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Stanisław Juszczyk

Editor’s Preface
The second number of The New Educational Review in 2016 is the forty-fourth
issue of our journal since the start of its foundation in 2003. In this issue there are
mainly papers from: Australia, Croatia, the Czech Republic, Germany, Indonesia,
Iran, Kazakhstan, Malayasia, Poland, Portugal, Russia, South Korea, the Slovak
Republic, Slovenia, South Africa, Serbia, Spain, Ukraine, and Russia, because our
journal is open for presentation of scientific papers from all over the world.
In the present issue the Editors’ Board have proposed the following subject
sessions: Social Pedagogy, General Didactics, Pedeutology, Andragogy, Special
Pedagogy, Preschool Education, Methodology of Research, Chosen Aspects of
Psychology, and Review.
In the subject session “Social Pedagogy” we publish nine articles. The research
reported by Jong-ho Nam, Insik Kim and Yongdeog Kim identified needs as
perceived by students, and contrasted these with studies of existing Korean
departments of Chinese. The paper by C.C. Wolhuter investigates three issues
surrounding the field of comparative education, namely the place of comparative
education in teacher education, the question as to whether the field should be
transformed into comparative and international education, and acknowledgement
of the place of Comenius as one of the fathers providing an inspiring vision and
ideal for the field. The study presented by Efrat Eilam and Fiachra Barry focuses
attention on two major deterring factors, the female pedagogy-sensitivity effect
and the stereotype effect. In their article Tiago Freires and his co-workers analyze
ninth-graders’ discourses on how they see family participation in school-related
activities. Natalya Ivankova and her co-workers describe a study of teachers’ and
parents’ attitudes towards educationally underperforming students of general
education school from the humanistic pedagogy and personality-oriented perspectives. Jan Lašek and his co-workers focus their attention on the effect of Information and Communication Technologies (ICT) on contemporary adolescents,
both in terms of their use and possible misuse, particularly in the field of possible
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ICT addiction. The aim of the study by Aziya Turkpour and Vali Mehdinezhad is
to explain the relation between social and academic support of students’ adaptation to college. In her article, Beata Ecler-Nocoń describes three models which
regulate the roles adopted by individuals within the family. The study by Kokom
Komalasari describes a model of living values education in teaching materials and
its impact on the civic disposition of students.
In the subject session “General Didactics” we publish five articles. The study
by Rafidah Othman and his co-workers aims to investigate the connection
of students’ ability with their learning preferences in mathematics by applying
differentiated instruction using tiered assignments and parallel tasks. The goal
of the research by Biljana Stojanović and her co-workers is to examine whether
the development of cognitive abilities of students can be encouraged under the
influence of didactic games. Quasi-experimental research carried out by Hutkemri
and his co-workers identifies the effectiveness of GeoGebra in achieving students’
conceptual and procedural knowledge. The article by Malika Maksatovna Knissarina and her co-workers presents a solution for one of the significant tasks in
pedagogical science and practice, namely the development of regulatory skills in
younger school pupils, as a significant factor of their educational and cognitive
competence development. The research presented by Erni Ratna Dewi and his
co-workers aims at analysing whether the emotional intelligence, competence, and
interpersonal communication directly affect teacher performance in senior high
schools in Makassar (Indonesia).
In the subject session “Pedeutology” we publish 3 articles. The empirical study
by Amalija Žakelj and Maria Cotič investigates to what extent the implementation
of the DPMAT model (a didactic approach to supporting pupils with learning
difficulties in mathematics) contributes to the qualification of teachers for implementation of support to pupils with learning difficulties in mathematics. The aim
of the research by Elvira E. Symanyuk and Anna A. Pecherkina is to study the
activity-related, personality-related and socio-communicative components of
school teachers’ professional competence. The research by Alina Szczurek-Boruta
establishes the background against which the condition (the current health, inner
intellectual and professional situation) of future teachers is shown as well as the
determinants of their preparation for work in multicultural conditions.
In the subject session “Andragogy” we publish two articles. The article by Larysa
Lukianova reveals the importance and peculiarities of adults’ learning process.
The Initiative of the Institute of Pedagogical and Adult Education of the National
Academy of Educational Sciences of Ukraine to organize peer-to-peer ESL and
EAP courses is described and analyzed in the article by Svitlana Babushko in
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order to identify the factors which can stimulate the process of learning English
by Ukrainian researchers.
In the subject session “Special Pedagogy” we publish an article by Tina Štemberger and Vanja Riccarda Kiswarday, who present a study that aims to construct
and validate the Inclusive Competences Scale for Educators (InComEdu).
In the subject session “Preschool Education”, Barbara Bilewicz-Kuźnia in her
study determines the material and emotional conditions for free play depending
on the time of day in preschool.
In the subject session “Chosen Aspects of Psychology”, Anna Kózka and Hanna
Przybyła-Basista investigate the relationship between perceived stress and psychological well-being among parents of children with Down syndrome.
In the subject session “Methodology of Research”, Urlich Binder makes an
assumption that scientific and practice discourse complement each other: the
question of utility serves the question of truth and vice versa.
In the subject session “Review” we publish a review of a book by A. Maley and
N. Peachey (Eds.), Creativity in the English Language Classroom, British Council,
2015 (172 pp.), by Herri Mulyono.
We hope that this edition, like previous ones, will encourage new readers not
only from the Central European countries to participate in an open international
discussion. On behalf of the Editors’ Board I would like to invite representatives
of different pedagogical sub-disciplines and related sciences to publish their texts
in The New Educational Review, according to the formal requirements placed on
our website: www.educationalrev.us.edu.pl – Guide for Authors.

Social
Pedagogy

Jong-ho Nam, Insik Kim,
Yongdeog Kim
South Korea

Social Science Education Offered
by Chinese Departments in Korean Universities1
DOI: 10.15804/tner.2016.44.2.01

Abstract
The current curricula of the departments of Chinese in Korea emphasize language and literature, although most students in these departments would prefer
an emphasis on curricula in the Chinese social sciences, with less emphasis
on language and literature. The research reported here include surveys that
identified needs as perceived by students, and contrasted these with studies of
existing Korean departments of Chinese. This research indicates that Korean
universities currently lack the ability to meet students’ needs. For more effective
education, Chinese departments should offer two-track curricula, consisting of
a language track and a social science track.
Keywords: Chinese studies in Korea, Chinese social sciences, Chinese language
and literature, two-track curricula

Introduction
How should we understand China and teach our students? China has become
a leading nation in the 21st century. To keep up with the ever-changing China,
universities in many countries are revising their courses in each field. This phenomenon is especially obvious in the social sciences, which influence interactions
between countries in such areas as Chinese economic policies and diplomatic rela1 This study was supported by the Hankuk University of Foreign Studies Research Fund of 2016.
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tions, as well as in conventional education in the Chinese language and literature.
Such a trend can be found in Korea as well. Korea is close to China geographically,
and it has a cultural background that shares the Confucian heritage and Chinese
character culture. Additionally, China and Korea maintain a close economic
relationship. Owing to the recent Korea-China FTA, exchanges between the two
nations are expected to increase further.
In response to the demand and interest in exchanges between the two nations,
universities in Korea are also establishing departments related to China and
offering various courses in such areas as the Chinese language, literature, culture,
society, politics, and diplomatic relations. However, Chinese education in Korea
largely focuses on the Chinese language and literature, so it does not accommodate
students’ need to acquire general knowledge in Chinese economics, politics, international relations, and society. The present study began with an awareness of this
discrepancy. The objective of this study was to investigate how effectively Korean
universities are offering knowledge of China that is in line with China’s emerging
status in the world and also to investigate how they should prepare experts in
China.
A review of previous studies can be summarized as follows: Yu (2002) conducted a study comparing linguistic curricula offered by Chinese departments in
Chinese and Korean universities and suggested the offer of curricula focusing on
the Chinese language for freshmen and sophomore, with curriculum areas with
the content of Chinese literature, history, politics, and economics for junior and
senior students. Unfortunately, this study compared curricula offered by three universities in Korea and China, respectively, so the sample of the study was too small.
It also classified courses in terms of basic linguistic knowledge, linguistic function,
and culture. Lee (2005) discussed the current curriculum and suggested improvements in the department of the Chinese language and studies, but he focused on
the development of the Key Quality Indicators (KQI) for education, as well as on
improvement measures. Park (2004) classified Chinese departments in Korea into
six types, such as the Chinese language and literature, Chinese linguistics, and Chinese studies, and then analyzed the curricula of the representative departments.
One shortcoming of Park’s study was the use of relatively ambiguous categories
for analysis, such as Chinese linguistics and the Chinese language. Over the past
10 years, no further research has been conducted on the state of rapidly changing
departments and curricula. In addition, Lee (2001) classified Chinese departments
into the fields of language, literature, and culture, and further classified them in
detail for analysis. Park (2000) analyzed the curricula of Chinese departments in
Korea, focusing on linguistics, according to “The Outline of HSK Level Standards
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and Grammatical Level” of the Chinese National Office for Teaching Chinese as
a Foreign Language.
Based on the research reviewed here, this study investigates the current curricula
of Chinese departments in Korea and suggests what curricula Korean universities
should offer. In particular, the study takes an inductive approach, focusing on the
social sciences, and uses the two categories of the Chinese language and literature
as well as the social sciences, which have never been included in previous studies
in order to analyze how well Korean universities are reflecting students’ needs in
such social science fields as politics, economics, diplomacy, and society, beyond the
conventional fields of Chinese linguistics and literature.
Based on an analysis of the current condition in Korean universities, the
presented study investigates which field is lacking and analyzes what causes that
lack. Then, it suggests a curriculum for Korean universities to effectively teach and
study China from the perspective of a foreign country. Specifically, it investigates
the following: first, whether students are satisfied with the current curricula, what
interests they have and what fields they want to study; and second, the difference
between the current curricula of Korean universities and students’ needs, and the
reason for the difference. Based on the analysis and discussion, this study suggests general improvement measures, such as the curriculum revision of Chinese
departments in Korea.

Research Methodology
The present study first analyzed the current condition of Chinese departments
in Korea and conducted a survey using data on Chinese departments, such as
curricula, credit hours, full-time teaching faculty, and majors as of 2016. In Korea,
there are a total of 113 universities offering 126 Chinese departments (Academy
Information Center, http://www.academyinfo.go.kr/). Among the universities, this
study analyzed data on related departments at 109 universities that have disclosed
information on credit hours and faculty members.
The second phase of the study was a survey offered to 275 students, who
were studying in Chinese departments at nine universities in Korea, in order to
investigate the students’ needs in each Chinese field. The survey was conducted
over approximately one month between November 23 and December 19, 2015.
A total of 275 questionnaires were retrieved, but 10 questionnaires were excluded
from the analysis, because some respondents did not answer all the questions or
provided the same answer uniformly.
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In the third phase, academic courses were classified into two broad categories: language and literature vs. social sciences. Language courses (Chinese
grammar, conversation, phonetics, phonology, and sociolinguistics) and literature courses (history of literature, literary theory, as well as poetry, novels,
essays, etc.) are classified in the language and literature category, while courses
with an element of social sciences, such as Chinese current affairs and Chinese
trade, are classified in the social science category. Courses in Chinese history
and philosophy have strong humanistic characteristics, so they were classified
in the language and literature category. Chinese culture courses are also classified in the language and literature category. This classification is based on the
following grounds: first, as these are offered as supplementary courses, they
are not an independent Chinese culture curriculum but have a supplementary
feature designed to help students’ acquisition of the Chinese language; second,
realistically, most faculty members who are teaching Chinese culture majored
in literature. This enables them to offer courses from the perspective of a literature major.

Analysis of Students’ Expectations from Chinese
Departments
What kind of education do students want from Chinese departments
in Korea?
Are Korean students satisfied with the current offer of Chinese departments?
What fields are they interested in? The study conducted a survey of students
majoring in Chinese studies in Korea to find out what areas they are interested in
and what revisions they want in the current curricula.
Table 1. Students’ interest in each field (n = 265, multiple responses allowed)
Language

Literature

Social Science

Responses

203

43

159

%

76.6

16.2

60.0
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Table 2. Preference by school year (n = 265, multiple responses allowed)
School Year

Language

Literature

Social Science

1

81.3%

25.0%

41.7%

2

55.0%

12.5%

55.0%

3

69.2%

13.8%

49.2%

4

74.2%

17.7%

67.7%

To investigate the students’ interests in the field of Chinese studies, the survey
asked them in which fields they were interested, from among the Chinese language,
literature, and social sciences (multiple responses were allowed). According to the
results, the students showed the highest interest in the Chinese language (74.4%),
as expected, followed by social sciences (58.2%), and literature (15.8%). That is,
the students’ interest in the language field was still high, but their interest in social
sciences was higher than that in literature.
In terms of the school year, the students’ interest in the Chinese language was
the highest regardless of their school year, but their interest in social sciences
tended to increase gradually depending on their year in university. In particular,
the fourth-year students showed the highest interest in social science courses
(67.7%). This result implies that students in their senior year start to realize that
their knowledge in social sciences is essential in getting a job in the future.
Table 3. Courses in social sciences should be offered (n = 265)
Responses
%

Strongly Agree

Agree

Average

Disagree

Strongly Disagree

36

128

87

14

0

13.6

48.3

32.8

5.3

0

According to the students’ responses to the question of whether social science
courses should be improved, the percentage of the students who answered
“Strongly Agree” (26 respondents, 13.6%) and “Agree” (128 respondents, 48.3%)
was 61.9% out of 265 respondents: it was significantly higher compared to the
percentage of the students who answered “Average” (87 respondents, 37.8%)
and Disagree (14 respondents, 5.3%). In particular, out of the 74 students who
expressed interest only in the Chinese language, 33 also said that they needed
social science courses. Based on the analysis, it can be concluded that the students
think that social science courses should be strengthened, regardless of those
students’ interests.
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Table 4. If social science courses should be offered, what are your reasons?
(n = 241, multiple responses allowed)
For Balanced
Knowledge

For
Employment

Out of Academic
Curiosity

For Common
Sense

Other

Responses

147

59

51

18

7

%

59.8

24.0

20.7

7.3

2.8

According to the reasons for strengthening social science courses, the percentage of the students who chose balanced knowledge (59.8%) and academic curiosity (20.7%) was significantly high. This result implies that the students think the
current curricula focusing on the Chinese language do not help them understand
China in a multi-faceted way. Another interpretation is that the students’ interest
in China began from the Chinese language and literature but that their interest
is expanding to various fields such as Chinese politics, economy, and society. In
addition, the ratio of the students who chose practical reasons, such as employment, was high (24%). This result suggests that the students’ need for practical
knowledge and capability in politics, economy, and trade is increasing as social
and cultural exchanges between Korea and China expand.
Table 5. What should be the ideal ratio between the fields of language
and literature and the social sciences? (n = 265)
Questions

No. of
Response
Respondents
Rate

Language and literature courses should be offered.
(The ratio of language and literature courses to social science courses
should be 100:0.)

0

0.0

Social science courses should be strengthened based on language
and literature.
(The ratio of language and literature courses to social science courses
should be 75:25.)

92

34.7

Language and literature and social science courses should be offered
equally.
(The ratio of language and literature courses to social science courses
should be 50:50.)

139

52.4

Social science courses should be strengthened greatly based on
language and literature.
(The ratio of language and literature courses to social science courses
should be 25:75.)

32

12.0
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No. of
Response
Respondents
Rate

Questions
Language and literature courses should be reduced while concentrating on social science courses.
(The ratio of language and literature courses to social science courses
should be 0:100.)

2

0.0

According to the students’ answers on Chinese departments and curricula, the
percentage of the students who answered that language and literature courses vs.
social science courses should be offered equally was the highest (52.4%). That
was followed by the ratio of the students who thought social science should be
strengthened with a secondary focus on language and literature (34.7%); and then
by the ratio of the students who answered that more social science courses should
be offered than language and literature courses (12.0%). That is, even though the
students in Chinese departments still think the Chinese language courses are
important, their interest in the social sciences is very high, and they think social
science courses should be improved.
Table 6. If the social sciences are strengthened, what courses should be offered?
Field

Economics

Politics

Diplomacy

Society

Current
Affairs

Law

Trade

No. of
Responses

124

58

133

101

123

51

139

%

45.4

21.2

48.7

37.0

45.1

18.7

50.9

The results of the survey showed that the students’ needs for courses in Chinese
trade and economics were the highest, followed by courses on Chinese diplomacy
and current affairs, then Chinese society (37%), Chinese politics (21%), and Chinese law (18.7%).
These survey results are attributable to recent developments in the relationship between Korea and China, particularly the increase in economic exchanges
between the two countries. The results also reflect the fact that our society needs
human resources with capabilities in social science fields. In particular, as “customized industrial education” is a trend in Korean universities, students think that
universities should strengthen related education. The result of this survey reflects
the trend quite well.
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The current condition of Chinese departments in Korean universities
The history of Chinese education in Korea goes back to the establishment of the
Department of the Chinese Language and Literature by Seoul National University
in 1946, following Korea’s liberation from the Japanese occupation. Subsequently,
the Hankuk University of Foreign Studies opened the Department of the Chinese Language in 1954, and other universities followed suit. There were only 18
Chinese departments in Korea until the 1970s, but following the establishment of
diplomatic relations between Korea and China in 1992, the number of Chinese
departments rapidly increased (Park, 2004, 248 – 249), amounting to 126 Chinese
departments as of 2016 (Statistical Yearbook of Education, 2015). This number
accounts for 67% of the 189 4-year universities in Korea. Based on the analysis
reported here, the current characteristics of Chinese departments in Korea can be
summarized as in Table 7.
Table 7. Types and ratio of Chinese departments in Korea
Name of Department

Major Department Names

Number/
Percentage
of Schools

(China) Department of
Linguistics

Dept. of Chinese, Dept. of Chinese Interpretation
and Translation, Major in Chinese Language

35
(27.8%)

Department of the
Chinese Language and
Literature

Dept. of the Chinese Language and Literature

46
(36.5%)

(China) Area Studies

Dept. of Chinese Studies, Dept. of Chinese Commerce, Major in China Studies

39
(31.0%)

Other

Dept. of Tourism Chinese Language, Dept. of Chinese and Japanese Studies

6
(4.8%)

Total

126

Note: Based on data from the Academy Information Center, the Statistical Yearbook of Education,
and materials from universities

1. Department of the Chinese Language: The goal of education is to teach
Chinese as a foreign language, and courses concentrate on fostering students’
linguistic ability. The departments offer a high ratio of language courses and
also courses on Chinese history, culture, politics, and economics. However,
most of these courses are designed to provide background knowledge to
support students’ language acquisition.
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2. Department of the Chinese Language and Literature: This is a typical
department related to China in Korean universities; its goal is to teach the
Chinese language and Chinese literature from the perspective of studies in
the humanities.
3. Department of Chinese Area Studies: The purpose of these departments is
to provide an overall understanding of China through a regional approach.
There are differences among the universities, but these departments offer
several Chinese language courses and other courses on Chinese trade and
commerce, law, diplomacy, and Chinese economics and politics, to help
students acquire an overall knowledge of China. These departments are
operated under various names, such as the Department of Chinese Area
Studies, the Department of Chinese Business, and the Department of Chinese Studies.
4. Other: Other departments are being operated by integrating departments
of Chinese and various academic fields, such as the department of Chinese
language tourism or the department of the Chinese and Japanese language.
How well do courses offered by Korean universities reflect the needs
of students?
Then, how well does the current course offer by Chinese departments accommodate students’ needs? For an analysis, this study investigated the courses offered
by the total of 109 Chinese departments whose information has been disclosed;
and obtained the ratio of social science courses out of the total number of courses
offered. The result of the analysis showed that the ratio of social science courses
offered by Chinese departments was very low.
Table 8. The percentage of Social Science courses out of the total number of courses
offered by Chinese departments at major universities in Korea
Average total credit hours

118.8

Average credit hours in social science courses

20.8

The percentage of social science courses out of total credit hours

17.5%

As can be seen in Table 8, the percentage of Chinese social science courses in
Korea is only 17.5%. Compared with students’ needs, it is significantly low.
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Results
Based on the results of this survey, the students’ perception of Chinese departments and the situation of current Chinese departments in Korea can be summarized as follows:
First, the biggest need of the students studying in Chinese departments in Korea
is learning the Chinese language. This is an essential skill because linguistic ability
is a minimum prerequisite to understanding and studying a foreign country.
Second, the students studying in Chinese departments think that more social
science courses should be offered. In this study, many students expressed interest in the social sciences and thought that social science course offer should be
strengthened.
Third, Chinese departments in Korea can be classified into several types, but
regardless of type, all of the Chinese departments include Chinese language
courses at some level; they differ depending on which area they emphasize.
Fourth, the reasons for emphasizing Chinese language and literature courses
can be summarized as follows:
1. Traditionally, Korea and China have shared the Confucian and Chinese
character cultures, so Koreans tend to have a great interest in the Chinese
language and literature, particularly in classical Chinese literature;
2. During the Cold War era, Korean research and education in Chinese social
sciences were very limited. In particular, during the Korean War, which
occurred in 1950, China participated in the war to aid North Korea and
became an enemy of South Korea until diplomatic relations between China
and Korea were established in 1992. Due to this historical background, conducting research on China, a communist country, was prohibited, and even
subscribing to a Chinese newspaper needed government approval. Under
these circumstances, Chinese departments in Korea had to focus on the
Chinese language and literature, which were not directly related to Chinese
politics or ideology; and
3. Korea’s first Chinese department was established with a focus on the Chinese language and literature (Seoul National University). This influenced
the later establishment of departments as well as the preparation of teaching
staff. Consequently, the majority of teaching staff majored in the Chinese
language and literature. The shortage of teaching staff in the social sciences
may have caused the current shortage of social science courses.
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Table 9. Percentage of social science researchers among teaching staff in Chinese
departments in Korea
Number of professors
Number of the teaching staff who majored in the social sciences
Percentage

768
96
12.5%

Note: Based on the websites of 118 departments that have disclosed information about faculty
members.

As shown in Table 9, the number of the teaching staff who majored in the social
sciences is only 96 out of the total number of 768 people who are working at
118 universities, as reflected in this study. The small number of the teaching staff
in the social sciences can be attributed to the scarcity of social science courses.
For such reasons, the courses offered in Chinese departments concentrate on the
Chinese language and literature, and the percentage of social science courses is
too low to meet students’ needs. The students expressed a need to increase the
number of social science courses, and they think that an ideal percentage of social
science courses is a quarter or a half of the entire number of courses offered. There
is a stark discrepancy between the needs of Korean university students and the
courses offered.

Conclusion
Based on the analysis of the current curricula offered by Chinese departments
in Korea, as well as the analysis of the current state of teaching staff and the needs
of students majoring in Chinese, the following conclusions can be drawn:
First, the students expressed a great interest in the Chinese language, and they
thought that the linguistic ability is a prerequisite to studying Chinese literature,
politics, economics, and other Chinese areas of study. Therefore, Chinese departments still need to offer Chinese language courses, but from the perspective of
a foreign language for better educational effects.
That is, Chinese departments should offer language courses ranging from
beginning, to intermediate and advanced courses in five or six steps, depending on
students’ language aptitude regardless of their major. In particular, by considering
various student interests, departments should allow students to choose a major
apart from their language ability. In other words, for more effective education,
Chinese departments should offer two-track educational curricula, consisting of
a language track and a social science track.
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Second, each social science course should be offered on condition that students
have mastered basic language skills from the language track. Students who choose
the Chinese language as their major can take in-depth language courses, such as
theories of linguistics, phonology, and phonetics, beyond simple language education. If students choose Chinese literature, they can take courses on literature
theory. Furthermore, students who choose the field of politics, economics, or law
can study China in depth by taking both basic and advanced courses in each
field, in addition to Chinese language courses. In addition, during their second
through fourth year in college, Chinese and social science courses such as Chinese
economics or Chinese politics should be offered so that students can study China
comprehensively.
Table 10. A suggestion for educational courses
Study
year
4

Language Track
Advanced
Course

3
2
1

Intermediate
Course
Beginner
Course

Major Track

Major
+
Chinese Study
Course

Advanced Major
Course

Basic Major
Course

Third, to achieve these goals, Chinese departments need to acquire sufficient
teaching staff in the social sciences. As mentioned earlier, this study raised an issue
about the shortage of teaching staff who majored in social science fields related to
China. To study China through a multi-faceted approach, acquisition of teaching
staff in each field of social sciences is very important.
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Should Comparative Education be Superseded by
Comparativeand International Education?
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Abstract
The paper investigates three issues surrounding the field of comparative education, namely the place of comparative education in teacher education, the
question as to whether the field should be transformed into comparative and
international education, and acknowledgement of the place of Comenius as one
of the fathers providing an inspiring vision and ideal for the field. The paper
finds that in view of the current momentous societal changes and educational
expansion in the world, there is a compelling case for the field of comparative
education to be transformed into comparative and international education,
furthermore, that to equip teachers for their role as professionals in this world
a place for comparative and international education in teacher education
programmes is essential; and thirdly, that due recognition should be given to
the place of Comenius as a trailblazer in providing the rationale for the field of
comparative and international education.
Keywords: Comenius, comparative and international education, teacher education, the teaching profession

Introduction
Three loose ends in education scholarship gave rise to this paper. The first is that
while teacher education has grown into a fully-fledged field of scholarship and
while comparative education often appears (implicitly or explicitly) in teacher education programmes, in neither of these well-developed and dynamic fields (teacher
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education and comparative education) do the place of comparative education in
teacher education programmes feature as a priority research focus or a point of
deliberation and reflection. Secondly, while there is a continual re-appraisal and
re-appreciation of Comenius, one aspect of his contribution is overlooked, namely
his vision for education creating a more congenial world, as an antecedent or providing the philosophical underpinnings for the field of comparative education is
not acknowledged (e.g. cf. Hroncová, 2015). Thirdly, within the field of comparative
education there is currently a contention that the field should re-invent itself as
comparative and international education. The aim of this paper is to investigate
the question as to whether the field of comparative education should be superseded by comparative and international education, examined especially from two
overlapping perspectives, namely from the perspective of teacher education (where
most comparativists are practising their trade) and from the perspective of the
twenty-first century world, where comparative (and international) education can
be seen as the fruition of the ideas and vision of Comenius. The paper commences
with the rise of comparative education as a field of scholarship. This is followed by
two sections on the presence of comparative education at universities, and the place
of comparative education in teacher education programmes. Subsequently, the
main features of the contemporary world as it is unfolding in the early twenty-first
century are outlined. The case for a successor field of comparative and international
education, against the background of this new world, is then examined. Finally,
a conclusion is attempted, firstly rectifying the place of Comenius as laying the
foundation for the vision driving a scholarly field of comparative and international
education, and secondly on the contribution of and need for a field of comparative
and international education in teacher education programmes.

Comparative and International Education as a Field of Scholarship
in an Inviting World
The beginnings of the scientific study and comparison of foreign education systems:
two theoretical-philosophical bases
After centuries of casual comparison by lay people and even extensive comparisons made by politicians, for political expediency, the study and comparison of
foreign systems of education got on a scientific footing by the beginning of the
twentieth century, due to three factors, namely the provision of a theoretical-philosophical framework, developments in the world (these two are elaborated upon
in this section) and the institutionalisation of comparative education as a field
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of study at universities (to be expatiated upon in the next section). As far as the
construction of a theoretical-philosophical framework is concerned, two broad
frameworks can be distinguished.
The basis of one framework was laid by Sir Michael Sadler (1861 – 1943) and
later elaborated upon by Isaac Kandel (1881 – 1965), Nicholas Hans (1888 – 1969)
and Friedrich Schneider (1881 – 1969) and a host of other theoreticians. Their
view was that a national education system is the outcome of national societal
contextual forces. This line of thought came to maturity in the interwar decades
(though it is still strong today) and should be comprehended against the backdrop
of rising nationalism and the consolidation of nation-states in Europe at the time.
The second framework spoke of a more global-human (rather than national)
consciousness. Education is conceived as a means of bringing about a more peaceful and humane (humanly-congenial) world and improving or ameliorating the
condition of humanity. Comparative education will then be the field of scholarly
activity guiding the global education supply and reform project. Marc Antoine
Jullien (1775 – 1848) is usually credited as being the groundlayer of this line of
thought (cf. Fraser, 1964; Noah & Eckstein, 1969: 34 –39). While he coined the term
“comparative education” and surely set out a lengthy motivation for a scholarly field
inspired by such a vision, the idea of education serving the objective of bringing
about a peaceful world, improving the condition of humanity, could be traced back
further. The idea that the supply of education will usher in an era of (global) peace
was formulated by John Amos Comenius (1592 – 1670). Having lived through the
devastating Thirty Years’ War, Comenius got his vision from a literal interpretation
and belief in the biblical book of Revelation, foreseeing a Thousand Years of Peace.
This Chiliasmic Ideal would be realised, according to Comenius, only when all
children possessed all existing knowledge (pansophic knowledge). He believed
humanity would only escape its state of division if all people knew everything (cf.
Human, 1978: 235). This objective of education according to Comenius — that
education should serve as an instrument to reform society, specifically to bring
about peace, differed from both the education in schools and the ideas of education
formulated hitherto, where the purpose of education was variously seen in terms
of narrow national-political goals (to produce a loyal state subject) or even more
narrow individual goals (the cultivation of an aristocrat) or religious schooling (to
produce a believing Christian). Neither Jullien nor Comenius had any influence
in their day, regarding their altruistic and noble vision for education. In fact, as
explained above, in the first half of the twentieth century, comparative education
scholars adhered to a paradigm consonant to the employment of education for
narrow national purposes.
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However, after the Second World War a new world was conducive to developments in both education and in the field of comparative education, which were
aligned to the vision of Comenius and Jullien. The miraculous post-war economic
recovery of Western Europe was ascribed to, i.a., investment in education, and
the analogue was then to regard education as the main instrument to effect the
modernisation of the large part of the Global South (which in the post-war decades became independent). Not only being hailed as an instrument to bring about
economic growth or modernisation, in fact, in the post-war decades education
came to be seen as a panacea, or wonder-cure for all societal problems.
Comparative education changed accordingly, becoming a social science (cf.
Noah & Eckstein, 1969) and embracing paradigms such as structural functionalism, modernisation theory and human capital theory. The limitless belief in the
societal elevating power of education resulted in a worldwide massive education
expansion drive, this meteoric rise in enrolments is perhaps best documented
by Phillip Coombs (1985). This worldwide education expansion project, which
commenced in the decades after the Second World War, has been continuing up
to the present day, and has gained even more momentum, being fuelled by at least
three more forces: the Creed of human rights, the nascent knowledge society, and
the compelling force of globalisation. Globalisation is creating a world where the
information and communications technology revolution has wiped out all economic advantages bestowed by geography and endowment of natural resources,
and where economic competitiveness (of nations) is determined by factors such as
political stability and economic policy, and above all, the quality of human capital
(i.e., the level of education of the populace).
In this new world, not only have governments poured substantial amounts of
resources investing in education on national levels, but impressive global education expansion drives and initiatives took off, such as the Jomtien Declaration of
1990, the follow-up Dakar Summit of 2000, the Millennium Development Goals
and finally the Incheon Declaration and Vision 2030.
All these developments gave the scholarly field of comparative education rich
material for interrogation and turned the field into a significant and formative
field of scholarship.

