
and as the main actor providing stimulation that does not limit children but allows 
them to pick their own toys and to receive compliments/awards/reinforcement.

The cognitive stimulation package developed in this study has been proven 
effective in supporting children’s freedom to explore dominant parenting behav-
iors that are normally practiced in European and American families. Therefore, 
the stimulation package has potentials to be used widely to facilitate the cognitive 
development of children aged 2–3 years old at home.

Conclusions

The home cognitive stimulation package for 2–3-year-old children developed 
in this study is valid according to the experts and the target users. Empirically, this 
package has been reported effective in facilitating 2–3-year-old children’s cognitive 
development. This stimulation package contains practical steps that can guide 
mothers to provide their children with positive cognitive stimulation. Therefore, it 
is strongly recommended for mothers to apply this cognitive stimulation package 
at home.
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Abstract
The article explores the key issues and needs of families of participants in 
anti-terrorist operation (ATO). The article defines and characterizes several 
types of families of ATO participants, who took part in an interview. Based on 
in-depth interviews and further analysis, the authors identified four categories 
of problems of these families, e.g., psychological, financial, legal, and problems 
with raising children. It was determined that violations of the life of the families 
whose members were ATO participants were caused not only by family-specific 
problems but also by several other factors. Based on the identified specific 
problems, the authors identified the main needs of the families of the members 
of antiterrorist operations.

Keywords: families of participants of anti-terrorist operation (ATO), psycholog-
ical problems, financial problems, problems with paperwork, problems with the 
upbringing of children, needs of family members of ATO participants

Introduction

The military conflict in Eastern Ukraine has caused profound changes and 
affected all spheres of the life of citizens, and society as a whole. This is especially 
true of the families of combatants, as during the stay of one family member in the 
ATO zone, their close relatives appeared under the influence of external and inter-
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nal stress factors that disrupt the normal life cycle and balance of the family and 
put their members in a vulnerable position. Thus, the families of ATO participants 
need social support and assistance.

The problem of social support for the families of ATO participants is becoming 
increasingly urgent today.

Research problem and Focus
A number of foreign social scientists (J. Judy, J. Cooper, M. Chartrand, D. Frank, 

T. Shope, J. Mancini) has studied the consequences of the stay of a family member 
in a war zone, noting that family members of combatants are in a stressful situa-
tion during the stay of one of the family member in the war zone and are exposed 
to negative impacts.

Several foreign researchers (C. Taylor, M. Ross, J. Wood, G. Harb, K. Lynch, D. 
Rubin, 2015) argue that both children and adults who are the family members of 
combatants have problems during the absence of their fathers. Children adopt 
more risky behavior, become more aggressive, disobedient, and early begin to 
assert themselves. The researchers also noted that children are at high risk even 
after the returning of their fathers, which is indicated by the increase in stress in 
families during the stay of combatants in the war zone and after their return home.

This is also the opinion of another foreign researcher, J. Buehrle (2014), who 
notes that school-age children whose parents are in the war zone are more likely 
to of develop behavioral problems. In addition to the research, the author argues 
that a family member’s stay in the area of military conflict has a negative impact 
on the career of the other the spouse, because they are in constant stress, anxiety, 
and are forced to fulfil all the requirements of the family.

According to other studies (K. Iverson, D. Vogt, M. Dichter, S. Lou, 2015), the 
wives of war veterans exposed to sexual violence from men have post-traumatic 
stress disorder, depression and other mental health disorders. There are other 
studies of post-traumatic stress disorder in individuals exposed to military trauma 
(I. Reuveni, O. Bonne, R. Giesser, T. Shragai, G. Lazarovits, , M. Isserles, S. Schreiber, 
A. Bick, N. Levin, 2016).

In their study, K. Maguire and E. Parcell (2015) examine the concept of over-
coming paradoxes in military families during deployment military actions. They 
identified six paradoxical combinations of individual stress factors and strategies 
to overcome them for wives whose husbands were at war. The majority of foreign 
researchers indicate that members of families of servicemen who take part in 
fighting could have problems associated with psychological health, i.e., post-trau-
matic stress disorder, depression, constant stress and undue anxiety and fear.
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Research Methodology

In the study, we conducted a series of in-depth interviews with members of 
families of ATO participants. The purpose of the interviews was to identify the 
respondents’ major problems and needs, assess the quality of services provided 
by state and public organizations, and proposals of the members of the families 
of ATO participants about the provision of social support. The respondents were 
invited to participate in the interviews through ads posted on social networks as 
well as through personal letters to members of the families of the ATO partici-
pants, and through verbal invitations.

The research interviews with open questions explored available social support 
to this category of families. The list of issues to explore was as follows: the number 
and quality of applications of members of families of ATO participants to the state 
and public organizations; the quality of services received, and level of satisfaction 
of needs, in particular, social support; requests of members of families of ATO 
participants for special social support.

According to the methodology of grounded theory, encoding occurred simul-
taneously with data collection. Initial encoding was open and close to the text, this 
means that the codes were designed to reflect the actions, intentions and meanings 
of the respondents, often using their own words. Further interview encoding 
was the current use of comparative analysis, which made it possible to identify 
such codes into categories. The answers were carefully analyzed and some minor 
changes made.

After initial isolation of the categories, it modified the process of attracting 
participants. To provide the most diverse selection, participants were selected 
according to their ability to explain the specific issues, which had been identified 
in the previous study. This approach is called “theoretical sampling” (Glaser, 
B.G., Strauss, A.L., 2012) and it allows for formulating specific questions for 
interviews.

Research Results

In-depth interviews were held with 47 members of families of ATO participants 
in three regions of Ukraine: Kyiv, Chernihiv, Zhytomyr region.

The interviews began with questions of personal data. The results of this survey 
made it possible to divide the respondents into four groups according to the types 
of families of participants of the antiterrorist operation, which are the following: 
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family members of ATO where one of its members is in the combat zone now 
(55.3%); family members of the antiterrorist operation where one of its members 
returned from the combat zone (25.5%); families where one member is a disabled 
veteran (12.8%); and families of deceased members of ATO (6.4%).

During the interview, we determined that despite the fact that the majority of 
the respondents are members of families of ATO participants where one of its 
members is in the zone of hostilities, the problems they have now are caused by 
the stay of the family member in the war, but the message that he became the par-
ticipant in ATO led to stress, misunderstandings and conflicts in the family. 93.6% 
of the respondents said that when they got the news that their relatives would 
become involved in the fighting, they felt anxiety, worry and fear and had tears in 
their eyes. They did not want to accept this information and let their relatives go 
to war; they felt anger with the country because it endangered the life and health 
of its citizens. However, 46.8% of the respondents took this situation as necessary 
and inevitable. To the question “What was the reaction of all family members to 
the news that one of its members would become a participant in ATO?” the first 
respondent said: “When the war started we knew that my husband would take 
part because he is a military person and a true patriot. That’s why I could not 
forbid him to protect the Homeland”. The second respondent said: “In view of 
the military and political situation in Ukraine, we took this message as calmly as 
possible”.

The situation of the family members of ATO participants who went to war as 
volunteers was different, so according to this, we divided the respondents into 
two groups, which were “for” and “against. About 19.1% of the respondents of the 
first group admitted that it was difficult to make a decision their husband/son/
daughter, but the family did not let them down, supported them and provided with 
all necessary things, at the moment of making a decision. The same question was 
answered by the third respondent in the following way: “My husband had to go 
to the war as a volunteer because our family has financial difficulties”. 34% of the 
respondents were totally against their loved one’s volunteering to fight. The fourth 
respondent said: “I was stressed... The whole family did not understand why he 
wanted to leave us and exposed himself to danger”. Another respondent stated: “All 
members of the family were strongly opposed because my husband had problems 
with his health”. The results of the responses of the second group indicate that the 
family members were trying to put pressure on the future ATO participant and 
to prevent his decision, which usually leads to misunderstandings, disputes and 
conflicts in the family, which causes disintegration of the family even before the 
departure of one of its members to the war zone.
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Our research shows that the majority of the members of the families of the 
ATO participants (57.4%) may not see their loved ones who are in the military 
conflict zone for almost a year. Furthermore, the responsibility for the function-
ing of the family and raising children is passed on to the woman, who is also in 
psychological stress. Consequently, we can say that the life of the members of the 
families of ATO participants changes dramatically when their loved ones become 
combatants. Adult members of such families feel that they have lost their own 
lives, they shift all responsibility to their family. All the duties which the women 
shared with their husbands now have to be done by themselves, so it is difficult 
for them physically and emotionally to adjust to the new changes and perform all 
the household chores, to educate minor children, to care about the sick parents 
and get a job.

According to the abovementioned, we can conclude that all the interviewed family 
members of the ATO participants were in disturbed emotional state. The reason for 
such breach is a traumatic event when one of the family members stays in a combat 
zone. The impact of a traumatic event upsets the balance in the family and puts all 
family members in a vulnerable position, which is manifested in increased tension, 
anxiety and emotions. The family members who stay at home without emotional 
contact and support from the close person become mentally burnt out.

Therefore, almost all the respondents (95.7%) said that during the stay of one 
of the family members in the combat zone they lived in constant nervous and 
psychological tension, stress, fear, they felt anxiety and constantly anticipated the 
news that could ruin their lives. 44.7% of the respondents observed psychological 
unpreparedness for independent problem-solving, lack of self-confidence and 
feeling of hopelessness. The feeling of psychological exhaustion, nervousness and 
insomnia increases the foregoing.

In the study, we found that the children of the families of ATO participants 
are also exposed to traumatic events related to the participation of the father in 
fighting actions. The need for emotional intimacy between father and children 
is not fully satisfied, also we could see the lack of symptoms of positive feelings 
towards themselves and towards others, lack of tenderness, gentleness, parental 
warmth and love. The child in such a family periodically or continuously lives in 
conditions of incomplete and blocked family communication.

76.6% of the children of the families of ATO participants observed a sense of 
alarm for the life of the father; they missed him and were waiting for meeting with 
him, but at the same time, felt abandoned and became angry and aggressive.

The obtained results showed that the children of the families of the ATO 
participants no longer perceived adults as guarantors of their own safety, losing 
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the emotional comfort that the family traditionally had provided. This is because 
children often see adult family members helpless and unprotected.

In the course of the study, we determined that when one family member is again 
in the zone of the anti-terrorist operation, all of the above problems only intensify.

About 42.5% of the respondents felt that each time it was harder and harder 
to receive the information about their relatives starting to fight. It aggravated 
resentment, betrayal because they left them again even if they had promised not 
to go. This sensation leads to misunderstandings and conflicts.

Answering the question “What changes have occurred in your and other family 
members’ lives after one of the family members went to the ATO zone again?”, the 
first respondent said: “The children and I felt hurt that he lied to us, did not tell 
the truth, promised not to go to war, but left us again”; the second respondent said: 
“I was completely mortified, I didn’t want anything. I tried to lose myself in work, 
in the family, but in the evening when I stayed alone, I could not hold back the 
tears. It was emotionally hard for me” (at these words, tears).

We noted that the strength and patience of the wives of the ATO participants 
decreased with each passing day waiting for their husbands; there was a feeling 
of passivity, mood swings and depression. Violation of the psycho-emotional 
state, constant feelings of anger, anxiety and depression over a  long period of 
time adversely affect health and lead to its deterioration. The study gave us the 
opportunity to identify the actual problems of the families of the participants in 
anti-terrorist operations, which we divided into four groups (Picture 1):

1) psychological problems (95.7%): increased stress, concern, anxiety, fear, 
anxiety (95.7 %); loneliness (27.7%); deficit of symptoms of positive feelings 
(34.0%); limitations in interpersonal and intra-family interaction (42.5%); 
psychological exhaustion (48.9%); anger, wrath, resentment (29.8%);

2) material problems (80.9 %): the inability and fatigue from independent 
resolving of everyday issues with a family member who stayed home (68.0%); 
unemployment of one of the family members that stayed home (12.8%); 
dependence of the wages of the participants in ATO and the delay of his 
wages (36.2%); the cost of treatment and rehabilitation of the anti-terrorist 
operation, who was wounded, and sick parents, children (19.1 %); lack of 
one’s own housing (17.0%);

3) legal problems (paperwork) (61.7%): obtaining the legal status of “com-
batant”, “war veteran” and “member of the family of the deceased” (44.7%); 
getting financial assistance (40.4%); land (40.4%); housing and monetary 
compensation for housing (38,. %); free treatment and rehabilitation (34.0%); 
rehabilitation and recreation of all family members (57.4%);
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4) problems with сhild-rearing (53.2%): problems with learning at school 
(31.9%); disobedience, no accountability, irresponsibility and the devel-
opment of early autonomy (23.4%); manifestations of aggressiveness and 
protest (19.1%).

 

We found that an important problem of these families is the fear for the safety 
of the family member who is a member of the antiterrorist operation, causing 
anxiety, loneliness, and sadness among all the family members, both adults and 
children.

In the study, we determined that ATO participants come home with revaluated 
life values and changes in the typical responses of the individual. Actually, life for 
the family of ATO participants has also changed because of the new experience of 
independent life, new habits, acquaintances, and friends. That is why the members 
of the family and the combatants may feel that they know little about each other, so 
it is emotionally difficult to establish new interpersonal and intra-family interac-
tions. 31.9% of the respondents said that one of the main problems after returning 
home is difficulties at the household level. It is difficult for the combatants to 
return to routine, and the family members, who had independently solved all the 
problems at home wanted to quickly pass them on because they were emotionally 
and physically depleted themselves.

Despite all the hardships and difficulties after returning of a family member 
home, almost all the respondents (38.3%) said that they were happy their loved 
ones were back alive.

In the study, we determined that 59.6% of the respondents’ have some knowl-
edge about the services to which they are entitled, although the respondents’ 
awareness of the spectrum of possible services is fragmentary, they know a few 

Рicture 1. Actual problems of family members of ATO participants
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of the types of services that they are entitled to: housing and monetary compen-
sation for housing; provision of land; benefits for housing and utilities and fuel 
cost; free treatment and rehabilitation of combatants; free meals in primary and 
secondary schools; free training in higher education institutions; rehabilitation 
and recreation of children, etc. 40.4% of the respondents do not know about their 
rights and entitlements and do not know where to get help, indicating a low level 
of awareness of the members of the families of ATO participants on this issue.

The obtained results give us grounds to assert that at the state level educational 
work is still not carried out with the aim of informing the public about the types 
of social support and social services to eligible members of families of participants 
of the antiterrorist operation.

72.3% of the respondents often sought social support in such state and public 
organizations like “Ukrainian Association of Combatants”, “Kyiv city Union of 
Veterans of ATO”, Center for Family and Children Support, Desnyanskiy District 
in Kyiv, etc.

In the course of the empirical research, we determined that the members of 
the families of ATO participants often approach the state and non-governmental 
organizations for the following types of social support:

− legal support (31.9%), including obtaining assistance and various social 
benefits, such as financial assistance, land plot, recognition of the status of 
“combatant” and “member of the family of the deceased”;

− financial support (61.7%), including obtaining financial assistance, financial 
assistance for burial, medical treatment and rehabilitation, benefits for hous-
ing and communal services, obtaining the land, the purchase of a car; the 
provision of housing and housing improvement;

− socio-pedagogical support (63.8%), including free access to higher education, 
visits to cultural and entertainment events, leisure for children and adult 
family members;

− psychological support (51.1%), including assessment of the emotional state, 
psychological consultations, psychological therapy connected to post-trau-
matic stress disorder, group therapy and self-support groups, psychological 
and spiritual assistance (cf., Picture 2.).

The results suggest that the family members of ATO participants just need the 
aforementioned types of social support.

The quality of the provision of social support for the family members of ATO 
participants is below the average. These results indicate that professionals who 
provide social support do not know the peculiarities of work with this category of 
clients and do not have special training and, therefore, there is a need for training 
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in the area of social support for the ATO participants and their families. According 
to the results, we can say that one of the basic needs of the family members of ATO 
participants is obtaining high quality and skilled social support.

Based on the results of our studies, we have identified the basic needs of family 
members of ATO participants. The summarized results of the basic needs in social 
support are presented in Picture 3.

psychological 

Social  support

vacation and 
recovery for 
whole family

health care 

information 
service and 
paperwork 

financial 
support 

tolerant attitude 
from state 

accommodation

public organization
education for adults 
and childern

Picture 3 The needs of members of families of ATO participants in social 
support

Рicture 2. Types of social support that members of families of 
ATO participants often seek in state and public organizations
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Discussion and conclusion

The obtained results of the in-depth interviews indicate that violations of the life 
of the families of combatants are caused not only by specific family problems but 
also a number of other factors: e.g., anxiety over the life of a family member who 
is in the zone of anti-terrorist operation; uncertainty about the future; uncertainty 
of life prospects; isolation of the family; the weakening of their adaptability in 
social relationships; the inability of families to resolve problems; ATO participants’ 
lack of participation in family life and parenting; problems with education and 
upbringing of children; fatigue; material instability; bad housing; health problems 
of family members.

All the respondents stressed the importance of developing an effective program 
of social support for the families of ATO participants. Their planned criteria and 
indicators of the quality of services allowed us to develop such a program and 
implement it in practice in the use of public organization “Kyiv City Union of Vet-
erans of the ATO”. A comprehensive program of social support of the families of 
ATO participants is based on the specific problems and needs of family members; 
capacity of the institution that provides such support; provision of legal, material, 
psychological and socio-pedagogical support of highly qualified specialists
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Abstract
The article presents the diagnostic and analytical results of the research on 
higher school teachers’ competence at Borys Grinchenko Kyiv University 
(Ukraine). Theoretical and methodological analysis is carried out and the 
content of three competence profiles of lecturers in higher education is 
defined: professional and pedagogical, social and personal, academic, reflect-
ing the main areas of the lecturer’s activity. Diagnostic tools of qualitative 
assessment of teachers’ competence components in each of the profiles 
are developed. The study allowed for revealing the development of certain 
lecturer competences according to the identified profiles: innovative, digital, 
management (professional and pedagogical profile), leadership, civic (social 
and personal profile), research, international cooperation, and scientific PR 
(academic profile). The results of the diagnosis are the basis for the devel-
opment and implementation of a  system of measures for increasing the 
quality and standardization activities of higher education lecturers at the 
institutional, national and European levels. The article provides appropriate 
recommendations.
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Introduction

Social transformations taking place in the whole world and the European coun-
tries, in particular, affect many areas of life and education. These socio-economic 
contexts primarily actualize the development of new professional competences 
of lecturers, reviewing and updating the content of those already acquired. So 
there is a need for a timely diagnosis of these competences. The international 
project №21720008 “Higher school teacher competence in change” (funded by the 
Visegrad Fund and the Ministry of Foreign Affairs of the Kingdom of the Nether-
lands, attended by researchers from Ukraine) aims to solve these tasks. Researchers 
from Poland, the Czech Republic, and Slovakia are also working on defining and 
diagnosing the complex of competences. Therefore, the ultimate goal of the project 
will be achieved through comparative analysis of the nature and condition of the 
competences development in the partner countries, further elaboration of the 
advisory opinions and standardization of lecturers’ activity results.

The first results have been obtained by researchers from Ukraine, i.e., the 
research group from Borys Grinchenko Kyiv University (BGKU). They concern 
the complex of competences of Ukrainian higher school lecturers.

Research Problem and Focus
The problem of defining the essence of both the teacher’s and higher school 

lecturer’s competences is the research subject of many scholars. Analysing this 
question, scholars claim that numerous professional functions performed by 
a lecturer enable consideration of his/her activity as an integral nonlinear system, 
capable of self-organization and development on the basis of an awareness of one’s 
own image and professional identity (Shelton, 1996).

The basis of the methodology of the problem study is the analysis of socio-eco-
nomic contexts in which the higher school lecturer is considered as an executor 
of an important public mission. The paper considers A. King and B. Shnaider’s 
concept of re-orientation of part of global tasks at a local level as a “rapid response” 
to complications that arise in civilized society (King & Shnaider, 1991).

What was important for the definition of methodological foundations of the 
study were analytical materials concerning variable processes taking place in 
the higher education systems of different European countries published by the 
European Commission and titled “Modernisation of Higher Education in Europe: 
Academic Staff 2017” (Crosier at al., 2017).

There are different approaches to defining competences and their classification. 
The range of interpretations and variability of scientific approaches to understand-
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ing competences can be traced in the studies of Ukrainian and foreign scholars. For 
instance, G. Light studied the problem of personality competences development 
in terms of continuous training (Light, 2003); D. Glover and D. Miller studied the 
essence of teachers’ information competences (Glover & Miller, 2006), D. Raven 
characterized the peculiarities of competence expression (Raven, 1984), Ukrainian 
scientists dwelled on the terminological foundations of competence-based educa-
tion, the essence and structure of competences, world experience, key competences 
as an innovative result of education, and competence as a didactic concept.

According to the definition by the European Educational Agency (Training 
Agency): competence is a description of what the person working in the profes-
sional field is capable of. This is a description of the actions, behaviour, and results 
that a person is able to demonstrate (Walters, 1979).

According to L. Holmes, professional competence is associated not only with 
certain actions required for “organizational component of the profession,” but is also 
compiled at the expense of the complex of personal, social and technical factors 
(Holmes, 2017). Professional competence is related to the personal style of a profes-
sional, whose activity is based on their own experience, values, moral qualities, etc.

It should be mentioned that science has no generally accepted approach to 
the classification of competences and their measurement. However, there are 
many scholars’ developments regarding approaches to their study and definition. 
For example, within the research framework organized by the European NGO 
“CORDIS,” professional competence is defined as the complex formation of train-
ing blocks providing educational needs based on knowledge, scientific literacy, 
and scientific thinking.

To determine the contents of the higher school lecturer’s competences, it was 
important to analyse the results of the DeSeCo project, carried out by researchers 
in the context of the OECD. Researchers generalized the results and conclusions 
were also examined. The content of education was reinterpreted and presented 
as a scope of competences. The main groups of competences are defined as the 
ability to use the tools of interaction with the environment; to interact with others 
in heterogeneous groups; to act independently.

Research methodology

The complexity of research into the higher school lecturer’s competences lies in 
the fact that their activity is multidimensional. They perform research, educational, 
design, organizational, evaluation, upbringing, innovative and other functions.
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According to the TUNING Project, researchers’ arguments regarding the 
structure of common competences (instrumental, interpersonal, systemic) that 
a university graduate should possess were taken as a basis. Therefore, the defined 
competence categories in the structure of general competences were taken 
as a basis and reviewed in three professional dimensions of the higher school 
lecturer: academic, professional and pedagogical, social and personal, receiving 
the name of the profiles of professional activity. The choice of these competence 
profiles of lecturers met the following general criteria: universality as a mandatory 
requirement for all lecturers who are engaged in educational activities; compliance 
with the requirements of the development of the educational process of a modern 
higher education institution; importance for all lecturers in different European 
universities; controlling and self-governing.

Each profile is presented through a set of competences. Their content in accord-
ance with specified numbers is in diagnostic tools.

The professional and pedagogical profile consists of the following compe-
tences: Innovation, Professional self-development, Digital, Communicative and 
interactive, and Management.

Social and personal profile consists of the following competences: Socio-cul-
tural, Professional and personal responsibility, Leadership, and Civic.

Academic profile consists of the following competences: Research, International 
cooperation, Scientific PR, Methodological, and Academic integrity.

The relevance of the project researchers’ approach concerning the definition of 
lecturers’ competences is consistent with the recommendations of the Commission 
of the European Parliament and the Council of Europe on the Council Recom-
mendation on Key Competences for Lifelong Learning (European Commission, 
2018).

Table 1. Survey participants’ demographics

R
es

po
nd

-
en

ts

M
en

W
om

en

Age, years Experience Scientific degree

25–40 41–55 56 Less 10 11–20 21 PhD
Without 
scientific 

degree

Academic staff
125 17 

(13.6%)
108

(86.4%)
58

(46.4%)
45

(36.0%)
22

(17.6%)
44

(35.2%)
35

(28.0%)
46

(36.8%)
66

(52.8%)
59

(47.2%)

Students
269 - - - - - - - - - -
394 Total
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To diagnose the quality components of the lecturer’s competences in each of the 
profiles and identify the relevant transformations that occur in the lecturer’s com-
petence space today, a diagnostic toolkit was developed. The basis for designing the 
diagnostics were certain statements teachers had to evaluate. The guidance in the 
development of diagnostic tools were ideas of foreign scientists on using research 
methods in studying various phenomena and processes in education (Cohen et 
al., 2002; Paul van Geert, 2017).

The respondents were asked to assess 37 characteristics according to the degree 
of dominance. It should be mentioned that the lecturers participating in the survey 
made the self-assessment of their professional activity, and the students answering 
questions defined their own expectations regarding high school lecturers’ activi-
ties. For the students, the following filters were involved: gender and year of study.

Research Results

Generalization of obtained results and their analysis allowed us to make several 
important conclusions. The lecturer’s professional and pedagogical competence 
profile is not homogeneous in its content.

The greatest attention and development is required for the innovative, digital, 
and management competences of lecturers. These competences are principal in 
their activity, being a core for the development of other competences. Let us char-
acterize the essence of each of them.
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The innovative competence is regarded as the lecturer’s openness to changes at all 
levels of society, educational reforms, transformations taking place in conscious-
ness and values of the modern person.

The digital competence determines lecturers’ ability to use a variety of ICT in 
working with students and create new information resources.

The management competence reflects a set of actions of the lecturer within the 
educational process, associated with pedagogical means, human resources, certain 
processes, result assessment, etc. for the effectiveness of this process and ensuring 
its quality.

Comparison of quantitative results obtained during surveys of the lecturers and 
students confirms the relevance and necessity of the lecturer’s above-mentioned 
competence development. The students turned out to be more demanding about 
the competences of a lecturer, as presented in Table 2.

Table 2.  Quantitative results of professional and pedagogical competence profile 
diagnostics evaluated by lecturers and students (arithmetic mean)

№ Competence Lecturers, % Students, %
1. Innovative 42.4 58.5
2. Professional self-development 67.4 65.9
3. Digital 49.6 60.2
4. Communicative and interactive 64.8 67.1
5. Management 44.8 58.2
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social and personal profile
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Lecturers’ competences in social and personal profiles are a core of the higher 
school lecturer’s overall professional activity. This profile is also heterogeneous in 
its content.

Analysis of the obtained results shows that lecturers’ leadership and civic com-
petences are the least developed. Let us characterize some of the features of such 
a situation in relation to specified competences.

The leadership competence involves the lecturer’s ability to support students, 
communicate with them, and encourage the development of self-government and 
youth initiatives.

The civic competence is an integral part of the activity of the lecturer performing 
an important social mission in society.

Quantitative results obtained during surveys of the lecturers and students pro-
vide an opportunity to compare these results. He students turned out to be more 
demanding about these competences of lecturers, as shown in Table 3.

Table 3. Quantitative results of social and personal competence  
profile evaluated by lecturers and students (arithmetic mean)

№ Competence Lecturers, % Students, %
1. Sociocultural 69.4 66.5
2. Professional and personal  

responsibility
77.8 70.5

3. Leadership 61.8 68.7
4. Civic 56.4 68.7

The competences of the lecturer’s academic profile characterize a very impor-
tant sphere of activities related to scientific research, its implementation, and 
promotion, and organization of international cooperation, as presented in Chart 3.

The research competence reflects the core of the performance of the modern 
lecturer, who is not so much someone transmitting ready knowledge to students, 
but an active person, able to acquire new knowledge, creator of science in the 
university environment.

International cooperation of lecturers is the prerequisite for the internationaliza-
tion of science and education as one of the conditions of quality increase.

The scientific PR of a lecturer is associated with the popularization of scholar 
achievements, continuous complementing of educational courses with new sci-
entific ideas and achievements of modern science, creating scientific school on 
topical scientific problems, etc.
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Quantitative results obtained during surveys of the lecturers and students pro-
vide an opportunity to compare these results. He students turned out to be more 
demanding about these competences of lecturers, as presented in Table 4.

Table 4. Quantitative results of competence development in academic profile 
evaluated by lecturers and students (arithmetic mean)

№ Competence Lecturers, % Students, %
1. Research 44.4 58.8
2. International cooperation 38.9 57.3
3. Scientific PR 44.0 60.8
4. Methodological 52.0 63.9
5. Academic integrity 80.8 61.7

The sequence of the pedagogical experiment phases, a sufficient number of 
its participants (students and lecturers), the reliability of research methods have 
become the most important conditions for defining and diagnosing of the complex 
of the higher school lecturer’s competences, meeting the requirements of the time.

To further analyse the data, we used standardized statistical procedures, devel-
oped by specific functions in the program “Microsoft Excel”.

In order to find out the real attitudes of the lecturers and students to the prob-
lems of research, well-known statistical criteria of Pearson 2�  and Fisher �� were 
chosen.
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First, the statistical data concerning groups of lecturers and students were 
compared using the Pearson correlation coefficient 2� . The generalized data on 
three competence profiles was used.

The obtained empirical data 2
2�  were less critical 2

1
7,815, 0,05
11,344, 0,01

ð
ð

�
��

� � ��
  for

 the number of degrees of freedom v = 3, i.e., differences between the distribu-
tions (groups of lecturers and students) do not exist, where 2

2�  the empirical value 
criterion 2

2�  is the critical value criterion (Table 5), the p-level of significance. 
Therefore, it can be argued that the lecturers and students value the significance 
of the lecturer’s competence in a similar way in different profiles.

So, we got a general attitude of groups of respondents to defining the higher 
school lecturer’s competences. However, the most important thing for us was to 
find out how the groups differ within the established statement “Yes”, which we see 
as an indicator of real readiness of the lecturers to change, defining of their own 
active professional position.

In order to find it out, calculations by the Fischer criterion were made �� . It was 
found out that there are the biggest differences regarding certain estimative state-
ments of the lecturers and students on academic profile competences (Table 5).

Table 5. Summarized results of the academic competence  
profile  evaluation by lecturers and students according  

to the Fisher criterion 
��

Groups “There is an effect”, % “No effect”,%
Lecturers 48.2 51.8
Students 61.4 38.6

The table shows the results of the academic profile competences evaluated with 
a positive statement “Yes” by the lecturers and students.