The presence of Comparative Education at Universities
The historical development and current status of the field at universities is
very complicated (cf. Wolhuter et al., eds, 2013), the reconstruction of which falls
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beyond the scope of this article. However, a common pattern is that comparative
education is not taught as autonomous modules under the name of Comparative
Education, but subsumed under themes such as Globalisation and Education,
Human Rights and Education or Education and Development.
The teaching of Comparative Education (i.e. the objectives, methods and
curricula of Comparative Education courses) has been virtually absent from the
Comparative Education research agenda (cf. Wolhuter, 2008). Thus, while comparative education is a prolific field, the part of its existence most pivotal to its
future, namely the teaching of Comparative Education, has eluded the attention
of scholars in the field.

Comparative Education in teacher education
In this section, the following will be discussed in turn: the attention given and value
assigned to the place of Comparative Education, by researchers on teacher education;
the actual place of Comparative Education in teacher education programmes; the
purposes of Comparative Education; and recent trends in teacher education and the
impact thereof on the place of Comparative Education in such programmes.
Two publications of Lee Shulman (1986, 1987) laid the groundwork and proved
to provide the parameters for the study of the curricula of teacher education programmes. Shulman (1987: 8) identified seven categories of knowledge as a basis
for teaching, i.e. categories of knowledge that the teacher should have. While it
is a neat and extensive scheme, such a plan does not explicitly make space for
the inclusion of comparative education in teacher education programmes, and it
can therefore be alleged that this scheme was conducive to the fact that scholars
of teacher education have failed to acknowledge the significance of comparative
education in teacher education programmes.
The actual place of comparative education in teacher education programmes
corresponded closely to the fortunes of the field at universities, as portrayed in the
previous section of this paper. So while the picture of the strength of the field is
a chequered one, a worrying trend is that comparative education does not appear
in stand-alone courses, but is subsumed under other courses. This is a cause for
concern, for if offered in this manner, the student is never introduced to the full
scope, possibilities, theoretical foundations and methods of the field of comparative
education.
Another factor which has had a detrimental effect on the place of comparative
education in teacher education programmes is that theoreticians of the field have
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always formulated the significance, purpose and functions of comparative education in terms of its role as an intellectual pursuit, in terms of the borrowing of best
policies and practices to improve the national education project, i.e. in terms of
education system planning and reform (e.g. cf. Bray, 2014, 19 – 46), i.e. far from the
realities of the teacher in the classroom.
The next factor that has negatively impacted on the place of comparative education is a trend in teacher education programmes during the past few decades
whereby teacher education has changed from thorough grounding in the sub-disciplines of Education to training of the student-teacher according to a checklist
of techniques which he/she will need as a teacher, much akin to the training of
artisans and technicians (cf., Schweisfurth, 1999: 84).
Yet, both teachers and teacher educators claim that teaching is a profession.
A profession, by its lexical definition, is “...a type of work that needs specialised
training or particular skills, that is respected because it involves a high level of
knowledge” (Cambridge Online Dictionary, 2016). Further defining features of
a profession assume that its practitioners enjoy a high level of personal autonomy,
that they perform work which by its very nature means that where stereotype,
ready-made, rigorous prescriptions and methods cannot mechanically be used,
decisions in each case are based on engaging with the specialised knowledge base
which the practitioner of the profession possesses. Members of a profession perform their services to a substantial degree in the general public interest, receiving
its compensation through limited fees rather than through direct profit from the
improvement in goods, services, or knowledge which it accomplishes. Finally, they
are bound by a distinctive ethical code in their relationships with clients, colleagues,
and the public (Anon, 2016). If these requirements can be accepted, then firstly the
trend where teacher education is viewed as the training in a repertoire of techniques
which the teacher should imitate mechanically should be questioned. Secondly,
there is something amiss in Shulman’s categories of knowledge which the teacher
should possess. In rendering a service of public interest, the teacher, interacting and
guiding learners, teaching them and organising his/her class, supposedly endowed
with substantial autonomy in performing this service, should be cognisant of
where his/her class and school fits into the (national and global) education system,
the place of that education system in society (what society, or the public wants to
achieve by means of that education system), and the very features of that society.
That is where comparative education comes into play: providing the student with
a system wide perspective on education, and explicating the interrelationships
between education and society, and in doing the latter, introducing the student to
the features of society and its interrelationships with education.
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Twenty-First Century World
It is the last point in the previous paragraph that will now be unpacked, namely
the key features of the unfolding world of the twenty-first century. The title of
Thomas Friedman’s book Hot Flat and Crowded (2008) summarises his thesis
about the three greatest challenges facing humanity at this point in time, namely
an ecological crisis (particularly global warming, an information and communications technological revolution, and a population explosion).
Scientific and technological progress is speeding ahead, an important facet of
this is the information and communications technology revolution. Economically,
there is growing affluence in the world. Two other changes are the neo-liberal economic revolution and the rise of knowledge economies, i.e. where the production
and consumption of new knowledge has become the driving axis of economic
development.
Social trends include the diminishing in the pervasiveness of the primary
social grouping in society (the family) as well as the secondary social grouping
(workplace). On the other hand, the importance of tertiary social groupings (that
is functional social groupings) is on the rise. A final social trend is the rise of
multicultural societies, and the empowerment of minority groups. Politically, the
world scene is currently being characterised by the demise of the once omnipotent
nation-state and the movement of the locus of control in two opposite directions:
upwards towards supra-national and international structures and downwards
towards sub-national and local structures and eventually to the level of the individual. Two other political trends are democratisation and the rise of the Creed of
Human Rights.
The increasing individualism, the rise of minority interest groups and prolific
mass media of contemporary society, compounded by increasing population
mobility and democratisation and rampant individualism, are sparking a diversity
of value systems that are replacing the traditional, homogeneous societies that
were previously characterised by specific, uniform value systems. However, there
will have to be some limits to, and reconciliation between the plurality of value
systems, in order to ensure peaceful co-existence. As no model currently exists, the
task of the future is to develop a master plan for maximum diversity between the
extremes of uniformity and irreconcilable diversity.
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International Education
It is in the framework of the twenty-first century world taking shape and the
impressive international education project and its lofty, extensive goals in this globalised world (explained above), that some scholars of comparative education have
begun to ask the question whether Comparative Education should not be superseded by Comparative and International Education. While the term “International
Education” has a long history in the field, and taking on many different meanings,
“International Education” is here used as explained by Phillips & Schweisfurth
(2014: 60), namely that International Education refers to scholarship studying education through a lens bringing an international perspective. In this scholarly field
of Comparative and International Education, these two constituents, Comparative
Education and International Education, exist in a dyadic relationship. Whereas
Comparative Education then entails single unit studies of education systems (be it
on national, sub-national, or even individual institutional or classroom levels) and
education system-society interrelationships, as well as comparisons between two
or more such units, these comparative studies should then feed into International
Education, as a comprehensive, global-level study of the international education
project. The main parts of International Education will be the societal antecedents
of the world-wide education expansion and reform project (such as globalisation,
democratisation, the information and communications technology revolution,
and the neo-liberal economic revolution), global policy regimes, the objectives
of the global education expansion project (such as peace, entrenching a culture
of human rights, sustainable development, interculturalism, and the creation of
human capital), a study of global education expansion and reform initiatives (such
as those of Jomtien, Dakar and Incheon, enumerated above), a description and
evaluation of the world-wide education expansion and reform project, and the
challenges it is facing, and a study of the outcomes of global education expansion
and reform. With the scholarly field of Comparative Education then evolving into
Comparative and International Education, the idea is that single/limited area
studies and comparisons then eventually feed the all-encompassing, global study
of the international education project.

Conclusion
During the past seventy years, an impressive international education expansion
project has been developed globally, and is still gathering momentum. This project
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has been called into existence, and is enjoying substantial (public and private)
investment, to pursue a wide, and increasing, in fact open-ended, range of societal
goals; in a rapidly changing world, where the need for education is increasing.
In this operation, the role of the teacher and teacher education is pivotal. The
corresponding field of study introducing the teacher to this international project,
the rationale thereof and for understanding the place of the teacher therein, and
equipping the teacher for the establishment of a (classroom) practice and professional decision taking, is that of Comparative Education. In view of the current
global changes — societal changes and an international education expansion
project that is both increasing in extent and is becoming more and more urgent,
in response to societal imperatives — this field is currently taking a quantum leap
transforming itself into Comparative and International Education, thus rendering
itself of even greater significance. It is lamentable that thus far policy makers and
teacher education programme designers have, in many parts of the world, too
often not been mindful of the value of Comparative and International Education
in equipping the teacher of the twentieth-first century for his/her role. Finally, in
this age of, e.g., menacing global terrorism, in this scheme of things, inside and
outside the field of Comparative and International Education, recognition should
be given to Comenius as trailblazer for the idea of education as the means of
establishing world peace and ameliorating the condition of humanity: the basic
idea or vision that is becoming, after more than four centuries, more and more the
rationale for both the international education expansion project and the education
for teachers therein, as well as the fundamental rationale and inspiring vision for
the field of Comparative and International Education.
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Abstract
Females’ low participation in post-compulsory physics education has been
a major concern for researchers over the past five decades. The present study
focuses attention on two major deterring factors, the female pedagogy-sensitivity effect and the stereotype effect. The objectives of this study are to uncover the
constituents and meanings of these factors by (a) analyzing the perspectives
of female university science students and, (b) evaluating differences in their
impacts among females choosing to major in biology compared to females
choosing to major in physics. The study contributes to our understanding of
how these deterring effects impact on females along their educational path and
particularly in their tertiary education.
Keywords: physics education, females in science, stereotype, science education,
science education pedagogy, gender imbalance

Introduction
High-quality delivery of scientific literacy is crucial for the continuous growth
of post-industrial economies and for increasing the resilience of societies worldwide. Society’s need for science-savvy citizens includes government, industry and
communities, all in which science-related policies and decisions are formulated
routinely (DEST, 2003; International Council for Science, 2011; National Research
Council, 2012; Tytler, 2007; U.S. Department of Education, 2006). Throughout the
past five decades, despite extensive efforts to increase students’ participation in
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science education, female participation has been continuously and consistently
low (Hill, Corbett, & St. Rose, 2010; National Science Foundation, 2009). The
steepest drop in females’ participation in Science, Technology, Engineering and
Mathematics (STEM) occurs at the transition into tertiary education, at which
point 20% of males plan to major in engineering, computer science, or the physical sciences, compared with only about 5% cent of females (National Science
Foundation, 2009). When examining the branching points of these differences,
some evidence suggests that girls begin reporting less confidence in math and
science in middle school and that these gender differences deepen in high school
(Haussler & Hoffmann, 2002; Pajares, 2005). The worrying gap in female versus
male participation in STEM fields has stimulated a lot of research over the years,
suggesting various typologies of deterring factors. For example, Enman and Lupart
(2000) suggested a seven-factor typology, including (a) values; (b) self-confidence;
(c) perceptions of ability; (d) attributions; (e) classroom biases; (f) stereotypes of
math and science as masculine domains; and, (g) peer and parental influences
(p. 162). Hill et al. (2010) offered a three-factor typology comprised of the (a)
social and environmental factors that shape girls’ achievements and interest in
math and science; (b) college environment; and, (c) continuing importance of
bias, often operating at an unconscious level, as an obstacle to women’s success in
STEM fields (p. 27).These typologies and others suggest that the social context in
which females develop their interest in sciences is a powerful multifaceted effector
deterring talented females from pursuing physics education. Two of these social
effectors, pedagogy and stereotype, are of particular importance as described
below.

The Physics Classroom Pedagogy
A report published by the Institute of Physics drew attention to the powerful
role of physics pedagogy implemented at UK state schools in making the gender
imbalance in physics-related subjects worse (Institute of Physics, 2013). Pedagogy
includes explicit aspects, such as contents and modes of delivery, and implicit
aspects such as attitudes and motives.
With regard to the explicit aspects, studies have pointed out that the content
of physics pedagogy favors boys’ interests rather than girls’, with overemphasis
on technical aspects leaving girls uninterested (Haussler & Hoffmann, 2002;
Hill et al., 2010; Hoffman, 2002). A few studies have highlighted the differences
between the pedagogical needs of girls and boys. Compared with boys, girls have
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a stronger need to have a sense of purpose in their learning of scientific phenomena (Osborne & Collins, 2000), and perceive relevance and context in their studies
(Hoffman, 2002; Krogh & Thomsen, 2005; Murphy & Whitelegg, 2006; Osborne
& Collins, 2000). The literature suggests that in terms of the explicit aspects of
physics pedagogy, both contents and modes of delivery are skewed in favor of
boys’ needs (Hoffman, 2002).
With regard to the implicit aspects of physics pedagogy, studies since the 1980s
have pointed to favoritism in attitudes towards boys in the physics classroom. Boys
receive more public attention in physics class than girls do. They are asked more
questions and given longer answering time (Kelly, 1988). Teachers appear to have
higher expectations from male physics students than from female students (Haussler & Hoffmann, 2002). This and other evidence portrays a physics classroom in
which the pedagogical climate does not motivate females to succeed and does not
support females’ participation and contribution.

Physics Stereotype
A stereotype may be defined as “a belief about a group of individuals” (Kanahara,
2006, p. 311). When a stereotype is being applied, we make assumptions about
an individual or ourselves under the influence of our preconceived conceptions
(ibid). Although stereotypes may be socio-cultural structures, they affect individual attitudes, choices and behaviors.
Studies consistently expose the deeply rooted belief that girls’ and women’s
ability to perform well in STEM is inferior to boys’ and men’s ability (Ambady,
Shih, Kim, & Pittinsky, 2001; Hill et al., 2010; Nosek, Banaji, & Greenwald, 2002).
Murphy (2000) summarized evidence suggesting that stereotypes related to “male”
versus “female” domains take effect as early as primary school age. The stereotypic
perception of a scientist as a male persists into adulthood and is prevalent even
among adults who otherwise believe in equity and equality (Valian, 1998). These
pervasive stereotypic beliefs have been shown to be transmitted inter-generationally, such that parents with strong stereotypes pass them on to their daughters
(Bleeker & Jacobs, 2004; Kelly, 1988).The process by which the male scientist stereotype produces negative effects among women has been described as “stereotype
threat” (Nguyen & Ryan, 2008). Stereotype threat arises in situations in which
a negative stereotype is relevant to evaluating performance (Hill et al., 2010).
This type of threat situation causes females to perform much worse than males
in math tests (Nguyen & Ryan, 2008; Walton & Spencer, 2009). Experiments have
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shown that stereotype threat is commonly the default in testing situations and that
females perform much better when the threat is removed (Hill et al., 2010, p. 39).
Over the centuries, many of societies’ traditional beliefs regarding female versus
male roles and capabilities have changed and become less significant. It seems,
however, that the male physicist stereotype is still prevalent.
The evidence outlined above, regarding the deterring effects of both physics
education pedagogy and the gender stereotypes, set the framework for the present
study. This study aimed to obtain the perceptions of female university science
students regarding the above two deterring factors, by eliciting their retrospective
reflections on their paths to becoming scientists. The study put forward the following objectives:
•• to uncover the constituents and meanings of the ‘female pedagogy sensitivity effect’ and the ‘stereotype effect’ through the perspectives of female
university science students;
•• to investigate the perceptions of females choosing to major in biology
compared to females choosing to major in physics with regard to the two
effects; and,
•• to investigate the ways in which the ‘pedagogy sensitivity effect’ and the
‘stereotype effect’ have influenced the educational choices and paths of
females choosing to major in biology compared to females choosing to
major in physics.

Methods
Two basic assumptions regarding deterring factors were developed as a framework for directing the study’s methods and analysis. The factors are as follows:
Deterring factor A: Female pedagogy-sensitivity effect: In order to succeed,
females require a responsive pedagogy. Female students studying physics are more
affected than male students by the implemented pedagogy.
Deterring factor B: The stereotype effect: The stereotype of physics as a predominantly male discipline contributes to deterring female students from studying
physics.
To achieve the study’s objectives, specifically designed instruments were developed and implemented among second-year female university students who were
studying biology and physics. The participants’ perceptions regarding the above
deterring factors were obtained through a written questionnaire, an individual
interview and focus group discussions.
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The methodological approach consisted of a qualitative approach, using an
interpretivist case study. The interpretivist case study is a method of studying social
phenomena through the analysis of an individual case or small group (Merriam,
1998). Time and budget limitations constituted major determinants in developing
the methodology, leading to a decision to choose a small sample size yet obtain
in-depth information from each participant. Triangulation was used as a method
for ensuring validity.

Participants
Six female second-year students studying science at the University of Melbourne, Australia participated in the study. Three students majored in physics,
and three majored in biology. The three physics students represented 43% of the
total Year 2 female physics students at the university, at that year. The total number
was seven female students. The number of participants was as close as possible to
the saturation point, thus ensuring that the gathered information would be reliable
and valid, though limited in its generalizability (Guest, Bunce, & Johnson, 2006).
An effort was made to achieve homogeneity to the extent possible. Homogeneity
facilitates data saturation (Guest et. al., 2006, p.59). In the present study elements
of homogeneity were present by the fact that the six students were studying at the
same university, at the same year level, and in the same course. All the students
were females between the ages of 20 – 24.

Data Collection and Analysis
The following three instruments were developed and administered: an individual written questionnaire, an individual interview, and focus group discussions.
Each of the instruments was validated by science education experts from three
different universities. The instruments were developed to uncover the participants’
conscious as well as unconscious attitudes, reflections and perceptions regarding
physics education, as they experienced them along their educational path. Conscious attitudes were obtained through the interviews and questionnaires whereas
unconscious attitudes were obtained through hands-on activities during the focus
groups. Two separate activities were developed for the focus groups, one aiming to
elicit unconscious attitudes in regard to female-sensitive pedagogy and the other
in regard to the stereotypic effect. In the first activity, the participants were asked
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to assemble an electric train with an alarm that goes off when a door is opened
(male pedagogy) and to design a model for an alarm for an infant incubator
that goes off if the temperature drops (female pedagogy). The activities elicited
discussions regarding female-sensitive pedagogies versus male pedagogies. In the
second activity, the participants were given an anonymous vocational guidance
report of a student who clearly excelled in sciences. They were asked to provide the
student career advice by requesting additional information about the student. The
discussions surfaced up unconscious stereotypes that were later analyzed. In the
process of analysis, the data was coded and a set of constituents were developed
for describing the scope and mechanisms of each of the deterring factors.

Results
The analysis revealed that five constituents describe the scope of Deterring factor
A: Female pedagogy-sensitivity effect and four constituents describe the scope of
Deterring factor B: The stereotype effect. These constituents and relevant evidence
are presented below.

Deterring Factor A: Female Pedagogy-Sensitivity Effect
Constituent 1. Females need to understand the meanings behind what they are
taught and not merely the operational aspects. Deterrent pedagogy includes overemphasis on calculations or technical aspects devoid of meaning and of big ideas.
Both groups of physics-majors and biology- majors referred to the fundamental
role of meaning-making in physics as a prerequisite for learning. The biology
group expressed an ongoing frustration with not being able to make such meanings and therefore not being able to study physics. In contrast, the physics-majors
group spoke about the importance of solving exercises as a means for developing
a deeper understanding of physics, once the big ideas have been understood. One
physics-major respondent described the ways in which physics informed her
math education, as follows: “Rather than math helped with physics I thought physics
helped with math. I remember getting things in algebra, in physics classes”. Through
physics she was able to understand fundamental concepts. Once she understood these concepts, the algebra equations became clear to her as well. Unlike
the biology-majors, the physics-majors found physics applications in nature to
be obvious. One participant described how her challenge was to move beyond
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observing applications of physics in the natural world toward developing a deeper
understanding. The mathematical calculations assisted her in deconstructing the
observed phenomena and thus in gaining a better understanding.
The evidence indicates that the physics-majors and biology-majors differ in
regard to meaning-making in physics education. Only females who understood
the underlying meanings have chosen to continue studying physics.
Constituent 2. Females seek to understand the relationship and relevance of
physics to real-life problems.
The evidence suggests that female-sensitive physics pedagogy needs to
explicitly address the relevance of the studied topics to real-life issues. Both
groups expressed the need for relevance. Although the two groups were similar
with regard to the need, they differed with regard to its fulfillment. Whereas
biology-majors expressed difficulty in perceiving the relevance, physics-majors
expressed a deep understanding regarding the relevance of physics to real life. One
physics-major described her intuitive understanding as follows: “Physics is such
an intuitive subject. You come into contact with it every day. Driving a car or even
touching something”. The gap between the two groups suggests that only females
who understood the relevance of physics to real-life problems chose physics for
their post-compulsory education.
Constituent 3. A female-oriented pedagogy needs to emphasize the relevance
of physics to personal growth or to personalize science in other ways.
The participants expressed a need to feel a personal sense of purpose in their
studies of physics. While biology-majors could not see how they may grow and
contribute in physics, the physics-majors expressed personal excitement about
their developing ability to explain how things work. One participant expressed
this feeling as follows: “The fact that I really like about physics was that I could
explain things in nature, whatever it was I could say to my parents, hey that’s how
this works”. Among the biology-majors, the physics pedagogy failed to elicit these
personal affective responses toward the subject.
Constituent 4. Females require concrete examples for understanding.
Biology-majors described a pedagogical approach that failed to provide
concrete examples. For the physics-majors this need has been fulfilled. All the
students expressed the importance of such examples in order to understand physics at school. The difference between the two groups suggests that the students
who chose to major in physics were either taught by teachers who used concrete
examples or, alternatively, were capable of generating concrete examples by other
means. The evidence suggests that the use of concrete examples in physics classes
is a prerequisite for female-sensitive pedagogy.
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Constituent 5. School physics pedagogy is more appealing to boys; boys find the
teaching of physics at school more interesting than girls do.
The biology-majors clearly expressed the opinion that high school physics
pedagogy was attuned to boys’ needs. Physics classes were portrayed as a boys
playground from which girls were excluded. Contrarily, the physics-majors who
participated in physics classes took no notice whatsoever of the females’ exclusion.
These few self-selected females seemed to have had a deep interest in physics that
had overridden the pedagogical and social exclusion aspects of the learning. The
evidence suggests that the pedagogy’s orientation toward boys not only reduces
most females’ interest in physics but also may be operating to create a social environment conducive to anti-female stereotype.

Deterring Factor B: The Stereotype Effect
Constituent 1. Models of physicists are males, and physics is perceived as
a male occupation.
Neither group had any images of physicists as females. Both groups pointed to
the media as one possible explanation for the lack. The groups’ discussions elicited
new awareness among the participants. We observed a major difference between
the groups in their responses to their new awareness. The biology-majors associated this lack with the “serious” or “hard” nature of physics. The lack of female
models was justified by their own stereotypes regarding the subject. In contrast,
the physics-majors were surprised about the lack of female models. For them
this lack was not justifiable and was not accompanied by a stereotypic rationale.
Unlike the biology-majors, who conformed to the stereotypic effect and used it
as justification, the physics-majors’ new awareness triggered them to discuss the
stereotypic effect as a possible deterrent.
Constituent 2. It is perceived that physicists work alone, or physics is a lonely
occupation; to do physics you do not need social skills.
The biology-majors perceived physicists as working alone interacting with their
computers. The physics-majors objected to this view altogether and emphasized
the collaborative nature of research. One physics-major did, however, mention her
difficulty in socializing with non-physics people. The evidence suggests that while
the physics-majors feel comfortable socializing and collaborating within their area
of interest, the biology students feel estranged from physics and physicists. They
perceive the physicists as a secluded and non-engaging group.
Constituent 3. It is perceived that physics is for “nerds”.
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Both groups acknowledge the “nerdy” and anti-social stereotype of physicists.
Constituent 4. Female physicists are expected to appear masculine.
All the inputs by the biology-majors were limited to the male image of physics,
with no mentioning of female physicists. It seemed as though these females were
not aware that female physicists existed. Contrarily, the physics-majors discussed
extensively how their participation in physics exposed them to ongoing stereotypic
pressures by their peers. These pressures included expectations regarding the dress
code, behavior and expression of ideas. One participant described frustration about
the fact that art students can come to lectures wearing high heels, whereas she felt
pressured by her peers “not to dress like a woman”. She described how a post in one
of the social media deterred her from wearing heels, by cynically commenting on
the heels worn by another female physicist. The strong message that emerges from
these females’ reflections was that a female who wishes to participate in physics
education is expected by her male peers to behave and appear as a male. The
females in the study expressed feelings of being personally hurt by these attitudes.

Discussion
Previous research regarding females’ deterrence from physics identified a range
of discrete variables causing the effect. The present study grouped some of the
more influential effectors under two organizing themes entitled ‘female pedagogy
sensitivity effect’ and the ‘stereotype effect’. The aim of the study was to develop an
in-depth examination regarding the operating mechanisms and their influences
on females along their educational path. By comparing two groups of females, one
in the “soft science” and one in the “hard science,” new insights were gained regarding intricate differences that exist within the sciences themselves. This approach
elicited new insights and allowed for fine tuning of some of the effects that were
previously discussed more generally in the literature.

The Female Pedagogy Sensitivity Effect
Overall, the developed constituents appear to be successful in highlighting the
pedagogical aspects that are lacking in the physics classroom. The evidence suggests
that females are more sensitive than males to the following aspects of the physics
pedagogy: addressing the underlying meanings, addressing the relationship and
relevance of physics to real-life problems, supporting development of a sense of
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relevance to personal growth, and providing concrete examples as a means for
understanding. These pedagogies form the hard-core of female-sensitive pedagogy.
The findings indicate that the physics-majors females differed from the biology-majors in the degree to which each of the above pedagogical needs were
met. While the biology-majors expressed frustration in regard to their needs not
being addressed, the physics-majors expressed satisfaction in this regard. Some
implicit information provided by the physics-majors suggests that many of their
pedagogical needs were met through self-education out-of-school and through
their innate abilities to construct meanings which enabled them to bridge their
schools’ pedagogical gaps.

The Physics Stereotype Effect
Our evidence suggests that the stereotype effect, as reflected in the participants’
responses, is comprised of models of physicists are males and physics is a male
occupation; physics is a lonely occupation and does not require social skills;
physics is for “nerds”; and, female physicists are expected to appear masculine.
This set of stereotypes form the hard-core of this factor’s deterrence effect. The
physics stereotype effect emerged in the study as a multilayered and multifaceted
phenomenon, which includes not only perceptions, values and attitudes but
social sanctions as well. It seems to be operating through different mechanisms
at different stages of females’ education. All the participants were subjected to the
stereotypic effect. It is profound and entrenched.
The findings revealed the exertion of social sanctions by male peers in tertiary physics classes. The occurrence of overt attacks against feminine students
(as reflected in the Internet post described above) conveys a punitive outcome
for choosing physics. It is not surprising that out of the total cohort of science
education students (approximately 6,500 science undergraduates per year) at the
University of Melbourne, there were only seven females studying Year 2 physics.
These very few females who “have not gotten the message so far” were being subjected to gender de-validation by their male peers. The message conveyed was
that femininity and physics are not an acceptable match. Such peer pressure has
not been reported so far in the literature and this information could be helpful in
planning educational interventions.
The high homogeneity within the groups and lack of homogeneity between the
groups in regard to the two factors support their constituents’ explanatory capacity,
in terms of both concurrent validity and content validity.
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The Study’s Implications
The insights provided by this study into the pedagogies and mechanisms of
deterrence may provide educationists with practical pedagogical tools for supporting female physics students. The insights provided in regard to the stereotypic
effect call for addressing the problem at every level of the education system and
particularly at the so far overlooked tertiary level. Future research is required for
developing a better understanding regarding differences in females’ experiences
within the various science disciplines.
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Abstract
Family involvement in education is highlighted as a key factor to boost
students’ success. In this paper, we analyze ninth-graders’ discourses on how
they see family participation in school-related activities. Data derive from 38
biographical interviews involving students from eight public schools from
North Portugal. Following a narrative approach, findings emphasize that
active involvement of parents make up a fundamental dimension for the
consolidation of educational projects. Data reveal that mothers play a leader
role in the educational setting, while fathers’ lack of participation can impact
negatively on students’ trajectories. In addition, research indicates that an
extended family can emerge as crucial to the maintenance of a schooling
project.
Keywords: family involvement, parental involvement, schooling trajectories,
narratives

Introduction – On parental and family involvement
in school
The perception of youth about their educational processes, as well as the way in
which they relate to school, is directly influenced by the way parents and families
deal with educational institutions (Denessen, Hornstra and Van Den Bergh, 2010).
Recent studies have found out that family engagement in schooling processes can
boost the academic and identity development of students in a positive way (Hall
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and Callery, 2003; McBride, Schoppe-Sullivan and Ho, 2005; Schlee, Mullis and
Shriner, 2009; Fan and Williams, 2010; Antonopoulou, Koutrouba and Babalis,
2011; Wilder, 2013).
The literature has addressed family involvement in school-related activities in
two main perspectives. On the one hand, there is an interest in understanding
how the results obtained by students correspond to family socialization. On the
other one, focus lies on the relationship of achievements with socioeconomic
matters. Methodological procedures applied in this field vary from interviewing
parents to analyzing school records. In our work, the emphasis is on the feelings
students have concerning their parents’ and relatives’ involvement in their educational trajectories along the years. Thus, following a qualitative approach, our
findings emerge from the interpretation of how students themselves organize
their families’ conception and influences in terms of the schooling experience.
Prior knowledge of factors that influence the organization of relations between
family and school, mediated by the trajectory of the student in these two fields,
is elementary in the identification of the effects that can be patterned in the
youths’ history. According to McBride, Schoppe-Sullivan and Ho (2005), the main
mediators between academic development and family involvement are race and
ethnic origin, the level of parents’ education, mothers’ involvement in the labor
market, socioeconomic status, students’ age, characteristics and policies of the
school, as well as teachers’ own practices. Additionally, our analysis also took into
consideration the family’s previous achievements and aspirations and expectations
that parents have about the educational trajectory of their children (Spera, Wentzel
and Matto, 2009; Fan and Williams, 2010; Wilder, 2013).
Despite the fact that families are arranged in various ways (Schlee, Mullis and
Shriner 2009), it is still believed that the father has an immediate impact on the
child’s trajectory. McBride, Schoppe-Sullivan and Ho (2005) claim that although
fathers had always been considered in subordination to mothers when debating
involvement in school education, data emerging from the field show that they are
able to have a positive impact on the education and growth of their children, if
actively involved in their educational processes.
Lahire (1997) infers that a plausible explanation of the variability of youth
trajectories and the differences regarding the achievement of success at school
may reside in the association of private dynamics (family character) to the public
ones (school related). It is in this direction that Fan and Williams (2010) discuss
how the communication between school and parents can be reflected in practical
results regarding the schooling trajectory. The authors draw attention to the fact
that the school communication with the family tends to reproduce patterns of its
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origins. Then, if it starts on good grounds, in the debate of everyday activities, it
has more chances to flourish.
A final aspect concerning the role of the family and its projections in the educational field has to do with intergenerational accomplishment. Singly (2007) refers
to the idea that parents reveal a feeling that school is very important, although
they cannot explain why, and express the hope that their children achieve a level
of education higher than theirs. For him, the investment and strategies families
make use of to keep their children at school are motivated by the achievement of
a degree, a process that can result in a bargaining value in the labor market. Such
a view is centered on the utilitarian perspective of school. It can be confronted,
though, with the idea that making children reach higher levels of education is part
of a family project, whose roots can be traced generations back.

Method
Data was collected in partnership with the Observatory of Life in Schools (OBVIE)
belonging to the Centre for Research and Intervention in Education (CIIE) of the
Faculty of Psychology and Educational Sciences of the University of Porto (FPCEUP).
Implemented in 2008, the Observatory maintains active partnership with sixteen
school clusters in North Portugal. Eight of them participated in our research.
Interested in particular forms and logics by which students build and attribute
meaning to their educational trajectories, we chose the biographical approach
(Goodson, 2013) as a suitable method. In this context, biographical interviews
emerged as instruments due to their potential to narrate diverse tenses, allowing
for putting the subjects’ experiences and desires in a socio-historical context
(Pereira, 2011).
Executed in two years, the project on schooling effects involved two stages. At
the first one, thirty-four biographical interviews were collected from 9th grade
students, aged between 14 and 16. Selection considered criteria such as gender,
social and academic background. After the systematization of the material, there
was a second round of data collection, aimed at deepening and providing greater
consistency to the issues identified as relevant in the study. Then, four out of the
thirty-four interviewees participated in new meetings. The choice of these students
was based on the identification of a binary behavior. Some of them depicted school
as part of their life project and others believed the institution was not representative of their personal aspirations. Content analysis was used for the reading and
interpretation of the material (ibid.).
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Building an educational project: a word on drivers and barriers
Findings reflect the dichotomy identified in the collected information. On
the one hand, we framed the students’ narratives that considered the family as
a barrier to the development of a school/academic project. On the other one, we
grouped the narratives that allowed for the consideration of the family as an entity
of investment and support for school-related activities.
With regard to family involvement in school, despite the centrality of the role of
parents, data point to siblings as a great influence. Similarly, cousins are reported as
relatives with whom one can study together and benefit from homework support.
These relationships are considered as positive and important, as the ones established with friends who help to give cohesion and motivation to study.
Establishing a social network at school can be facilitated when other family
members go to the same institution, especially cousins. To some extent, the development of these relationships inside and outside of school minimizes the effects
of parental absence and bridges the gap in the role of family concerning education.
These relatives, usually older, not only have potential to replace a parental figure in
the context of education, but also to make up one, when none is found.
It was clear from the interviews that mostly mothers are in charge of educational matters. According to the students, the family member who supports them
is usually the one who has more free time to go to school. In this sense, mothers
continue to fulfill the role. Interestingly, the reports point to the fact that when
both parents carry out professional activity without flexible character, the mothers
remain as the first choice for being the education guardian. In this sense, it is highlighted that fathers’ involvement in school is lower when compared to mothers’.
For a considerable number of the students, the father figure is usually absent.
Some fathers are working abroad and others do not come regularly after divorce.
Whatever the case, these situations concern the important factor of the influence
on how young students perceive their school trajectories (Glick and Sahn 1998;
Rogers, Wiener, Marton and Tannock 2009; Ross and Mirowsky 2011). For the
minority, it justifies the beginning of an institutional denial, in which school
emerges as a non-important place. Little by little, they quit getting involved in its
activities, rules and routines.
A group of students addresses parents and their school involvement as a more
rigorous process. Although these parents face constraints, they are participative.
These students mention parental involvement in activities other than school meetings. Occasions such as parties, award celebrations or class councils, moments
that are displayed as fundamental mediators of how young students organize
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their conception of school and its importance in their personal lives (McBride,
Schoppe-Sullivan and Ho, 2005). In addition, these events reveal the kind of openness schools present when it comes to their relationship with parents and relatives.
Clearly, the parents’ participation in these activities benefits the way young people
understand the school culture.
Communication between the parents and the teachers is deficient, though the
majority of the parents demonstrate support to the way the teachers run their
activities. Respecting the teachers, as we can infer, is a collaborative construction
between families and school practices and discourses. In most cases, the parents’
relationship with school is mediated exclusively by their children’s achievements,
an issue of relevance for them. School, in mediations of this kind, presents itself as
essential and unquestionable, including the speech of those parents who cannot
or are not willing to adhere to school practices. Our research corroborates the
argument that families, regardless of their sociocultural conditions, still recognize
meaning and value in schoolwork (Lahire, 1997; Singly, 2007).
The analysis of data enabled us to emphasize and deploy features identified as
crucial in the relationship between the family and the school. Rather than demonstrating that absence can increase deviant behaviors (McBride, Schoppe-Sullivan
and Ho, 2005), the narratives highlighted the act of investing resources as a catalyst
of the youth’s personal goals. This becomes explicit from the narratives centered
on the parents’ efforts to provide a quality education, through the commitment of
ensuring tools for learning, like books and computers, and granting other learning
experiences, e.g., language courses and sports.
Responding to the family’s material and emotional investment, from the
perspective of the student, means setting long-term goals for the educational
trajectory and corresponding to the parental effort by demonstrating commitment
to school. The investment/lack of investment factor is a key one in interpreting
the conception the young students have about their educational trajectories. Data
analysis led us to the conclusion that the weight of the responsibilities concerning
school activities relates to the value that the parents attach to practices, as well as
the support that they provide – not exclusively financially. A character that can be
determinant of how students perceive school experiences and a solid explanation
of the existing discrepancies among different youth trajectories (Barbosa, 2007).
In the case of learning through striking episodes in the family context, reports
stress their potential to influence the youth’s constant (re)organization of the
world. Thus, some cases like the mother who went through a depression period, the
father who moved to France for professional reasons, contribute to the students’
maturity and to their review of concept meanings. In this way, absence becomes
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support, rebellion transforms into affection and what was supposedly a negative
change encourages the acceptance of new roles, which contributes to improving
the quality of family relationships. This reorganization of interactions, in some
cases, causes the emergence of a new attitude towards the learning processes
(Lahire, 1997).
Data does not allow us to present a fair socioeconomic assessment of the
families involved in the project, but the narratives provide the main tones of this
scenario. There are reports of unemployed parents, some of them emigrated in
search of work, and many students, when reflecting on their future, refer to the
financial aspect as a barrier for their projects. In this sense, the effort to remain at
school seems to be reversely proportional to the parents’ level of education. One
might observe that in Portugal there is still quite high dropout before secondary
education (Magalhães, 2008).
In terms of family resources availability and social capital mobilization, we
observed that the youth assume their parents’ and relatives’ trajectories as models
to be overcome collectively (Spera, Wentzel and Matto, 2009; Fan and Williams
2010; Wilder, 2013). In general, there is consensus that the mothers and fathers had
given up schooling due to financial conditions and, also, for the enhancement of
the family project. Accordingly, the narrative of a participant of our second phase
illustrates this idea of assuming a previous family schooling trajectory as a driving
force for the settlement of a new project. For the student, the fact that only one
aunt among sixteen uncles and aunts had the chance to access higher education
is the cause of investment on the part of his parents and relatives. Together, they
are focused on helping him make it to college, a project he is willing to achieve.
Not all the students’ trajectories in our research are centered on school as a life
driver, though. The narratives reveal the youth who gradually disengage from
school and its dynamics, building their trajectories on the basis of indiscipline,
absenteeism and negative grades. These students report conflict situations in the
family scenario and have great difficulties in communication with their parents.
At school, they work as little as possible and achievements are seen as a result
of facilitated processes. Along time, such trajectories might take new contours
(Charlot, 2009).
One of our second phase participants illustrates the transformation throughout
time scenario. It was the entrance to secondary school, in a course aimed at vocational training, which helped him rethink the meaning of education. At home, he
says, relationships are becoming better. There is no more spanking, although he
does not feel much interested in school activities. His grades have improved, but
he finds it hard to get motivated.
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Final considerations
The presented research strengthens the idea that the involvement of parents
in the educational processes and the adherence of other family members in supporting the students’ construction of a schooling trajectory are fundamental to
empowering their projects. According to the degree of involvement, which can be
identified by mediators previously mentioned, the students rearrange the way they
perceive themselves and what they think of school.
Findings suggest that the participation of the family in the educational processes can influence the trajectories towards greater homogeneity between the two
institutions, family and school, especially with regard to the individual’s primary
socialization. Accordingly, such a dialogue can promote conditions for a successful
livelihood in both contexts, private and public. The dichotomy of subjects who
adhere to school logics or deny it should not be read immediately in line with
a higher or lower family appreciation of educational processes, however. The
patterns that underpin a greater adherence to school logics are influenced by the
family world and the passage of time (Charlot, 2000; Barbosa, 2007). Students’
attitude in relation to school is, sometimes, prior to the way the family integrates
within this universe. In fact, the primary attitude of students concerning school
is often what triggers - or not - family processes of participation in the context of
formal education.
Mediators of the family-school relationship that proved to have more impact
relate to the participation of the parents in meetings, monitoring of activities
carried out in the family context and the interest of the family members in the student’s school life, not represented by the demand for good grades, but by a desire
to debate everyday life experiences. Social capital and economic investment have
proved less relevant than the consideration of emotional support for the implementation of the educational project (Magalhães, 2012). The confrontation with
a diversity of educational trajectories can be justified by how students perceive the
intersection of their parents and relatives’ expectations with their desired project.
Mothers continue having the lead role in terms of education, even when
engaged in the labor market whereas fathers, from the perspective of the students,
show little interest in their children’s schooling trajectories. The role of the father,
as the students see it, has been restricted to the demand of results, keeping them
apart from children, and prompting negative attitudes towards school life. The
students clearly feel the absence of their fathers and desire to resume the relationship with them (Glick and Sahn, 1998; McBride, Schoppe-Sullivan and Ho, 2005).
The narratives show the students want their fathers to get involved in the areas
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where they traditionally have had little participation, as homework assistance and
parent-teacher meetings.
The importance of school prevails in social discourse (Lahire, 2006; Singly,
2007). Even less participative parents support their children’s development of
a school project, either for reasons of obligation or by the idea of sharing a project. In the process of schooling, it is worth noting that the degree of autonomy
granted by parents to their children is determinant of how the family’s dialogue
with school can develop. This study shows that the students are not willing to enjoy
full freedom regarding the management of their school trajectory. In this aspect,
they question and feel unprotected when their parents do not require any kind of
responsibility. In the same way, they appreciate that, gradually, the parents make
concessions in terms of autonomy.
One of the main differences of this study in relation to others focused on the
theme of family involvement in the educational processes lies in the use of the
narrative approach. In this sense, this article presents how students set out their
trajectories and the way in which they believe parents and relatives can help or not – to make up a school-oriented life project. Interpretation evolves from
youth’s perception with a high interest in the interactive perspective of elements
composing a schooling trajectory. Given the research dimensions, its choices and
constraints, we emphasize that the presented results portray features of individual
and unique character, characteristic of a specific setting, the North of Portugal.
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Abstract
The present article describes a study of teachers’ and parents’ attitudes towards
educationally underperforming students of general education school from
the humanistic pedagogy and personality-oriented perspectives. The present
study is an attempt to substantially define the meaning and the role of teachers’
and parents’ attitudes towards educationally underperforming adolescents
who study in general education schools, in order to define the real position
of the underperforming school student and the opportunities for improving
this situation, which remains default for that student. Addressing teachers’ and
parents’ attitudes towards educationally underperforming adolescents is valid
and significant because it is obviously needed in pedagogical practice.
Keywords: educational underperformance, the teacher’s attitude towards students,
parents’ attitude, style of controlling students and children’s behavior

Introduction
A significant aspect in constructing an individual approach to working with
students is the teacher’s attitude towards educationally underperforming students.
R. Rosenthal and L. Jacobson’s 1968 study (Burns, 1986: 282 – 285) addressed the
issue of teachers’ biased approach in assessing a student’s potential abilities in edu-
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cation and the consequences of such bias. This study revealed that a teacher’s bias
in assessing a student’s general intellectual abilities affected the work which the
teacher conducted. On the one hand, the fact of a direct correlation is doubtless,
because a teacher’s idea about a student’s educational abilities is based upon the
educational achievements of the latter (Eikenbusch, 2011: 6; Nevskiy, 1982), and on
the other hand, this idea predefines the corresponding attitude which stimulates
the student’s prospective achievements (good, intermediate or unsatisfactory).
Furthermore, the reason which the teacher uses to explain the student’s
success or failure (whether it is their abilities, commitment, their limitations or
insufficiency), defines the corresponding attitude, which would either facilitate or
prevent the student’s successful educational activity. In other words, if the teacher
explains the reason for failure by the student’s lack of commitment and effort, it
leads to the increase in the student’s educational performance; on the contrary,
in the case when the teacher considers the student to be incapable and intellectually limited, he has the corresponding attitude and conducts his pedagogical
work according to this attitude, which does not facilitate the student’s educational
achievements. It can be concluded that a consolidated attitude towards the student
defines the choice of educational methods used by the teacher in the process of
individual work with the student in and out of class. In line with these thoughts it
is especially important to note the meaning and the role of teachers’ and parents’
attitudes towards educationally underperforming adolescents who study in
general education school.

Main part of the study
We conducted some observation of the activity of teachers in various schools.
It revealed that the teacher’s attitude towards educationally underperforming
adolescents is usually characterized by emotional withdrawal, alienation, implicit
or explicit dissatisfaction, annoyance, disrespect and a firm authoritative style
of communication. Such an attitude usually creates the teacher’s predisposition
and predefines the strategy and tactics of pedagogical intervention, the choice
of educational methods and means of stimulation. In the majority of cases they
may be characterized as negative and the attitude – as unprofessional, unqualified,
incompetent, which reveals the teacher’s lack of knowledge and inability to account
for the individual differences of educationally underperforming students.
This obviously happens because the educational underperformance, which is
a result of educational flaws and mistakes, defines the student’s educational draw-
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backs, their behavioral deviations, the defects of their relationships with classmates
and teachers and disproportional individual development. It also increases some
of the student’s individual psychological characteristics which are perceived and
rated as negative by the teacher. Weak attention, bad memory, insufficient mental
agility, undeveloped abilities to memorize the study material and to perform various tasks and slow performance speed are considered as inattentiveness, distractibility, inability to sit still and to behave and a negative attitude towards the study
process. During the observation of the educationally underperforming student’s
personality, these characteristics prevail and define the attitude in general. In some
cases, knowing the reasons for the student’s drawbacks and underperformance,
the teacher cannot choose the right methods due to the insufficient knowledge
about the methods of individual approach and the limited successful experience
in its implementation. In some cases the teacher’s attitude towards educationally
underperforming student is firmly negative and may even reach the level of a lack
of emotional and personal acceptance of the student. It this case the teacher does
not wish to know anything else. In rare situations the teacher might initially be an
unkind person.
Observations demonstrate that teachers’ common attitude is self-withdrawal
from the extremely hard work of teaching underperforming students, from the
work which requires a higher level of pedagogical proficiency. The teacher’s activity becomes formal, their educational methods become punishment methods, and
stimulating methods become negative and generally penitentiary. In the majority
of cases (Weindel-Güdemann, 2011: 29) they contain disapproving statements,
inactive moralizing, disciplinary means, threats, use of punishment, public discussion on the teachers and parents board meetings, demonstration of flaws and
failures to the classmates, ignorance of the minor education progress, annoyed
reaction to the mistakes and demonstration of one’s own disappointment. Teachers might also devote less time to answering their questions in class in comparison
with other students, make impolite comments and react impatiently to their
inaccurate answers. They might not hold back their disapproval and negativity,
they might rarely address the underperforming students in class, use the grades
that state the current situation instead of the stimulating ones and grading upon
the normative or predefined criterion while excluding the personal one.
An inevitable consequence of such a situation is insufficient and conflict
relationships between educationally underperforming students and teachers
and growing withdrawal. It results in emotional and contextual barriers, the
relationships often become hostile, affect the relationships of these students with
their classmates and result in impairing communication with them. Finally, edu-
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cationally underperforming students “fall out” of the educational process system
and school ceases to be an environment where an adolescent can satisfy the most
significant needs of his age – the needs for self-respect, trusting communication,
emotional support and group affiliation. As a result, these adolescents fall under
the influence of other environments, which are usually asocial, and consolidate in
informal groups.
We aimed to reveal the teacher’s substantial attitude to the student in order
to define the real position of the educationally underperforming student and
the opportunities for improving the situation, which seems to be default for this
student.

Methods
In order to reveal the characteristics of the teacher’s attitude towards students
and of parents’ attitudes towards their children, we used a test-questionnaire of
parental attitude (QPA) by A.Ya. Varg and V.V. Stolin (Stolin, 1985: 107 – 113).
We used an adapted version of the questionnaire to study the teacher’s attitude
towards students.
The respondents for the questionnaire were 156 teachers of four general education schools – school #32 of Petropavlovsk, schools #13 and #100 of Kokshetau
and school #196 of Moscow – and 186 parents from the same schools.
During the assessment of the parents’ attitudes we referred to the authors’
questionnaire definition, which states that parental attitude is “a system of various
feelings towards a child, of behavioral stereotypes, realized in communication
with him, perception features and understanding of the child’s personality and
character and his actions” (Eikenbusch, 2011: 107).
The questionnaire structure includes five scales: 1. “Acceptance – denial”;
2. “Cooperation”; 3. “Symbiosis”; 4. “Authoritative hyper-personalization”; and
5. “Little loser”.
A high test score on the appropriate scale, obtained upon the results calculation,
is interpreted as: “denial” on the first scale, “social undesirability” on the second
scale, “symbiosis” on the third scale, “hyper-personalization” on the fourth scale
and “infantilization” (invalidization) on the fifth scale.
The questionnaire procedure consisted of the following steps. The subjects were
provided with the questionnaire text with a list of statements and an answer sheet
for them. Before the beginning of the test the subjects received instructions concerning filling in the test-questionnaire. The subjects had to rank the statements
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as “true” or “false” regarding themselves and to simultaneously cross the square “T”
(true) or “F” (false), corresponding to the question number on the answer sheet.
The results were analyzed with the special “key” that provided the opportunity
for calculating the number of answers which were the same as the standard scale.
The “raw” scores obtained this way were transferred in the test normative scores
according to the table, according to the scales. Finally, we compared the mean
scores for each scale between different subject groups.
Statistical significance of the differences was assessed by Student’s t-test.
The obtained results have the following substantial interpretation (according to
the description provided by the QPA authors).
The first scale shows the integral emotional attitude towards the child. Most
frequently, the parents experience anger, annoyance, regret and bitterness; they
do not trust the child and do not respect him. Generally, it seems to the parents
that the child would not succeed in life, because he is not capable, smart or gifted
enough and, moreover, he has bad tendencies. As a result, the child is viewed and
assessed as bad, weak, unadjusted and unlucky. (This interpretation corresponds
to high scores on the scale).
The second scale reflects the socially desirable image of parental attitude. The
parent understands the feelings, aspirations and goals of his child, he is involved
in the child’s activities and plans and he sympathizes with the child. Moreover,
this sympathy turns into a real emotional identification. The parent highly ranks
the child’s potential opportunities, regarding both intellectual abilities and skills.
He demonstrates the child’s achievements and successes to others, develops the
child’s self-worth. The parent trusts the child and respects him. In conflict situations the parent tries to understand the child and values his opinion. He supports
the child’s new activities, encourages his independence and aims to reach equal
communication.
The third scale. Its scores indicate interpersonal distance in the communication
with the child. High scores on this scale reflect parents’ urge to create symbiotic
relationships with their child. This can be characterized in the following way. The
parent is overly anxious about the child’s health and life, he is constantly anxious
about the child, wants to neutralize the influence of any dangerous, in his opinion,
situations and to separate the child from trouble and misfortunes. The parent takes
away the child’s opportunity to independently overcome difficulties. The parent
sees the child as a weak creature that needs his constant protection. The child’s
growth does not stimulate the parent’s urge to provide the child with independence; on the contrary, the child’s efforts to separate increase the parent’s anxiety,
which is already high.
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The fourth scale. The results of the scores on this scale can help to define
the type and direction of control over the child’s behavior. A high score reveals
authoritativeness in the parental attitude. Parental authority is based on the full
and unquestioned conformity and obedience of the child. The child receives strict
requirements to fully obey in any situation, which are justified by the necessity to
get used to discipline. Most frequently, educational actions are reduced to punishment or threats of punishment; everything reflects the parent’s will. The child is
faced with a high level of expectations of achievements and with requirements of
reaching social success. Moreover, the parents know their child really well, along
with his individual characteristics, habits, thoughts and feelings.
The fifth scale. The scores on this scale allow for assessing the characteristics
of parents’ perception and understanding of their child. High scores on this scale
vividly demonstrate such characteristics of the parent’s attitude as a tendency to
infantilize the child, to attribute personal and social incompetence to him and to
diminish his abilities in comparison with the real age normative. The parents do
not expect such achievements from their child as he should actually be able to
obtain at his age. They do not contain their annoyance and disappointment related
to the child’s failures, do not trust him and tend to strictly control his actions.

Results and discussion
According to the brief characteristics of the questionnaire scales interpretation,
we can describe the data which we obtained during the administration of the
questionnaire. Table 1 presents the final results of QPA.
Table 1. Significance of the differences in mean test scores of the questionnaire
results for teachers and parents who assess their attitude towards the children
Scales
1st scale

2nd scale

School #

Mean test scores

Significance of the differences (Student’s t-test)

teachers

parents

100

78.1

63.2

P<0.01

13

62.1

59.5

insignificant

32

67.7

59.7

P<0.05

196

81.5

81.9

insignificant

100

48.2

50.8

P<0.05

13

59.4

57.8

insignificant

32

57.0

57.5

insignificant
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Scales
3rd scale

4th scale

5th scale

School #

Mean test scores

196

53.6

Significance of the differences (Student’s t-test)
56.9

P<0.05

100

60.2

62.8

P<0.05

13

62,6

65.3

P<0.05

32

61.2

63.4

insignificant

196

53.3

60.1

P<0.05

100

58.9

76.3

P<0.01

13

64.8

72.9

P<0.05

32

72.5

57.3

P<0.05

196

57.6

67.1

P<0.05

100

76.8

77.1

P<0.05

13

71.1

75.6

P<0.05

32

67.5

66.3

P<0.05

196

83.2

82.2

insignificant

Firstly, it is worth noticing that the high test scores were obtained on all the
questionnaire scales, both for the teachers’ and the parents’ responses.
The comparison of mean scores, obtained by QPA (questionnaire of parental
attitudes), shows a significant increase in the score on the 1st scale for the teachers
in comparison with the parents. These differences are statistically significant,
except for the data of Moscow school #196.
The 2nd scale revealed increased scores for the parents from three schools, except
school #13. It is necessary to note that the differences are statistically significant
only for schools #100 and #196. Despite that fact, the increased score on the 2nd
scale for three schools is obvious for the parents. On the 3rd scale for the parents
the increase cannot be seen for all the scales, although the differences between the
teachers and the parents of schools #100, #13 and #196 are significant. Increased
score on the 3rd scale for the parents of school #32 is insignificant.
Mean scores on the 4th scale for the parents revealed a significant prevalence of
the teachers’ scores in schools #100, #13 and #196. For school #32 we found the
opposite prevalence. The differences are statistically significant for all the schools.
The results on the 5th scale were heterogeneous for all schools. The mean scores
of the teachers in schools #196 and #100 were prevailing, whereas in schools #13
and #32 the parents’ scores showed an increase. Statistically significant differences
were revealed only for school #196, although there is an increase in the teachers’
scores.
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Analyzing the questionnaire results, we did not set the goal of finding and
defining the differences in the teachers’ and parents’ attitudes towards the children
between the schools, but we aimed at revealing and stating certain tendencies in
the teachers’ attitudes towards students and the parents’ attitudes towards their
children and at showing the differences, if there were any.
Based on the questionnaire structure, we defined two opposite styles of the
child’s/student’s behavior control – authoritative (democratic), according to the
low scores of the 1st scale and scores of the 2nd scale, and authoritarian, according
to the scores of the 4th scale and high scores on the 1st scale.
In the context of the style of the child’s/student’s behavior control it is important
to note that high scores on the 1st scale correspond to the negative end in the emotional attitude both in the parents and teachers. However, this emotional attitude,
which can be characterized as negative, is mostly revealed in the medium scores of
the teachers, which statistically significantly exceed the scores of the parents. The
scores on the 1st scale in school #196 are different in this context. These differences
demonstrate only the qualitative aspect; the scale scores reach equally high levels
for the teachers and students. In other words, the questionnaire results allow for
revealing the teacher’s more negative, almost close to the negative end, integral
attitude towards the student, in comparison with the parent’s attitude towards their
child, who is a student of middle school.

Conclusion
Based on the results of the study described above, it is possible to conclude
that in the majority of cases educationally underperforming students have an
unfavorable position in the relationship system with their classmates, teachers,
class mentors and parents. Moreover, the student’s situation seems to be default for
him. These children cannot choose another parents, change school or class mentor.
Emotional denial, authoritative style of behavior control and invalidization by
parents and teachers towards the educationally underperforming adolescents, as
well as their low status among classmates and educational failures increase the
educational underperformance and divergence from the classmates; they stimulate
the adolescent to find inadequate ways to improve his status and define behavioral
deviations and development of school maladaptation.
Based on the above, we can state that the individual approach to educationally
underperforming adolescents should be a respectful and kind attitude towards
them, positive perception of their personality as a whole, emotional and personal
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acceptance, which would allow for correcting the deviations in their educational
activity, behavior and relationships with significant adults – teachers, parents, class
mentors – and in their interpersonal relationships with the classmates.