We have 2 1,88�� � , 1 1,64�� � , 1 2� �� �� , where 2�
� is the empirical value of the criterion, 

and 1�
� is the critical value of the criterion. Thus, the difference in the lecturers’ and 

students’ perception is statistically reliable.
The received statement necessitated researching an important question of 

detecting the difference between the lecturers and students in the above-men-
tioned competences filling different profiles. That is why the quantitative results of 
the respondents are compared using the Fisher criterion ��  (Table 6).
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Table 6. Comparison of lecturers’ and students’ attitudes towards the assessment  
of competences according to the Fisher criterion ��  (“Yes” statement)

№ Competences Lecturers,
%

Students
% 2�

�

Professional and pedagogical profile
1 Attitude to reforms 42.40 58.55 2.305
2 Professional self-development 67.47 44.15 3.345
3 Processing information and use of ICT 49.60 60.22 1.506
4 Interaction with students 64.80 67.1 0.346
5 Educational process management 44.80 58.15 1.057

Social and personal profile
1 Teaching culture and ethics 69.40 66.54 0.332
2 Making professional decisions and taking responsi-

bility for the consequences
77.87 70.17 1.245

3 Leadership qualities 61.87 68.77 1.025
4 Civic position 56.40 68.77 1.817

Academic profile
1 Implementation of scientific research results into 

practice
44.40 58.73 2.029

2 Internationalization of education and science 38.93 57.37 2.63
3 Promotion of personal scientific research 44.00 60.78 2.39
4 Using scientific methodology and research tools 52.00 63.93 1.711
5 Academic integrity 80.80 72.49 1.386

Considering the critical value of the criterion *
1

1,64, 0,05
2,31, 0,01

ð
ð

�
��

� � ��
, where p is

the level of relevance, we found out that the lecturers and students are ambiguous 
about the evaluation of the higher school lecturer’s competences. Their request 
concerning the level of some of the lecturer’s competences is much higher than the 
real state of these competences formation. This is most visible in the evaluation of 
the following competences of lecturers:

• professional self-development;
• internationalization of education and science;
• promotion of personal scientific research;
• attitude towards reforms (for the level of relevance p ≤ 0.01).
Some differences are detected in assessing the real state of the following com-

petences by the lecturers and students:
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• civic position;
• implementation of scientific research results into practice;
• using scientific methodology and research tools (for the level of relevance  

p ≤ 0.05).

Discussion and conclusions

Generalization of the obtained results made it possible to identify problems 
that occur in the lecturer’s professional activities and need further solutions. 
Variable processes occurring at global, regional and local levels in all spheres of 
life influence both constructively and destructively the activities of lecturers as 
“agents of change” in education and society in general. This conclusion influenced 
the determination of specific ways of improving the higher school lecturer’s per-
formance and development of their competences at different levels of education 
management: institutional, national and European.

Institutional:
• The organization of the system of continuous monitoring and assessing of 

core competences development of the higher school lecturer’s profiles: pro-
fessional and pedagogical, social and personal, and academic to determine 
tendencies, quality dynamics of their professional activity.

• The development of content and methodological provision of the lecturer’s 
qualification extension and further advancement of their competences.

• The ability of managers of higher education institutions to assess the cumu-
lative competence potential of scientific and pedagogical staff and determine 
further administrative steps to regulate the personnel policies of universities.

National:
• Monitoring and evaluation by the National Agencies of Education Quality 

Management, diagnosing by sociological services issues of the analysis of 
the interdependence of the degree of the lecturer’s competences formation, 
sociocultural contexts that influence their activities in higher education: 
global, regional, and local.

• Using diagnostic matrix of the higher school lecturer’s competence research 
for creating advisory conclusions and standardization of their professional 
activity by the National Agencies of Education Quality Management.

• Accepting by education authorities of a  standardized benchmark of the 
higher school lecturer’s competence system within the following profiles: 
professional and pedagogical, social and personal, academic.
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European:
• Considering general (invariant) as well as variable characteristics in a stand-

ardized set of the higher school lecturer’s competences reflecting variable 
processes in different spheres of society development and education in 
particular.

• The inclusion of the diagnostic tools developed within the project framework 
on the assessment of the higher school lecturer’s competence development. 
It is regarded as one of the means of monitoring the effectiveness of mod-
ernization processes and higher education quality assurance in terms of its 
reformation to the system of diagnostics already implemented in the Euro-
pean educational space.

This research is done only in Ukraine. The next step will consist of the same 
research in other countries (Poland, the Czech Republic and Slovakia). And finally, 
a comparative analysis will be made of the lecturer’s competences in different 
countries at the time of changes.
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What a Teacher Should not be Like
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Abstract
The teacher’s misbehaviour has an adverse influence on students’ motivation 
and adjustment in school. It even has more permanent effects on students 
than the teacher’s good behaviour. The objective of this study was to apply 
Korthagen’s model of levels of change in exploring teachers’ most unacceptable 
characteristics from the perspective of students (n = 158), teachers (n = 78) 
and parents (n = 148), and to reveal possible differences depending on primary 
and secondary school and the length of teachers’ experience. The listed char-
acteristics fit Korthagen’s model mostly in the levels of mission, behaviour and 
identity. Some differences were found between primary and secondary school, 
as well as ones related to teachers’ length of experience.

Keywords: bad teachers, unacceptable characteristics, students, parents

Introduction

A good teacher should have positive and good personality traits along with 
general and professional competences (e.g., Symanyuk & Pecherkina, 2016). From 
a social point of view, the teacher should be a model citizen. Besides creating 
favourable conditions for teaching and learning, teachers often provide a safe envi-
ronment for students’ problems not related to school. Teachers also help students 
at risk or with difficulties in avoiding exclusion in the school context (Kourkoutas 
& Giovazolias, 2015). Students often suggest that teachers’ personal characteristics 
are more important than their pedagogical skills (Balli, 2014). However, students 
are exposed to and influenced by teachers who do not demonstrate only desirable 

Marlena Plavšić, Marina Diković
Croatia
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characteristics. Teachers’ misbehaviour generates a stressful, aggressive and frus-
trating atmosphere, which worsens students’ adaptation to the school environment 
(Wang, Gibson, & Slate, 2007; Myers & Pianta, 2008; Dilekmen, 2011), motivation 
(Wang, Gibson, & Slate, 2007) and self-esteem (Gendron, Williams, & Guerra, 
2011). Even more relevant are findings that teachers’ misbehaviour has more 
permanent effects on students than teachers’ good behaviour (Otgaar, Candel, 
& Merckelbach, 2008).

Research Purpose and Objective
The purpose of this research was to combine perspectives of the most important 

stakeholders in the formal educational process – students, teachers and parents, 
in revealing what characteristics they found crucially unacceptable in good 
teachers. The framework for the analysis was Korthagen’s (2004) model of six 
levels of change. The core level is mission, which refers to the meaning of one’s 
own existence in a larger life perspective. The next is identity, which tackles how 
teachers see their professional role. Then there are beliefs teachers have related 
to teaching and learning. The next level addresses teachers’ competences, which 
embrace knowledge, skills and attitudes, as a potential for behaviour. Then comes 
teachers’ actual performance, i.e., the level of behaviour. The outermost level is 
environment, which involves the class, students or school.

The objective of this research was to apply Korthagen’s model of levels of 
change in exploring: 1) the most unacceptable characteristics of a good teacher 
from the perspective of students, teachers and parents; 2) possible differences in 
these characteristics depending on primary and secondary school; and 3) possible 
differences in these characteristics depending on the length of teachers’ experience 
in teaching.

Methodology

There were 384 participants in the research from various parts of Croatia, 
divided into three groups: 1) 158 students, 7 to 18 years old (M = 14.40, SD = 
3.02), 98 girls and 59 boys; 81 students were from primary (7–14 years old) and 
77 from secondary schools (15–18 years). 2) 78 teachers 26 to 77 years old (M = 
39.43, SD = 10.38), 21 men and 57 women; one third was employed in secondary, 
and two thirds in primary schools. 3) 148 parents, 72 mothers and 76 fathers, 29 
to 62 years old (M = 42.81, SD = 5.97); approximately half of them had children in 
primary, and half in secondary school.
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Besides age and gender, the variables included in this research were: 1) The most 
unacceptable characteristics a good teacher should not have, which was asked as an 
open question: What are the three most important characteristics a good teacher 
should never have? Please explain. 2) The variable school referred to the primary or 
secondary school that the students went to, or the teachers taught in or the parents’ 
children attended. 3) The length of teaching experience divided teachers into three 
groups: a) up to six years (n = 27); b) 7–14 years (n = 25); and c) 15 years and more 
(n = 26).

The presented research was a part of a larger survey related to teachers’ competences 
and motivation for learning. Besides the scientific objectives, it also had educational 
ones. In order to explore, more in depth, students’, teachers’ and parents’ expectations 
of teachers’ characteristics, university students that studied to become teachers of 
humanities and music had to find and interview: one primary and one secondary 
school student, one primary or secondary school teacher, one mother and one father 
of a primary or secondary school student. The authors categorised collected answers. 
Besides more insight into the topics, the students received course credits.

Results

Related to the first objective, the most unacceptable characteristics of a good 
teacher were listed from the perspective of the students, teachers and parents. They 
offered three answers and then a joint list was made. It comprised 83 characteris-
tics. To identify the most unacceptable characteristics from the three perspectives, 
five most frequent answers were ranked for each group (Table 1).

Table 1. The most unacceptable teacher characteristics  from three perspectives

Rank
Frequencies

Students (n = 158) Teachers (n = 78) Parents (n = 148)
1 unfair, angry, biased (45) unfair, impatient (20) unfair (47)
2 severe (38) biased (17) impatient (43)
3 impatient (32) angry (15) angry (36)
4 insulting (31) arrogant (14) arrogant, biased (29)
5 arrogant (21) intolerant (11) insulting (21)

For the second objective, ranks of teachers’ unacceptable characteristics were 
compared between primary and secondary school from the students’, teachers’ and 
parents’ perspective (Table 2).
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Table 2. The most unacceptable teacher characteristics regarding primary and 
secondary school

Frequencies
Students Teachers Parents

Rank Primary
school
(n = 81)

Secondary 
school  
(n = 77)

Primary
school
(n = 45)

Secondary 
school
(n = 25)

Primary 
school
(n = 72)

Secondary 
school
(n = 65)

1 severe, 
angry (30)

biased (25) unfair, impa-
tient (13)

biased (8) unfair (26) impatient 
(21)

2 unfair (23) insulting 
(18)

angry (10) unfair (7) impatient 
(24)

unfair (20)

3 biased (20) arrogant, 
impatient, 
angry (15)

biased, 
intolerant, 
insulting (8)

arrogant (5) angry (21) biased (16)

4 impatient 
(17)

unfair (12) arrogant (6) impatient, 
incompe-
tent, angry 
(4)

arrogant, 
severe (12)

arrogant 
(15)

5 insulting 
(13)

incompetent 
(10)

superficial, 
unapproach-
able, permis-
sive (5)

severe, 
intolerant, 
insecure (3)

biased (11) angry (12)

For the third objective, ranks of teachers’ unacceptable characteristics were 
compared regarding the length of teachers’ experience (Table 3).

Table 3. The most unacceptable teacher characteristics regarding  
the length of teaching

Frequencies

Rank Up to 6 years of experience 
(n = 26)

7–14 years of experience
(n = 25)

15 and more years  
of experience (n = 26)

1 arrogant (8) impatient (7) unfair (11)
2 biased (6) biased, angry (6) impatient (8)
3 impatient (5) unfair (5) biased, arrogant, angry, 

incompetent, intolerant (5)
4 angry, unapproachable, 

unfair, insulting (4)
superficial, uninterested, 
intolerant, insulting (4)

severe, permissive (3)

5 severe, uninteresting, unin-
terested, bitter (3)

unapproachable, permissive 
(3)

superficial, disorganised,
vindictive, inconsistent,
insecure (2)
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Discussion

Students’, teachers’ and parents’ perspective
The joint list of five most frequently chosen characteristics from the students’, 

teachers’ and parents’ perspectives shows great overlapping (Table 1), most likely 
caused by the fact that all of them share the experience of being a student. They all 
agree that a good teacher must not be unfair or unjust as the top unwanted char-
acteristic. This is supported in previous findings (Raufelder et al., 2016). Students’ 
consideration of unfair treatment negatively influences their identification in the 
class, learning motivation and dialogue with teachers (Berti, Molinari, & Speltini, 
2010). Unfairness largely implies unfair grading, which has a strong immediate 
effect, but also influences further school enrolment, scholarship, or job.

For the students, it is as important as unfair that the teacher should neither be 
angry nor biased. Anger was found to be the most frequently expressed teachers’ 
emotion in the classroom (Prosen, Smrtnik Vitulić, & Poljšak-Škraban, 2013). Bias 
negatively affects psychological arrangement, students’ identification, motivation 
and discussions (Berti, Molinari, & Speltini, 2010). In the presented study, favour-
itism was the most frequently mentioned form of bias. In other research it was 
found that students recognise teachers’ favouritism based on students’ physical 
attraction or their parents’ connectedness or influence (Aydogan, 2008).

For the teachers, what is as undesirable as being unfair is being impatient. 
Teachers can witness harmful consequences of not providing enough time for 
students. For example, if teachers prolong the time waiting for students’ answers, 
it facilitates students’ higher cognitive processes (Tobin, 1987), so they give longer 
and better answers and draw more conclusions (Melder, 2011).

The students very strongly believe that a  teacher should not be severe. The 
parents and teachers do not rank it among the first five, perhaps because they 
associate being severe with more requirements and expectations from students 
and thus, better academic achievement. However, an authoritarian teaching style, 
which practices severity, is not linked with higher order critical thinking (Pisuto-
va-Gerber & Malovicova, 2009).

Arrogance is recognised from all the three perspectives as an undesirable teacher 
characteristic, although at the bottom of the table. Haughty and self-centred 
teachers lack sensibility for students, who then feel unnoticed, disregarded and 
disrespectful for such teachers (Balli, 2014). Arrogance is, according to the students 
and parents, very close to insulting, which is a form of aggression. Similar results 
were obtained in previous research (Suplicz, 2009; Raufelder et al., 2016). There 
is abundant evidence that teachers’ verbal aggressiveness is related to students’ 
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lower motivation and competence, and higher tension and pressure (Bekiari & 
Petanidis, 2016).

The teachers mention intolerance as the lowest ranked undesirable character-
istic, while the parents and students do not list it in the top five. It is very likely 
that the students and parents already included this characteristic in some of the 
previously mentioned ones, while the teachers had a more sensitive scale in this 
regard.

According to Korthagen’s model, the teachers listed the most unacceptable char-
acteristics of a good teacher mostly from the level of mission (unfair, impatient, 
biased and intolerant) and much rarer behaviour (angry) and identity (arrogant). 
The parents and students identified slightly fewer traits from the level of mission 
(unfair, impatient and biased) and slightly more from the level of behaviour (angry 
and insulting). The parents recorded, like the teachers, only one characteristic 
from the identity level, while the students added one more (severe). The levels of 
competences, beliefs and environment were not noticed.

Primary and secondary school’s perspective
In order to reach the second objective, ranks of unacceptable teacher charac-

teristics were compared depending on primary or secondary school, again from 
the three perspectives (Table 2). Unfair and angry teachers are higher ranked in 
primary schools. Probably being unfair or unjust covers a wide variety of teachers’ 
undesirable behaviour in primary school, while in secondary schools it splits 
into more categories. Similarly to previous findings, it is more frequent to hear 
in primary school that teachers must not be angry, furious, that they must not 
yell at students (e.g., Sutton, Mudrey-Camino, & Knight, 2009). It could be that 
teachers are louder with children in primary schools because they are physically 
more active.

Bias is ranked higher in secondary schools. Since older students have higher 
cognitive and emotional capacities, they recognise and articulate better such 
teacher behaviour than younger students. Also, it is more obvious in secondary 
schools that teachers’ biased approach can affect students’ academic achievement 
and consequently their career and incomes (Mechtenberg, 2009).

The students and parents rank impatience higher in secondary school, while the 
teachers do so in primary school. The students probably expect teachers in sec-
ondary school to treat them as equal while the parents expect teachers to prepare 
students with patience for work or further formal education. In primary schools, 
teachers very likely see their job as one demanding more patience due to children’s 
more limited cognitive capacities and more brisk behaviour.
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While the parents in both schools equally ranked arrogance, the secondary 
school students and teachers considered it as more undesirable, probably asso-
ciating it with unproductive relations. Adolescents are more sensitive to adults’ 
approach towards them and arrogance is significant in the power dynamics which 
is relevant for students’ performance (Kirk et al., 2016). The same explanation 
can be given to insulting teachers, as secondary schools’ students rank it higher. 
Teachers disapprove of it only in primary schools, maybe witnessing more often 
the misuse of power.