The novelty of the study results
As a result of the study of the teachers’ and parents’ attitudes towards educationally underperforming adolescents, students of general education school, the
specificity of influential adults’ attitudes towards educationally underperforming
adolescents has been identified:
А) The authoritarian style of teachers’ and parents’ control of the educationally
underperforming adolescents behavior is expressed in a different way, compared
to the socially desirable style – an authoritative-democratic one.
B) Teachers and parents’ rejection of the individuality of educationally underperforming adolescents manifests itself as emotional detachment, disengagement,
hidden or obvious irritation, or emotional rejection. In this case, teachers’ attitude
to educationally underperforming adolescents is more negative, getting negatively
expressed, as compared to parents’ attitude to the child.
C) Teachers and parents’ negative perception of individual psychological characteristics of educationally underperforming adolescents influences the assessment of the personality of educationally underperforming adolescents in general.
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Abstract
The diffusion of information and communication technologies among children,
youth and adults has become an evolving phenomenon. The end of the last
century was characterized by rapid technological development and by deep
changes in several aspects of human activities, often described as orientation
of the world to the “knowledge age“. Such changes have led to many discussions about the roles of upbringing and education as well as ICT in lessons
and learning in a new era and, of course, also about the negative effects of ICT
mainly on children and the youth. We focused our attention on the effect of
ICT on contemporary adolescents, both in terms of its use and possible misuse,
particularly in the field of possible ICT addiction. We gave the questionnaire
of our own construction to a group of adolescents: there were 1542 student
respondents at the age from 15 up to 23, with an average age M=16.99, SD=4.28,
647 boys and 895 girls. The independent variables were: gender, respondents’
age, the type of attended school, i.e., secondary vocational school=106 respondents, college=697 respondents, grammar school=739 respondents, evaluation
marks from the last school certificate of the Czech language and Math. The
obtained data were subjected to factor analysis. Programme Varimax orthogonal (NCSS) was used and according to Cronbach’s alpha (0.86), a critical value
|0.30| was selected. 3 factors were generated: F1 Tendency to ICT addiction,
F2 ICT- a study aid and F3 Current daily use and misuse.
More than a half of the respondents use daily this combination of ICT
equipment: a PC, a laptop, a tablet and a mobile phone. We found out that
the level of addiction to the internet is average; the internet as a study aid is
used exceptionally frequently, daily use and misuse is slightly below average.
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We chose the internet as a representative of all possibilities of ICT, as an easily
accessible medium of contemporaneity. Based on a factor analysis, it can be
stated that the more the internet is used for studying, the more possible the
addiction to it is and also the tendency to its daily use and misuse.
Keywords: adolescent, internet addiction, ICT

Introduction
Contemporary society is often referred to as a learning society, information,
knowledge or media society. Scientific disciplines increasingly work with the
concepts of knowledge management, computerization of society, digitalization of
society, information literacy, competences for the 21st century, digital generation,
etc. As indicated by Law and Pelgrum (2008, p. 1), the end of the last century was
affected by rapid technological development and deep changes in many aspects of
human activity, often marked as orientation of the world to the “knowledge age“.
Such changes have led to many discussions about the roles of upbringing and
education as well as ICT in lessons and learning in a new era and, of course, also
about the negative effects of ICT mainly on children and the youth.
The widespread use of information and communication technologies by
children, youth and adults has become an evolving phenomenon, and there is
no wonder that it significantly enters the area of upbringing and education. This
entails not only changes in material equipment of schools, but also in teaching
strategies, where the role of the teacher is irreplaceable (cf., Mura, Diamantini,
2014).
With so many social media and communication channels utilized by masses, the
internet becomes dangerous, threatening but also a tempting place for everyone.
Therefore, it is important to focus on the increasing number of negative aspects
of social media, which not only children encounter every day (cf., Davison, Stein,
2014).
“Since the developmental period of adolescence includes the needs to explore
and experiment, they represent the most vulnerable group by the risks on the
internet. There is a second important element linked to the need to experiment
and it is the search for identity.“ (Černá et al., 2013, p. 15). The internet is truly an
environment that offers countless possibilities, within which it is possible to pursue
this search. Because in the period of adolescence there is a growing need to meet
and keep relationships with peers, especially positive feedback is necessary for
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the psychological development of the individual in relationship establishment. If
these relationships are disrupted by, e.g., cyberbullying, very often the individual’s
self-esteem is decreased. It is known that self-esteem in the period of adolescence
is a very important aspect of perception and behaviour (cf., Macek, 2003).
Macek (2003, p. 12) states that “adolescence has gained, mainly in the last decades, special meaning – it has its own social, economic, educational, health and
cultural dimension.“
According to Roberts et al. (2015), there are seven elementary features affecting
the addiction to social media:
•• Friendliness (people, who are interested in the well-being of others have
a higher tendency to develop this addiction);
•• Extraversion (extravert individuals need constant stimulation, they are
thrill seekers);
•• Need for excitement (also typical of the emergence of other – particularly
drug – addictions);
•• Emotional instability (especially neurotics’ use of social media as a means
to achieve emotional balance);
•• Impulsiveness (impulsive individuals fail to foresee the consequences of
their actions);
•• Materialism (materialistically oriented individuals are more susceptible to
this type of addiction);
•• Conscientiousness (unscrupulous people are more prone to addiction).

Research Methodology
The aim of the research study was to find out in what range and in what way
contemporary adolescents use a variety of modern and communication technologies (hereafter ICT) and with what potential risks. We focused on a group of adolescents: respondents were represented by 1542 students aged 15 – 23, with average
age M=16.99, SD =4.28, 647 boys and 895 girls. The independent variables were:
gender, the respondents’ age, the type of attended school, i.e., secondary vocational
school=106 respondents, college=697 respondents, grammar school=739 respondents, marks from the last school certificate in the Czech language and Math.
All the respondents use ICT equipment either on its own or in various combinations.
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Table 1. Use of ICT equipment
Number of respondents/users

%

PC only

ICT equipment

214

13.88

Laptop only

319

20.69

Tablet only

38

2.46

Cell phone only

103

6.68

Combination of all 4

868

56.29

More than a half of the respondents use a combination of all 4 types of equipment daily.
Questionnaire on the use of ICT and its risks
The questionnaire detecting the use of ICT technologies and possible risks
of this use is of our own construction. The original questionnaire contains 44
statements, where a respondent gives answers on a Likert scale (1 = never ever,
2 = almost never, 3 = sometimes, 4 = almost always, 5 = always). Questionnaire
reliability: Cronbach’s α = 0.86.
The obtained data were subjected to factor analysis. Program Varimax orthogonal (NCSS) for the calculation and according to the amount of Cronbach’s Alpha
a critical value |0.30| was chosen. 3 factors were generated; statements in factors
are ordered from the highest one to the lowest supercritical communality (We
gave factors working names: F1 Tendency to ICT addiction, F2 ICT- a study aid
and F3 Current daily use and misuse). In the following tables there are statements
which create these factors; they are ordered by the degree of agreement with the
statement, or more precisely by an arithmetic mean.

Results
Table 2. Questionnaire results
Factors

M

SD

Median

Min-max

F1 Tendency to ICT addiction

39.12

10.04

39

16 – 80

F2 ICT- a study aid

24.55

4.48

25

7 – 35

F3 Current daily use and misuse

24.98

7.83

24

11 – 55
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The level of addiction to the internet is average; the internet as a study aid is
used highly above average, daily use and misuse is slightly below average.
Other results
Table 3. Statement order about the Tendency to ICT addiction according to M
Statement

M

SD

1. When I connect to the internet and it’s being loaded, I feel excited.

3.50

1.02

2. It happens to me that I miss something because of the internet (e.g. a meeting,
keeping a promise).

3.09

1.09

3. It happens to me that I postpone my studying because of the internet.

2.83

1.14

4. When doing homework or writing an essay I “borrow“ a ready-made text and
I use it for my work.

2.79

1.18

5. I conceal what I do on the internet at home.

2.69

1.2

6. When I am online, I lose the track of time.

2.68

1.15

7. Even though I have other duties I postpone them because of the internet.

2.61

1.17

8. The computer is my true and intimate friend.

2.47

1.15

9. When I have some time off, I connect to the internet automatically.

2.42

1.3

10. I get up early in the morning and I immediately connect to the internet.

2.39

1.12

11. When I forbid myself the use of the internet just for one day, I cannot resist
and I connect to it.

2.32

1.01

12. I lie to the question of how long I was online.

2.23

1.02

13. Because of the internet I have no time for hobbies.

2.03

1.00

14. I am fed up if I cannot connect from anywhere.

1.78

0.93

15. I spend more time on the internet than with my family or friends.

1.76

0.93

16. Because of the internet I am up till late at night.

1.52

0.9

Because the internet is not easily available from all contemporary ICTs, but it is
also currently the most widely used medium, we chose it as a representative of all
possibilities of ICT and included it in the statements of the questionnaire.
As seen in the table, the respondents agree most with the statement: When
I connect to the internet and it’s being loaded, I feel excited. It can be understood
as evidence of spontaneous positive emotional perception, nevertheless we can
also find here significant similarities to the perception of the addicted: a smoker
feels excited to have his/her first morning cigarette, a drunk craves his first glass.
With respect to the topic, we rather see it as a display of a starting addiction to the
internet, which is closer to the average in our respondents.
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Furthermore, it is also seen that because of the internet the respondents postpone their duties, spend a great amount of time there, do not admit how much
time they spend there, they cease to perceive time. An important fact is that the
respondents have an intimate relationship with the internet (precisely a computer
and other ICTs). The above-mentioned statements, therefore, illustrate the adolescents’ starting addiction of to the internet, although we have not found a greater
occurrence of extreme addiction in our group of respondents.
Table 4. Order of statements ICT- a study aid according to M
Statement

M

SD

1. I consider the internet as a source of information necessary for studying at
secondary school.

3.91

0.97

2. During self-study I use electronic sources of information.

3.80

0.94

3. I cannot imagine my study without the internet access.

3.68

0.92

4. Social networking sites can be also used for studying.

3.44

1.06

5. I say to parents that I study with the use of the computer but in fact it is not so.

3.41

1.19

6. I use the internet while writing a test in order to find out correct answers.

3.31

1.09

7. I communicate on social networking sites during a lesson.

3.00

0.99

We can consider as gratifying that ICTs are used above average by our respondents as a study aid; they use them as important sources of information, they cannot
imagine life without them.
Table 5. Order of statements about current daily use and misuse according to M
Statement

M

SD

1. I have a feeling that time spent on the internet is wasted.

2.90 1.23

2. I am inspired by works published on the internet when I do my homework or
write an essay.

2.86 0.99

3. I swap information regarding lessons on social networking sites with my classmates.

2.72 1.18

4. I downloaded work on the internet and I handed it in as mine.

2.62 1.18

5. I surf the internet during lessons.

2.59 1.24

6. Educators give study hand-outs to us with information that is not included in
textbooks (e.g., in the form of free downloads from the internet).

2.24 1.09

7. I cheat at school with the help of information and communication technologies.

2.18 1.17

8. We share study material on social networking sites.

2.00 1.07
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Statement

M

SD

9. It happened to me that someone did homework for me and I sent him a photo
or a video with sexual content in return.

1.92 1.09

10. I receive and send text messages during lessons.

1.64 0.99

11. I study on social networking sites also by chatting with classmates.

1.32 0.91

Within self-reflection, the respondents state that they have a feeling that the
time spent on the internet is wasted, however, they consciously do not reduce it,
which can be understood as symptoms of an incipient addiction. There are also
obvious possibilities of ICT misuse, e.g. when somebody else’s work has been used,
downloaded from the internet. Nevertheless, a slightly below average occurrence
still indicates the existence of misuse.
Relationships between the questionnaire factors
Table 6. Relations between the questionnaire factors
Factors
F1 Tendency to ICT
addiction
F2 ICT-a study aid

F1 Tendency to
internet addiction

F 2 Internet-a study
aid

F 3 Current daily use
and misuse

xxx

0.30**

0.48**

xxx

0.28**

**p<0.01

The more the internet is used for studying, the bigger the possibility is of
increasing addiction and the tendency to daily use and misuse.
Relationships of independent variables and results of the questionnaire
Note: See also only statistically significant results at 5 %, or more precisely 1 %,
level of significance.
In the project of our research survey, we set the following independent (variation) variables:
1. Respondents’ gender
2. Respondents’ age;
3. Type of school (secondary vocational school, college, grammar school);
4. Marks in the Czech language;
5. Marks in Math.
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Table 7. Respondents’ gender
Factor / M gender

ANOVA (F test)

M men

M women

F1 Tendency to ICD addiction

15.25*

40.19

38.34

F3 Current daily use and misuse

32.64*

26.20

24.10

* p<0.05

The male respondents indicate a significantly higher tendency to ICT addition
and a higher tendency to daily use and misuse.
Table 8. Differences between men and women in the area of tendency
to ICT addiction
ANOVA
(F test)

M
men

M
women

I lie to the question of how long I was online.

6.92*

2.30

2.17

Because of the internet I have no time for hobbies.

18.35*

2.14

1.94

When I forbid myself to use the internet just for one day, I cannot
resist and I connect to it.

28.12*

2.47

2.21

When I am online, I lose the track of time.

5.89*

2.76

2.61

When I have some time off, I automatically connect to the internet.

5.36*

2.33

2.48

Because of the internet I am up till late at night.

8.03*

1.6

1.46

When doing homework or writing an essay I “borrow” a readymade text and I use it in my work.

5.91*

2.69

2.85

I get up early in the morning and I connect immediately.

18.10*

2.25

2.49

I conceal what I do on the internet at home.

13.39*

2.85

2.58

Computer is my true and intimate friend.

4.16*

2.54

2.42

When I connect to the internet and it’s being loaded, I feel excited.

10.12*

3.40

3.5

Statement

* p<0.05

In seven out of eleven statements, the male respondents indicate possible addiction to the internet; the female respondents have a significantly higher scores only
in the following areas:
•• When I have some time off, I automatically connect to the internet.
•• When doing homework or writing an essay I “borrow” a ready-made text and
I use it in my work.
•• I get up early in the morning and I connect immediately.
•• When I connect to the internet and it’s being loaded, I feel excited.
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Table 9. Respondent´s age
Factor

Correlation coefficient

F1 Tendency to ICT addiction

r = 0.080**

F 3 Current daily use and misuse

r = 0.082**

** p<0.01

The older the respondents are, the more danger of addiction there is and
a higher tendency they have to use and misuse ICT daily.
Table10. Type of school (secondary vocational school, college, grammar school)
MANOVA
(F test)

Secondary Vocational
School

College

Grammar
School

F1 Tendency to ICT
addiction

5.99*

40.02

39.80

38.34

F2 ICT- a study aid

12.52*

23.48

24.33

24.91

F3 Current daily use
and misuse

3.90*

23.92

25.67

24.48

Factor/type of school

* p<0.05

The highest tendency to addiction is indicated by the apprentices (this addiction
has no relation to learning and the ICT use as a study aid, see below), the lowest
by the grammar school students; ICT as a study aid is mostly used by the grammar school students, the least by the apprentices of secondary vocational school.
The most daily use of ICTs also with the possibility of misuse is indicated by the
students of college, the least by the apprentices.
Marks in the Czech language (M=2.28, SD =0.85 in the whole sample of
respondents)
The highest level of addiction to ICT occurs among the respondents who have
mark 4 in the Czech language, the lowest among the ones who have mark 1; ICT as
a study aid is mostly used by A students, then with deteriorating mark less and the
least with mark 5. The ICT is daily used, also with the possibility to misuse, by the
students who have mark 4, the least by those with mark 5 in the Czech language.
Marks in Math (M=2.44, SD =0.95 in the whole sample of respondents)
The highest level of addiction to ICT is indicated by the respondents who have
mark 5 in Math*, and the lowest by the A students. ICT as a study aid is mostly
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used by B students, with worsening mark less and the least by those with mark
5. ICT is used daily, also with the possibility of misuse, by the students who get
marks, the least with mark 5 in Math.
* according to all up to date results it is likely that the level of ICT addiction in these students
does not correlate with the possibility to use ICT for study, but to a wide range of activities that
are not linked to studies and bring an increased risk possibility.

Discussion
Our research survey shows that more than a half of the respondents daily use
the following combination of ICT equipment: a PC, a laptop, a tablet and a cell
phone. We have found out that the level of addiction to the internet is average; the
internet as a study aid is used with the frequency high above average, daily use and
misuse is slightly below average. As for the representatives of all the possibilities
of ICTs, we have chosen the internet as an easily available current medium. Based
on factor analysis we can state that the more used the internet is for the study
purpose, the more possibility there is of addiction and the tendency to daily use
and misuse.
The frequency of statements concerning factor F1 Tendency to ICT addiction
among the respondents shows a starting addiction to the internet. This addiction shows certain features of psychological addiction: not only because the
respondents are excited when they connect to the internet, but also due to the
fact that they do not manage an important meeting or do not keep a promise.
Many respondents said that they spent more time on the internet than with their
family or friends. Some even admit that their computer is their true and intimate
friend. In the group of our respondents we have not found a greater occurrence
of addiction extremes, but even average values in our group of respondents are
fairly important indicators of development. Addiction increases with age and due
to very fast ICT development. It is necessary to highlight the relationship between
age and addiction.
Regarding the use of ICT, the respondents stated that they used the internet
mainly as a study aid; they understand it as an essential source of information. On
the other hand, they are not able to imagine their study without internet access.
Although the respondents know that the time spent on the internet is wasted,
they do not reduce it consciously. Therefore, we can distinguish in this behaviour
other symptoms of a starting addiction. The adolescents’ most common use of
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the internet is inspiration of their work (a task) or as a space for sharing study
materials. Unfortunately, many respondents said that they cheated with the help
of ICT. They admitted that they downloaded work of others from the internet and
handed it in as their own.
The addiction to ICT is more frequently found in the men than in the women.
With an increasing age of the respondents, the danger of ICT addiction increases,
as we recorded higher tendencies to daily use and misuse of ICT in older respondents. The highest tendency to addiction was found in the apprentices, where this
addiction has no connection with studying, whereas the grammar school students
use ICT as a study aid. The students of secondary vocational school use ICT daily,
including the possibility of misuse. The highest level of addiction to ICT is stated
by the respondents who have mark 4 in the Czech language, who also use ICT
daily, with the possibility of its misuse. The highest rate of addiction is indicated
by the respondents with mark 5 in Math, the lowest by the A students. The students
who have mark 4 indicate the most daily ICT use also with the possibility of misuse, the least by those with mark 5 in Math.

Conclusions
And what is a contemporary “ICT-addicted” adolescent like? It is a person who
lies to the question of how long he/she was online; he/she has no time for hobbies
because of the internet, which he/she cannot resist; when he/she is online, he/she
loses the track of time. He/she conceals the activity on the internet and considers
the PC as his/her friend. With increasing age the addiction deepens. Addiction
to ICT is more likely in apprentices. We talk about a student who has mark 4 in
the Czech language and mark 5 in Math. It should be noted that the level of ICT
addiction in these students does not relate to the possibility to use ICT for study,
but on the contrary, to a wide range of activities and it brings increased risks.
Modern ICT technologies have fully entered the daily life of all age groups,
particularly that of adolescents, who learn very quickly and are eager to learn how
to work with them. However, there is a potential danger of addiction to them,
which should not be underestimated.
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Abstract
The aim of this study was to explain the relation between social and academic
support of students’ adaptation to college. The results of this study show that
there were a weak and a reverse correlation between the discharge support
and personal adaptability and total adaptation. There was a direct correlation
between emotional support and social adaptation and dependence adaptation,
a direct correlation between socializing with social adaptation and total
adaptation, a direct correlation between practical support with social and
dependence adaptation and among a variety of kinds of academic support,
the discharge support can predict students’ adaptation to university, as well as
among a variety of kinds of social support, socialization can predict students’
adaptation to college.
Keywords: social suport, academic support, adaptation to college, student

Introduction
Social support adds confidence and self-confidence to try new things and is
effective in the satisfaction of people’s lives (Asgari and Nakl Zadeh, 2011). The
concept of perceived social support would acknowledge the matter that not all
the relations between an individual and others are considered as social support.
There is evidence that sometimes helping a person is inappropriate and ill-timed,
even against the person’s will. Therefore, the person’s perception is more important
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than the support. The Perceived Social Support scales are also concentrated on
the cognitive assessment of the individual from their environment and the level
of their confidence that there will be help and support if necessary (Michaeli,
Mokhtarpourhabashy & Meisami, 2013).
According to Lee, Yae Chung, Boog Park, and Hong Chung (2004), perceived
social support can prevent the occurrence of physiological undesirable effects
of illness in the person, increase self-care and the person’s confidence and have
a positive impact on the physical, mental and social situation of the person and
clearly enhance performance and improve the quality of the person’s life. Jones
(2008) showed how effective the relationship between students and their teachers
is on their opinion and feeling and the educational place. Support outside of the
classroom has various benefits for students, but most students communicate with
their teachers in the classroom. Therefore, one of the outside of the classroom support limitations is not providing the formation possibility of a perfect relationship
between the teacher and the student. The support outside of the classroom lacks
the classroom interaction between these two parties. These class interactions are
more common among those who do not have the required motivational force
to communicate beyond the classroom. Class communication between students
and teachers determines whether the person is willing to communicate with his
teacher outside of class or not and if so, what is the nature of the relationship
outside of the classroom. Thus, researchers have investigated other methods of
communication that teachers apply to support their students (Bejrano, 2014). Ellis
(2000) concluded that the teacher’s appreciation has a great impact on students’
cognitive and affective learning.
Thompson and Mazer (2009) in their research showed that academic support
promotes the adaptive aspects in the following ways. First, by helping each other
in class, preparing educational strategies and advice, students ease each other’s
academic adaptivity. Bejrano (2014) belives that motivated people like support
groups because “these motivated people help to make a strong academic environment inside and outside the classroom”.
Sherot, Turman and Soliz (2009) found the teacher’s confirmation depends
directly and indirectly on the student’s opinion about the teacher’s credit and their
assessment of the teacher. The study results of Jones (2008) suggest that students
are very enthusiastic and happy about learning from the teachers who support
them outside of class, and this process can be reduced by the teachers who give
limited support to the student and the teachers who do not give any support
action. Jones concluded that the teachers who apply the outside of the classroom
supporting technique could help their students to cope with academic life cycle
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stresses. Jones also revealed that the support gives value and credit to students,
encourages them not to give up, and through this, helps in their adaptation to the
academic environment. Teachers are the most valuable resources that provide their
students with required tips for dealing with difficult circumstances. Regarding
social support and adaptation, other research was conducted that can refer to the
studies by Saloviita, Italinna and Leinonen (2003), White and Hastings (2004) and
Cecilia and Blgrave (2007).
The above-mentioned research shows that the relation between social support
and adaptation is significant. In addition, other research shows that social support
has a positive effect on adaptation (Holland and Holahan, 2003, Brambli, Harry
Davidson and Emerson, 2004). Tao, Dong, Pratt, Pancer and Hunsberger (2000)
suggest that social support is closely related to social adaptation. Davidson et al.
(2005) investigated the relation between the observed social support and adaptation behaviors of youth and concluded that the relation between social support
and adaptive behaviors of students is significant (Khaksar Beldaji and Khodapanahi, 2006). Pelgarn et al. (2003) showed there is a significant difference between
patient men and women in various aspects of social adaptation and psychological
distress. In another study, Wallace (2001) found out that educational success was
related to psychological adaptation and boys were in a better position than girls
in terms of psychological adaptation. King (1999) also showed that boys were
in a better position than girls in terms of a positive attitude to life, and a sense
of happiness and satisfaction with life. Loieng (1997) proved that in the entire
and social adaptation the difference between two considered samples gender was
not significant. Ranchor, Bouma and Sandrmn (1996) found that social support
was positively related to health and thus the person’s ability to deal with anxiety,
stress and concern increases. Researchers also agree that social support protects
a person from stress and anxiety. Therefore, achieving a desired level of adaptation
in different areas makes it possible to develop, meet needs and desires and realize
an ideal (Brghandan, 2013).
Adopting appropriate exposure practices can lead to more adaptation in
a person. Confronting refers to a series of cognitive and behavioral strategies
applied by a person to manage their demands in stressful and difficult situations
(Folkman and Moscovetiz, 2004). Moormi (2002) concluded that parenting styles
of single-parent children had no direct correlation with those children’s emotional
and social adaptation, whereas factors such as other’s social support and children’s
intelligence might play a role in offsetting the effects of the mother’s absence of
personal-social adaptation and their character. Soda in his background review is
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seeking for the study, the environment and future. The student’s social adaptation
is also affected by academic and non-academic factors; studies have found that
social acceptance by teachers and classmates leads to different compatible outcomes in this period (Mercer, 2008).
Any changes in human life, pleasant and unpleasant, require a kind of readjustment (Hosseinian et al., 2007). As noted, social and academic support of the
student has a positive impact on their adaptation and success, and this plays
a decisive role in the student’s educational achievement and their socialization
in many cases. Therefore, considering the importance of the student’s social and
academic support and its important role in their educational life, the present study
is considered necessary in this area and it investigates the role of social support
and academic support in students’ adaptation to college. The purpose of the study
was to explore the relationships between indicators of college students about social
support, academic support and adaptation to college.

Research Questions
1. Is there a relationship between the academic support of students and their
adaptation to college?
2. Is there a relationship between the social support of students and their adaptation to college?
3. Can a variety of academic support of students at university predict their
adaptation to college?
4. Can a variety of social support of students at university predict their adaptation to college?

Research Methodology
The presented study used a descriptive methodology with a correlated
approach. The target population includes all 8300 students of Azad University
in Zahedan in the 2015 – 2016 academic year. To determine the sample size, the
sampling table by Krejcie and Morgan (1970) was used. In the study, based on the
classification of the sampling method, the proportional size and simple random
method were used. The demographic characteristics of the sample population are
shown in Table 1.
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Table 1. Characteristics of the sample population (N= 368)
Gender
Age

Field of Study

Educational Level

F

%

Male

197

53.5

Female

171

46.5

<21

120

32.6

21 – 24

112

30.4

>24

136

37

Human Sciences

266

72.3

Basic Sciences

39

10.6

Technical and Engineering

63

17.1

Bachelor’s Degree

232

63

Master’s Degree

136

37

To collect data, the following questionnaires are used:
The student academic support scale by Thompson and Mazer (2009) has 15
items in the form of four sub-components as follows: a) informational support:
items 1 to 7, b) confident support: items 8 to 10, c) motivational support: items 11
to 13, and d) discharge support: items 14 and 15. Responding to the items of this
questionnaire is set in a range of five options from not at all = 1 to every day = 5.
The social support behaviors scale by Vaux, Riede and Stewart (1987). The
questionnaire has 35 items in the form of four sub-components as follows: a)
emotional support: items 1 to 9, b) socialization : items 10 to 14, c) application
assistants (practical): items 15 to 24, and d) advice and guidance: items 25 to 35.
Responding to the items of this questionnaire is set in a range of five options from
do not let anyone =1 to most of the family members do it = 5.
The student adaptation to college questionnaire by Baker and Siryk (1989) has
21 items in the form of four sub-components as follows: a) scientific adaptation:
items 1 to 5, b) social adaptation: items 6 to 11, c) personal and emotional adaptation: items 12 to 16, and d) affiliation: items 17 to 21. Responding to the items
of this questionnaire is set in a range of five options from completely false = 1 to
quite right = 5.
To compute reliability, the Cronbach alpha test was used and the calculated
values are presented in Table 2.
In the study, to analyze the research data, the inferential statistics such as Pearson’s correlation test, analysis of variance and stepwise regression were used. It
should be noted that all the statistical calculations were conducted with SPSS,
version 19, software.
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Table 2. The main questionnaire components and their reliability coefficient
Number of items

a

Academic Support

Questionnaires

15

0.89

Social Support

35

0.94

Adaptation to college

21

0.78

Research Results
•• Is there a relationship between the academic support of students and their
adaptation to college?
Table 3. The correlation test in connection with the academic support of students
and adaptation (N= 380)
Scientific
A.
Informational S.

r
Sig

Confidence S.

r
Sig

Motivational S.

r
Sig

Discharge S.

r
Sig

Academic S.
(Total)

r
Sig

Social
A.

Personal
A.

Dependece
A.

Adaptation
(Total)

-.084

-.012

.017

-.059

-.044

.107

.821

.739

.259

.402

-.056

.035

-.025

.021

-.008

.282

.509

.636

.684

.871

-.053

-.012

-.084

-.014

-.065

.315

.823

.109

.792

.215

-.108*

.038

-.123*

-.102*

-.120*

.039

.465

.018

.051

.021

-.092

.008

-.043

-.047

-.064

.079

.885

.415

.367

.221

*P>.05

As shown in Table 3, among the different kinds of academic support, there is
a significant and inverse – although insignificant – relationship between discharge
support and scientific, personal adaptation and the student’s dependency on the
university and the same adaptation (p <.05) . There was no statistically significant
difference among other items.
•• Is there a relationship between the social support of students and their
adaptation to college?
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Table 4. The correlation test in connection with the social support of students’
adaptation (N= 380)
Scientific
adaptation

Social
adaptation

Personal
adaptation

Dependece
adaptation

Adaptation
(Total)

Emotional
Support

r

-.085

.191**

-.013

.133*

.084

Sig

.102

.000

.803

.011

.106

Socialization

r

-.067

.269**

.024

.093

.116*

Sig

.202

.000

.641

.076

.026

Practical
Support

r

-.052

.168**

.027

.120*

.100

Sig

.324

.001

.609

.022

.055

Consultation and
guidance

r

-.158**

.168**

.010

.032

.026

Sig

.002

.001

.842

.542

.618

Social Support
(Total)

r

-.115*

.224**

.013

.105*

.088

Sig

.028

.000

.797

.043

.093

*P>.05 **P>.01

As can be seen in Table 4, except for a significant correlation between emotional
support and social adaptation (r= .191)) and dependency (r = .133) and socialization with social adaptation (r = .269) and total adaptation (r =.116), consulting
and guidance with scientific adaptation (r = -.158) and social adaptation (r =
.168), and total social support with scientific adaptation (r = 1.115) and social
adaptation (r = .244), there was no statistically significant correlation between the
other components.
•• Can a variety of academic support of students at university predict their
adaptation to college?
Table 5. Prediction Regression of Students’ adaptation by a variety
of academic supports (N= 380)
Step
1

Independent
variable
Discharge
Support

R

R2

.120 .014

Adj.R2
.012

R2
Change

B

.014
-.120

t

Sig.

53.862

.000

-2.311

.021

To predict students’ adaptation to university by a variety of academic support,
the stepwise regression was used. At this stage, discharge was the most anticipated
of students’ adaptation to university, as shown in the table above. As the results
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show, the discharge support could predict 12 % of the student’s adaptation to university. In addition, according to the obtained t = 2.31 and the significant degree of
0.05, it confirms the success of this model at the level of 0.95. In other words, one
can say with 95% of confidence that the effect coefficient is the discharge support
variable in the significant model.
•• Can a variety of social support of students at university predict their adaptation to college?
Table 6. Prediction Regression of Students’ adaptation by a variety of social support
(N= 380)
Step

Independent variable

1

Socialization

R

R2

Adj.R2

.116a .013 .011

R2 Change

B

.013
.116

t

Sig.

26.728

.000

2.235

.026

To predict students’ adaptation to university by a variety of social support, the
stepwise regression was used. At this stage, socialization was the most anticipated
of students’ adaptation to university, as shown in the table above. As the results
show, the socialization support could predict 11% of the student’s adaptation to
university. In addition, according to the obtained t = 2.24 and the significant degree
of 0.05, it confirms the success of this model at the level of 0.95. In other words,
one can say with 95% of confidence that the effect coefficient is the socialization
support variable in the significant model.

Discussion and conclusion
The results show an inverse and weak relationship between the discharge
support and personal adaptation and consistency. Comparison of the results of
this study with the research results of Rahimi Nejad et al. (2014), entitled the
correlation between Shahed students’ perception of the educational atmosphere,
their personal and family characteristics and social adaptation, showed that the
students’ satisfaction of Shahed share, other students’ positive opinion to Shahed
students, the teachers’ dealing and Shahed students marriage that are predictors of
Shahed students’ social adaptation, is aligned. The results of Thomson et al. (2009)
and Wallace’s research (2001) indicate the relation between academic achievement
and psychological adaptation as well as the research results of Gharagozlou,
Rahiminezhad and Reza Zadeh (2009) show that there is a direct and significant
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positive relationship between adaptation and social support, which is compatible
with the current research.
The results also showed a direct correlation between emotional support and
social and dependent adaptation, a direct correlation between socialization and
social and total adaptation, a direct correlation between practical support and
social and dependent adaptation and a direct correlation between consultation
and guidance and social adaptation as well as a direct correlation between the
total support and social adaptation. On the other hand, there is an inverse relation
between consultation and guidance and scientific adaptation and total support
with the scientific adaptation. Comparison of the results of the present study with
the research results of Khoshkonesh et al. (2011), entitled the role of fundamental
needs and social support in high school students’ social adaptation, showed that
there is a direct correlation between social support and social adaptation, has
conformity. Regarding social support and adaptation, other studies have been
done, e.g., Saloviita, Italianna and Leinonen (2003), White and Hastings (2004)
and Sisilia and Bulgery (2007). The mentioned studies have shown that there is
a significant correlation between social support and adaptation. Other research
has also shown that social support has a positive effect on adaptation (Holland
and Holahan, 2003, Brambli, Harry Davidson and Emerson, 2004). Tao, Dong,
Pratt, Pansr and Hansbergur (2000) also suggest that social support correlates
with social adaptation. Davidson et al. (2005) studied the relation between
observed social support and the adaptation behaviors of young people and
concluded that the relation between social support and students’ compatible
behaviors is significant. The results of the mentioned research are compatible
with this research.
In relation to the third research question, the results showed that among the
components of academic support, discharge support can predict students’ adaptation to university. Comparison of the results of this study with the research results
of Wright (2012) showed that students could help each other with emotional
support, easy job support and academic support in adaptation to university and
these forms of support confront with the stress of university. In relation to the
fourth research question, the results showed that only socialization can predict
students’ adaptation to university.
In summary, there are a weak and an inverse correlation between discharge
support and personal adaptation and total adaptation. There is a direct correlation
between emotional support and social and dependent adaptation, a direct correlation between socialization and social and total adaptation, a direct correlation
between practical support and social and dependent adaptation and a direct
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correlation between consultation and guidance and social adaptation as well as
a direct correlation between total support and social adaptation. There is also an
inverse correlation between coping strategies and scientific adaptation. Among
the components of academic support, discharge support can predict students’
adaptation to university. None of the components of social support can predict
students’ adaptation to university.
According to the obtained results, what is recommended is:
1. Sponsorship of elite and low-income students by university
2. Granting interest-free loans for the education of students in higher education
3. Running social and religious counseling sessions for students in order to raise
students’ awareness and decision-making abilities in society
4. Creating an intimate atmosphere between students and officials in order to
solve students’ issues more easily
5. Giving special academic support to students.
6. Giving more importance to consultations with students.
7. Paying more attention to students’ needs.
8. Planning students’ future.
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Abstract
The modern family faces a variety of ever-changing circumstances which
greatly inhibit the selection of clearly defined roles or behaviours that might
bring about the good of the whole family. The article describes three models
which regulate the roles adopted by individuals within the family. The text
defines the optimal method of role creation and selection as one which allows
for the simultaneous consideration of not only the variety of possibilities, but
also the needs of all family members.
Keywords: sex, family, gender, optimal model

Introduction
The modern Polish family is faced with a number of variable circumstances
which greatly inhibit the selecting of an appropriate role or behaviour in order to
best benefit the family as a whole. Primarily, the woman’s role has changed; she has
gained more rights and been offered more possibilities to meet her needs. At the
same time, the demands that society imposes on her, as well as those she imposes
on herself, have greatly multiplied. These changes have led to a corollary transformation of the position and identity of the man. One model which defines this
phenomenon is known as reversed gender polarisation (Allen 2006, pp.88 – 108).
According to this model, the woman is responsible for steering family life, with the
man quickly losing ground. In the opinion of J.MacInnes, in modern society traits
which would have once been attributed to typical masculinity and would have
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been seen as a starting point for the man’s role as caregiver to the woman serve,
at present, as a starting point to attack the man. He writes that strength, courage,
independence, heroism in battle, a strong spirit, and sexual initiative are seen as
a symbol of aggression, competitiveness, evidence of the woman being subjugated,
proof of emotional inadequacy, sexual obsession, infantilism and the depreciation
of masculinity. For instance, sons attack fathers for the latter’s absence from their
lives. Female partners condemn their male partners for their inability to express
their feelings. Employers are starting to prefer communicativeness, expressiveness
and empathy over masculine energy and brawn (MacInnes, 2002). Both the man
and the woman have become lost in these new circumstances, even in the case
when they are very committed to one another and both express their honest
desire to be with each other and to build a family (The article touches upon family
problems which stem from the parents when the woman and the man live beside
each other in a new set of social circumstances. Thus, despite the fact that the key
notion in the title is the family, the article concentrates on the relations between
the woman and the man). These new circumstances in which the married couple
find themselves within the family are overlapped by gender-based differences that
form a series of six divergent strands: first, analytical thinking; concentrated, linear,
logical – among men – and the type of thinking known among women as “facilitating the whole brain;” second, action among men and emotion among women;
third, among men attitudes based on fight or flight and among women attitudes
based on care and friendship; fourth, an inborn interest in objects among men
and an inborn inclination towards interest in other people among women; fifth,
men’s ability to survive thanks to hierarchy, power and competition as compared
with women’s ability to survive through empathy, relations and bonds; finally, an
inborn ability to systemise among men as compared with the inborn ability to be
empathic among women (Cunningham, Roberts 2012, p. 16).
Many psychologists (Jordan, Kaplan, Miller, Stiver, Surrey, 1991; Jordan, Surrey,1986, pp. 81 – 104; Marcus, Oyserman ,1989, pp. 100 – 127; Stewart, Lykes,1985,
pp. 2 – 13) agree that our way of thinking is connected with gender and research
confirms this belief. As Cunningham and Roberts have stated, the inclusion
of gender in the ‘Me’ system can also have an impact on the way in which an
individual thinks. In the case of women, the main attributes of traditional female
schematics are calmness and understanding, care, protectiveness, responsibility,
consideration for others and sensitivity. All these characteristics require the presence of another person in order to be observed or expressed. In other words, in
order to define themselves, women find it necessary to engage in relations with
other people, whereas men possess the typical main attributes of the conditional
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masculine schematic as independence, assertiveness, instrumentalism and the
need for competition (Ecler-Nocoń, 2013, pp. 71 – 93). The author argues that
although contemporary men accept the fact that women are well educated and
want them to work, after giving birth they expect them to get back to their patriarchal gender role and, at the same time, are not able to fulfil their own gender role
and become a breadwinner for the entire family. This leads to a paradox: a woman
who identifies with her assigned social role (caregiver, feeder, etc.), contrary to
the new cultural, social and economic conditions, fulfils all the tasks by herself
including not only household duties, but also professional ones. The woman fulfils
all her duties, but at the same time starts to experience the feeling of inequality,
injustice and harm. The woman senses a certain expectation drift. She expects
that the man will be her alter ego and when he fulfils her wish, she reacts with
dislike. She desires a strong partner who, above all, wants to succeed outside of
home. The man feels disapproved of and therefore loses his sense of identity and
adequacy. Thus, it is common for the relations between the man and the woman
in a family to be based on an internal feeling of a lack of symmetry or adequacy,
disproportion, incommensurability and inequality. Frequently, both women and
men fail to locate the key to this model of relationship, one that would consider
their needs, wishes and possibilities. This thesis was confirmed by qualitative
studies conducted by the author between 2003 and 2009. Based on the research
analysis, it is clear that a transformation of thinking patterns in both men and
women living in a relationship is necessary. From the author’s point of view, an
evolution of thinking patterns should follow the optimal model described below.

Locating the Optimal Model for Family Roles
In the attempt to find an optimal model for family roles for both men and
women, an inspiring cognitive function may be observed in a student’s reminiscence concerning the lives of Vera and Vladimir Nabokov. Having observed their
common, but at the same time clearly divided, functioning, he/she described them
as “the couple multiple, inseparable yet self-sufficient (Schiff, 2007, pp.181 – 182).
Herein is a significant clue to the new perception of the coexistence of women
and men. The lives of Vera and Vladimir did not fall into any type of schematics,
rather they both assumed such roles as they attributed to themselves within the
relationship. They seemed to be satisfied with this arrangement in their lives and
the schematics worked out by both of them simultaneously provided the rationale
for the functioning of their relationship. “The couple multiple” is a term which
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brings us closer to an understanding of the properties of the model for which we
are searching. The needs, possibilities and duties arising through being in a relationship and which are significant to both partners have a tendency to multiply
and to take on a new character. This dynamic process does not necessarily follow
a previously planned direction or method which can be generalized statistically.
Indeed, it is likely that each relationship creates its own, unrepeatable algorithm.
From an analytical standpoint, it is interesting to specify the conditions for
developing such an algorithm in woman-man (wife-husband) relations. In these
searches, what is crucial is the answer to the question about the conditions which
the algorithm should meet. This algorithm has the characteristics of an optimal
and universal algorithm. Is it possible to identify such an algorithm? In her attempt
to seek a universal algorithm in relations, the author bases on mathematical
(adopted from technical sciences) process of searching for an optimal solution
with the necessity to take into account many assessed criteria and characteristics
(M.Peschel, C. Riedel, 1979). The application of mathematical rules has allowed
the author to formulate three models of sharing roles within the family (in woman-man relation). Two of them are similar to the models of relations which are
known from the practice of social life. The first of them, which can be defined
as a classic model (rooted in culture), the second one in a sense newer, being
the result of social changes and searching for new solutions, which can be called
“half and half ”, since each of the family roles is divided between the spouses. Both
models of sharing roles have considerable flaws, which may lead to conflicts in
family relations. Additionally, these flaws are connected with the arbitrary and
a priori accepting of importance, meanings for particular areas of cooperation
in a relation. The third model of sharing roles in the family can be considered as
optimal and universal. It takes into account both real capabilities of each of the
spouses and the needs of the family. At the same time, it can be adjusted to many
variables in a situation of particular relations between spouses.
The algorithm is an Old-English term borrowed from the world of mathematics. Its definition is that of leading a given system from its initial phase to its
desired end stage. This leads us to examining how certain other mathematical
principles might prove helpful in finding solutions. When using a mathematical
(technical) representation of a relationship between individuals, it is tempting to
discuss how such an ‘organization’ of the mutual activities of two people (in this
case a woman and a man) would lead to the optimization of such a relation by
means of an integration between the woman and the man (cf., Peschel, Riedel,
1979). In technology, in order to perform an optimisation process, it is necessary to
introduce two conditions. The first is the method of optimisation, and the second
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is the so-called target function f. First, however, we must offer a few definitions
with the appropriate signature that will explain the logic of implementing optimisation with regards to the fulfilment of family roles. In other words, a transposition
of actions undertaken in the family by men and women into the nomenclature of
optimisation rules:
Thus:
xi – i – this is (possibility, need) a female trait (e.g., affection, planning skills,
empathy, child feeding, professional engagement, free time, etc.)
yj – j – this is (possibility, need) a male trait (e.g., physical strength, the ability to
focus on a single task, professional engagement, free time, etc.)
wxi, wyj – the gravity/value of (possibilities, needs) female and male traits
f – target function
q – the value of the target function
Q – collection of compromises
Let us begin the discussion with the function. This function is a sort of criterion
in accordance with the value of which the choice of the best solution is made from
among all the available solutions. The function must possess characteristics that
permit a scoring system. Thus, the value of the target function is dependent on the
characteristics being compared, in this case female xi traits (understood as possibilities) and male yj traits. This leads to the following equation q = f(xi, yj). The key
problem in the process of optimisation becomes the choice of the target function.
In addition, it is also a key issue in the relationship between men and women. Three
different target functions simultaneously imply the three aforementioned models.

The Classic Model – A Historical, Social and Cultural Model Most
Common in Relations between Men and Women
The first case is a target function which has been assigned highly varying
values in connection with specific traits (possibilities), both female and male. In
other words, women are naturally placed in the sphere of the household, whereas
men are identified with activities outside of the home. Let us assert that we are
considering two large sets of activities containing a number of possibilities and
needs which we jointly describe as the raising of children and professional work
(upbringing is understood here as all actions undertaken by parents in order to
prepare the child for an adult life, including nursing; an occupation is understood
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here as all activities undertaken outside of the family in order to meet its economic
needs). The function is as below:
q = f (xi , yj ) = ∑ wxi ⋅ xi + ∑ wyj ⋅ yj =
i

j

= wxwork ⋅ xwork + wxupbringing ⋅ xupbringing + wywork ⋅ ywork + wyupbringing ⋅ yupbringing
Examining anthropological experience, statistical data, etc., we begin with the
assumption that women are more predisposed to activities connected with raising
children (the sphere of the household), whereas men feel better and have more
possibilities for acting away from home and outside of the household. We have
assigned values according to the appropriate relations, while retaining a balance
between the proportions of the characteristic traits:
wxupbringing ≅ wywork
wxwork ≅ wyupbringing
wxupbringing  wxwork
wyupbringing  wywork
With these values, the effect of the optimisation process will be a solution in
which women are placed only within the sphere of the household and men away
from home (here, within a working environment). As we know, this is a model
which has for ages been perceived as optimal and which is at present receiving
strong criticism because in the contemporary situation where women have the
means to meet their needs and possibilities outside of the household, this theoretically optimal division closes the doors to those possibilities in front of them.
Moreover, according to this model, the possibilities which the man has within
the sphere of the household are not addressed, either. The model sets certain
possibilities in each defined sphere. For instance, if we assume that men tend
to be more aggressive and women to be more prone to making peace, then the
first of these traits (possibilities) has to been linked to the sphere away from the
household, whereas the second would be placed within the household. In this
model, peace has no chance of existence in any wider cultural sense. The use of
the rules of optimisation shows that this method of realising activities as a couple,
however functional, does not facilitate the full potential (described here as grades)
of either women or men. It also strips the relation, which is paramount from an
anthropological point of view, of any attributes of equality.
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The Innovative ‘Half and Half’ Model
In the second case, we will consider a situation in which the optimisation
between the genders is also based on two sets of activities (as in the first case).
This time, however, we will attempt to eliminate inequalities (injustices, by default)
by equalising all values (this idea is characteristic of our times). The engagement
is also considered here to be equally important, regardless of whether it concerns
the sphere of the household or the outside of the house:
wxupbrining ≅ wyupbrining ≅ wxwork ≅ wywork
In this case, the effect of the optimisation process will be a situation within
the relationship between the man and the woman (husband and wife), in which
both perform exactly the same activities. It seems that it is becoming popular. Let
each woman and each man take on any task or role which they deem important
with respect to the family’s interest as well as their own. The solution seems to be
fair and should bring positive results to relations within the family, and serve as
a source of satisfaction for both genders. Contrary to the initial assumptions, when
this model is introduced, it does not, in fact, lead to freedom within the relationship. An incessant desire to retain equality between the partners leads to the loss of
certain rights, possibilities and, in fact, the needs of both the woman and the man;
the husband and wife are both burdened with a place in the relationship which
has been predefined. For instance, from this point of view, it may seem optimal
that a maternal leave be split between the partners (facilitating so-called “paternal
leave”), that the man must play an equal part in the night-time feeding of the baby,
and that both work and take care of their offspring to an equal degree. Although it
cannot be said that these solutions are wrong in every case, it is, however, a mistake
to assume that the maximisation of activities and possibilities in relation to gender
must be solved through the introduction of a fixed half-and-half division. This
model does not take into consideration the differences between possibilities and
concentrates only on the execution of equality. It must be said that the optimal
solution is not always based on dividing everything in half. For example, while
both father and mother are able to calm or soothe their baby, it is quite possible
that the mother will do so more quickly and effectively, especially in the case of
a newborn child (Ellison 2005). It is possible that the trait which is typically connected with women in research, i.e., the ability to think about a number of things
simultaneously, gives her more confidence in relation to a variety of household
activities. Likewise, the man is likely to have a predisposition towards focusing his
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attention on objects, will be better able to solve one complicated and important
problem of the household. Thus, we come to an important question: in light of
the different possibilities attributed to each member of the family, is the fixed
half-and-half division (one equal mathematically) in fact equal and optimal?
Even at first glance, the answer appears to be negative. The half-and-half division
fails to take into consideration a number of additional criteria which seem to be
significant for the optimal functioning of the family. It is determined neither by
the specific possibilities of each family member nor by their actual needs. Above
all, this model is totally schematic, without concern for any specific example. Each
family is unique and characterized by the specific needs and possibilities of its
members. Thus, we require a model which takes into consideration particulars
and not mere abstracts.

The Optimal Model of Family Relations
The third case to be considered is a situation wherein no value is attributed to
any of the traits (activities, behaviours, abilities, and engagements). In technology,
this situation arises when there is a need for a multi-criteria optimisation (poli-optimisation). There is no individual target function in this model, but a significant
number of elementary functions. In the case considered herein, it is worth noting
that it can be presented graphically as follows – both for the raising of children as
well as work:
 xwork
x
 upbringing
q = f ( xi , y j ) = 
 ywork
 yupbringing

The solution to the problem of optimisation, formulated in such a way, cannot
be singular, as it was in the previous cases. This must be a set of optimal solutions
– a so-called set of Q compromises. All of the elements belonging to this set of
compromises differ from each other both in their value as well as, which is important, in the fact that each one of them is in itself optimal. In the two previous cases,
the result is a specific optimal solution which encompasses ‘all’ of the participants
of the process. In this case, there are many solutions, and in connection with this,
in order to be able to implement them, one must select one specific solution from
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the set. Each of these solutions takes into consideration the possibilities available
to the woman and the man, their desires, as well as a number of variables from
their lives. The advantage of this approach is that the choice might just as well be
made individually for every specific case (e.g., for one specific family, as for
a mixed set of individuals, e.g., in the workplace, etc.). This approach may also be
re-evaluated when conditions change while still retaining the optimal properties
of every solution. In order to better understand this multi-criteria situation, it has
been presented in the illustration below.

xi

Unacceptable area
Optimal solution for Group A

Optimal
solution for
Group B

Unacceptable area

Change of solution

yj
Set of compromises

Figure 1. Optimal solution for Group A / B

We are, however, left with the important question of how to find the specific optimal solution for a given family at a given moment in time. The mathematical tool,
despite its seeming usefulness in solving the differences in the construction of
relations between men and women, does not allow for direct transplantation into
the field of anthropology. Undoubtedly, however, an optimal and multi-criteria
contemplation of the needs and abilities of every family member, the family as
a whole, and in the family is certainly possible. In order to follow such an approach,
we require the love and openness of both spouses, the sensitivity of the wife and
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husband to each other’s individual options and needs, with consideration for the
good of every family member. With such mutual openness, it seems possible to
produce an algorithm (in any situation) which would find its justification in each
specific family and in the specific potential of its members. Taking this view, we
will not refer to any fixed division of roles; this division should be linked within
a specific constellation of possibilities and needs. If this model is truly optimal
in a given family, while creating it we will undoubtedly facilitate both the gender
potential of woman and man, as well as their individual available possibilities,
which shall be confronted with not only the needs of the individual members, but
also the well-being of the whole family. We may assume that, within every given
family, this model will be implemented in a different manner, through a different
division of roles and responsibilities.

Conclusion
In Poland, nowadays, along with the changes which affect families, there is also
a discussion about the crisis of the family as such. Social changes, however, can
be the source of constructive processes which will bring about an evolution in
family dynamics. In a way, evolution itself is inclusive of change. Here, however,
the juxtaposition of these two concepts is performed for the purpose of focusing
attention on the character of these changes. Traits, talents and possibilities are
strengthened through being in the relationship; they take on a new character
through the process of multiplying. This will not happen in a direction planned
beforehand or in any way prone to statistical generalisation. Every relationship
possesses the possibility for producing its own inimitable algorithm. Producing
such an algorithm allows for respecting the rules of equality and differing rights
when each partner sincerely attempts to breach their egoistic ‘Me’ through mutual
friendship, love and affirmation. In this process of integration, both partners may
experience a new quality of existence and perception; this is a multi-criterion
view, one which takes into consideration a variety of needs and possibilities. The
optimal solution reached by individuals in the relationship may be different every
time – it is defined by the relationship itself.
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Abstract
The study describes a model of living values education in teaching materials
and its impact on the civic disposition of students. It employs the design of
research and development in Civic Education Department, Indonesia University of Education. The model of living values education in teaching materials
is an integration of the living values in
 the teaching materials presented in the
framework of the material. It includes introduction, keyword, map of concepts,
subject matter, discussion, living values, conclusions, reflection on the value
application, and references. The application of the model of living values
education in teaching materials significantly affects students’ civic disposition.
Keywords: living values education, teaching materials, civic disposition, student

Introduction
Learning as a core activity in higher education should not only be oriented
towards the achievement of scientific competence, but also, more importantly, it
should contribute to the development of character of the younger generation. One
of the learning components that plays a very important role is teaching materials.
Teaching materials is a necessary ingredient in the formation of knowledge, skills,
and attitudes that students must gain in order to meet the standards of competence. Teaching materials play a key role in the overall curriculum, which must be
prepared to achieve the expected learning competences. Allwright (1990) argues
that materials should teach students to learn, that they should be resource books
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for students’ ideas and activities for instruction or learning, and that they should
give teachers a rationale for what they do. Materials often control instruction,
since teachers and learners tend to rely heavily on them. Materials that are appropriate for a particular class need to have an underlying instructional philosophy,
approach, method and technique which is suited for students and their needs
(Kitao & Kitao, 1997).
In the course of Civic Education, the material should really support the achievement of full civic competences. They are civic knowledge, civic skills, and civic
disposition (Branson, 1998). Civic knowledge is an essence that all citizens should
know. Civic skills are skills that are developed from the knowledge of citizenship,
so that the knowledge acquired can be meaningful. They can be used in dealing
with the problems of the life of the nation. Civic skills include intellectual skills
and participation skills. The third essential component of civic competences is
civic disposition. It is “…those attitudes and habit of mind of the citizen that are
conducive to the healthy functioning and common good of the democratic system”
(Branson, 1998; Quigley et al., 1991).
Among the three components of civic competence, the teaching material often
overlooks the achievement of the civic disposition component because the material
is too oriented to the scientific development of specific disciplines (Somantri, 2001;
Kerr, 1999). Therefore, the values need to be integrated in the teaching materials
within the framework of development of students’ civic disposition. Associated with
values and attitudes that are integrated in the teaching materials, it is necessary
to develop universal values in the teaching material. The universal values should
be upheld by all religions, traditions, and cultures. These universal values must

be
the glue for all members of society, despite their different cultural backgrounds,
ethnicity, and religion. The values of characters as living values are the basic values
of life that are generally embodied in the various habits. They underlie good and
harmonious relations between others and us in the life around us. Key personal
and social values include peace, appreciation, love, responsibility, happiness, cooperation, honesty, humility, tolerance, simplicity, freedom, and unity (Tillman, 2004).
Therefore, it is necessary to cultivate living values-based teaching materials for
students’ civic disposition development. Living values-based teaching materials
are materials containing facts, concepts, principles, procedures associated with
the basic values of life (living values) of students and make connections between
their moral knowledge and their application in the lives of students as members
of families, communities, and citizens of the country.
Indonesia University of Education, as a teacher education institution, plays
a strategic role in the formation of the younger generation character. What kind
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of character education should be reconstructed to develop the civic disposition
of students? Komalasari (2012) confirms the need for character education that
meets the following characteristics: appropriate with the nature of higher education, based on living values, comprehensively involving aspects of “knowing
the good, desiring the good/loving the good and acting good”, and applied in all
activities in the campus. All of these characteristics must be integrated in campus
activities, included in the learning activities. Therefore, it is necessary to conduct
research and development based on a simple scale to produce a model of living
values education in teaching materials that are assumed to develop the character
of students effectively.
This study aimed to describe a model of living values education in teaching
materials and its impact on the civic disposition of students. In particular, this
study aimed to describe: 1) the model of living values education in teaching materials conceptually; 2) the implementation of living values education in teaching
materials; and 3) the effect of the model of living values education in teaching
materials on the development of students’ civic disposition.

Research Methodology
This research was conducted based on the research and development design.
It is “a process used to develop and to validate an educational product” (Borg
and Gall,1989). Development of a model of living values-based lecture materials is carried out through two forms of activity: (1) qualitative exploration, and
(2) quantitative, through a quasi-experimental activity.
The sample in this study consisted of 98 students of the two Civic Education
Department classes at the Faculty of Social Sciences Education, Indonesia University of Education, who enrolled in the course of “Basic Concepts of Indonesian
Civics” in the 2014/2015 academic year. This study was implemented in two
classes: the experimental class (Class B), which consisted of 48 students, and the
control class (Class A), which consisted of 50 students.
The data collection instruments used in this study include (1) an observation/
participation sheet, (2) documentation study, (3) interviews, and (4) the attitude
scale questionnaire. The research procedure of “Research and Development” is
an adaptation and modification of the one by Borg and Gall (1989), consisting
of four stages: (1) a preliminary study, (2) preparation of a conceptual model,
(3) conceptual model validation and revision, and (4) an implementation
model.
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Analyzing qualitative data was carried out in several steps. The first step was
data reduction by summarizing the field report, noting subject matters relevant to
the focus of the study. The second was to develop a systematic way based on certain categories and classifications. The third was to make the display of data in the
form of a table or a picture so that the relationships among the data become clear
and intact (not separated-off). The fourth was to conduct cross-site analysis by
comparing and analyzing the data in depth. The fifth was to present the findings, to
draw conclusions in the form of general trends, and to formulate the implications
for implementation, as well as recommendations for development (Fraenkel and
Wallen, 2006). Analyzing quantitative data was performed for the data collected
through questionnaires attitude scale by using different test analyses (gain score)
and t- test (Shadish, et.al., 2002).

Research Results
A Model of Living Values Education in Teaching Materials
Living values education (LVE) in teaching materials are the integration of living
values in the teaching materials. The living values developed include peace, award,
love, tolerance, honesty, humility, cooperation, happiness, responsibility, simplicity,
freedom, and unity (Saripudin and Komalasari, 2015). Descriptions of each value
can be seen in Table 1.
Table 1. Description of Living Values
Values

Description

1. Peace

Attitudes, words, and actions that cause others to feel happy and safe in
one’s presence.

2. Award

Attitudes and actions that encourage students to produce something
useful for their society and recognize and honor the success of others.

3. Love

Attitudes and actions to help other people and communities who are in
need.

4. Tolerance

Attitudes and actions that respect differences in religion, race, ethnicity,
opinions, attitudes, and others that are different from themselves

5. Honesty

Behavior that is based on an attempt to make students as persons who
always believe in words, actions, and work.

6. Humility

Behavior that accepts the advantages and disadvantages of self and others

7. Cooperation

Actions that demonstrate cooperation with others
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Description

8. Happiness

Actions that show a sense of fun and enjoyment.

9. Responsibilities

Attitudes and behaviors of a person to perform duties to self, society,
environment (natural, social, and cultural), country, and God Almighty

10. Simplicity

Attitudes and behavior that are understated (not excessive)

11. Freedom

Attitudes and behaviors which show independence according to the rules

12. Unity

Action that shows a sense of unity and the collective interests rather than
an individual or a group

Living values are integrated into the subject material of “Basic Concepts of
Indonesian Civics”, which includes class distinction and resentment, citizenship in
a liberal society, citizenship in a civil society, psychology and citizenship, ideology
and citizens, political participation, citizens under regional autonomy, nationalism
of citizens, and global citizens. The integration of living values implemented in the
course materials of “Basic Concepts of Indonesian Civics” is presented in Table 2.
Table 2. Mapping of living values in the materials of “Basic Concepts
of Indonesian Civics”
No.

Topic

Concept, Principle, Procedure

Living Value

1

Class distinctions, a. Understanding of Social Classes
and Resentment
b. Social Classification
c. Determinant Factors of Social Class
d. Comparison of the Theory of Conflict with
Functional Theory
e. Correlation between social class and Conflicts
f. Conflict Resolution Strategies

Tolerance,
Love, Peace

2

Citizenship in
a Liberal Society

a. Definition of Liberalism
b. History of Liberalism
c. Core of Political and Economic Liberalism
d. Characteristics of a Liberal Society
e. Strengths and Weaknesses of a Liberal Society

Freedom,
Cooperation,
Simplicity

3

Citizenship in
a “Civil Society”

a. Definition of “Civil Society”
b. History of a “Civil Society”
c. Characteristics of a “Civil Society”
d. Comparison of Citizenship concept in a “Civil
Society” and Liberal Society
e. Implementation of a “Civil Society” in Indonesia
since Proclamation until now

Happiness,
Honesty, Humility
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No.