Only the students and parents in primary and the teachers in secondary schools 
ranked severe among the top five. Younger children associate sticking to rules and 
having demands as something unnecessary and bad, while adolescents have more 
capacity to understand what benefits demands or rules bring in the long run. It 
is possible that teachers in secondary schools associate being severe with being 
authoritarian, and see it as harmful (Hargreaves, 2015).

Incompetence is mentioned only by the students and teachers in secondary 
schools. Older students are more demanding and have higher competence-related 
expectations from their teachers, and teachers are more aware of the consequences 
for students’ future. Only the teachers mention intolerance, and more so in primary 
schools. They face a wider range of diversity among children, so they consider 
intolerance as more problematic, while teachers in secondary schools face students 
that are more selected and homogenous, because they chose a certain type of 
education.

The teachers in primary schools mention superficial, unapproachable, permissive, 
while the teachers in secondary schools mention insecure. It is likely that primary 
school teachers recognise the danger of a superficial approach as an inability to 
translate complex concepts to younger children. They probably also find it more 
relevant to be more approachable because younger students are less autonomous 
and emotionally more dependent. However, some primary school teachers exag-
gerate and become too permissive, so their colleagues find it counter-productive 
(Thijs & Verkuyten, 2009). Teachers in secondary school probably believe that 
insecurity with adolescents can be more harmful than with younger students, 
leading to poorer classroom management (Morris-Rothschild & Brassard, 2006).

Compared with Korthagen’s model, no differences were noticed between the 
primary and secondary schools. Unacceptable characteristics of a good teacher are 
identified mostly from the level of mission (unfair, impatient, biased and intoler-
ant). The next is the level of behaviour (angry and insulting) and identity (arrogant 
and severe), which is slightly more frequently mentioned in the primary school 
(unapproachable and permissive). At the level of competence, in both schools 
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incompetence is mentioned, slightly more frequently in the secondary schools. 
The levels of beliefs and environment were not noticed.

The length of teachers’ experience
For the third objective, ranks of unacceptable teacher characteristics were 

compared in relation to the length of teachers’ experience in teaching (Table 3). 
The teachers at the beginning of their career mention or rank higher arrogance, 
being unapproachable, uninteresting and bitter. The novice teachers are trying to 
cope with everyday novelty, so they seek to make good connections with students 
and to present themselves as competent and interesting (Huberman, 1989). If they 
fail, they may become bitter and therefore demotivated.

The teachers with medium experience find angry, impatient, uninterested and 
superficial teachers more harmful than other colleagues do. At this stage, they are 
neither agitated as the beginners, nor tense of saturation (Huberman, 1989). They 
are more reflective and faced with losing their interest in teaching, which can lead 
to being precariously superficial.

With longer teaching experience, unfair, intolerant, being severe and permissive 
rank higher. The most experienced teachers had enough time to recognise the 
unfavourable long-term effects of these characteristics. They also mention incom-
petent, disorganised, vindictive, inconsistent and insecure as the most unacceptable 
characteristics. Incompetent, vindictive and insecure teachers very soon produce 
an unpredictable and disturbing learning environment, while inconsistent and 
disorganised teachers yield bad consequences in the long run.

In relation to Korthagen’s model, unacceptable characteristics of a good teacher, 
regardless of the length of his/her teaching experience, are identified mostly from 
the level of mission (unfair, impatient, biased and intolerant). The teachers with 
the longest teaching experience choose characteristics from the behavioural level 
(angry, vindictive, inconsistent and insecure), while for the beginners in teaching 
the level of identity is equally important (arrogant, unapproachable and severe). 
The beginners mention the levels of behaviour (angry, insulting and uninterested) 
and belief (uninterested and bitter) slightly less, while the most experienced 
teachers mention the level of identity (arrogant, severe and permissive) and the 
level of competence (incompetent, disorganised and superficial) more often. The 
teachers with the medium teaching experience include almost all the levels; after 
the mission level, they mention the levels of behaviour and identity, and then the 
levels of competence and belief. The level of environment was not identified.
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Conclusions

Although there is considerable congruence among the three most important 
stakeholders in the education system related to what a good teacher should not 
be like, there are some differences in their expectations. The teachers assess their 
unacceptable characteristics more frequently from the level of mission, seeing 
their career as one having a wider purpose. The parents and students, on the other 
hand, put more emphasis on the level of behaviour. They focus more strongly on 
the obvious demonstration of teachers’ misbehaviour than to the deeper meanings 
and causes.

The limitations of the study include lack of anonymity as a  side-effect of 
interviewing and cultural focus only on one country. However, the findings have 
relevance for teacher students, so they can explore and reflect on their profession 
from various levels of Korthagen’s model and various stakeholders’ perspectives. 
It is also useful for teachers’ continuous professional development to take into 
consideration and to compare how parents, students and teachers view teachers’ 
negative influence on the life in school. The results confirm that Korthagen’s model 
can be applicable in the analysis of teachers’ unacceptable characteristics.

References
Aydogan, I. (2008). Favoritism in the classroom: A study on Turkish schools. Journal of 

Instructional Psychology, 35 (2), 159–169.
Balli, S.J. (2014). Pre-service teachers’ juxtaposed memories: implications for teacher 

education. Teacher Education Quarterly, 41 (3), 105–120.
Bekiari, A., & Petanidis, D. (2016). Exploring teachers’ verbal aggressiveness through inter-

personal attraction and students’ intrinsic motivation. Open Journal of Social Sciences, 
4 (12), 72–85.

Berti, C., Molinari, L., & Speltini, G. (2010). Classroom justice and psychological engage-
ment: Students’ and teachers’ representations. Social psychology of education, 13 (4), 
541–556.

Dilekmen, M. (2011). Student teachers’ observations of unfavorable teacher behaviors 
exhibited in classrooms. Psychological reports, 108 (1), 45–53.

Gendron, B.P., Williams, K.R., & Guerra, N.G. (2011). An Analysis of Bullying Among 
Students Within Schools: Estimating the Effects of Individual Normative Beliefs, 
Self-Esteem, and School Climate. Journal of School Violence, 10 (2), 150–164.

Hargreaves, E. (2015). ‘I think it helps you better when you’re not scared’: fear and learning 
in the primary classroom. Pedagogy, Culture & Society, 23 (4), 617–638.

Huberman, M. (1989). On teachers’ careers: Once over lightly, with a broad brush. Interna-
tional journal of educational research, 13 (4), 347–362.



255What a Teacher Should not be Like

Kirk, C.M., Lewis, R.K., Brown, K., Karibo, B., & Park, E. (2016). The power of student 
empowerment: Measuring classroom predictors and individual indicators. The Journal 
of Educational Research, 109 (6), 589–595.

Korthagen, F.A.J. (2004). In search of the essence of a good teacher: towards a more holistic 
approach in teacher education. Teaching and Teacher Education, 20 (1), 77–97.

Kourkoutas, E., & Giovazolias, T. (2015). School-based counselling work with teachers: 
An integrative model. The European Journal of Counselling Psychology, 3 (2), 137–158.

Mechtenberg, L. (2009). Cheap talk in the classroom: How biased grading at school 
explains gender differences in achievements, career choices and wages. The review of 
economic studies, 76 (4), 1431–1459.

Melder, L. (2011). Wait time in the classroom. Theses and Dissertations. 72. Rowan univer-
sity. Retrieved 4/10/2017, from http://rdw.rowan.edu/etd/72 .

Morris-Rothschild, B.K., & Brassard, M.R. (2006). Teachers’ conflict management styles: 
The role of attachment styles and classroom management efficacy. Journal of School 
Psychology, 44 (2), 105–121.

Myers, S.S., & Pianta, R.C. (2008). Developmental commentary: Individual and contextual 
influences on student–teacher relationships and children’s early problem behaviors. 
Journal of Clinical Child & Adolescent Psychology, 37 (3), 600–608.

Otgaar, H., Candel, I., & Merckelbach, H. (2008). Children’s false memories: Easier to elicit 
for a negative than for a neutral event. Acta Psychologica, 128 (2), 350–354.

Pisutova-Gerber, K., & Malovicova, J. (2009). Critical and higher order thinking in online 
threaded discussions in the Slovak context. The International Review of Research in 
Open and Distributed Learning, 10 (1), 1–15.

Prosen, S., Smrtnik Vitulić, H., & Poljšak-Škraban, O. (2013). Observing teachers’ emotional 
expression in their interaction with students. The New Educational Review, 31 (1), 75–85

Raufelder, D., Nitsche, L., Breitmeyer, S., Keßler, S., Herrmann, E., & Regner, N. (2016). 
Students’ perception of “good” and “bad” teachers – Results of a qualitative thematic 
analysis with German adolescents. International Journal of Educational Research, 75, 
31–44.

Suplicz, S. (2009). What makes a teacher bad? Trait and learnt factors of teachers’ compe-
tencies. Acta Polytechnica Hungarica, 6 (3), 125–138.

Sutton, R.E., Mudrey-Camino, R., & Knight, C.C. (2009). Teachers’ emotion regulation and 
classroom management. Theory into practice, 48 (2), 130–137.

Symanyuk, E.E., & Pecherkina, A.A. (2016). A Study on the Components of Teachers’ 
Professional Competence. The New Educational Review, 44 (2), 198–210.

Thijs, J., & Verkuyten, M. (2009). Students’ anticipated situational engagement: The roles of 
teacher behavior, personal engagement, and gender. The Journal of genetic psychology, 
170 (3), 268–286.

Tobin, K. (1987). The role of wait time in higher cognitive level learning. Review of Educa-
tional Research, 57 (1), 69–95.

Wang, J., Gibson, A.M., & Slate, J.R. (2007). Effective teachers as viewed by students at a 2 
year college: A multistage mixed analysis. Issues in Educational Research, 17 (2), 272–295.



The Sense of Didactic and General Self-efficacy   
in Literature Teachers in Poland and Slovakia

DOI: 10.15804/tner.2019.55.1.21

Abstract
This paper discusses the results of a study of the sense of efficacy in literature 
teachers working in Poland and Slovakia. The findings presented in this paper 
show no difference registered in both types of the sense of efficacy when 
comparing teachers from each of the countries examined. The second result 
obtained amounted to a statistically significant difference between the general 
sense of efficacy on the one hand and the didactic sense of efficacy on the other. 
The mean for the sense of didactic efficacy is higher than for the general sense 
of efficacy. The results are subsequently referred to A. Bandura’s analyses within 
the framework of a socio-cognitive theory.

Keywords: teachers’ sense of efficacy, literature teachers in Poland and Slovakia, 
socio-cognitive theory

Hypotheses

The sense of efficacy, meaning an individual’s assessment of his/her ability to 
meet the demands of different life-tasks, is a variable that explains the effective-
ness of one’s actions in many areas of human behavior. Research on self-efficacy 
generally presents the reader with two definitions, the first of which pertains to 
specific situations; engaging the individual’s concrete resources to solve problems. 
There can be as many of these types of sense of efficacy as there are types of distin-
guishable and definable activities (Bnadura 1986, 1994). With regard to teachers, 

Krzysztof Rubacha
Poland
Marina Siritova
Slovakia



257The Sense of Didactic and General Self-efficacy

we can talk of the didactic sense of efficacy when we are interested in estimates as 
to the chances of completing complex tasks that arise in the course of one’s daily 
teaching activities. Understood in this way, the sense of efficacy can also relate to 
an individual’s assessment of his/her chances of accomplishing tasks that require 
effective use of a foreign language in concrete communicative situations. It seems 
that one is justified in trying to work out as many types of sense of efficacy as there 
are types of activities that can be described as either effective or ineffective. In this 
context, for one study participant we can register different levels of the sense of 
efficacy when they take up different tasks, because the factors that condition these 
levels are the individual’s previous experiences, as well as their self-appraisal as to 
their competence in different areas.

A second approach to the sense of efficacy is to treat this variable as general, as 
largely immune to the effects connected with different types of activity. The general 
sense of efficacy is treated as a particular configuration of personal resources, such 
as perseverance, a sense of self-agency, belief in one’s own abilities, the ability to 
delay gratification, the ability to translate goals into a plan of action, resistance to 
stress and frustration, developmental motivation, and inner-direction (Cervone, 
Pervin 2016). A large concentration of these variables causes the individual to 
exhibit a high sense of efficacy in his/her actions, regardless of which areas they 
are performed in. A lack of belief in one’s own abilities, e.g., reveals itself in equal 
degree in all life situations.

These two contrasting approaches create theoretical difficulties, leaving doubt as 
to the true character of the sense of efficacy. One of the ways in which to deal with 
the difficulties is to undertake studies dedicated to both types within the scope 
of one research project. This article attempts to do just that with regards to the 
general sense of efficacy and didactic efficacy in teaching literature. With this goal 
in mind, we perform a measurement of both types of sense of efficacy in literature 
teachers. If we register a difference between the two types, we will have reinforced 
the hypothesis about the soundness of differentiating them theoretically, as is com-
mon practice when it comes to literature and research on the subject. Our research, 
however, examined teachers from two different countries, so as to also verify the 
hypothesis on the relative immunity of the sense of efficacy to social factors. 
According to A. Bandura (1994), the sense of efficacy does not depend on external 
conditioning, e.g., conditioning the teacher by the education system. Because we 
wanted to verify Bandura’s claim, for our study we chose a sample from Poland and 
Slovakia, for the simple reason that these two countries differ significantly as to the 
development of their university systems, which prepare teachers for their future 
profession. Students in Poland are required to complete several times fewer credit 
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hours of pedagogical and psychological classes than their Slovakian counterparts. 
If we were to record a difference in the sense of didactic efficacy between the two 
groups, we could indicate as a hidden factor the way teacher training is organized. 
One might expect that the more extensive system would give its students a higher 
sense of security, a higher sense of work readiness, than the much less developed 
system, which could possibly cause a sense of uncertainty in the face of complex 
educational tasks.

Method

Our study was conducted using a  quasi-experimental design, in which we 
compared two groups of students with regard to the general and didactic senses 
of efficacy (independent samples) as well as the means of both types of sense 
of efficacy (dependent samples). The samples were made up of Slovakian phi-
lology students in Slovakia and Polish philology students in Poland. Each of the 
participants had completed several teacher placement schemes, teaching their 
native languages respectively, while the majority of the participants were already 
in-service teachers. The random variable in the independent samples was made 
up of each type of sense of efficacy, while the fixed variable was characterized by 
membership of the Polish or Slovakian group.

We measured the general sense of efficacy using two versions of the Sense of 
Efficacy Test [TPS – Test Poczucia Skuteczności], Polish and Slovakian versions. 
The Polish version is the original, while the Slovakian version was an adaptation. 
The test consists of 17 items, whose discriminatory power in the Polish version, 
measured with the point-biserial correlation coefficient, ranges from 0.26 to 0.86. 
Reliability, calculated with the use of Cronbach’s alpha, was between 0.87 and 
0.89 for specific items. Theoretical validity was confirmed with the use of factor 
and cluster analyses and the test also calculated sten norms. The discriminatory 
power of items in the Slovakian version ranges from 0.34 to 0.75 according to 
the point-biserial correlation formula. Reliability, calculated with the use of the 
Spearman-Brown coefficient, amounted to 0.84 for the entire test. Factor analysis 
confirmed the theoretical validity of the tool. Instead of calculating the sten norms, 
the raw scores were normalized using the mean and standard deviation. (Chom-
czyńska-Rubacha, Rubacha, 2013). The variable discussed is, therefore, measured 
on the interval scale in both samples.

Following A. Bandura, the sense of didactic efficacy was measured micro-an-
alytically, The participants were given a description of three difficult didactic 
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situations connected with teaching the following aspects of Slovakian or Polish: 
grammar, elements of literary theory, and literary text analysis. Each of the situ-
ations was designed as a critical event in the classroom setting. The participants 
had to give a scaled-response to the question to what degree they would manage 
in these situations during their work placement. The data obtained was introduced 
into the arithmetic mean, increasing this measurement to the interval level.

The analysis was conducted for random samples of student-teachers on 
teacher placement from Slovakia (N= 44) and Poland (N= 37). In order to verify 
the hypotheses, two Student’s t-tests were planned. As regards the samples from 
Poland and Slovakia, the t-test was used with the two independent samples, while 
with regard to comparing means of both types of sense of efficacy, a test of the 
dependent samples was used. Unfortunately, the homogeneity of variance was 
not met for either of the measurements. Therefore, the t-test for the independent 
samples was replaced by the nonparametric Kruskal-Wallis test of variance.

Results

The data obtained from our analysis shows that, in accordance with our expec-
tations, the differences between the Polish and Slovakian samples turned out to be 
statistically insignificant. This result allows us to strengthen Bandura’s hypothesis 
as to the relative independence of the sense of efficacy from – in our case – the 
scope and intensity of pedagogical training for teachers, which in Slovakia is sig-
nificantly more advanced than in Poland. This data pertains to the general sense 
of efficacy as well as the sense of literature teachers’ didactic efficacy.

Table 1. The null-hypothesis test for Polish and Slovakian samples for the Sense  
of Efficacy Test and the Sense of Didactic Efficacy Test

Null-hypothesis Test Significance Decision
Distribution for TPS is iden-
tical for both samples

Kruskal-Wallis for 
independent samples

.112 Accept null-hypothesis

Distribution for PSD is iden-
tical for both samples

Kruskal-Wallis for 
independent samples

.166 Accept null-hypothesis

Source: own research

This, however, is not a stable result, since in a another previous study a differ-
ence in the sense of teachers’ educational efficacy from both countries was found, 
in favor of the Polish sample (Rubacha, Sirotova, 2013). The interpretation of 
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that result was difficult because the group with the weaker pedagogical training 
revealed a higher sense of educational efficacy, along with an identical sense of 
general efficacy. At that time, we explained this phenomenon citing the possibility 
that students who are better trained for pedagogical work see more potential 
difficulties in this line of work, of which they are more aware. This is because they 
have had the chance to delve deeper into the complex educational processes at the 
theoretical level. The Polish students, on the other hand, were more naïve because 
they were less prepared. The presented result is easier to interpret. In line with 
Bandura’s claims, the sense of efficacy depends mainly on the individual’s psycho-
logical resources, including his/her level of self-esteem, not to mention previous 
experiences involving similar tasks. However, in the light of the data from previous 
studies, this result and interpretation is not quite so evident, which means that the 
reliance of the sense of efficacy on external factors with regard to the individual 
necessitates further exploration.

The second hypothesis concerned differences between literature teachers’ sense 
of didactic efficacy, on the one hand, and the general sense of efficacy, on the other. 
Tables 2 and 3 show that the teachers demonstrated a higher sense of didactic effi-
cacy than general efficacy, and that these differences were statistically significant.

Table 2. Statistical results for dependent samples: The Sense of Efficacy  
Test and the Didactic Efficacy Test

Mean N Standard deviation Standard error of the mean
Pair 
1

PDS 2.3333 81 .74162 .08240
TPS 2.0864 81 .80928 .08992

Source: own research

Nominally, the differences between these statistical means are not large. How-
ever, they do not derive from a measurement error, but from other factors. Our 
study will not indicate which factors are responsible.

Table 3  Test T for dependent samples: The Sense of Efficacy Test  
and the Didactic Efficacy Test

Pair:
TPS 
– 
PSD

Mean Standard 
deviation

Standard 
error of the 

mean

95%
Lower 
limit

95%
Upper
limit

t df Two-way 
significance

.024 p 1.13 .12 -.004 .49 1.958 80 .05

Source: own research
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However, the theoretical viewpoint we accepted hints at a possible interpreta-
tion. It can be assumed that if Bandura was not mistaken in his claim regarding 
previous experiences as a factor contributing to the sense of efficacy, then the 
actual variety of experiences could generate a  variety of sense of efficacy for 
different domains of life. Perhaps we are mistaken, moreover, in accepting the 
hidden and unverified assumption that personality traits are stable. It is these 
traits, as dispositional personal resources, that create indexes for the general sense 
of efficacy. It is difficult to resolve these issues at present. However it is also difficult 
to reject the hypothesis that they could change over time. This is one of the ways 
of interpreting the issue. By contrast, the other way allows us to maintain intact 
the idea of a stable set of resources, while drawing attention to the scope and com-
plexity of the perspective that the participants adopted when they took our tests. 
To be sure, the statements in the TPS referred to a variety of (usually personal) life 
situations. The statement indices penetrated the participants’ experience, which 
they had to recall so as to find a basis for providing responses. Thus, they referred 
to many experiences which the participants then remodeled to fit the shape of the 
test required responses. Briefly put, the responses might be the result of processing 
several experiences simultaneously, and could be a generalized version of all of 
them. On the other hand, the measurement of the sense of didactic efficacy in 
teaching literature refers to a narrow field of experience, even to singular events 
relatively isolated from the entire life experience of an individual. This difference 
could very well be responsible for the obtained results. Yet, this is not only a prob-
lem of processing experience in research situations. It is clearly a problem related 
to learning through experience. This socialization process refers to evaluating one’s 
own experiences, which generate the sense of self-efficacy. A more unambiguous 
way of accomplishing the socialization process is possible, but it would require 
more uniform and less complex situations, to which undoubtedly occupational 
situations belong against the background of an individual’s life situations. On the 
other hand, teachers’ perception of their own actions might be saturated with 
positive self-esteem, which is necessary for upholding a positive vision of ourselves 
in occupational roles. And this might be why we obtained such results. If this is 
in fact the case, then Bandura’s hypothesis regarding the micro-analytic sense of 
efficacy still seems difficult to undermine.
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Abstract
The contribution presents a new education and training programme “Stepping 
into Life with the Right Values,” aimed to improve integration of mentally 
disabled pupils into the system of vocational training centres and thus also 
society. The goal of the presented programme was not only to create suitable 
conditions for pupils’ harmonious adaptation to the dormitory environment, 
but also to teach them appropriate orientation in various life situations. Effec-
tiveness of the programme was verified experimentally at selected vocational 
training centres in Slovakia during the 2015/2016, 2016/2017 and 2017/2018 
school years. Our research confirmed that pupils who had gone through the 
adaptation process using the new programme were statistically significantly 
better oriented in ordinary life situations at the school dormitory, but also in 
ordinary life situations outside.

Keywords: support and education programme, mental disability, adolescence, 
integration

Introduction

Not only in pedagogy, but also in ordinary life, can we observe that adolescent 
pupils form their own critical opinions. Adolescence is a period when, according 
to Višňovský et al. (2001), adolescents form moral convictions and develop moral 
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characteristics, with school playing a significant part there. In mentally disabled 
pupils, the process is partly modified. Formation of moral convictions and moral 
characteristics in such pupils must be facilitated by school – educators – to a much 
greater extent than in the case of healthy children. Especially educators in the 
dormitory can, by their influence, personal tact and educational competence, 
suitably influence their wards in their free time, in particular, pupils coming from 
socially weaker, incomplete, even dysfunctional families. The duty to improve the 
situation at least partially, thus, rests on educators in individual school facilities.

The system of adolescents’ value orientations represents the highest level of the 
dispositional hierarchy regulating their behaviour. Individual values cannot be 
extracted or interpreted in isolation, because their sense depends on what other 
values (goals, aspirations, interests, etc.) they are interlinked with and how. Finding 
out individuals’ value orientations is important also because they allow for pre-
dicting, to some extent, individuals’ behaviour in future. The issue has been subject 
to a lot of research (Hofstede, 2001; Prunner, 2002, 2013; Roccas, Sagiv, Schwartz, 
Knafo, 2002; Aluja & García, 2004). However, if considering relationships of val-
ues, value structure and personality traits in mentally disabled adolescents, it is 
necessary to examine in more detail also the extent to which values correspond 
to other personality traits of the mentally disabled. If there is no consistence with 
the overall personality structure of the disabled, they may experience dissonance. 
The biggest mystery is how to find the correct answer to the question: “To what 
extent do the values and personality traits of the disabled decide on their actions?” 
The answer to the question has been looked for also by Aluja and Garcia (2004), 
who arrived at the conclusion that although personality traits and values are indi-
vidual differences, they are consistent in various situations and at various times. 
The issue has been dealt with also by Roccas, Sagiv, Schwartz, Knafo (2002), in 
their research analysing relationships between the BIG FIVE factors and personal 
values. Another author who has studied relationships between value references, 
structures and personality traits is Prunner (2002). In his research, Prunner has 
used several research methods such as questionnaires to find out interpersonal 
values, social frustration, questionnaires measuring socio-pathological reactions 
and mental state questionnaires. On the basis of his findings, he states that the 
value structure may not always fully match a person’s personality profile.

In 2014, the Slovak government approved a new conception (applicable until 
2020) for work with mentally disabled youth1 . The aim of the document is, among 
other things, that since vocational training centres have immense “power” in 

1 https://www.minedu.sk/data/files/5133_p4_msvvas.pdf
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their hands, the right way should be found, or looked for, how to create suitable 
conditions for integrated and inclusive education of children and youth, while 
preserving and supporting special education where necessary, not only for mental 
disability, but also for multiple serious health disabilities. The proposed Strategy 
of the Slovak Republic for Youth for the Years 2014–2020 is a strategic document 
creating a new framework for the support and development of young people up 
to 30 years of age and its fulfilment is participated by the inter-departmental work 
group of national youth policy. Individual strategies are based on themes of the EU 
Youth Strategy. Unambiguous priorities of the document are youth education and 
training, supplemented by another area, i.e., direct work with youth.

In accordance with the new conception approved by the government of the 
Slovak Republic for the work with mentally disabled youth2 we developed a new 
education and training programme “Stepping into Life with the Right Values” for 
mentally disabled adolescents in the dormitories of vocational training centres.

Research Methodology

Intensive education and training programme “Stepping into Life with 
the Right Values”
The programme was developed and applied in cooperation with a psychologist 

and consisted of three modules. Module 1 was for the 1st grade of vocational 
training centre for the period from September to June. Module 2 was implemented 
during the whole school year and Module 3 was applied in the 3rd grade and 
ended in December. Upon termination of the programme, each pupil took part in 
the closing act, consisting in practical performance of a selected model situation 
in front of their own group or reading their own essay aimed at assessment of the 
benefit for the particular pupil. The programme consisted of 76 lessons, out of it 
26 lessons of theory and 50 lessons of practice.

The goal of Module 1 was to create suitable conditions for a harmonious adap-
tation process of pupils to dormitories at vocational training centres. It means that 
it was necessary to make the first-graders familiar with the dormitory rule and 
create for them a suitable emotionally and educationally stimulating environment 
motivating them while eliminating their inappropriate behaviour not only in the 
dormitory, but also in ordinary life. So-called Operational Objectives were:

2 Ibidem.



268 Agnesa Pataiová, Peter Seidler, Anna Tirpáková

• For the pupil to learn to solve conflicts and behave assertively (educator to 
work with work sheets, interactive whiteboard, use situational games, free 
drama performing, film screening, etc.);

• For the pupil to learn the right attitude towards values such as: aesthetic, 
moral, economic, scientific, social, health values, etc.;

• For the pupil to learn appropriate behaviour in certain situations.
When using the module, attention was also paid to gradual transition from 

active occupation to learning activities. The module also included educational and 
counselling work with parents.

Module 2 concentrated on integration of young disabled people into society. 
It pointed to non-standard situations in private or working life and found out 
standards of attitudes towards certain values. It gave pupils “instructions” on how 
to go on “correctly”. Operational Objectives were:

• To be able to accept ethical principles in the communication process;
• To be able to deal with non-standard situations in communication and coop-

eration in mutual interaction in private or working life;
• For the attendant to be able to work with people, deal with some complicated 

collisions expected from him/her in practice and by the employer in the field 
of social issues and family;

• To form standards of attitudes towards values such as: aesthetic, moral, eco-
nomic, scientific, social values, discipline, health (for the educator to work 
with worksheets, interactive whiteboard, use situational games, free drama 
performing, film screening, values, personal value orientation, excursions, 
field trips, free talks and discussions, discussions with guests – looking for 
models, various art techniques, theoretical lecture and discussion on gender 
equality in marriage and love, principles of healthy living, art competition 
“We Fight against Drugs”, etc.).

The main goal of Module 2 application was that a mentally disabled pupil should 
learn to be orientated in social situations, to solve various problem situations. The 
module also included educational and counselling work with parents.

The goal of the final – Module 3 – was to prepare pupils of vocational training 
centres to become active members of society. Thus, the main goal was the value 
orientation of apprentices in relation to characteristics of individual work types, 
assessment of future profession suitability for the character of the pupil’s person-
ality. Its Operational Objective was to form standards for attitudes towards values 
(aesthetic, moral, economic, scientific, social values, discipline, health) while also 
to assure that the acquired knowledge and skills strengthen the pupil’s self-com-
petence in orientation in ordinary life.



269Verification of the Effectiveness of a New Education and Training Programme

Verification of the effectiveness of the programme “Stepping into Life 
with the Right Values”
Verification of the effectiveness of the education and training programme 

“Stepping into Life with the Right Values” was carried out at two selected schools 
in Slovakia, in the region of Nitra, during the 2015/2016, 2016/2017 and 2017/2018 
school years. Participation was voluntary. As mentioned above, its development 
and subsequent evaluative quasi-experiment involved also cooperation with a psy-
chologist. The pupils of both schools were divided in two groups: the experimental 
group consisted of pupils at the first school and the control group consisted of 
pupils at the second school. At the first school (experimental group), educators 
were attending a new “intensive education and training programme” while work-
ing with pupils; at the second school (control group), the traditional method of 
training was used. The experimental group (EXG) consisted of 25 pupils, 14 boys 
and 11 girls, and the control group (CG) consisted of 22 pupils, 15 boys and 9 girls. 
The average age of the respondents was 16.5 years and 16.45 years, respectively.

For the sake of the identification and measurement of the extent of changes, the 
pupils at both schools fulfilled the value orientation questionnaire designed by Ján 
Vonkomer (1990). The questionnaire contains 11 various situations, e.g., how to 
spend free time, who should take care of the state, what we should be grateful to 
parents for, if you were disposed to excel in some activity which one would you 
prefer, which human quality you consider as the most important, etc. There are 5 
possible answers to each situation, representing 5 value orientations (educational, 
aesthetic, moral, economic and social). After reading about the situation, answers 
are assigned an order (1 to 5) with the answer of the highest importance for 
the respondent in the first place and the answer of the least importance in the 
last place. This means that a higher score in a given situation represents a lower 
preference for the given value orientation. Since there are 5 options (value orien-
tations) for each real situation (or question in the questionnaire), a respondent 
can obtain a score in the range from 11 to 55 for all 11 answers in total (Note). In 
this section we state and clarify, in relation to the tables below, that the higher the 
score obtained by a pupil (in the research sample) in a given value area, the lower 
its preference. The actual score number is calculated by adding up all points of the 
alternative answer expressing the specific orientation in question.

Changes in pupils’ value orientations were followed up by measuring each pupil’s 
score in individual value orientations (educational, aesthetic, moral, economic and 
social) during three years, with the pupils fulfilling the same questionnaire each 
year.
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Research Results

First, average scores were calculated, obtained in individual value orientations 
by the pupils in both groups (experimental and control) each year (Table 1).