Topic

Concept, Principle, Procedure

Living Value

5

Psychology and
Citizenship

a. Understanding of Social Interactions
b.Correlation between Social Interaction and
Self-Adjustment
c. Factors Affecting Social Interaction
d. Understanding of Attitudes
e. Characteristics of Attitude
f. Factors that Contribute to the Formation and
Change of Attitudes
g. Analysis of citizen attitudes in Social, Cultural,
and Political Life

Happiness, Respect, Humility

7

Political participation

a. Understanding of Political Participation
b. D
 ifferences between Autonomy Participation and
mobilized Participation
c. Forms of Political Participation
d. Tendency to Autonomous Participation Implementation and Participation in the Electorate in
Indonesia

Honesty,
Cooperation,
Responsibility

8

Citizens under
regional autonomy

a. Basic Concept of Regional Autonomy
b. Principles of Policy in the Autonomous Region
c. Impact of Regional Autonomy
d. Implementation of Regional Autonomy

Responsibility,
Freedom, Unity

9

Nationalism of
citizens

a. The Nature of Nationalism
b. The development of nationalism in Indonesia
c. Challenges of nationalism
d. Reconstruction of nationalism in the era of global and regional autonomy

Unity, Love,
Peace

10

Global Citizens

a. Understanding of Globalization
b. Characteristics of Globalization
c. Impact of Globalization
d. Characteristics of Global Citizens
e. Multidimensional Citizenship
f. Contemporary Issues of Global Citizenship
g. Role of Civic Education in the Era of Globalization

Unity, Cooperation, Freedom

The framework of living values-based teaching materials is organized in sections/features as follows:
1. Introduction: Containing background, Aims, and Scope of Materials
2. Keywords: Containing keywords in teaching materials
3. Map of Concepts: Reflecting the scope and sequence of teaching materials
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4. Materials: Containing facts, concepts, principles, and procedures in accordance with materials of Basic Concepts of Indonesian Civics.
5. Living Values: The integration of the living values in the lectures (peace,
appreciation, love, responsibility, happiness, cooperation, honesty, humility,
tolerance, simplicity, freedom, and unity)
6. Conclusion: Substances of teaching materials containing materials and living
values conclusions based on the context of materials.
7. Reflection: The distinctive feature of teaching materials. Students are asked to
reflect on living values by completing a Value Clarification Technique (VCT)
list.
8. References: The end of the lecture. Parenting sources – books, journals,
articles, and encyclopedias that are used in the lectures

The Implementation of Living Values-Based Teaching Materials
The integration of living values in the teaching materials is implemented in
the course of Basic Concepts of Indonesian Civics through a contextual learning
model based on living values education as follows.
1. Learning Contract, “Class Characters” Contract, and Group Distribution.
2. The students and the lecturer agree on the rules of lectures and commitment
to make class of characters.
3. The students are divided into 10 groups democratically with the name of
a national hero for each group.
4. The students agree on the coursework. (a) Each group presents one subject
paper and presents it. (b) All groups must collect the task at the same time,
despite the presentation time. (c) The papers should be free of plagiarism. (d)
Each group clarifies human values to be applied in daily life. (e) Each group
should make some art creation to be presented at the end of the presentation.
5. Presentation of Living Values-Based Teaching Materials
During each teaching time, a group of students presents a paper with each
subject and its analysis of living values. Activities of lectures are carried out
inside and outside of the classroom (Campus Park and open area of the
campus). Measures implemented include:
a. Inquiry, through the following steps: (a) Students examine a variety
of literature related to the subject matter and a variety of issues in the
community; (b) Students write a paper related to the subject matter by
references to a variety of literature and case/problems in society; (c)

114

Kokom Komalasari, Sapriya

Students present a paper by using a creative power point (paper content,
video and audio tapes, computer software, and visual aids); (d) Students
pose questions to a moderator; and (e) Students present artistic creations
(singing, dancing, fairy tales, poetry, motivational videos, etc.) to close the
presentations; and (f) Lecturer provides summary of the material covered
and the issues discussed.
b. Analysis of living values through the following steps: (a) Students clarify
and reflect on the living values contained in the lecture material through
VCT List and VCT analysis of stories, images, and videos; (b) Lecturer
provides confirmation of the living values and

builds a shared commitment to implement them in daily life.
6. Reviewing of the Course materials of Indonesian Civic Basic Concepts with
Living Values.
At the end of the lecture, the lecturer reviews the material (data, facts, concepts,
principles, procedures) of the Basic Concepts of Indonesian Civics and explores,
clarifies, reflects on, internalizes, and motivates students to work together to implement a sustainable way of living values in family, campus, and society.

Infleunce of Living Values-Based Teaching Materials on Students’
Civic Disposition
Based on the test results of paired samples t-test, Sig. (2-tailed) is 0.000 <a (0.05).
It means there is a difference in the development of students’ civic disposition
between the beginning of the measurement (pretest) and the final measurement
(posttest) in both the experimental and control classes. The mean values of the
pretest and posttest in the experimental class are better than the pretest and
posttest in the control class.
The obtained scores of the control and experiment clasess show significant
differences in the development of the students’ civic disposition between the
class that used living values-based teaching materials (0.406) and the class that
used conventional teaching materials (0.167). The students’ civic disposition in
the class that integrated living values in the teaching materials is higher than
that of the one that used conventional teaching materials. The average score of
pretest-posttest and obtained scores of the control and experimental classes can
be seen in Table 3.
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Table 3. Average Score of Pretest – Posttest and Obtained Scores of the Control and
Experimental Classes
Class

N

Pair Control Class 50
50
Pair Experimental 48
Class
48

Test

Mean

Pretest

19.29

Posttest

22.75

Pretest

19.86

Posttest

28.04

Gain
3.46

Std.
Deviation
2.052

The test
results

Gained
Score

T

Sig

17.12

0.00

0.167

35.51

0.00

0.406

2.863
8.18

2.189
2.861

Discussion
Character must be developed in individuals, especially when they do not obtain
character education at home (Bennett, 1991). Consequently, educational institutions play a very important role in the process of character education. “Character
Education” defines character aspects in two aspects: “character is a congenital
condition that humans cannot reject“ and ”character is the ability of individuals
to master these conditions“. By looking at character in two aspects, a person’s
character is not static but can be changed (dynamic). Human freedom allows
people to develop into good and vice versa. The character is also closely related to
“habits” continuously practiced and performed. Thus, character is not the result
or product but one of the results of one’s efforts to cope with certain conditions.
With the understanding that the character of a person is dynamic and plays a very
important role in determining the future of both self and social environment,
education that can develop one’s character is needed (Koesoema, 2010).
Conceptually, the living values education is an integral part of the educational
process as a whole (Komalasari, et. al., 2014). Value is neither thought nor caught,
it is learned (Hermann, 1972). It means that the substance of value is not merely
captured or taught but, further, it is digested in the sense of captured, internalized,
and standardized as the inherent part of one’s personal qualities through a learning process. Therefore, the educational process is a process of acculturation, which
produces civilized man, including cultured human. One of the models of values
education is the integration of the living values education in the learning process.
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Learning in higher education should improve the ways of college students to
become intelligent and creative, to be able to recognize themselves, and to develop
personal and independent character (self-concept) (Suryadi, 2006). Wahab (2006)
considers it as the strengthening of demand-oriented concepts of values and
beliefs that are developed in the global era that will ultimately lead to the application of moral values and beliefs in the context of nation and state. It means that
civic education through courses of the Basic Concepts of Indonesian Civics as
a character education should reflect the reality of the community, which is affected
by global trends of “Technology and Communications” (Wahab, 2006; Cogan and
Derricott, 1998). The importance of linking students’ educational experience in
civic education is in line with Kerr’s (1999) opinion on the need to develop Civic
Education. It focuses on the process of “...equiping students with a set of tools
(knowledge and understanding, skills and attitudes, values and dispositions) which
enable them to participate actively and sensibly in the roles and responsibilities
they encounter in their adult lives“. This approach links “citizenship education”
with “the whole education experience of students”. Civitas International (1998)
states “...The development of civic knowledge, skills, and attitudes is embedded in
a complex system that includes parents, peers, civic organizations, and the media,
but schools do have an important role to play“.
Teaching material is one of learning system components that plays an important
role in helping students to achieve basic competences and competence standard.
Teaching material is the material needed to construct knowledge, skill and attitude
that should be mastered by students to reach the competence standard. Teaching
materials holds an important position in the whole curriculum that should be prepared to make learning implementation to reach the learning target. The selected
material for learning activity should be the material that will support the achievement of competence standard and basic competence contained in the curriculum.
Students should be the center of instruction and learning. The curriculum
is a statement of the goals of learning, the methods of learning, etc. The role of
teachers is to help students to learn. Teachers have to follow the curriculum and
provide, make, or choose materials. They may adapt, supplement, and elaborate on
those materials and also monitor the progress and needs of the students and finally
evaluate students. Materials include textbooks, video and audio tapes, computer
software, and visual aids. They influence the content and the procedures of learning.
The choice of deductive vs. inductive learning, the role of memorization, the use
of creativity and problem solving, production vs. reception, and the order in which
materials are presented are all influenced by the materials (Kitao, & Kitao, 1997)
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The selection of instructional materials is always based on the scope and
sequence analyses. The scope, or content of the material is intended to express
the breadth and depth of materials, while the sequence is about the order of the
material contents (Taba, 1962). There are some criteria in defining the scope of
learning materials. According to Nasution (1994), the criteria for the selection of
learning material are (1) appropriate goals to be achieved, (2) considered valuable
as a legacy for generations, (3) able to facilitate discipline mastery, and (4) considered valuable for humans. Karhami (2000) suggests some essential materials in
the learning criteria. First, the materials reveal the key ideas of science. Second,
the basic structure of the material is a subject. Third, the material has methods
of inquiry that are appropriate to each subject. Fourth, the concepts and the
principles broadly include a global and complete view of the world. Fifth, there is
a balance between the theoretical material and practical matter. Sixth, the material
develops the imagination of students. Komalasari (2012) asserts that the necessity
of learning material includes five types of materials in a comprehensive manner.
They are the material facts, concepts, principles, procedures, and attitudes or values. As a result, the course material does not only contain cognitive understanding
(facts, concepts, and principles), but it comprehensively covers the affective aspects
(values and attitudes), and psychomotor ones (procedure).
The integration of living values in the teaching materials has its own characteristics as expressed by Komalasari et. al. (2014). The selection of facts, concepts,
principles, and procedures should pay attention to the following points.
1) Connection with living values
Living values are integrated into the teaching materials. Students identify,
explore, clarify, analyze, internalize, and apply the living values in their daily
activities in the classroom, campus, home, and community.
2) Applicability in students’ life
Facts, concepts, principles, procedures, and values are developed based on
students’ life and can be applied in their daily life. A lecturer explores examples of
the materials based on the reality of students’ life and the teaching materials that
are developed can be used by students in the practice of their daily life. Therefore,
they can be appropriate and meaningful to students.
3) Providing direct experience through inquiry activities
The materials are found and developed by students through direct experience
and discovery activity (inquiry). A lecturer, in this case, acts as a facilitator and
motivator for students in their inquiry activity. Materials found by students
through direct experience and inquiries will be more durable in the cognitive
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structure of students. It is because the knowledge is constructed by students and
is associated with direct experience related to the object of study.
4) Developing the ability to reflect
The material can develop the student’s ability to reflect the form of feedback
on their mastery of facts, concepts, principles, and procedures that are developed
through materials and reflection on their applications in daily life.
Integration of value reflection in learning activities, especially in the learning
material, is very important. This is related to the research by Grosser (2007:50),
showing that if educators are going to assist learners to become effective, the
reflective functions have to be acknowledged and cultivated. The goal of teaching
then becomes one of transferring the initiation and regulation of the learning process from the educators to the learner him/herself. Through effort and application,
educators can enable learners to become the type of learner that Curriculum 2005
and the National Curriculum Statement envisage: an independent and confident
lifelong learner. Independence and confidence are part of the civic disposition.
Teachers must take note of the powerful implications of the reflective functions
during teaching and learning. Acquisition of the reflective functions has many
potential benefits for learning, as indicated by Kish in Grosser (2007:51). Firstly,
it enables learners to determine why they learn or fail to learn, what skills they
have gained, and what they have yet to acquire to progress further. Secondly, it
allows for examining socio-cultural influences and factors that influence personality development. The benefit of witnessing one’s own progress is to develop
positive attributions of learning, which later develop into self-esteem and positive
socio-emotional growth. Thirdly, it can promote personal growth by having
learners reflect on their own current knowledge, as well as alternative viewpoints
to deepen that knowledge. It is important to strive to attain these critical benefits.
Living values-based teaching materials in the course of the Basic Concepts of
Indonesian Civics foster the civic disposition of students. It is because the developed living values are
 ones that

reflect one’s presence/position as a human in life
as a creature of God, an individual and social being, and a citizen who is bound by
his/her country. When these values are reflected in living values-based teaching
materials, students will learn about life and positive role in their lives practically.
These give meanings to themselves, other people, nature, and country. This is in
accordance with Lickona’s (1992) opinion that “forming” a person’s personality and
character is done through character education. The results are visible in a person’s
actions, which are good behavior, honesty, responsibility, respect for the rights of
others, hard work, etc. A character education is a deliberate effort to help people to
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understand, to care for, and to act based on the core of ethical values in
 life, which
includes moral knowing, moral feeling, and moral behavior.
El-Hassan and Kahil (2005) concluded that living values education is crucial
for schools to implement values and social skills programmes in order to enhance
students’ social, emotional and intellectual development. The students’ academic
diligence was enhanced by living values education. They showed increased attentiveness in class and a greater capacity to work independently; assumed more
responsibility for their own learning; asked questions and worked together more
cooperatively; took greater care of and effort in their schoolwork; took more pride
in their efforts (Lovat, et.al., 2009). Learning materials have a hidden curriculum
that includes attitudes toward knowledge, attitudes toward teaching and learning,
attitudes toward the roles of the teacher and student, and values and attitudes
related to gender, society, etc. Materials have an underlying instructional philosophy, approach, method, and content, including both linguistic and cultural
information. Learning materials affect the development of students’ attitudes
(Littlejohn and Windeatt, 1989).

Conclusions
The model of living values-based teaching materials is conceptually an integration of living values in the teaching materials presented by the framework that
consists of introduction, keywords, map of concepts, subject matter, living values,
conclusions, reflection, and references. The use of living values-based teaching
materials is performed through contextual learning based on living values education. After the application of the model of teaching materials, it was found that
the students’ civic disposition in the experiment class, using living values-based
teaching materials, was higher than that of the control class. Consequently, there
is a significant effect of living values-based teaching materials on the development
of student character. Therefore, a continuous process in the development of the
model of living values-based teaching materials in other subjects is necessary. It
makes it possible for teaching materials to develop the ability to master the facts,
concepts, principles, and procedures as well as to cultivate good attitudes and good
behaviors as part of good character.
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Abstract
In the last decade, the emergence of diverse students in a streamed class based
on the mathematical ability brought upon challenges for the teacher to find an
approach which could accommodate all students. This study aims to investigate
the connection of students’ ability with their learning preferences in mathematics by applying differentiated instruction using tiered assignments and parallel
tasks. This qualitative approach was used for this study from a sample of year 7
mathematics students within Pengukuhan Kemahiran Asas programme (PEKA)
(the Basic Skills Strengthening programme), which revolved upon low ability
for students with very weak numeracy skills. The findings in general revealed
that there is an improvement in their performance.
Keywords: ability, learning preferences, mathematics, differentiated instruction

Introduction
In the last few decades, the emergence of diverse students in tracking the entire
school population is assigned to refer streaming and setting, which has also been
a challenge particularly related to the students’ mathematical ability (Ireson et al.,
2002). This leads the teacher to find out an approach to cover in accommodating
the students’ ability, mainly in mathematics referring to their learning prefer-
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ences. Differentiated instruction is taken to use in providing appropriateness
into diverse students with different abilities in learning. This comprises content
absorbing by the students and developing materials and assessment (Anderson
& Kilduff, 2009). In this case study, students will be exposed to different types
of tasks in learning mathematics to connect with their ability and their learning
preferences. It aims at producing students who are not only mastering the procedural knowledge but also in the conceptual knowledge to help improve their
prior perceptions on mathematics, mainly enhancing the literacy and numeracy
skills among students who pass only one or two subjects in their primary school
assessment. This study is designed to assess a program which has a similar feature to differentiated instruction to investigate the student’s ability and learning
preferences.

Between students’ ability and learning preferences
Since learning has been defined as an act of acquiring a modification of the
knowledge and behaviour skills, the main part of academic achievement is how
to absorb the knowledge from which it is acquired learning (Orrell, 2006). In
this regard, the student would have a chance to acquire knowledge with a unique
and different ability to achieve. Among those are passions (Kutnowski, 2005),
learning preference (Fürnkranz, & Hüllermeier, 2011) and learning skills which
enable the student the act of acquiring and modifying the existing knowledge to
transform behaviours and values (Boud, 2013). These components can influence
synthesizing divergent types of information shaped into knowledge (Argote
et al., 2000). The ability to learn may be possessed to follow the learning style,
which can be viewed as a process to factual and procedural knowledge (Riding
& Sadler‑Smith, 1997). In particular, students’ ability could create opportunities
in the tracking system, where the entire school population is assigned to classes
according to whether the students’ overall achievement is above average, normal,
or below average. Students attend academic classes only with students whose
overall academic achievement is the same as their own. Moreover, learning
preferences refer to the person’s characteristic patterns of strengths, weaknesses
and preferences in taking in, processing, and retrieving subject matter (Mayer
& Massa, 2003). This characteristic can be seen as students show their reaction
during and within classroom process, involving the various kinds of preferences
in terms of verbal/written, visual/graphic, active/reflective, aural/auditory/oral,
(Fürnkranz & Hüllermeier, 2011).
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Differentiated Instruction
Differentiated instruction is a learning approach that requires the teacher to
be flexible in their teaching and modify their methods of presenting information
to students rather than making the students fit into the curriculum (Subban,
2006). It will result in positive achievement in connecting the students’ ability
with their learning preferences (Sternberg, 2002). The implementation of the
differentiated instruction can enhance the learning process and improve students’ achievements through processing and constructing different avenues to
learning in the classroom and making sense of ideas, so that although there are
differences in their ability, they can learn effectively in the classroom (Valiande
et al, 2011).

Figure 1. The learning cycle of differentiated instruction adapted by Oaksford and Jones
(2001, as cited in Hall, 2002)

In addition to conducting this approach, it is necessary to first investigate
students’ background knowledge, readiness, language, learning style and interests
by giving a pre-test or pre-interviews (Ernest et al., 2011). To achieve this, we
conducted a series of formative assessments.
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Formative Assessments
Formative assessment, widely known as assessment for learning, is an ongoing
assessment through the use of observations and other forms of measurement that
informs teacher instruction and provides students with feedback on a daily basis
(Frey & Fisher, 2013). In this study, we conduct two types: tiered assignment and
parallel tasks. Tiered assignment is designed to address students’ needs at different
levels of readiness (Levy, 2008). It consists of three different levels that coincide
with students’ readiness: high, medium and low. Parallel task is another approach
used as a differentiated learning task created based on the prior diagnosis of
students’ needs (Entwistle & Ramsden, 2015).

Research Design
The data collected were analysed appropriately and based on the findings, the
researchers then assigned students with the corresponding tasks. The researchers
adapted the learning cycle of differentiated instruction as seen in below.

Figure 2. The design framework for the research
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One pre-interview, one learning profile and one pre-assessment were given to
the students, prior to the first cycle. This was then followed by lesson intervention,
i.e., differentiated instruction in using tiered assignments. This cycle ended with
a post interview. The second cycle began with a lesson intervention, i.e., differentiated instruction in using parallel tasks. Just as before, this cycle also ended
with a post-interview. Both cycles were taught on the topic called the order of
operations on whole numbers. This topic was taken as convenience. In both interventions, the lessons were recorded using a video recorder and the analyses of the
recordings were included in the findings.

Research Question
This study was conducted with the use of pre-assessment, pre-interview, learning profile (figure) and post-interview. There were two main research questions:
1) Does connecting “students’ ability” with “their preferences” change their
“perceptions in learning mathematics”?
2) Does differentiating the “process of learning” give “positive outcome” to
students’ performance?

Pre-Assessment
Pre-assessment was given to the students to investigate their prior knowledge on
the convenient topic, using operations on whole numbers. The researcher handed
out a paper-and-pencil test instrument, which contained 20 items. The amount of
time given to complete the pre-assessment was 45 minutes.

Figure 3. The results of the pre-assessment for each student in each item
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According to Figure 3, a student (3) getting the highest score among his peers
proves that the student can represent a very strong foundation in calculating the
four operations. Meanwhile, those who scored 0 in all of the questions, e.g., students
8 and 9 did not show any attempt at all except in item 1, whereas the work samples
of students 4, 5 and 7 showed that they did not know how to compute accurately
to questions that contained at least three random numbers with two operations.

Learning Style Inventory
The ‘learning style inventory’ (Beatrice, 1995) contained 14 items modified and
used by the researcher to help identify the students’ learning styles, i.e., whether
they are visual (V), auditory (A) or kinaesthetic (K) learners. The analysis in this
particular survey was conducted by adding the number of V, A and K.
Table 1. Results of the Learning Style Inventory
Learning Styles

Students

Visual (V)

4

Auditory (A)

2, 3, 5, 9

Kinaesthetic (K)

1, 6, 7, 8, 9

According to Table 1, the majority of the students are kinaesthetic learners. Each
student was classified with one learning style except for student 9, who has two
types of learning styles, which are auditory and kinaesthetic. Only student 4 has
the visual learning style. This proved that streaming students of equal ability does
not necessarily constitute the students to have the same learning method.

Students’ Learning Preferences in a Mathematics Classroom
This interview, involving 9 students, was conducted individually before the
implementation of the differentiated instruction. The interview concerned their
perceptions in mathematics, their learning preferences and their ideal mathematics teacher.
Researcher: 	Imagine you are doing your work right now. One of your classmates
started to make noises. What do you think about that?
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Student 2:
I don’t mind.
Researcher: So what you’re saying is that it doesn’t bother you?
Student 2: 	Nope. For me ... as long as they don’t disturb me in my work, I’m okay
with it. They make noise because they are learning.
Researcher: What do you mean by that?
Student 2: 	Sometimes the teacher gives work and we can’t do it without help. So
we have to talk with our friends to ask them if they know how to do
the work.

According to student 2, there were two types of noises that could happen in
a mathematics class. One of those noises was a ‘learning’ noise, e.g., talking with
their peers about the work, whilst the other was its counterpart, ‘disturbing’, such
as distracting a peer from completing his/her work. Although claiming that a noisy
classroom did not affect him, he was very specific that the noise itself must be
strictly due to other students’ learning process. Meanwhile, student 3 specifically
requested that the only time the classroom must be quiet was when the teacher was
teaching or giving instructions. With regard to the students’ preferences on grouping, only students 2, 3 and 9 have a preference on doing their work individually.
When probed further, student 3 stated that he preferred to do the work on his own
first before seeking help either from his peers or the teacher. Meanwhile, student 2
claimed that he worked well on his own whereas student 9 acknowledged that she
was very shy to interact with other students if she was assigned to work in a larger
group. However, during both cycles, students 2 and 9 did not follow their initial
statement. Instead, both of them worked with partners to complete the exercises.

Cycle 1
Analysis on Tiered Assignments
In this cycle, the researcher had control in deciding which of the three different
levels of exercises were to be given to the students in respect to their ability as
noted from the results of the pre-assessment (cf., Table 2).
The result is that all the students, except for student 3 who was categorized as
a high ability student, worked together with a partner. Throughout the lesson, it
was observed that the low ability students were struggling to answer the questions
regardless of having a partner. Hence, the students often sought help from the
researcher in how to answer the questions. In one occasion, the researcher used
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Table 2. Students categorized as Low (L), Medium (M) and High (H) ability students
Ability

Students

Low (L)

4, 6, 7, 8, 9

Medium (M)

1, 2, 5

High (H)

3

the first question as a guide for these students and hence, prompted them to do
their own work. Meanwhile, the medium ability students managed to work out the
questions fairly quickly. Hence, due to the poor responses from both abilities, the
researcher decided to revise the questioning of the assignment (cf., Appendix 9)
and hence, the researcher revised the categorization of their abilities as well (cf.,
Table 3).
Table 3. Students categorised as Low (L), Medium (M) and High (H)
ability students (revised)
Ability

Students

Low (L)

1, 2, 4, 5, 6, 7, 8, 9

Medium (M)

None

High (H)

3

As shown above, none of the students was labeled as a medium ability student. Therefore, using the revised assignment, the researcher was able to observe
a change in the behavior of the students. Just like the previous assignment, the
students were given a choice on whether to work on their own or work with one
of their peers. Table 4 shows the students’ response in this respect.
Table 4. Students’ preferences in pairing for cycle 1 (revised)
Students

Individual or Partner

1, 2, 3, 4, 5

Individual

6, 7

Partner

8, 9

Partner

Table 4 shows that the students’ preferences in the grouping differed from the
previous one. Coincidently, all the boys decided to work individually whereas the
girls remained working with a partner. This shows that some of the students had
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gained some confidence after being exposed to the same questions for the second
time. During this lesson, the difference in the students’ behavior was apparent;
they were more independent and much more eager to complete their own work
before seeking direct help from the researcher. However, among those who worked
with a partner, it could be seen clearly that one student was more dominant than
the other. For instance, student 6 was dominant in dictating the work whereas
student 7 did more computing than her partner. A dominant player within a group
tends to influence the product of the groups’ work (Anderson & Kilduff, 2009).
In addition, it was found that peer group study had a positive impact on learning
mathematical concepts (Othman et al., 2015).
Tiered Assignments
The students were interviewed at the end of the revised cycle 1. The students
were firstly questioned upon their opinion on how the assignment itself had
changed their perceptions in learning and understanding mathematics. Only
students 1 and 4 found the assignment to be straightforward and for them it was
easy to understand the concept of BODMAS using the step-by-step method.
Meanwhile, students 2 and 5 struggled mainly because of their admittance that
they were weak in the calculation. However, by using the tally method taught by
the researcher, the students succeeded in finding the solution. While the boys
found the assignment to be worthwhile, the girls found it very difficult. Below is
an excerpt taken from the interview with student 6.
Researcher: How did you find the exercise?
Student 6:
Erm...(nervous laugh)...difficult.
Researcher: Which part did you find difficult?
Student 6:
... the BODMAS. I don’t know where to write the answer.
Researcher: 	Do you mean this? (researcher pointed out the attempted work done
by student 6 on question 6)(cf., Figure 7)
Student 6:
Eh... is that wrong?
Researcher: Do you not see the mistake you made?
Student 6:
(shakes head)

According to Figure 4, student 6 used a rectangle shape to indicate which of the
operations she wanted to calculate first according to BODMAS. However, when she
reached the third line, she made a mistake. It was apparent that she followed the
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Figure 4. Student 6’s response to question 6

BODMAS rule where addition comes first before subtraction. When the researcher
pointed out the mistake, it took her a while to notice that when you calculate an
expression consisting only of the addition and subtraction operations, you must
calculate the operations from left to right. This applies to multiplication and division,
as well. When the girls were further questioned on how their choices of having
a partner improved their learning, the dominant ones claimed that it did not help at
all because they were equally weak in their basic computation. It confirms the saying
“the blind leading the blind”. Hence, streaming students of equal ability, in this case,
the low ability students did have negative effects on their learning (Kilgour, 2009).

Cycle 2
Analysis of the Parallel Task
In this cycle, the students were given a choice of whether to work on easy
questions (green card) or challenging questions (purple card) (cf., Appendix
10a and 10b respectively). All the students, except for student 3, chose to do the
questions included in the green card. Similarly to the previous cycle, the students
could either work individually or with a partner that had chosen the same task.
One student from each group was instructed to draw one random question from
a box containing 10 different questions. Once they had answered the question,
they were to find the card which contained the solution, and consequently, copied
the next question that appeared on the card. The cards were pasted all over the
classroom. At the end of the lesson, the students should have had 10 different
questions answered.
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Video Recording
The researcher observed that all the students decided to work with a partner
for this lesson except for student 3, who had no choice but to do it alone. Some
of the students were dividing the task among themselves, i.e., one student looked
for the solution whilst the other one solved the problem. Again, this raised the
issue of teamwork. However, there were students who did not delegate any work.
Instead, they decided to work together in finding the solution. In other words,
more footwork appeared to be played in this cycle. It was also apparent from the
video recording that the researcher played a minimum role in the lesson.
Post-Interviews: Parallel Tasks
When the students were questioned if they had enjoyed the lesson, all of them
agreed that they had. Even though some of them claimed that it was very tiring to
walk around the classroom, they also found it refreshing to learn mathematics in
a way different from that they usually did, which was to sit and do work quietly.
The students were further inquired whether the two cycles had improved their
perceptions in mathematics or not. Below is an excerpt taken from the interview
conducted with student 2.
Researcher:
Student 2:
Researcher:
Student 2:

How did you find the exercise?
I finally understood it, cher.
Which part do you mean by that?
...the step by step we did before, helps a lot! Looking for the answer
made me more confident that I was doing it right.
Researcher: That’s great. Do you think you will be able to do it without a partner?
Student 2:	Before...maybe not. But now...yeah.
(“cher” is a short form for teacher)

All the boys echoed student 2’s response where they all agreed that using the
step-by-step method that they had learnt in cycle 1 had boosted their understanding in using BODMAS during cycle 2. However, the girls, even after being exposed
to two cycles, still claimed that they needed much simpler questions to help them
understand the concept behind the computation.
In line with having a partner of their choice, only the girls found it pointless
as student 7 stated that working with the same student just as in cycle 1 had not
helped to improve her standings towards the subject. Instead, she expressed her
disappointment that she had not been allowed to pair with a boy or at least given
the permission to have more than one partner. Otherwise, she claimed that her
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situation would have improved. Meanwhile, when student 3 was asked about doing
the challenging questions on his own, he wished that he had had a partner to
tackle the questions with, as it was apparent that he had not been able to finish the
work on time.