Table 1. Average scores in value orientations

EXG CG
Value orientations 1st grade 2nd grade 3rd grade 1st grade 2nd grade 3rd grade

Educational 37.64 36.44 27.60 39.19 34.67 39.86

Aesthetic 38.52 37.80 30.40 38.24 35.67 37.81

Moral 37.36 37.12 33.48 37.43 34.67 35.29

Economic 30.76 24.72 25.96 23.43 29.95 27.29

Social 23.84 25.52 28.40 20.71 24.05 18.76

The results presented in Table 1 show that the EXG pupils and CG pupils 
obtained different scores in value orientations in individual grades. We were 
concerned whether the differences in the score results between the grades were 
also statistically significant. All the cases tested the zero hypothesis H0, stating 
that the differences in the pupils’ relevant value orientations between the 1st and 
3rd grade score results were not statistically significant, against the alternative 
hypothesis that the differences were statistically significant. Since the assumption 
of the normal distribution of the observed characters was not substantiated, the 
Friedman test (Markechová et al., 2011) was used to test the zero hypothesis. It 
is a non-parametric alternative of the variance analysis of double classification 
with one observation in each subclass. Calculations were made using the program 
STATISTICA.

Analysis of change in the experimental group
For the experimental group of pupils, the questionnaire of value orientations 

yielded the following results: the test criterion value for Q = 11.247 and the sig-
nificance value p = 0.004. Since the calculated value p < 0.01, the zero hypothesis 
H0 was rejected at the significance level α = 0.01, i.e., the Friedman test confirmed 
that the average scores of the pupils’ educational orientations in individual grades 
were statistically significantly different. To compare differences between individ-
ual grades, the Neményi method was used. On the basis of its results, we could 
state that there were statistically significant differences in the pupils’ educational 
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orientation between the 1st and 3rd grades as well as between the 2nd and the 3rd 
grades, i.e., the improvement of the 3rd grade pupils’ attitude towards education 
was statistically significant. The situation is illustrated in Figure 1.

Figure 1 shows that although in the 1st and the 2nd grades the pupils had not 
attributed much importance to education, after application of the education and 
training programme their attitude towards education changed considerably – it 
improved considerably in the 3rd grade.

A similar approach was used to evaluate differences in the next value orienta-
tion – the aesthetic orientation. The following values were calculated of the test 
criterion Q = 10.129 and p = 0.006. Since in this case the calculated value p < 0.01, 
the zero hypothesis H0 was rejected at the significance level α = 0.01. It means 
that the observed differences between the average scores of the pupils’ aesthetic 
orientation in individual grades were statistically significant. On the basis of the 
results obtained by the Neményi method, it could be stated that there were statis-
tically significant differences in the pupils’ aesthetic orientation only between the 
1st grade 3rd grades It means that the EXG pupils improved their view of aesthetic 
orientation only after two years of psychological training (Figure 2).

Figure 1. Average scores (EXG pupils’ educational orientation)
Source: Own design.
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The Friedman test confirmed that the mean values of the observed character 
were statistically significantly different both in the moral and the economic 
orientation, i.e., the pupils’ attitudes improved in both orientations statistically 
significantly. The observed character moral orientation was calculated by the 
test criterion value Q = 8.968 and the probability value p = 0.012; and the pupils’ 
economic orientation Q = 6.842, p = 0.032. On the basis of the results obtained by 
the Neményi method, it could be stated that while the pupils’ moral orientation 
changed for the better statistically significantly only in the 3rd grade (Figure 3), 
the pupils’ economic orientation improved statistically significantly immediately 
after the 1st grade (Figure 4).

The last value orientation – social orientation – was calculated by the test crite-
rion value Q = 3.305 and the probability value p = 0.191. Since the calculated value 
p > 0.05, the zero hypothesis H0 could not be rejected. It means that the observed 
differences were not statistically significant. The Friedman test confirmed that the 
pupils in individual grades did not differ in their evaluation of social orientation 
statistically significantly.

Figure 2. Average scores (EXG pupils’ aesthetic orientation)
Source: Own design
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Figure 3. Average scores (EXG pupils’ moral orientation)
Source: Own design
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Figure 4. Average scores (EXG pupils’ economic orientation)
Source: Own design
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Analysis of change in the control group
The same method was used to analyze the score results of the CG pupils’ value 

orientation, the educational, aesthetic, moral, economic and social orientation. The 
values of test criteria and probability values are presented in Table 2.

Table 2. Friedman test results (CG)

Value orientations Q p
Educational 0.105 0.948

Aesthetic 0.138 0.933

Moral 0.400 0.818

Economic 3.963 0.138

Social 0.984 0.611

The results presented in Table 2 show that the calculated probability values are 
higher than 0.05 in all the cases, i.e., the zero hypothesis H0 cannot be rejected even 
in one case, i.e., there are no statistically significant differences between the pupils 
in individual grades in the evaluation of any of the orientations. The Friedman test 
confirms that the pupils in individual grades do not differ statistically significantly 
in their evaluation of educational, aesthetic, moral and economic orientation, or 
even social orientation. When looking at Table 1, we can see that there is a slight 
improvement in the CG pupils’ individual value orientations, but the changes over 
three years are not as considerable as in the EXG pupils.

Conclusions

On the basis of the performed pedagogical experiment verifying the effective-
ness of the education and training programme of our design for mentally disabled 
adolescents, it can be stated that the effectiveness of the programme for adoles-
cents at vocational training centres was successfully confirmed. When looking at 
the results obtained from the experiment, we can see that while improvements in 
individual value orientation results occurred in the experimental group already 
after the application of Module 1, no considerable changes for the better occurred 
even in one case in the control group trained traditionally. Improvement in value 
orientations occurred in the experimental group pupils also when they were 
applied the other education and training programme modules. Thus, it can be 
stated that the education and training programme of our design was effective. 
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Statistical methods confirmed that the application of the education and training 
programme increased the educational, aesthetic, economic and moral level as well 
as thinking in the experimental group pupils statistically significantly – as opposed 
to the control group pupils, where changes in the above areas were not significant. 
The results could be interpreted as a certain positive shift in value orientations 
of mentally disabled adolescents, although the change could have been caused 
also by some other intervening variables. The results obtained cannot be fully 
generalized due to the small number of respondents. However, the application 
of the educational programme in practice indicated that it, too, could be one of 
the methods to achieve positive changes in mentally disabled adolescents’ value 
orientations. Such changes that facilitate elimination of their inappropriate 
behaviour, strengthen their social and emotional competence, thus facilitating 
their best possible integration into life. The fact that the school and dormitory 
climate improved in particular in the case of the participating in the experiment 
was apparent. The findings confirm that the programme is suitable for educators’ 
work in school and school facility conditions.

Also, the analysis of the pedagogical research results, as well as cooperation with 
the school psychologist revealed that at the school where the experiment had been 
carried out, the climate changed considerably among the pupils in the dormitory, 
while also relationships improved considerably, not only among the peers but also 
the adolescents’ relationships with their educators.

On the basis of the above facts, it can be stated that application of a suitable 
intensive education and training programme for mentally disabled adolescents in 
the dormitory environment of vocational training centres can eliminate inappro-
priate behaviour of pupils in the dormitory, strengthen their social and emotional 
competence, thereby facilitating their best possible integration into life.
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Abstract
There is a great deal of concern in respect to the increase autism prevalence 
rates. Teachers are responsible for teaching students in their classrooms. 
However, research findings suggest that special education teachers are 
underprepared and express ‘low” to “moderate” levels of knowledge about 
autism. Analysis of several databases revealed no studies concerning levels of 
knowledge about autism among pre-service special education teachers. The 
presented study aimed at investigating pre-service special education teachers’ 
levels of knowledge about autism. A test was developed for the purpose of 
this study. Further, a  sample of 56 pre-service special education teachers 
responded to the study test. Participants were enrolled in a training session 
of 12 hours, 4 times a week. The participants responded to pre- and posttest. 
Results indicated that the levels of knowledge among the study sample was 
within the “low” range. However, this shifted toward the “moderate” levels after 
finishing the training. Additionally, there were no differences between male 
and female participants and year level in respect to the levels of knowledge 
about autism either before or after receiving the training. The participants 
differ in the levels of knowledge on GPA rating in the pretest results, but not 
the posttest results.

Keywords: autism, pre-service special education teachers, knowledge, Jordan, 
special education
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Introduction

Autism is a neural developmental disorder that has gained increased attention 
in the last two decades. This disorder is characterized by social, communication, 
and unusual behavior patterns impairments. The disorder can begin as early as at 
birth, or in early years of life (APA, 2013). According to the Centers for Disease 
Control and Prevention (CDC, 2012), there is an increased prevalence of autism, 
and the issue of increased prevalence is becoming a strong concern among pro-
fessionals who work with children with autism, developmental disabilities, and 
special education.

In addition to prevalence reports, the autism epidemic has gained increased 
attention in the media, raising awareness among the public (Tipton & Blacher, 
2014). Boyd and Shawn (2010) attribute this increase to the increased public 
attention, and to the lack of true knowledge about autism. However, DeVilbiss and 
Lee (2014) indicat that there are no validated empirical data to support this point 
of view. Alternatively, Boyd and Shaw (2010) suggest that the current increase 
in the prevalence of autism is related to the modern social view of the disorder 
(e.g., diagnostic criteria, wider spectrum of symptoms, increased awareness) or the 
increase in biological and environmental factors. Regardless of this, there is a huge 
increase in the prevalence of autism. In 1990, autism officially became a separate 
category. The prevalence was then estimated as 5–10 in 10,000; the prevalence now 
increased to 1 in 68. Recent surveys suggest even higher rates (1 in 36 individuals; 
Boutot, 2017).

Although there is no known cause of autism, studies suggest several factors 
that can cause autism. These factors include genetics and environment (Boutot, 
2017). Genetics is a risk factor rather than a direct cause of the disorder; it cannot 
be traced to a single gene dysfunction or chromosome abnormality. Other risk 
factors are gender, parents’ age, family history, and diagnosis of other disorders 
(Arif, Niazy, Hassn, & Ahmed, 2013). Yet, several tools are used in diagnosing 
children with autism; many of these are considered to be valid and reliable (Arif 
et al., 2013; Boutot, 2017).

Special education aims at providing tailored services for every child with special 
needs based on his/her category and unique needs. Children with autism are no 
exception. In order to provide such high quality services in all domains, teachers 
of children with autism should be well qualified. Al-khateeb and Al-hadidi (2013) 
indicate that special education teachers’ role encompasses many responsibilities 
and duties. Thus, teachers should be trained through well-designed pre- and 
in-service training programs. Bataineh (2007) states that special education 
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teachers’ role can be accomplished when teachers are to grasp knowledge, as well 
as cognitive and educational skills needed to effectively work with children with 
special needs across special education categories.

Special education teachers working with children with autism should be trained 
and prepared prior and during their service in the field in order to provide them 
with appropriate competences needed to serve these children. The goal of special 
education is for these students to reach the maximum levels of their capacities in 
personal, academic, social, and vocational domains.

The National Research Council (NRC, 2001) concluded that current teachers’ 
preparation programs designed to prepare teachers to work with children with 
autism is the weakest point in these programs. Hendricks (2011) indicates that this 
weakness comes from the special nature of these children. Preparation programs 
(pre- and in-service) require specialized training in order to provide teachers 
with the needed competences to understand these students’ characteristics and to 
respond to the needs that results from them.

Research Focus
The presented study aims at measuring levels of knowledge about autism among 

a sample of pre-service special education teachers. Future teachers are required 
to serve several special education categories that include autism. Therefore, they 
are required to acquire knowledge and tailored competences concerning autism.

Knowledge about autism
The earliest documented study of knowledge about autism was conducted by 

Stone (1987). The study aimed to investigate professionals’ fundamental knowl-
edge about autism: definition, etiology, and diagnosis. The sample of the study 
consisted of 239 pediatricians, clinical psychologists, speech/language pathologists, 
and school psychologists. Other professionals were included, as well. The findings 
of the study demonstrated that there were misunderstandings among all groups 
although these specialists had the most updated knowledge.

Heidgerken, Geffken, Modi, and Frakey (2005) conducted a  replicate study 
investigating 111 pediatricians and other care providers in health care settings. Yet, 
the findings of the study suggest that specialists were provided outdated informa-
tion about autism. However, in another study, Huws and Jones (2010) found that 
participants had clear beliefs about autism, but not always correct.

Baker (2012) compared levels of knowledge about autism in special educa-
tion paraprofessionals and parents of children with autism. Findings indicated 
significantly higher levels of knowledge among the parents. However, the study 
found that the paraprofessionals present higher levels of knowledge about autism 
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than the parents when considering the number of training courses and years of 
experience working with children with autism. Although there are no significant 
differences that can be attributed to gender, the overall results suggest a severe 
lack of knowledge about autism among the paraprofessionals, up to the point that 
the parents do not trust their competences and training programs they attended.

As for pre-service teachers, Johnson, Porter, and McPherson (2012) assessed 
levels of knowledge in a  sample of 148 pre-service teachers enrolled in four 
universities in programs that should prepare them for teaching children with 
autism; the levels of knowledge were found to be moderate, and sometimes low. 
The authors concluded that courses provided are less than sufficient in increasing 
the levels of knowledge and competences for pre-service teachers.

Williams, Schroeder, Carvalho, and Cervantes (2011) found that the perceived 
levels of knowledge among 54 professionals working with children with autism 
are higher than their actual levels of knowledge. Hence, professionals perceived 
the levels of knowledge as moderate, while they were, in fact, low on the study 
scales. Further, Hendricks (2011) surveyed (498) special education teachers in the 
State of Virginia for their knowledge of autism. Results indicate that the teachers’ 
knowledge ranged from moderate to low in respect to autism.

In Jordan, Al Jabery, Melhem, and Al Abdallat (2014) surveyed levels of knowl-
edge about autism of (70) special education teachers working with children with 
autism. Results indicate that the teachers’ levels of knowledge were moderate. The 
number of years of experience (over 5), affects the teachers’ knowledge while there 
were no effects of gender and educational qualifications.

Melhem (2013) investigated levels of educational competences among special 
education teachers working with children with autism, and the effect of a train-
ing program on increasing these competences. Results suggest varied levels of 
competences in several domains. Further, training positively affected the teachers’ 
competences. Hence, such training programs are needed for teachers of children 
with autism.

Katanani (2005) evaluated a  pre-service special education program at the 
University of Jordan and found general satisfaction among pre-service teachers 
in respect to the program. However, the students indicated a strong need to add 
more components to the program, including autism, due to the increased need for 
such knowledge and competences.

Al-hiary, Almakanin, and Tabbal (2015) surveyed problems faced by pre-service 
special education teachers in four universities in Jordan. The pre-service teachers 
indicated the need to enhance the programs through including more knowledge and 
competences in order to better serve students with disabilities, which include autism.
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In 2017, Jordan officially passed Law No. 20, which specifies that all students 
with disabilities should be shifted to the Ministry of Education (MoE). Students 
should be educated in inclusive schools, regardless of their disabilities, starting 
with a year of developing a detailed strategy ensuring providing proper services in 
public schools. The direct implication of this law is that school personnel should 
possess knowledge and competences to comply with new responsibilities imposed 
by law. In order to do so, educators (general and special education teachers) and 
other professionals are required to have the minimum levels of knowledge and 
skills concerning all disabilities, and how to fulfil their unique needs, including 
autism.

Reviewing the above studies indicates a strong need to assess levels of knowl-
edge among professionals serving, or preparing to serve, students with autism. 
Previous studies indicate overall low levels of knowledge about autism. Moreover, 
studies investigating in-service special education teachers and professionals work-
ing with children with autism yielded similar results. Additionally, none of the 
above studies conducted on a sample of pre-service special education teachers or 
professionals aimed specifically to investigate levels of knowledge or competences 
concerning autism in Jordan or other countries, except for Johnson et. al. (2012). 
Therefore, the present study aims at investigating levels of knowledge among 
pre-service special education teachers enrolled in a university program prior to 
and after taking a general introduction training session.