Conclusion
The present study demonstrates the learning preferences and students’ ability
using small convenient samples of students at a secondary school located within
the Brunei-Muara district, mainly one class of year 7 students of PEKA. Although
there are a few limitations to this study, namely differentiating all the content, process and product of the curriculum adopted (Tomlinson, 2000) and differentiating
all three tasks to take a lot of time in the process of learning. Based on the analyses
of the data collected, there are two main concluding remarks.
In cycle 1, the researchers connected the students’ ability with their learning
preferences in terms of grouping. Meanwhile, in cycle 2, the researchers had given
the allowance for the students to decide on the grouping as well as on which of the
two levels of tasks (easy or challenging) they preferred to do. Hence, through both
these cycles the researchers successfully confirmed the criteria of the first research
question, which connects the students’ ability with their preferences. However,
the above action brought upon conflict responses on whether their perceptions
in learning mathematics had changed or not. Coincidentally, these conflicts were
split according to their genders.
In addition, the research would give feedback to teachers in benefitting from
new knowledge on how to accommodate students who are at risk of failure.
However, due to the limited time the researcher had, there is a need for further
study to find out if there is any room for revision to help improve students’ performance, especially because the researcher was not able to find out if gender affected
students’ performance in a low ability class. Therefore, it is advisable to conduct
similar research in several cycles in order to study all students’ needs and attitudes
based on gender, especially those of low ability.
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Abstract
The aim of this research was to examine whether the development of cognitive
abilities of students can be encouraged under the influence of didactic games.
The research was conducted on a sample of 163 first grade primary school
pupils and an experiment with parallel groups was applied. The results obtained
have shown that there is a statistically significant difference (r=0.000 < 0.05)
between the achievements of the experimental and control groups in recognizing, naming, abstracting, forming and defining geometric shapes. Hence,
this proved that the possibility of applying this approach at the beginning of
schooling should be considered.
Keywords: cognitive development, game, geometric concepts, teaching

Introduction
Examination of the possibility to influence the development of cognitive abilities is the topic of numerous pedagogical and psychological studies. It has been
determined that these possibilities are great, especially if the manner in which the
mentioned abilities are influenced is adapted to the needs and interests of children,
which change with age and types of activities that appeal to children (Thomas,
Warren & de Vries, 2011; Cutter-Mackenzie, Edwards, Moore & Boyd, 2014).
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One of the favourite activities of children, especially at a younger school
age, is certainly play (Wood, 2010), which leads to the question of how it can
be systematically used for didactic purposes, while maintaining its features that
are especially attractive to children: its spontaneity, motivation, intellectual effort
that it stimulates and self-discipline that characterizes children’s behaviour during
play (Johnson & Patte, 2013). Play is essential for the education of young children
and it should not be abruptly discontinued or separated from learning (Smith
&Pellegrini, 2013). Many authors believe that it is necessary to implement play
into formal curricula and train teachers to use play as a powerful learning tool
(Pramling, Samuelsson & Pramling, 2013).
When discussing play, Piaget interprets the entire development of the child
through two complementary processes: the process of accommodation and the
process of assimilation, which, in its purest form, is play” (Ebbeck & Waniganayake, 2010; Lillard, 2014). When he talks about play at a school age, he points out
that play, unlike in the pre-school period, is now being transferred onto internal
processes, internal speech, logical memory and abstract thinking. Piaget mentions
three types of play, which correspond to the three stages, i.e. to the three successive
forms of intelligence (sensorimotor, representational and reflexive). These are:
practical play, symbolic play and play with rules (Kamenov, 2010).
Vygotsky is another great theorist cited in contemporary studies on play. He
focused only on one type – symbolic play. Also, unlike Piaget, Vygotsky (1978)
believed that symbolic representation plays a crucial role in development: symbolic
play is an activity in which children, for the first time, understand that actions
(and objects on which they are carried out) can be separated from reality (Lillard,
2014; Lillard & Voollei, 2014; Skoljnika & Bloom, 2006; Taylor, 2013). In this way
play contributes to the development of higher mental functions and promotes
intentional behaviour. This becomes possible because of the relationship that exists
between play and the rules that have to accompany it (Bodrova & Leong, 2015).
Studies of the phenomenon of play indicate its significance in terms of stimulating intrinsic motivation in the child, strengthening self-control, redirecting its
attention and behaviour (Cutter-Mackenzie et al., 2014; Platz & Arellano 2011;
Wood, 2013). In addition to this, play processes lead to the creation of new mental
structures, through solving problem situations cognitive abilities are developed
and perfected.
The relationship between play and cognitive development has been the subject
of many studies. For instance, there are studies that have linked children’s play with
mathematical education (Yawkey, 1981), cognitive functions (Saltz, Dixon & Johnson, 1977; Kamarulzaman, 2015), representation ability (Pederson, Rook-Green &
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Elder, 1981), problem solving (Smith & Dutton, 1979; Wirawani, 2015), etc. Other
authors have examined the influence of play on the development of creativity,
thinking and the conversation ability (Bateson & Martin 2013; Howard-Jones,
Taylor & Sutton, 2002; Kellock, 2015). The mentioned studies suggest that play
is not just a single aspect of life that brings joy, fun and meaning. It is an element
in and of itself, but it is also the foundation for learning and the development of
children throughout life (Konklin, 2014; Mishra, Koehler & Henriksen, 2011; Henriksen, Keenan, Richardson, Mishra & the Deep-Play Research Group, 2015). The
studies conducted by contemporary authors confirm that learning through play at
a younger school age represents an efficient manner of acquiring knowledge and
its transfer to new situations (Kopas-Vukašinović, 2006; Kamenov, 2010; Vulović,
2011).
Starting from the importance of play and its formative possibilities, it is found
to be justifiable to conduct research that aims to determine whether and to what
extent it is possible to influence the development of cognitive operations: recognition, naming, abstraction, formation and definition, in first grade pupils, by
applying a system of didactic games.

Method
Respondents – During the research, first grade primary school pupils aged 6.5
to 7.5 were questioned. A total of 163 students were questioned: four classes of
the “17. Oktobar” primary school and two classes of the “Rada Miljković” primary
school from Jagodina, Serbia. We opted for first grade pupils because the main
changes in the thinking of a child occur around the beginning of primary school
when its thinking approaches that of adults by its characteristics. The sample was
convenient. The sample is presented in Table 1.
Table 1. Experimental and control groups with respect to the school they attend

Group to which
respondents belong

School attended by students
“17. Oktobar” Primary
school

“Rada Miljković” Primary
school

Total

54

28

82

Control

53

28

81

Total

107

56

163

Experimental
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Measuring instrument – The Instrument for examining the level of the development of concepts about geometric shapes (sphere, cube, cylinder, circle, ellipse,
triangle, square and rectangle) was used in the research. The research included
5 stages: Stage 1 – Recognition of geometric shapes;Stage 2 – Naming; Stage 3 –
Abstraction– Identifying shapes in objects from the immediate environment; Stage 4
– Formation (Material: modelling clay); Stage 5 – Definition (How would you
describe it to someone who does not know what a sphere looks like?).
Scoring. Each correct answer is awarded one point. The respondents’ mistakes
are described and recorded. During the examination the pupils are not to be
corrected or instructed, and an impression is made that every answer is accepted1.
Research procedure. The research was conducted during the 2014/2015 school
year, in the period from October 2014 to June 2015.The initial measurement was
conducted in the control and experimental groups with the help of the Instrument
for examining the level of the development of concepts about geometric shapes. The
groups of pupils were matched based on the initial evaluation by calculating the
arithmetic mean (average measure) and standard deviation (variability measure
E-SD=3.61; K-SD=3.30) for each group of respondents.
An experimental program – the system of didactic games for the development
of cognitive abilities, specially designed for the purposes of this research, was
introduced in the experimental group. The system of didactic games included the
following groups of games: Games that include inductive activities, Operations with
geometric shapes, Games that include generalization and classification, Games that
include understanding and making concepts and Games and activities that involve
reasoning. The realization of the curriculum by using the system of didactic games
lasted 6 months for the pupils of the E group. Teachers were applying the system of
didactic games 3 – 4 times a week in lessons in all subjects with an aim to process,
determine and recapitulate the material. In the control group, the curriculum
was realized according to the regular activity plan. The retest of the pupils was
conducted six months after the completion of the experimental program, by using
the same instrument as in the initial evaluation, thus determining the final state,
i.e. the difference between the initial state (state before the introduction of the
experimental factor) and final state (state after the impact of this factor).

1

Instrument for examining the level of the development of concepts about geometric shapes
(series of objective type tasks) was taken from E. Kamenov (1974), who used this instrument
in the research on the influence of play on the develoment of intelligence.
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Results
The research results are presented in relation to the aim that was set: to examine whether the development of cognitive abilities of pupils: recognition, naming,
abstraction, formation and definition of geometric shapes can be encouraged under
the influence of didactic games.
The initial evaluation that preceded the introduction of the experimental factor,
i.e. the dependent variable, which, in our case, is the system of didactic games, was
aimed at examining the level of the development of concepts about geometric
shapes and determining whether there is a statistically significant difference
between the pupils from the control and experimental groups. The significance,
calculated by the Mann-Whitney test r=0.828 > 0.05 indicates that there is no statistically significant difference between the results of the pupils from the experimental
and control groups obtained in the initial evaluation, i.e. that the groups of pupils
are matched with respect to their knowledge about geometric shapes.
The research results for the initial and final evaluation, for all the geometric
shapes that were examined and for all the cognitive operations, are presented in
Table 2.
Table 2. Results obtained by the pupils in the initial
and final evaluation
Geom.
shapes

Recognition

Naming

Abstraction

Formation

Definition

I (%)

F (%)

I (%)

F (%)

I (%)

F(%)

I (%)

F (%)

I (%)

Sphere

98.8

99.4

84.7

98.2

92.6

99.4

98.2

100

78.5

Cube

98.8

99.4

78.5

93.9

38.0

70.6

54.6

69.3

54.6

Cylinder

98.2

98.8

64.4

81.0

96.3

98.8

86.5

90.8

47.2

Circle

100

100

93.3

96.9

59.5

76.1

68.7

74.2

47.2

Ellipse

97.5

97.5

31.9

50.3

90.2

93.3

68.1

76.1

49.1

Triangle

98.8

99.4

81.6

88.3

90.8

92.6

67.5

73.6

56.4

Square

100

100

60.1

69.9

87.1

90.8

68.1

77.9

52.1

Rectangle

100

98.0

75.5

81.0

76.1

84.7

68.1

71.8

51.5

F(%)
92.0
73.0
62.6
62.6
59.5
65.0
64.4
56.4

Based on the obtained value of the Kolmogorov-Smirnov test of normality
(Table 4) that was applied, it can be seen that the significance is lower than 0.05,
which means that there is no normal distribution of data and that the statistical
significance of the difference between the results obtained by the pupils from the E
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and C groups in the initial evaluation needs to be determined by applying the nonparametric Mann-Whitney test. The significance calculated by the Mann-Whitney
test r = 0.000 < 0.05 (Table 5), points to the existence of a statistically significant
difference between the results obtained by the pupils from the experimental and
control groups in the examination of the level of the development of concepts
about geometric shapes.
Table 3. Examining the level of the development of concepts about geometric
shapes (Final evaluation – average number of correct responses per groups –
experimental and control)
Respondent’s group
Experimental

Control

Statistic

Mean

34.96

Std. Deviation

4.65

Minimum

19.00

Maximum

40.00

Mean

31.57

Std. Deviation

5.00

Minimum

21.00

Maximum

40.00

Table 4. Testing normality by groups (final evaluation)
Group

Kolmogorov-Smirnov
Statistic

df

Sig.

Experimental

0.161

82

0.000

Control

0.127

81

0.002

Table 5. Mann-Whitney: Final evaluation
Number of correct responses on the test
of knowledge about geometric shapes
Mann-Whitney U

1885.50

Asymp. Sig. (2-tailed)

0.000

As the results show, the similarity between the groups has disappeared in the
final evaluation. While the E group obtained high scores regarding every aspect,
the scores of the C group revolve around the average. The difference between
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the groups has become very significant, which is interpreted primarily through
the influence of different methods of educational work. This is presented in
Histogram 1.

Histogram 1. Differences in the achievements of the experimental and control groups in
the examination of the level of the development of concepts about geometric shapes

Discussion
The examination was started by recognizing objects as an initial phase in the
development of concepts of geometric shapes, relying on Galjperin’s method, in
which cognitive actions are built through several characteristic stages, among
which the first step towards building cognitive operations is the material performance of an action. The next phase is the verbal performance of an action and, in
the end, the transfer of an action to the cognitive area – internalisation (Galjperin,
as cited by: Markovac, 2001). Bruner (1986) also speaks about a similar process
through which cognitive actions are built, in the framework of three levels, based
on which man draws conclusions about the world surrounding him (enactive,
iconic and symbolic representation). Although the pupils obtained very good
results during naming, it should be emphasized that success does not testify to
the development of appropriate concepts reliably, due to the fact that, in order to
achieve it, it was enough to get familiarized with shapes as special kinds of objects
by comparing them with objects and judging about them in that manner.
As the next stage in the process of the development of thinking, the ability
of the pupils to name geometric shapes was examined. During the naming of
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geometric shapes the pupils obtained, in the initial evaluation, the best results
when it came to naming the circle and the worst results when they were supposed
to name the ellipse. When it came to naming the square, a large number of the
pupils named this geometric shape the cube. Verbal performance provides relief
from manipulating with concrete objects and directs towards cognitive actions.
The value of verbal performance is in the cognitive reconstruction of a material
action, and in addition to this, explaining the material action by speech allows
for the correct understanding of words that gain their real meaning and become
the basis of cognitive operations. During the application of the system of didactic
games with the experimental group it was evident that the pupils cooperated
and communicated with each other as well as with the teacher during the games.
Cooperation included frequent naming of geometric shapes.
The operation of abstraction means that, in the process of acquiring knowledge
and making concepts, the pupils, on an intellectual level, discard and remove irrelevant, less significant properties, and retain the core, essential, characteristic properties of objects or phenomena. After discarding irrelevant properties, through
generalization, they “transfer” the retained prominent property on all objects that
possess it and all objects with this property (Sutherland & Friedman, 2013; Cutter-Mackenzie et al., 2014). In the initial evaluation, the pupils mostly recognized,
among the offered objects, those in the shape of a cylinder. The worst result, the
least correct answers, was obtained during the abstraction of cube shaped objects.
In the final evaluation the pupils were most successful in the abstraction of the
sphere shape. The worst results, as was the case in the initial evaluation, were
obtained for the shape of a cube.
For the evaluation of the pupils’ ability to form geometric shapes, in the examination it was planned that they should form a sphere, cube, cylinder and other
shapes, using modelling clay. What was noticed in the pupils during the formation
of shapes is that some of them formed two-dimensional shapes out of modelling
clay more frequently, even though the instruction was to form a three-dimensional geometric shape (e.g., a cube). In several cases the pupils made the opposite
mistake, e.g., instead of forming a circle they formed a sphere. Most of the games,
applied in working with the pupils from the experimental group, aimed at developing the abilities discussed by Piaget. He defines operation as an action that can
be reversed to its starting point and that can be integrated with other actions that
also possess the quality of reversibility (Korać, 1997).
In defining geometric shapes, the pupils were most successful in representing
the shape of a sphere in the initial and final evaluation, while the success in
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defining other geometric shapes was around half in the initial evaluation and this
percentage had increased considerably in the final evaluation.
This paper particularly focuses on the manner in which the pupils explain
geometric shapes, since defining reflects the stage of the development of their
thinking. To this end, some characteristic answers of the pupils will be presented,
applying the criteria for the procedure of defining used in the Binet-Simon scale
(Ivić, Milinković, Rosandić and Smiljanić, 1981). In their research, while determining the rules for assessing children’s answers in tests of concept definition, they
used: “definitions of use at lower ages (if the child indicates the use of what needs
to be defined); then, for an older child, if it provides a descriptive definition (i.e.,
indicates the material something is made of, its appearance); for even older children it is required that they provide some form of logical definition (but in these
cases it was not possible to ask for a complete logical definition and sometimes
a positive evaluation was given if the child indicated only the immediately higher
class, but not the specific difference)” (Ivić et al., 1981:99). Since the sample in this
research consisted of first grade pupils, it was also not possible to ask for complete
definitions of geometric shapes, as they were not planned by the program, so in the
case of logical definitions it was decided to categorize those pupil responses which,
during the defining of geometric shapes, included at least two criteria that were
singled out and verbally defined. In addition to this, there were many responses
containing a combination of descriptions and definitions of use, so, for reasons
already mentioned, one more category of the children’s responses was introduced,
and this was the combined form of definition. Our respondents frequently provided
definitions of use when defining geometric shapes and this was the case in 23.7%
of the cases. In this group we classified the responses of the pupils that indicated
the possible uses of a certain shape (an object of a certain shape): Sphere: “It rolls”
(Ana, 7.6); “We play with it” (Luka, 6.7); Cube: “The cube moves when it is steep
(referring to the surface)” (Maša, 6.11); “We throw it when we play Ludo” (Milica,
7.4).
This way of thinking was explained by Vygotsky as a stage in the development of
concepts, and this is the stage of potential concepts. “It is characteristic of potential
concepts that the property, based on which an object is included in a certain group,
is a privileged property” (Vygotsky, 1983, p. 133). What defines potential concepts
is the fact that this abstraction still refers to the separation of the concrete and real,
rather than the essential property. Vygotsky makes it clear that the potential concept is created in the field of practical, action thinking (Bodrova & Leong, 2015).
Piaget (1978) would describe this stage in such a way that a child groups objects
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applying one criterion to all of them, in the case of this research the criterion of
use, i.e. whether they can move and what can be done with them. Bruner (1986)
would call this stage the enactive stage.
Among the definitions of geometric shapes there was the highest number
of descriptive ones. In 60.6% of the cases, the pupils defined geometric shapes
through the description of their appearance and a comparison with objects of
similar or identical shape: The sphere: “The sphere is like a circle, but it’s round on
all sides” (Bogdan, 7.2). Cube: “The cube is like a house” (Pavle, 7.3); Cylinder: “The
cylinder is like a candle, it is round” (Đorđe, 7.1).
In the group of logical responses we classified those responses in which the
pupils had included at least two properties of shapes or geometric figures. This
also confirms that the child has the ability to operate with hypothetical situations,
and not just with what is directly in front of its eyes (Bruner, 1986). In addition to
this, it was made sure that the properties that the pupils mention in their responses
reflect the essence of a particular geometric shape: Sphere: “The sphere is a curved
surface, it is round and thick” (Aleksandar, 7.5); Cube: “The cube has 6 faces and
pointy edges” (Anđela, 7.0); Cylinder: “The cylinder has one curvy surface and two
straight ones” (Nina, 7.0).
Piaget explained this stage by the principle of classification. He states: “Now the
child understands that the whole can be compared to one of its parts, and each
part is understood as a function of the whole” (Piaget & Inhelder, 1978, p. 55).
In addition to this, the results of this research are consistent with results
obtained by other authors. The procedure of defining applied in the Binet-Simon
scale (1908 and 1911) shows that the definition tasks are tasks for the age of six
(definitions of use) and nine (definitions of a higher order). In the NBS (New
Belgrade revision of the Binet-Simon scale, 1976) the definition subtests are found
in subtests for ages five and nine. Milinković (as cited by: Ivić, 1981) found that
at the first mentioned age children usually provide definitions of use and at the
second mentioned age – descriptive and logical definitions. At a pre-school age
the authors find several forms of defining. Even Vygotsky pointed out that, at the
age of three, the child’s word is in the function of pointing to a certain object, and
that is why he considers these concepts as the child’s “verbal gesture of showing”
(Bodrova & Leong, 2015). By applying the procedure of defining, Lj. Miočinović
(as cited by: Ivić, 1981) finds, at the primary school second grade age (8 – 9 years):
definitions of use (15.2%), descriptive definitions (3.5%), incomplete logical definitions (7.7%) and logical definitions (4.4%). Vygotsky (1983) points to studies
whose findings show that defining concepts with the help of the aim and function
declines with age, and defining by using logical definitions increases.
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As the results show, the pupils from the experimental group obtained, after
the applied method of play, very high scores in all the series of tasks and for all
the shapes, when it came to those that they had previously learnt through the
traditional method as well as when it came those shapes with which they had no
previous experience.

Conclusion
The system of didactic games was very efficient in promoting the development of
concepts about geometric shapes: recognition, naming, abstraction, formation and
definition. Based on these findings, it is important to select activities that engage
both the individual senses as well as more senses simultaneously, in teaching. The
games that we proposed and realized with the pupils from the E group made it
possible for them to synchronize sensory impressions, which provide a complete
image of objects, processes, phenomena and allow for their integration into a complex view of the world. A good integration of sensory impressions is a prerequisite
for proper experiential knowledge and an open road for the transformation of
representations and the perceptual-practical thinking into conceptual thinking.
In addition to this, a number of questions and tasks to be addressed by further research have been opened. In this regard it would be necessary to: further
investigate the possibilities of influencing the adoption of program contents and
realization of the tasks of educational work by using the method of play; analyse
the rich teaching experience resulting from the use of traditional methods and
select the procedures which could be further applied in order to obtain good
results in pedagogical work.

References
Bateson, P. & Martin, P. (2013). Play, playfulness, creativity and innovation. New York, NY:
Cambridge University Press.doi.org/10.1017/CBO9781139057691
Bodrova, E. & Leong, D.J. (2015). Vygotskian and Post-VygotskianViews on Children’s Play. American Journal of Play, Vol 7, No 3, 371 – 388. doi.org/10.1017/
CBO9780511816833.017
Bruner, J. (1986). Actual Minds, Possible Worlds, Massachusetts: Harvard University Press.
Conklin, H. (2014). Toward more joyful learning: integrating play into frameworks of
middle grades teaching. American Educational Research Journal, 51(6), 1227 – 1255.
DOI:10.3102/0002831214549451.
Cutter-Mackenzie, A., Edwards, S., Moore, D., Boyd, W. (2014).Young Children’s Play and

150

Biljana Stojanović, Radmila Milovanović, Ivana Ćirković-Miladinović

Environmental Education in Early Childhood Education, Springer Briefs in Education,
9 – 24. DOI: 10.1007/978 – 3-319 – 03740 – 0_2.
Ebbeck, M. & Waniganayake, M. (2010). Play in Early Childhood Education. Australia, New
Zealand: Oxford University Press.
Henriksen, D., Keenan, S., Richardson, C., Mishra, P. & the Deep-Play Research Group,
(2015). Play as a Foundational Thinking Skill & Trans-disciplinary Habit of Mind.
Association for Educational Communications and Technology, Volume 59, Number 3,
5 – 10. DOI: 10.1007/s11528 – 015 – 0845-y
Howard-Jones, P., Taylor, J.&Sutton, L. (2002). The effect of play on the creativity of young
children during subsequent activity. Early Child Development and Care, 172, 323 – 328.
doi: 10.1080/03004430212722.
Ivić, I., Milinković, M., Rosandić, R. & Smiljanić, V. (1981). Development and measurement
of the intelligence. Belgrade: Institute for textbooks and teaching aids.
Johnson, J.E. & Patte, M. (2013). Play: Commenting on Smith & Pellegrini, Christie &
Roskos, Samuelsson &Pramling, Baumer, Hart &Tannock, Gosso & Carvalho, Clark, and
Jenvey, in Encyclopedia on Early Childhood Development. United Kingdom: University
of London.
Kamarulzaman W.B. (2015). Effect of Play on Critical Thinking: What are the Perceptions
of Preservice Teachers, International Journal of Social Science and Humanity, Vol. 5, No.
12, 1024 – 1029. DOI: 10.7763/IJSSH.2015.V5.598
Kamenov, E. (2010). The wisdom of senses – 2nd part, Developing of children’s intelligence.
Belgrade: Institute for textbooks and teaching aids.
Kellock, P. (2015). The Case for Play, Playground Ideas Report [Online] Available from:
http://www.playgroundideas.org/wp-content/uploads/The-case-for-play-V5.pdf [Assessed
27th February 2016].
Kopas-Vukašinović, E. (2006). The role of game in pre-school and primary school children’s development. Journal of The Institute for Educational Research, No. 1, Belgrade,
pp. 174 – 189. doi:10.2298/ZIPI0601174K.
Korać, N. (1997). Developmental psychology – selected topics for students of education.
Belgrade: GIA Script international.
Lilard, A.S. (2014). The Development of Play. Lerner c11.tex V2 – Volume II – 10/24/2014
5:45pm Page 425. DOI: http://dx.doi.org/10.1111/hpb.12223_14
Lillard, A.S. & Woolley, J.D. (2014). Cognizing the unreal, Special Issue. Cognitive Development. Volume 34, Pages 1 – 2. doi:10.1016/j.cogdev.2014.12.003
Markovac, J. (2001). Methodology of initial mathematics teaching. Zagreb: Skolska knjiga.
Mishra, P., Koehler, M. & Henriksen, D. (2011). The seven trans-disciplinary habits of
mind: Extending the TPACK framework flexibility with ideas for students – flexible
thinking for their students Developing TPACK for 21st century teachers. Technology,
6(2), 146 – 163. doi.org/10.1504/IJLT.2011.042646
Pederson, D.R., Rook-Green, A. &Elder, J.L. (1981). The role of action in the development
of pretend play in young children. Developmental Psychology, 17 (6), 757 – 759. doi.org/
10.1037/0012 – 1649.17.6.756

Encouraging the Development of Cognitive Operations in Early School

151

Piaget, J. & Inhelder, B. (1978). Intellectual child’s development. Belgrade: Institute for
textbooks and teaching aids.
Platz, D.& Arellano, J. (2011). Time tested early childhood theories and practices. Education,Volume: 132. Issue: 1, 54 – 63.
Pramling Samuelson I. & Pramling N. (2013). Play and learning. Smith PK, topic Ed.
In: Tremblay R.E., Boivin, M., Peters RDeV, eds. Encyclopedia on Early Childhood
Development [online]. Montreal, Quebec: Centre of Excellence for Early Childhood
Development and Strategic Knowledge Cluster on Early Child Development; 2013:1 – 6.
Available at: http://www.child-encyclopedia.com/documents/Pramling-Samuelson-PramlingANGxp1.pdf. Accessed June 4, 2015.
Saltz, E., Dixon, D. & Johnson, H. (1977). Training disadvantages preschooler’s on various
fantasy activities: Effects on cognitive functioning and impulse control. Child Development, 48 (2), 367 – 380. EJ 164 702.
Skolnick, D. & Bloom, P. (2006). What does Batman think about Sponge – Bob? Children’s understanding of the fantasy/fantasy distinction. Cognition, 101(1), B9 B18.
doi:10.1016/j.cognition.2005.10.001
Smith P.K. & Pellegrini A. (2013). Learning through play. Rev ed. Smith PK, topic ed.
In: Tremblay R.E., Boivin, M., Peters RDeV, eds. Encyclopedia on Early Childhood
Development [online]. Montreal, Quebec: Centre of Excellence for Early Childhood
Development and Strategic Knowledge Cluster on Early Child Development; 2013:1 – 6.
Available at: http://www.child encyclopedia.com/documents/Smith-PellegriniANGxp2.
pdf. Accessed June 4, 2015.
Smith, P.K. & Dutton, S. (1979). Play and training in direct and innovative problem solving,
Child Development, 50 (3), 830 – 836. EJ 212 936. DOI: 10.2307/1128950
Sutherland, S.L.& Friedman, O. (2013). Just pretending can be really learning: Children use
pretend play as a source for acquiring generic knowledge. Developmental Psychology, 49,
1660 – 1668.doi.org/10.1037/a0030788
Taylor, M. (2013). Imagination. In: P. Zelazo (Ed.), The Oxford handbook of child development: Vol. 1. Body and mind (pp. 791 – 831). NewYork, NY: Oxford University Press.
DOI:10.1093/oxfordhb/9780195395761.001.0001
Thomas, L., Warren, E.& de Vries, E. (2011). Play-based learning and intentional teaching
in early childhood contexts. Australasian Journal of Early Childhood, 36(4), 69 – 75.DOI:
10.5172/ijpl.2011.97
Vigotski, L.S. (1983). Thinking and speech. Belgrade: Nolit.
Vulović, N. (2011). Applying methods of active learning on differentiated content of geometry
in the initial teaching of mathematics. Jagodina: Faculty of Education, unpublished
doctoral thesis.
Vygotsky, L.S. (1978). Mind in Society: The Development of Higher Psychological Processes.
Cambridge, Massachusetts: Harvard University Press.
Wirawani, B.K. (2015). Affect of Play on Critical Thinking: What are the Perceptions of
Preservice Teachers, International Journal of Social Science and Humanity, Vol. 5, No.
12,1024 – 1030. DOI: 10.7763/IJSSH.2015.V5.598

152

Biljana Stojanović, Radmila Milovanović, Ivana Ćirković-Miladinović

Wood, E. (2010). Developing integrated pedagogical approaches to play and learning. In:
P. Broadhead., J, Howard. &E, Wood (Eds.), Play and learning in the early years, 132(1),
54 – 63.London: Sage Publications.doi.org/10.4135/9781473907850.n13
Wood, E. (2013). Play, learning and the early childhood curriculum (3rd ed.). London: Sage
Publications.
Yawkey, T.D. (1981). Sociodramatic play effects on mathematical learning and adult ratings
of playfulness in five years olds. Journal of Research and Development in Education, 14,
30 – 39.