Methodology

Sample
A semi-experimental method was used in this study. The sample was not chosen 

randomly. The total sample were 56 pre-service special education teachers enrolled 
in a training session concerning autism. The pre-service teachers were originally 
enrolled in a pre-service special education university program. Participation in the 
study was optional, but all the teachers decided to participate.

Instrumentation
For the purpose of this study, the authors developed a 40-item test, which covers 

all basic domains of the training session. The test had the form of multiple-choice 
questions; some questions were true/false ones. This test was a criterion-reference 
test comprising all basic domains of autism covered in the training. Nevertheless, 
the participants were requested to include their demographic information on the 
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coversheet of the test: name, gender, year level (freshman, sophomore, junior, and 
senior), and GPA rating (fair, good, very good, and excellent). This demographic 
information served as the study independent variables.

Procedures
The participants registered optionally in training sessions aimed to introduce 

them to the basic knowledge of autism. The sessions encompassed the history, defi-
nition, characteristics, etiology, diagnosis and assessment of autism, educational 
programs, and families of autistic children. The total number of training sessions 
amounted to 12 hours, spread over 4 days. The participants took a test before 
the beginning of the training, and took the same test after finishing the training. 
Then, the tests were graded based on a preset answer sheet; correct answers (1) 
and wrong answers (0). For each participant, a total score was calculated for the 
pre- and posttest.

Study Questions
The study aimed to answer the following questions:
1. What are participants’ current levels of knowledge about autism?
2. Do current differences between participants in their levels of knowledge 

about autism depend on gender, year level, and GPA rating?
3. Is there an effect of training on increasing participants’ knowledge about 

autism?
4. Does training have any effect on participants’ knowledge about autism in 

variables of gender, year level, and GPA rating?

Results

Table 1 presents a  summary of the participants’ demographic information. 
Results indicated that 56 pre-service special education teachers responded to 
the study tests. 71.4% (40) of the study sample were females, whereas 42.9% (24) 
were in their junior year in the program and 41.1% (23) were in their final year. 
However, 53.6% (30) indicated that their GPA rating is fair (in Jordan, fair GPA 
ranges from 60% to 66.9%).
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Table 1. Summary of participants’ demographic information, means, and standard 
deviations on pre- and posttests

Variable N % Pretest Posttest
M SD M SD

Gender Male 16 28.6 16.44 5.24 21.44 4.76
Female 40 71.4 16.75 3.33 22.1 2.92

Year 
Level

Sophomore 9 16.1 17.56 3.24 21.33 1.58
Junior 24 42.9 16.04 3.54 21.33 3.19
Senior 23 41.1 16.96 4.54 22.74 4.26

GPA 
Rating

Very Good 4 7.1 17.75 5.44 23.5 4.51
Good 22 39.3 17.36 3.27 22.09 3.22
Fair 30 53.6 16.00 4.16 21.27 3.65

Total 56 16.66 3.92 21.91 3.51

Current Levels of Knowledge
The participants’ mean on pretest was 16.66 (SD = 3.92). To determine the 

extent of their knowledge about autism, the authors used the following formula:
Range = (Highest Score – Lowest Score) ÷ 4; Range = (40–0) ÷ 4= 10.
Thus, the following four classifications of the levels of knowledge were used: 

Poor (0–10), Low (11–20), moderate (21–30), and excellent (31–40). The partic-
ipants’ levels of knowledge about autism before taking training were “low” (m = 
16.66, SD = 3.92).

Current levels of knowledge and gender
To examine whether there were differences between the participants in the 

gender variable, Independent Samples t-test was used. T-test results (F = 6.613) 
indicate that the female participants were more knowledgeable about autism (m = 
16.75). However, knowledge about autism is still at low levels (cf., Table 2).

Table 2. Gender t-test results

Variable N Mean SD F Sig.
Gender Male 16 16.44 5.24 6.613 .013

Female 40 16.75 3.33

Sig. on α = 0.05
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Current levels of knowledge and year level
One-Way ANOVA was used to investigate significant statistical differences 

between the participants’ knowledge about autism at the year level. The partici-
pants’ year levels were: sophomore, junior, and senior; none of them were in their 
first year. One-Way ANOVA indicates that there were no statistical differences 
(F = .591). Table 3 presents ANOVA results in respect to the year level.

Table 3. One-Way ANOVA by year level

Sum of Squares df Mean Square F Sig.
Between Groups 18.416 2 9.208 .591 .558
Within Groups 826.137 53 15.587
Total 844.554 55

Sig. on α = 0.05

Current levels of knowledge and GPA rating
The respondents indicated that their GPA ratings were fair, good, and very 

good; none of them falls into the excellent category. To examine the existence of 
any statistical differences, One-way ANOVA was used. F value (F = .933) suggests 
that there were significant statistical differences. Further examination was needed. 
Thus, Scheffé’s post hoc tests were utilized. The participants whose GPA rating 
was “good” were more knowledgeable about autism than the students with “fair” 
rating. No differences were found between those with “very good” ratings and 
other ratings. Tables 4 and 5 present One-Way ANOVA and Scheffé’s post hoc 
results, respectively.

Table 4. One-Way ANOVA results by GPA rating

Sum of Squares df Mean Square F Sig.
Between Groups 28.713 2 14.356 .933 .400
Within Groups 815.841 53 15.393
Total 844.554 55

Sig. on α = 0.05

Table 5. Scheffé’s post hoc tests

Rating Mean
Sig.

Good Fair
GPA Rating Good 16.36 - .47

Fair 16 .47 -

Sig. on α = 0.05
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The effect of training on increasing knowledge
After completing the training, the participants were asked to retake the test. The 

goal was to assess their knowledge. The participants’ scores were then compared to 
their results of the pretest using Paired Samples T-test. Table 6 presents results of 
this comparison. The results indicate that the participants increased their knowl-
edge about autism significantly (t = -9.910). The participants had more knowledge 
about autism than before they had taken the training (m = 21.91). The levels of 
knowledge shifted from the “low” category to the “moderate” category.

Table 6. Paired Samples T-test of training

M SD t df Sig.
Pretest 16.66 3.92 -9.910 55 .000
Posttest 21.91 3.51

Sig. on α = 0.05

Effect of training and gender
After completing the training, the female participants showed significantly 

better knowledge about autism than the male ones (m = 22.1). Table 7 presents 
Independent Samples t-test results.

Table 7. Gender t-test posttest results

Variable N Mean SD F Sig.
Gender Male 16 21.44 4.76 5.703 .020

Female 40 22.1 2.92

Sig. on α = 0.05

Effect of training, year level, and GPA rating
Two One-Way ANOVA tests were used to examine differences within the year 

level groups and GPA rating categories. However, no significant statistical differ-
ences were found among and between the groups. Tables 8 and 9 present One-Way 
ANOVA results for posttest for these two variables.

Table 8. One-Way ANOVA by year level

Sum of Squares df Mean Square F Sig.
Between Groups 26.75 2 13.393 1.089 .344
Within Groups 651.768 53 12.298
Total 678.554 55

Sig. on α = 0.05
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Table 9. One-Way ANOVA results by GPA rating

Sum of Squares df Mean Square F Sig.
Between Groups 14.369 2 7.184 .573 .567
Within Groups 664.185 53 12.532
Total 678.554 55

Sig. on α = 0.05

Discussion

Autism disorder is gaining increased attention in the media, among the public, 
and education system. Additionally, a huge increase in the estimated prevalence 
rates in the last two decades has raised concern about teachers’ competences for 
work with children with autism in public schools and special education settings. 
This increased attention raises our expectations to observe increased knowledge 
and competences among pre- and in-service special education teachers, and other 
professionals.

The goal of this study was to investigate whether pre-service special education 
teachers possess the minimum knowledge needed to develop competences for 
work with children with autism. Knowledge is the introductory level that teachers 
can use as a starting point in gaining necessary competences. The findings of this 
study indicate “low” levels of knowledge among its sample. Unfortunately, this 
finding strongly suggests that the current content of special education teacher 
preparation programs does not comply with the global concern about and atten-
tion to autism. However, even when the posttest results improved significantly, 
the results shifted from “low” to “moderate,” suggesting that this increase is less 
than expected of this short introductory training. University programs should be 
developed as “customer-oriented” preparation programs.

This finding, although it is limited to the study sample, may be similar to that 
in other universities; all universities in Jordan are now committed to standards 
published by the Accreditation and Quality Assurance Commission for Higher 
Education Institutions (HEAC). Most universities are using the old standards that 
do not emphasize providing students with many domains of knowledge, including 
autism. Recently, the HEAC has published new standards, according to which 
autism is an essential domain in any special education degree plan. However, it is 
not expected to see promising outcomes in the nearest future.

Previous studies of special education teachers’ knowledge about autism reached 
the same conclusion; knowledge about autism is at its “low” to “moderate” levels. 
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These findings suggest the need for better training programs at pre- and in-service 
levels for special education teachers and other professional in respect to autism.

The female participants have more knowledge about autism than the male 
ones. This may be attributed to the personal characteristics of female pre-service 
teachers. It is well documented that females are more committed to their personal 
growth and education. Additionally, females are more concerned about children 
as natural mothers; this is a part of their social role in the Eastern cultures. Hence, 
the size sample of the study females comprises 71.4% of females.

The vast majority of the study sample are in their junior and senior year (84%). 
Yet, their previous and post knowledge levels are “low” and “moderate”, respec-
tively. This finding suggests that regardless of their year level, the participants are 
exposed to the same knowledge and experiences, which does not prepare them 
to fulfill their role as future special education teachers. There were no significant 
differences between the three year levels. Again, this raises the question about the 
type and quality of content knowledge of the program they attend.

When investigating the levels of knowledge based on the participants’ GPA 
rating, differences were found between those of “good” rating as compared to 
those with “fair” rating, in the favor of “good” rating. The participants’ three GPA 
ratings were categorized as “low.” However, the posttest scores shifted them to the 
“moderate” category. Yet, there were no significant differences between the three 
GPA ratings. These findings can be attributed to the content of the preparation 
program they attend. The participants are exposed to the same content knowledge 
and experiences during their college years.

Conclusion

The presented study is the first one conducted in Jordan that investigates 
pre-service special education teachers’ levels of knowledge about autism. The 
findings of the study suggest “low” levels of knowledge about autism, increased to 
“moderate” after attending the short training course. This suggests that university 
special education preparation programs lack content knowledge related to autism. 
Other universities present the same results. The students, regardless of their gender, 
year level, and GPA ratings showed lower than expected levels of knowledge about 
autism. Universities should revise and update the content knowledge and skills 
included in their pre-service special education preparation programs. Further, 
instructors who teach and train pre-service special education teachers should be 
specialized in autism; educational programs developed for children with autism 
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require special training and competences. Although the results are limited to this 
study sample, other universities follows the HEAC standards, as well. Thus, it is 
expected to see the same outcomes from their students.

Teachers currently serving students with autism are the product of these uni-
versities. Al Jabri et al. (2013) surveyed a sample of in-service teachers; they found 
insufficient levels of knowledge about autism among them. Special education 
teachers serving children with autism should receive better training, which should 
provide them with knowledge and competences to enable them to serve students 
with autism. If we leave those teachers with no such competences, then we will 
leave children with autism with no proper services.

This study should be replicated on a larger sample, and in other universities. 
Further, the study should investigate detailed levels of knowledge (e.g., definition, 
etiology, identification, assessment, programming, etc.). Results of these studies 
should serve as a guide to plan our pre- and in-service training programs.
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Abstract
The study presents the content-analysis (n=135) and factor analysis of students’ 
mental states of expectations (n=123). The understanding of mental states of 
expectations by education workers allows for the operationalization of the 
process of solving tasks of students’ academic and professional training.

The purpose is to examine the structure, variables and interdependence of 
the factors of students’ mental states of expectations.

The research methods are content-analysis, tests with standardized ques-
tionnaires, factor analysis. Factor analysis was used to determine the structure 
of mental states of expectations. The principal factor in this structure is 
F1“meaning-of-life moderation” (20.70%), which is interrelated with F2 “prag-
matic regulation” (=.404; p≤.01) and F3 “subjective regulation” (=.357; p≤.01). 
The obtained results could be useful for education directors organizing the 
academic process of students, and also for scientists in the field of psychology 
of expectations, psychology of constructing the future.
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Introduction

Mental states of expectations are the kinds of mental states which integrate 
mental processes and properties and act as important regulators of students’ 
progress. Efficient organization of students’ education requires instructors of the 
educational process to know the structure, variables and psychological content 
of students’ mental states of expectations. The achievement of expected results 
by students is directly dependent on the kind of mental states of expectations. 
Understanding of mental states of expectations by education workers allows for 
the operationalization of the process of solving tasks of students’ academic and 
professional training. Mental states of expectations accompany the process of edu-
cation and manifest themselves as internality, externality, activeness, passiveness, 
openness, closeness, etc. These states are closely related to the mental activity of 
a person, sometimes the necessity to act acquires the characteristics of mental 
stress (Izard, 1991).

Mental states of expectations affect the functioning of mental processes, and 
when frequently repeated they acquire stability and become a personality trait 
(Popovych, 2017). Mental states are determined by a person’s needs, aspirations, 
abilities and resources, supporting his/her development in particular conditions 
of the environment (Prokhorov et al., 2015a).

A mental state of expectations implies an integral complex of available features, 
which have an impact on the expected performance of students’ activity. These 
views are confirmed by the study of cognitive states in the process of students’ 
intellectual activity through the structure of the state of interest/mental stress 
(Prokhorov et al., 2015b), the mental state of chronic fatigue, which worsens 
a person’s physical work ability (Marcora et al., 2009), etc.

Social expectations as a person’s mental state reflect the correlation of a subjec-
tive estimation of the actual situation of interaction and an individual’s notions 
about him/herself as a subject of behavior in this situation (Tyshkovsky, 1998). 
It was empirically investigated and shown that a child’s expectations of a pure, 
primary state of expectations, come to a certain, determined, essential state, i.e., 
the mental state of expectations of an adult (Popovych, 2014).

Theoretical analysis of the scientific literature (Tyshkovsky, 1998; Marcora et al., 
2009; Popovych, 2014, 2017; Prokhorov et al., 2015a, 2015b) showed that the place 
and role of mental states of expectations in the process of students’ academic and 
professional activities have not been thoroughly examined. The authors assume 
that the structure, variables and interdependence of the factors of mental states 
of expectations are important components of students’ academic and professional 
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activities. Application of the research results will contribute to efficient organiza-
tion of students’ educational process.

The purpose and research issue
The purpose of the study was to examine the structure, variables and interde-

pendence of the factors of students’ mental states of expectations.

Research Methodology

Methodological aspects in the research on cognitive mental states (Prokhorov et 
al., 2015a) were taken into consideration. The characteristic of the fulfillment of an 
actual task was obtained with the use of content-analysis. The text of research par-
ticipants is a simplified reflection of the social reality causing it. Content-analysis 
does not measure the things the research participants say, will do or try to do, but 
the things they have really done. Content-analysis allows for interpreting mental 
states of expectations, distinguishing one state from another, and determining 
the properties of mental states of expectations. It was proved in psycho-semantic 
analysis of motivation that content-analysis is a scientific method which reveals 
important aspects of human behavior (Zasyekina, 2004), since mental processes 
and states are related to the functioning of language (Harley, 2008). However, it 
is evident that the accuracy of the obtained information depends on respondents’ 
ability to describe an expected situation and realization of expectations in the 
context of task performance. Further, we chose a complex of methods according 
to the purpose and research subject. The methods allowed for determining the 
characteristics (variables) which created a  factor structure of mental states of 
expectations. Such logic was confirmed in the research proving that a mental state 
of expectations is an integral complex of available characteristics which affect 
a person’s expected performance (Popovych, 2017).

Participants
The students of the 2nd–4th years of study of Kherson State University took 

part in the research; their average age was 20.1 years. The sample consisted of 135 
persons. The research was conducted according to the ethical standards of the 
committee on the rights of experiments of the Declaration of Helsinki (WMA 
Declaration of Helsinki, 2013).
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Instruments and Procedures
During the academic year we used psycho-diagnostic instruments for measur-

ing the research parameters. The questionnaire “The Level of Social Expectations” 
(“LSE”) (Popovych, 2017): the level of social expectations of personality (LSEp), 
the level of awareness of the expected events (LAEp), the level of the expected 
attitude towards the participants in interpersonal interaction (LEAp), and the level 
of the expected performance (LEPp). The questionnaire “The Level of Subjective 
Control” (“LSC”) (Rotter, 1966): general internality (ІG), internality in the area 
of achievements (ІA), internality in the area of failures (ІF), internality in family 
relationships (ІFR), internality in the area of labor relations (ІLR), and internality 
concerning health and illness (ІHI); “Purpose in Life Test” (“PIL”) (Leontiev, 
2006): goals of life (GL), process (P), result (R), locus of control – self (LCS), locus 
of control – life (LCL), general sense of life (GSL); the questionnaire “The Level 
of Personality Aspirations” (“LPC”) (Herbachevskyi, 1990): internal motive (IМ), 
cognitive motive (CМ), the motive of avoiding (МA), the motive of competition 
(МC), the motive of changing activity (МCA), the motive of self-respect (МS), 
the significance of results (SR), task complexity (TC), volitional effort (VE), the 
estimation of the level of obtained results (ELAR), the estimation of personal 
potential (EPP), a projected level of mobilizing efforts (PLME), an expected level 
of results (ELR), the regularity of results (RR), and initiative (І). The responses 
were estimated by means of the bipolar semantic differential scale, its value was 
within the range of -3 (absolutely not agree) to +3 (absolutely agree). The relia-
bility indices obtained by means of Cronbach-α statistics were: αLSE = .777; αLSC = 
.813: αPIL = .823; αLPC = .859. The sociometric method “Expectometry” (Popovych, 
2017): the coefficient of expectations (CE), expectometric status (ES), the level 
of adequacy of self-expectations (LS), the coefficient of reciprocally expected 
choices (CC) – the reliability coefficient obtained by means of Cronbach’s alpha 
statistics was α = .737. The “Expected situation” (Popovych, 2017) and “Realization 
of expectations” (Popovych, 2017) methods were used to determine the properties 
of social expectations: internality/externality (ІЕp), activeness/passiveness (APp), 
openness/closeness (OCp), adequacy/inadequacy (AIp). A dichotomic scale was 
used, Cronbach-α was α = .836. The reliability indices of Cronbach-α were within 
the range of sufficient (.7) and high levels (.9).

Data analysis
Statistical processing of the empirical data and graphical presentation of the 

results were performed by means of the statistical programs “SPSS” v. 23.0 and 
“MS Excel”. The principal component method involving oblique Promax rotation 



297The Structure, Variables and Interdependence of the Factors of Mental States

was used, which allowed for calculating the correlations between the factors. 
Arithmetic mean value of parameters () and mean-square deviation () were cal-
culated. The differences between the values of the variables at the level р≤.05 are 
considered statistically significant.

Research Results

Content-analysis of students’ mental states of expectations
The “Expected situation” method implied a short description of a respondent’s 

behavior (8–10 sentences) in an actual situation (participation in a students’ 
conference). The respondents chose delegates from their group. The conference 
was over, then all the respondents described (8–10 sentences) the realization 
of their expectations, reproducing the social reality (n=135). The results of the 
properties of mental states of expectations were estimated with the use of the 
scales of the arithmetic mean () and the mean square deviation (), as presented 
in Table 1.

Table 1. The arithmetic mean and the mean square deviation of the scales  
of the properties of mental states of expectations (n=123)

Scale Arithmetic mean Mean square deviation

ІЕp .47 .19
АPp .46 .20
OCp .71 .23
АIp .73 .23

M – arithmetic mean; SD – mean square deviation.

The obtained results of content-analysis proved that the prevailing state of inter-
nality of expectations was characteristic of 18.03% of the research participants, 
the state of externality of expectations was characteristic of 24.59%, openness was 
characteristic of 38.04%, the mental state of closeness of expectations – 21.96%, the 
mental state of adequate expectations – 41.48% and the mental state of inadequate 
expectations – 18.52% of the research participants. Further statistical analysis 
was performed using the data only of those respondents whose mental states of 
expectations had full description and were dominating (n=123).
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The factor structure of mental states of expectations
The obtained results of the research parameters were estimated with the use of 

the scales of the arithmetic mean () and the mean square deviation (), as shown 
in Table 2.

Table 2. The arithmetic mean and the mean square deviation  
of the scales of the research parameters (n=123)

Scale Arithmetic mean Mean square 
deviation

«LSE»
LSEp 68.11 12.29
LAEp 17.32 3.25
LEAp 14.66 1.77
LEPp 36.18 8.28

«Expectometry»
CE .44 .16
ES .20 .13
LS .73 .23
CC .09 .08
«LSC»
ІG 197.95 20.43
ІA 54.33 7.79
ІF 49.94 8.13
ІFR 39.67 6.76
ІLR 36.71 5.28
ІHI 18.72 4.45

«PIL»
GL 31.42 7.42
P 29.89 5.65
R 25.33 4.89
LCS 21.03 4.47
LCL 30.03 4.33
GSL 102.17 14.40

«LPC»
IM 12.67 2.97
CM 15.42 2.79
MA 11.54 3.59
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Scale Arithmetic mean Mean square 
deviation

MC 11.96 3.31
MCA 12.84 3.48
MS 13.94 3.15
SR 8.94 3.13
TC 5.73 2.64
VE 12.64 3.01
ELAR 9.85 2.15
EPP 13.68 3.02
PLME 14.02 2.71
ELR 9.77 2.13
RR 13.67 2.53
І 12.98 2.75

M – arithmetic mean; – mean square deviation.

The complex of 35 psychological parameters is methodologically substantiated, 
which reflects the subject of the research on students’ mental states of expectations. 
The names of the scales reflect the essence of the research parameter. Some similar 
scales will be explained: LCS – measures the notion about a person him/herself 
as a strong individual possessing sufficient freedom of choice to construct his/her 
life according to his/her aims and understanding of its meaning; LCL– measures 
an individual’s ability to control his/her life, make decisions easily and implement 
them in life.

The correlation matrix with 35 variables was determined with the principal 
component method. 10 factors have the values which are more than unity and 
explain 71.63% of the variable dispersion (Table 3).

Table 3. The matrix of factorial loads

F1 F2 F3 F4 F5 F6 F7 F8 F9 F10

LSEp .985 -.090 .068
LAEp .948 -.142 -.175
LEAp .903 .207 -.159
LEPp .897 -.069 .139
CE .378 -.227 -.189
ES .143 .798 -.205
LS .330 -.158 .545
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F1 F2 F3 F4 F5 F6 F7 F8 F9 F10

CC -.126 -.186 .844
ІG .878 -.088 -.225
ІA .137 .674 .181
ІF -.190 .934 -.239
ІFR -.179 .918 -.124
ІLR .227 .332 -.686
ІHI .338 -.327 .403
GL .903 -.107 -.145
P .814 .115 .137
R .612 -.243 .255
LCS .897 -.122 .155
LCL .735 -.273 -.317
GSL .923 .109 -.081
IM .788 -.359 .243
CM -.226 .829 -.257
MA .146 .239 .867
MC .754 .296 .310
MCA .325 .568 .289
MS .230 .378 .510
SR -.458 -.314 -.186
TC -.255 .170 .896
VE .353 .268 .532
ELAR -.160 .875 -.150
EPP .210 .428 -.252
PLME .818 .118 .160
ELR .245 .235 .589
RR .514 .435 .318
І .414 -.439 .312
Disper-
sion, %

20.70 9.90 8.76 7.38 5.57 4.60 4.26 3.86 3.41 3.19

∑ disper-
sion, %

20.70 30.60 39.36 46.74 52.31 56.91 61.17 65.03 68.44 71.63

Value 7.243 3.466 3.066 2.583 1.949 1.609 1.491 1.351 1.194 1.117

Note: The loads of the significant variables are given in bold type.
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F1 “Meaning-of-life moderation” shows the dependence of the expectations 
related to academic and professional activities on the meaning-of-life and value 
orientations of a subject, on the level of his/her general sense of life, on setting 
aims of life, localizing control on “self ”, on life, on process, and on performance. 
The effect of this factor is characterized by the meaning-of-life regulation of aca-
demic and professional activities.

F2 “Pragmatic regulation” is an expected regulatory ability of a subject, the 
ability to regulate and predict academic and professional activities pragmatically, 
and at the same time, to be oriented towards performance.

F3 “Subjective regulation” is the reflection of different types of internality. The 
mental state of expectations is related to the aspiration for internal regulation, 
which is accompanied by a subject’s desire to consider him/herself the reason for 
everything that happens to him/her in all areas of life.

F4 “Self-actualization activity” is significantly related to cognitive activity, mobi-
lization activity, directed towards the aim, supported by internal resources. This 
mental state of expectations has a high self-actualization ability.

F5 “Affiliation aspiration” consists of the variables whose psychological content 
reflects the aspiration to be in the company of other people, the need for building 
warm, emotionally significant relationships with other people.

F6 “Competitive activity” is characterized by a subject’s aspiration to be better 
than others. The subject aspires to obtain acknowledgement of his/her own rating 
and professional status not only from the people around, but also his/her own 
acknowledgement.

F7 “Self-confirming activity” shows that mental states of expectation are accom-
panied by a subject’s aspiration to set him/herself more and more complicated 
aims in a single-type activity. The orientation is aimed at the evaluative component 
of academic and professional activities. Such a mental state of expectation is char-
acteristic of the subjects who “study not for knowledge”, but “for marks”.

F8 “Avoiding frustration” is characterized by a subject’s fear of showing a low 
level of results and being responsible for the consequences of these results. The 
mental state of expectation of a subject is accompanied by the tendency to stop 
doing the activity he/she is engaged in at that time. It is opposite to “self-actual-
ization activity”.

F9 “Estimation of complexity” is the aspiration to estimate the tasks of academic 
and professional activities. The place of this factor in the structure of mental pro-
cesses of expectations allows for stating that F9 is not students’ principal mental 
state.
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F10 “Confident activity” consists of adequate self-expectations of a  subject 
combined with the motive of a volitional effort. It is also characterized by the 
variable with a negative load, which reflects a subject’s responsibility for everything 
that occurs in academic and professional activities.

The following factors have the load that is beyond the limits of the total disper-
sion of variables (less than 0.943). Therefore, the results of the statistical analysis 
allowed for determining 10 basic factors (71.63%) determining the structure of 
mental states of expectations (Figure 1).

The interdependence of the factors determining the structure of mental 
states of expectations
We will analyze the most significant relationships between the chosen factors 

(cf., Table 4). The most significant correlation (p≤.01) is correlation F1 and F2 
(.404), F1 and F3 (.357). F2 has the greatest number of significant relationships 
with F1, F3 and F4. Thus, pragmatic regulation is an important component in 
the structural and functional organization of mental states of expectations. The 
most dependent factors in the structure of the states of expectations are F2, F3 
and F4.

F1; 20.07

F2; 9.90

F3; 8.76

F4; 7.38

F5; 5.57

F6; 4.60

F7; 4.26

F8; 3.86

F9; 3.41
F10; 3.19

F1“Meaning-of-life moderation”, %

F2“Pragmatic regulation”, %

F3“Subjective regulation”, % 

F4“Self -actualization activity”, %

F5“A�l iation aspiration”, %

F6“Competitive activity”, %

F7“Self -confirming activity”, %

F8“Avoiding frustration”, %

F9“Estimation of task complexity”, %

F10“Confident activity”, %

Figure 1. The structure of mental states of expectations
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Table 4. The correlation matrix of the components of the structure 
 of mental states of expectations

1 2 3 4 5 6 7 8 9 10

1 1.000 .404** .357** .145** .027 .131** .146** -.079 .081 .108*
2 .404** 1.000 .281** .238** .099* .096* -.003 -.172** .005 .198**
3 .357** .281** 1.000 .270** .066 .010 .153** -.262** .126** .088*
4 .145** .238** .270** 1.000 -.095* -.059 .211** -.165** .048 .286**
5 .027 .099* .066 -.095* 1.000 .110** -.078 -.034 -.041 .039
6 .131** .096* .010 -.059 .110** 1.000 .004 -.053 -.248** .002
7 .146** -.003 .153** .211** -.078 .004 1.000 -.044 .129** -.074
8 -.079 -.172** -.262** -.165** -.034 -.053 -.044 1.000 -.257** -.169**
9 .081 .005 .126** .048 -.041 -.248** .129** -.257** 1.000 .112**

10 .108* .198** .088* .286** .039 .002 -.074 -.169** .112** 1.000

* – statistical significance of p≤.05; ** – statistical significance of p≤.01.

Discussion

There are few topical studies on mental states. The research on cognitive states 
in the process of intellectual activity of students has scientific and methodological 
value (Prokhorov et al., 2015b). Other scientific research illustrates a positive 
significant correlation between social expectations and the results of academic 
and professional activities (Popovych, 2017).

It is known that mental states of expectations often acquire stability and become 
personality traits (Popovych, 2017). Thus, this or that dominating mental state of 
expectations from the structure under study (cf., Figure 1) affect students’ content 
of activities and results. In particular, F4 “self-actualization activity” and F8 “avoid-
ing frustration” are oppositely directed, which is important in students’ education. 
It confirms our assumption that the structure, variables and interdependence of 
the factors of mental states of expectations are important components of students’ 
academic and professional activities.

The examination of the research subject depends on the set of methods. The 
application of the “Expected situation” and “Realization of expectation” methods 
allowed for tracing important aspects of the students’ behavior, differentiating 
one mental state of expectations from another, determining the properties of 
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mental states of expectations. The content-analysis shows that the majority of the 
respondents’ answers are aimed at solving the suggested task acting as an image 
of the expected result. The variables of actual mental states of expectations and 
the interdependence of the factors reflect the levels of the respondents’ regulatory 
ability. Obtaining the expected result is directly dependent on the type of a mental 
state of expectations. The obtained results have much in common with the empiri-
cal research on the regulatory role of mental states in the structure of motivational 
and cognitive resources of personality (Silvia et al., 2009; Prokhorov et al., 2015a).

Therefore, it could be stated that the obtained results of the research on students’ 
mental states of expectations operationalize the process of solving the tasks of aca-
demic and professional activities. It is obvious that the application of the research 
results will contribute to efficient organization of students’ education process. The 
problem of the correlation of a particular mental state of expectations and the 
indices of students’ progress is open-ended.

Conclusions

The content-analysis of the students’ own answers showed that mental states 
of expectations emerging in the process of performing a task are quite complex 
phenomena. The content analysis allowed for qualitative interpretation of mental 
states of expectations, distinguishing one state from another, determining the 
properties of mental states of expectations.

The factor analysis determined the structure of mental states of expectations 
consisting of 10 basic factors (71.63%). It was established that the principal factor 
is F1 “meaning-of-life moderation” (20.70%), which is interrelated with F2 “prag-
matic regulation” (=.404; p≤.01) and F3 “subjective regulation” (=.357; p≤.01).

It is substantiated that the structure, variables and interdependence of the 
factors of mental states of expectations are important components of students’ 
academic and professional activities; the obtained empirical results of the research 
will contribute to efficient organization of the education process. The research 
results may be useful for the directors of educational institutions, education work-
ers, and also researchers in the field of psychology of expectations, constructing 
the future. The prospects of further research are outlined.
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