Hutkemri,
Sharifah Norul Akmar Syed Zamri
Malaysia

Effectiveness of Geogebra on Academic
and Conceptual Knowledge:
Role of Students’ Procedural Knowledge as a Mediator
DOI: 10.15804/tner.2016.44.2.12

Abstract
Quasi-experimental research was conducted to identify the effectiveness of GeoGebra in achieving students’ conceptual and procedural knowledge. The research
was performed to identify the effects of a mediator in students’ conceptual
knowledge in relation to procedural knowledge with student achievement. A total
of 284 students were involved in this study. The students in the experimental
group learned using GeoGebra, whereas the students in the control group used
the conventional method. The collected data were analyzed using SPSS 22.0,
AMOS 18, and Anates V4. Findings of the study demonstrate that GeoGebra is
used as a mediator of students’ procedural knowledge in relation to conceptual
knowledge for academic achievement. This study also shows that conceptual
knowledge affected the students’ mathematics procedures. The result of the
study supports the related theory of the role and contribution of conceptual and
procedural knowledge to student achievement. This study provides suggestions as
intervention to increase students’ conceptual and procedural knowledge.
Keywords: achievement, conceptual and procedural knowledge, GeoGebra, limit
function, mediator, quasi-experimental

Introduction
Select computer software can be used to help students become more responsible
for their own learning through creative and interesting exploration in calculus
(Ahmad Fauzi et al., 2009). Previous studies proved that using technology in

154

Hutkemri, Sharifah Norul Akmar Syed Zamri

education increases motivation and the confidence level, improves problem-solving skills, and produces an excellent future generation (Sivin-Kachala and Bialo,
2000; Oldknow and Taylor, 2000). The introduction of technology in industry also
provides an opportunity for educators to embed such technology in their teaching
and learning. Teachers are no longer playing the traditional role of educators;
instead, they become facilitators with the use of computers. Rohani et al. (2009)
stated that technology in teaching and learning of mathematics helps in the basic
understanding of this subject and developing intuition in solving mathematical
problems. Teachers must be prepared and willing to accept the current change and
use the latest technology in the classroom.
GeoGebra helps teachers in the teaching and learning process of the mathematics subject. GeoGebra is dynamic mathematical software for geometry, algebra, and
calculus (Rincon, 2009). GeoGebra is alternative software for teachers in integrating
technology in the teaching and learning process of mathematics (Aizikovitsh and
Radakovic, 2011). Furthermore, many people suggested GeoGebra in activities that
involve mathematical concepts. In addition to being a tool to understand a concept,
GeoGebra is also used to explain a procedure. The most interesting part of GeoGebra is the online community comprising regular users, who contribute and share
their own teaching materials free of charge. The use of GeoGebra in the teaching
and learning of mathematics is a method of effective learning, and it is particularly
useful in the topics of geometry, algebra, and calculus (Rincon, 2009).
Williams (1991) stated that students’ difficulty in conceptual calculus ranges
from the basic concept of all standard modern analyses to the traditional pedagogy of introduction to calculus. This difficulty is a problem for teachers who
are trying to teach this concept. The mathematical approach to limit and its
cognitive approach differ slightly. One of the causes of this problem is that the
teaching process is more focused on the syllabus content. A few studies found
that conceptual and procedural knowledge on limit function among students
is low (Setu, 2012). This situation may be caused by the functional concept that
combines different modern mathematical topics, and the limit functional concept has a focused role (Selden and Selden, 1992). Research must be conducted
to obtain clear information on the conceptual and procedural knowledge of
students. Carpenter (1986) stated that the relationship between conceptual and
procedural knowledge is not easy because of the continuous problems in conceptual knowledge. This knowledge is difficult to measure directly and is usually
observed in certain procedures.
Previous studies of GeoGebra in mathematics did not focus on students’
conceptual and procedural knowledge. Experimental studies were performed to
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determine the effectiveness of GeoGebra in teaching (Aizikovitsh and Radakovic,
2011). The studies focused more on proving that GeoGebra could be used to teach
mathematics. Thus, GeoGebra should be shown as a means to solve students’
problem in limited function topic. In this case, teachers must select the most
appropriate teaching strategies that can support their teaching process. The most
suitable teaching strategies are required to guarantee the best achievement in any
possible way (Slameto, 2003). Previous studies proved that students had difficulty
understanding the concept of limit (Juter 2006; Pettersson and Scheja, 2008). This
is viewed as a process on the function (Williams, 1991). Tall and Vinner (1981)
suggested that if students’ conceptual image is influenced by a dynamic process,
they will have the wrong impression of not achieving the limit. Students focus on
the limit especially regarding the procedures that should be followed and explain
concepts based on their understanding (Pettersson and Scheja, 2008).

Conceptual Knowledge
The basic difference between conceptual and procedural knowledge was suggested by Hiebert (1986). According to Hiebert and Lefevre (1986), conceptual
knowledge is knowledge that is rich with relations. Star (2005) stated that conceptual knowledge is understood as knowledge about concepts or principles and
procedural knowledge as knowledge about procedures.

Procedural Knowledge
Procedural understanding refers to a level of understanding that involves
numerous facts and algorithms, and it does not require idea-based knowledge
(Hope, 2006). Procedural knowledge is considered a basic skill that must be
learned by students.

Academic Achievement
Academic achievement means students’ ability and skill to learn subjects
at school (Robiah, 1994). In other words, achievement in this study means the
success of students in examinations at school. The achievement data are collected
from mathematics teachers at school. Kiuru et al. (2014) stated that student
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achievement could be improved if teachers could support students by preparing
suitable teaching methods that interested them.
The present study was conducted to identify the effectiveness of GeoGebra in
conceptual and procedural knowledge, including student achievement. The study
also aims to highlight the effect of students’ conceptual knowledge in the relation
between procedural knowledge and student achievement.
The hypothesized path model is shown in Figure 1. The following specific
research questions are addressed by fitting the hypothesized structural models to
the data and estimating their parameters:
(i) Does conceptual knowledge contribute to mathematical procedures
between students who used GeoGebra and those who used the conventional method?
(ii) Does conceptual knowledge have any direct contribution to the achievement of students who used GeoGebra and those who used the conventional
method?
(iii) Does conceptual knowledge have any contribution to the achievement
through the mediator of procedural knowledge between the students who
used GeoGebra and those who used the conventional method?
Procedural

Conceptual

Achievement

Figure 1. Hypothesized contribution model with conceptual and procedural knowledge and achievement.

Method
Participants and procedure
A total of 284 form-2 students from secondary school were involved as participants in this study. A total of 136 students used GeoGebra in their learning, and 148
used the conventional method. The students were randomly selected. Quasi-experimental research and non-equivalent pretest and post-test control group design were
conducted. Data were collected using test questions on mathematical conceptual
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and procedural knowledge of the limited function topic with five questions. The test
on mathematical conceptual and procedural knowledge on similar topic is based
on the study conducted by Best and Kahn (2003). The instrument of this test was
verified by the teaching experts in calculus. The pilot study was conducted with 60
secondary school students to determine the validity of discrimination and difficulty
index of each question. The data from the pilot study were analyzed using the
ANATES V4 software, and the result demonstrates that each item in the questions
has the discrimination and difficulty index between 48.44% and 69.53% on average
(Karno, 1996) and a high validity level between 0.82 and 0.83 (Lim 2007). This result
shows that each item in the test is acceptable and valid to be used in the study. The
data from the present study were analyzed using the AMOS 18 software. The study
used the usual matching measurement index as the benchmark in determining the
suitability of a model, such as root mean square error of approximation (RMSEA),
comparative fit index (CFI), goodness of fit index (GFI), Tucker–Lewis fit index
(TLI), and normed chi-square (χ2/df) (Hair et al., 2006).
Confirmatory Factor Analysis
Confirmatory factor analysis shows that the standard relations between factors
and items are from 0.59 to 0.78. Figure 2 shows that all the items for each factor in
conceptual and procedural knowledge are above 0.40 and significant. The value of
0.40 is usually used in any factor analysis (Hashim and Sani, 2008). However, some
conceptual (Pa2 and Pa3) and procedural (Pa6, Pa9, and Pa10) items do not meet
such requirements, and they were excluded from the test. The chi-square index
from the model is good and significant (χ2 = 12.83, df = 4, p < 0.05) (Kline, 2005).
Chi-square/df (12.83/4 = 3.21), CFI = 0.98, GFI = 0.98, and RMSEA = 0.09. This
result shows that the designed model is excellent (cf., Table 1).
Table 1. Confirmatory factor analysis of students’ conceptual and procedural
knowledge
Parameter
CFI
GFI
RMSEA
Df

Coefficient
0.98
0.98
0.09
4

χ2
χ2/df

12.83
3.21

Note: CFI: comparative fit index; GFI: adjusted goodness-of-fit index; RMSEA: root mean square
error; df: degrees of freedom; χ2: chi-square goodness of fit.
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Figure 2. Confirmatory factor analysis model for
students’ conceptual and procedural knowledge

Figure 3. Standardized coefficients for the model
of procedural knowledge mediating the relations
between conceptual knowledge and academic
achievement of students who used the GeoGebra
method.
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Results
Mediating role of conceptual knowledge and relation between procedural knowledge and achievement of students who used the GeoGebra method
The total effect of conceptual knowledge on academic achievement was significant (β = .36, p < 0.05). Figure 3 shows that conceptual knowledge significantly
predicted student procedural knowledge (β = 0.60, p < 0.05). Student procedural
knowledge significantly predicted academic achievement after controlling for conceptual knowledge (β = 0.45, p < 0.05). The overall model fit was good. Chi-square/
df (5.091/7 = 0.73), CFI = 1.0, GFI = 0.99, and RMSEA = 0.01. The mediation
effect of student procedural knowledge was complete because the direct effect of
conceptual knowledge on achievement was significant (Ed = 0.36, p < 0.05), and
the indirect effect of conceptual knowledge on achievement via student procedural
knowledge was statistically significant (Ei = 0.27, p < 0.05).
Mediating role of conceptual knowledge and relation between procedural knowledge and achievement of students who used the conventional method
Figure 4 shows that the overall model fit was good. Chi-square/df (13.32/7
= 1.90), CFI = 0.96, GFI = 0.97, and RMSEA = 0.08. Conceptual knowledge on

Figure 4. Standardized coefficients for the model of procedural knowledge mediating the relations
between conceptual knowledge and academic achievement of students who used the conventional
method.
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academic achievement was significant (β = 0.26, p < 0.05), and conceptual knowledge significantly predicted student procedural knowledge (β = 0.44, p < 0.05).
Student procedural knowledge significantly predicted academic achievement
after controlling for conceptual knowledge (β = 0.47, p < 0.05). The mediation
effect of student procedural knowledge was complete because the direct effect
of conceptual knowledge on achievement was significant (Ed = 0.26, p < 0.05),
and the indirect effect of conceptual knowledge on achievement through student
procedural knowledge was statistically significant (Ei = 0.21, p < 0.05).

Discussion
The findings show that the students who used GeoGebra in teaching and learning
the mathematical limited function topic have the same model as the students who
used the conventional method. The findings show that the students’ procedural
knowledge is the significant mediator in the relation between conceptual knowledge
and student achievement. The difference between both models is the given contributing effect. The mediating effect of procedural knowledge on the students who used
GeoGebra was higher than that on the students who used the conventional method.
The direct contribution of procedural knowledge in student achievement also produced better results for the students who used GeoGebra than those who used the
conventional method. The findings support the view of Hiebert and Lefevre (1986),
who stated that conceptual knowledge is necessary in solving a basic problem, and
specific procedural knowledge cultivates the required skills to solve a problem.
The findings of the present study show that both teaching methods use the
same model in the form of procedural knowledge as mediator between conceptual
knowledge and student achievement. The findings show that conceptual knowledge
positively affects the increase in students’ procedural knowledge and indirectly
through it, thereby improving student achievement. These findings are similar
to the view of Pesek and Kirshner (2000), who warned that learning procedures
with shallow basic concepts would complicate the understanding of up-to-date
concepts. This condition shows that conceptual knowledge and students’ mathematical procedures go hand in hand. Conceptual knowledge can be considered
as an effort to acquire students’ mathematical procedures. The findings show that
students’ conceptual knowledge positively affects their achievement. However, the
effect is still considered low and significant. This result demonstrates that students’
mathematical procedural knowledge has a higher effect on student achievement
than students’ conceptual knowledge.
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The use of GeoGebra shows a better effect on the increase in students’ conceptual and procedural knowledge and their achievement. This result is caused by
the fact that GeoGebra can provide easy steps for students to acquire concepts
and procedures in solving a problem. This study strengthens the statement of
Rittle-Johnson and Koedinger (2005), who stated that steps or actions in solving
a problem could facilitate students’ learning. The present study shows that the
use of the conventional method also positively affects the increase in conceptual
and procedural knowledge and student achievement. Both teaching strategies
provide similar effects on the relation between conceptual, procedural knowledge,
and student achievement. The conventional method provides information that
mathematical concepts and procedures can be explained through various forms
of teaching (Rico, 2006). Thus, teaching using the conventional method explains
the mathematical concepts using standard problems similar to those in textbooks.
However, using GeoGebra, mathematical concepts can be explained by providing
different real-life situations.
Although the mediating effect of procedural knowledge in the relation between
conceptual knowledge and student achievement is similar for the students who
used GeoGebra and those who used the conventional method, using the conventional method has a higher mediating procedural effect than using GeoGebra.
Meanwhile, the direct effect of conceptual knowledge on student achievement
is higher in those who used GeoGebra than those who used the conventional
method because the latter are provided with longer time to perform mathematical
procedures. By contrast, the students who used GeoGebra obtain more conceptual
information and less exposure to the mathematical procedures. Harper (2007)
stated that the use of computer technology in teaching and learning could lessen
students’ procedural ability. Engelbrecht et al. (2005) stressed that this situation
could happen because of students’ new strategies in using oral, frames, algebra, and
visual with low procedural knowledge. This condition resulted from the limited
time frame provided in the teaching and learning process.

Conclusion
The presented study shows the importance of conceptual and procedural
knowledge as mediator for student achievement. Procedural and conceptual
knowledge are necessary aspects in mathematical knowledge. This matter can be
highlighted along with the conceptual skills gained to increase procedural knowledge. GeoGebra is a tool that can help students to increase their conceptual and
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procedural knowledge and achievement. GeoGebra can be used to plot a graph
and other facilities in solving problems related to mathematical concepts and
procedures. The study provides relevant information in designing exercises for
teachers. Demand for more studies to prove the effect of GeoGebra in teaching
and learning mathematics that involve various problems to be solved is high. In
addition to students, teachers should be included in similar studies that involve
knowledge, skills, and use of GeoGebra and students’ performance.
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Abstract
The article presents a solution for one of the significant tasks in pedagogical
science and practice, namely the development of regulatory skills in younger
school pupils as a significant factor of their educational and cognitive competence development. The aim of our study was to conduct practical evaluation
of the proposed program of the development of regulatory skills in younger
school pupils. Scientific novelty consists in the created program of the development of regulatory skills in younger school pupils, which generally allow for
increasing education and cognitive competence, which is the basis for pupils’
functional expertise, in accordance with the aims and tasks of the state-significance documentation. The study used logical and historical analysis of scientific
literature on the topic, pedagogical observation, a survey, questionnaires, testing
and a pedagogical experiment. Based on the obtained results, we developed
educational and methodological recommendations for teachers on the topic of
developing regulatory skills in young school pupils, as an elective class program
for 2nd-grade pupils.
Keywords: learning skills, development, educational and cognitive competence,
regulatory skills, level of regulatory skills in younger school pupils, self-management, regulatory cycle, educational management, interschool management,
game-technical management, younger school pupils time management
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Introduction
We are faced with the problem of efficient development of school pupils’
functional expertise as a characteristic of the whole nation’s ability to compete.
National education shows a tendency towards moving the education content to
the level of key and object competences and pupils’ functional expertise, which
is written in the State program for the education development in 2011 – 2020
and the National plan of actions on pupils’ functional expertise development
in 2012 – 2016 of June 25th 2012, #832 (State general-mandatory standard for
secondary education, 2012).
The result of functional expertise development is pupils’ mastering of the key
competence system, which allows young people to efficiently apply the acquired
knowledge in practice and use it successfully during the social adaptation process.
Key competence is the state’s requirement towards the personality qualities of
a secondary school graduate, presented as the education results and defined by
the State educational standards and education programs.
The following competences of the key competences in primary school graduates
are relevant to our study:
•• regulatory competences (the ability to solve problems);
•• informational competences (the capability of conducting independent
cognitive activity and life-long studying);
•• personality competences (the capability of self-organization, self-improvement, gaining life – and professional self-actualization and being tolerant).
American scientists, K. Pribram, E. Galanter and G. Miller, stated that “Educational activity is cognitive by its nature. Because of this, its organizational and
psychological structure includes motivation, problem (learning situation or learning problem in the shape of a task), execution (realization in the form of learning
actions), control and evaluation, which transfer to self-control and self-evaluation”
(Shiyanov, E.N., Kotova, I.B. 1999).
In our study, we define educational and cognitive competence, as we have
stated before, as the pupil’s mastering of a complex procedure, which integrates
a number of inter-connected conceptual orientations, knowledge, skills and abilities and allows for efficient conducting the self-regulating activity of solving real
educational and cognitive problems (Knisarina, 2015). Interestingly, international
scientists define self-regulation as the most significant condition of life-long learning organization (studies by S. Dietrich, S. Kraft, J. Reischmann, and others); they
study the conditions and ways of self-regulated education of the youth (studies by
P. Faulstich, H.F. Friedrich, F.E. Weinert, F.G. Deitering, and others).
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Our study is mostly based on the ideas and classification of pupils’ general-educational abilities by D.V. Tatyanchenko and S.G. Vorovschikov, who define
educational and cognitive activity as pupils’ self-regulated activity of solving
personally-significant and socially-relevant actual cognitive problems, which is
accompanied by mastering the knowledge and skills on obtaining, processing
and implying the information necessary for their solution (2003). It includes all
educational regulatory activities, i.e., goal-setting, planning, prognosis, correction,
control and evaluation.
The aim of our study was to evaluate the efficiency and consistency of the
program for regulatory skills development in younger school pupils, which we
created and developed. Our ideas are based on the fact that regulatory skills characterize the pupil’s readiness to use them in typical and non-standard situations,
understanding the goal, motive, structure and results of the educational and
cognitive activity, to conduct a correct sequence of operations, which are a part of
educational activity regulation action.
Because of this, the aim of the evaluated program for regulatory skills development in younger school pupils is their mastering of a number of fundamental
regulatory skills based on the motivation and orientation of the activity (OBA) of
educational activity regulation.
Educational goals of the Program:
•• methodological training of primary school teachers for regulatory skills
development in younger school pupils;
•• actualization of the regulatory skills development system in younger school
students in practice;
•• cooperative work of teachers and parents on the present problem.
Regulatory skills that were developed correctly and on time are the condition
for pupils’ successful dynamics in school education and an efficient tool of their
educational and independent activity.
The novelty of this study lies in the fact that scientifically grounded and proven
research materials contribute to the development of the theory and practice of the
formation of regulatory skills in younger school pupils:
•• the concept of “regulatory skills in younger school pupils” and its structure
with account for age specifics of children have been defined more exactly;
•• a theoretical model which is formally presented by the Program for regulatory skills development in younger school pupils has been developed;
•• objective links between the level of regulatory skills, subjectivity and
success (personal, educational, professional) of younger school pupils have
been identified;
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The system of work on the development of regulatory skills in younger school
pupils may increase the subjectivity of students and make them successful.
The training materials presented in this paper (an elective course program,
an exercise book and assignments, etc.) can be used by primary school teachers,
subject teachers, methodologists and school psychologists in their practical work.
The research results allow for improvement of the efficiency of the educational
institutions for the organization of the adaptive educational environment aimed
at the formation and development of regulatory skills in younger school pupils.
The research results can be recommended for use in the practice of educational
institutions, as well as in the system of training and retraining of educators.

Experimental Methods and Materials
According to the order from the Department of Education of Aktobe, during
the expert council meeting on the scientific development of the city schools, the
experimental base of the doctoral thesis study was defined to be set in the general-education schools ##12, 13 and 22 of Aktobe, Western region of the Republic
of Kazakhstan.
In order to confirm the Program consistency at the beginning and the end of
the experiment we defined the following in the abovementioned schools:
•• level of primary school teachers education in the field of regulatory skills
development;
•• level of regulatory skills in younger school pupils.
For this type of study we used the survey method, i.e., a written survey of a large
number of people by survey sheets. The surveys were composed on the basis of
theoretical development of open type (they imply an answer to a question). The
survey method allows for obtaining a large amount of information in a relatively
short period of time.
The method of the analysis of pedagogical (school) documentation provides
objective data on the pedagogical process organization in the school. This method
is used in order to define the correspondence of the educational programs and
school documentation to the studied problem of regulatory skills development in
younger school pupils.
Thus, at this stage of the study we mostly implied empirical methods of an
applied-scientific group of methods.
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Results
The survey of the teachers during the experiment showed an insufficient level
of theoretical and methodological education for regulatory skills development in
younger school pupils (cf., Figure 1).
Level of preparation of problem teachers
46%

34%

optimum
sufficient
critical

Figure 1. Results of the evaluation of the teachers’
level of education for regulatory skills development
in younger school pupils
Source: Based on the author’s design

20%

The results of the pupils’ testing and their parents’ survey at the beginning of
the experiment confirmed the significance of the study problem: the level of regulatory skills in younger school pupils was at the optimal level in 19% of the pupils
from the experimental groups (EG) and in 16% in the control group (CG); at the
sufficient level – in 28% of the EG and 27% of the CG; and at the critical level – in
53% of the EG and 57% of the CG (cf., Figure 2).
60%
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Figure 2. Results of the evaluation of the regulatory skills level in younger school pupils
Source: Based on the author’s design
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The documentation analysis method revealed the real opportunities of the
modern educational programs of the subjects and school textbooks in the regulatory skills development in younger school students (Educational program of the
general-education field subjects “Mathematics” for the 1st-4th grades of general-education schools, 2013). The conducted analysis of the tasks from the new-generation textbooks in mathematics, the Russian language and literature shows that
various tasks are mostly aimed at developing only some of the regulatory skills
and mostly at the level of executive actions. Because of this we developed the tasks
for the group of regulatory skills in the Russian language and mathematics for
independent individual solving.

Discussion
The developed Program was relatively efficiently evaluated, which is confirmed
by the obtained monitoring results.
Firstly, primary school teachers’ theoretical and methodological education had
improved by the end of the experiment due to the complex goal-directed work
on increasing teachers’ professional competence in the field of regulatory skills
development in younger school pupils. We conducted educational seminars on
the basis of the regional and city scientific-practical centers of Aktobe. The result
of the teachers’ education was an increase in their professional competence in
the field of the studied problem. The teachers of the experimental groups, upon
learning the main methodological recommendations on the presented problem,
started active participation in regulatory skills development in younger school
pupils. Increase in methodological training was also facilitated by individual consultations, the content of which included the discussion of planned questions, as
well as the questions which occurred during the process of regulatory skills development in younger school children. The novelty for the teachers was the didactic
opportunities of a methodological set of educational management (Management
in the field of education, 2014) and game-technical management (Game-technical
management, 2003) in the process of regulatory skills development in younger
school pupils in the conditions of general-education schools.
Secondly, the activity of parents’ participation in pupils’ regulatory skills
development during the extra-curricular time increased. The cooperative work
of teachers and parents implied the discussion about the main questions of the
studied pedagogical problem during parent meetings, which were conducted
according to the school plan. The parents obtained the information on all the main
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issues of the presented problem – “The role of regulatory skills in the educational
and cognitive activity of the pupils”, “Time-management for younger school pupil”,
“Regulatory skills development in younger school pupils during extra-curricular
time” – in the form of lectures, discussions, active hand-out materials and practical
recommendations.
Thirdly, the motivation and quality of the educational activity self-regulation
in pupils also increased because of the work on regulatory skills development
in the framework of the education system, which included the development and
conduction of classes on the topic of the studied problem. At the beginning of the
experiment, eight topics were included in the calendar schedules of the classes and
mentoring events, and throughout the experiment these classes were held in the
experimental groups.
The system of regulatory skills development in younger school students is based
on the activity theory by A.N. Leontyev (2004), according to which the activity is
a system which has its structure, its internal transfers and transformations and
its own development. In reality, the subject of educational activity regulation is
its content and its reflection in the subject’s conscience. Viewing the educational
activity from the perspective of A. Leontyev’s activity theory presents it as its
certain type, which consists of a number of actions. These actions are single acts
of transformation which consist of operations – elemental transformation acts,
the results of which are not recognized by the subject as an independent goal. In
such a case, educational activity regulation can be described by the same structure:
activity – actions – operations.
We suppose that the actions that provide younger school pupils’ educational
activity regulation include a number of operations, unified by their form: orientation, planning, execution and control. The technological structure of the
model of educational activity regulation in younger school pupils has three
blocks – entrance (the beginning of the pupil’s educational activity regulation),
the module block (which is composed of five consequent separate modules –
actions with the same structure but different contents: operations of orientation,
planning, execution and control) and exit (the end of the pupil’s educational
activity regulation).
We defined the content of each operation in the regulation actions and obtained
full complex content of regulatory skills:
1. Goal definition – defining and reviewing the activity object, defining the
requirements, conditions and rules of obtaining the result, conducting the
process of understanding the activity type and defining the personality
opportunities in the chosen activity type;
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2. Planning – defining the main operations, setting the order and the sequence
of operations, defining a rational way of educational activity execution,
comparing the plan, educational activity execution tools and one’s own
personality opportunities;
3. Goal-directed execution – considering the conditions and educational task
plan, comparing the conditions and educational task plan with the performed
operations, executing the task completely, obtaining the result, checking
whether the obtained proportion is correct, correction of unsuccessful
actions;
4. Control of the activity process and results – specifying the content of the
obtained result, searching for a sample for comparison; choosing the way for
the result evaluation depending on its content; evaluation executing in the
chosen way, comparing the obtained results with the sample; defining the
opportunities to execute the educational task in any other way, specifying the
reasons for missing the goal;
5. Orientation of the activity process and results – specifying evaluation criteria,
choosing a way of result evaluation, evaluation executing, comparing evaluation criteria with the obtained results, personal evaluation with the normative
criteria, correction of the evaluation actions.
The content of educational activity regulation operations provides the content of the developed skills. The structure of educational activity regulation,
which is presented as a number of actions, operations and operation content,
is a complex orientation basis of the activity (OBA). Orientation basis of the
activity is a system of a person’s representations of the goal, plan and means
of executing prospective or present actions (the term was introduced by P.Ya.
Galperin). Describing the OBA by highlighting all of the actions and operations
corresponds to the complete sequential algorithm structure of the educational
activity execution. A folded algorithm structure (OBA) is the description of regulatory skills through the named regulatory actions. As the experiment results
demonstrate, the defined orientation basis of educational activity regulation
provides the development of regulatory skills to the level of the generalized way
of educational activity regulation in the condition of the complete acquisition of
the OBA by younger school pupils.
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Conclusions
Thus, the process of the regulatory skills development process in younger school
pupils is conducted from the moment of the children’s admission to primary
school and, as the experiment results show, is highly dependent of the educational
program chosen by the teacher. Regulatory skills, being the core components of
educational activity, are gained by the younger school pupils as constant skills,
which become the basis for learning other educational abilities and skills and for
solving any subject educational tasks.
In contrast to other scientific developments in the present problem, the novelty
of our Program consists of:
•• special program of scientific and methodological education of teachers
for regulatory skills development in younger school students (a cycle of
education seminars and individual consultations);
•• system of regulatory skills development in younger school students (by
means of classes and mentoring systems, as well as methodological work);
•• cooperative activity of teachers and parents, aimed at the solution of the
stated problem.
The result of the evaluation of the presented Program for regulatory skills
development in younger school children in the school educational process is the
occurrence of the need to integrate certain changes in the current primary-school
education system, which, in turn, might be significant even for the international
pedagogical science and practice. The main changes are:
1. Younger school pupils’ educational activity is initially organized and regulated
by them, according to the algorithm of the generalized way of educational
activity organization (in the aspect of our study).
2. The object of special learning by younger school children becomes the
knowledge of educational task goals, education tasks plans, types of control
and evaluation and the sequence of educational activity regulation. The need
for mastering them is understood as a special educational task. The complex
of the developed special tasks, which correspond to the present algorithm in
mathematics and the Russian language, was successfully evaluated.
3. The connection of content and operation knowledge for each of the regulatory
skills proceeds sequentially; children separate regulatory actions in the process
of the educational activity regulation. They learn the educational activity of
modelling the stages of self-organizing during various educational tasks execution, which allows for observing and understanding their consistency and
independence of the educational tasks subjective content.
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Thus, the conducted theoretical and analytical work on the present problem
allowed us to confirm the scientific significance of our study, to express our opinion on the problem of regulatory skills development in school pupils, to develop
a structural-functional model of regulatory skills development in younger school
students and to successfully evaluate the developed Program of regulatory skills
development in younger school children in the conditions of pedagogical experiment. Based on the results of the experimental work, we plan to develop and
publish an educational-methodological textbook on the present study problem for
the students of pedagogical colleges and primary school teachers.
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Abstract
The presented research aims at analyzing whether the emotional intelligence, competence, and interpersonal communication directly affect teacher performance
in senior high schools in Makassar. This research also aims at analyzing whether
emotional intelligence, competence, and interpersonal communication indirectly
affect teacher performance through achievement motivation in senior high schools
in Makassar. The research was a quantitative study. The sample of this research
consisted of 130 respondents. The data were analyzed using Structural Equation
Model AMOS 18. The findings show that emotional intelligence has a positive and
significant effect on teacher performance. Every teacher’s emotional intelligence
proves convenient in teaching. Competence has a positive and significant effect
on teacher performance. It is important in supporting the teaching profession. In
addition, it allows teachers to conduct the learning process effectively.
Keywords: emotional intelligence, competence, interpersonal communication,
achievement motivation, performance

Introduction
The phenomenon of the performance of senior high school teachers in Makassar is decreased. The teacher performance on the results of the learning process
carried out in the field studies showed that the performance is decreased based on
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the percentage of student achievement and the teacher’s ability, either the certified
or non-certified teachers. The evaluations of teacher performance are determined
in accordance with the teacher’s ability to plan and make preparations, master the
material, control methods, manage and evaluate students.
The decrease in teacher performance in the last five years has shown that the
percentage was below 3% both in general subject teachers, science teachers, social
studies teachers, and linguistics teachers. The decrease indicates that efforts to
improve and enhance the performance of teachers are still lacking (Department
of Education in Makassar, 2015).
This decrease indicates that student achievement is also decreased because the
teacher’s performance is still low. Therefore, the teacher’s performance needs to
be improved in the planning and preparation, such as preparing lesson plans,
mastering of the material, mastering of the teaching methods, managing students
and evaluating students (Farida, 2014: 12).
The percentage of formative and summative assessment for teacher performance shows that the average of teacher performance for general subject teachers
reaches 79.6%. The average of natural science teachers is 72.08%. The average of
social science teachers is 82.62%. The average of linguistics teachers is 78.74%.
The supporting data indicate that the teacher’s performance becomes a concern in
the learning process because the teacher performance that is decreased results in
student underachievement (Department of Education in Makassar, 2015).
This matter can be considered to improve teacher performance by applying the
teacher performance appraisal proposed by Friedrich (2013: 96). There are several
indicators of teacher performance evaluation. The first is the ability to plan and
make preparations for teaching. The second is the mastering of the material being
taught to students. The third is the mastering of methods and teaching strategies.
The fourth is giving assignments to students. The fifth is the ability to manage
students. The sixth is the ability to conduct appraisals and evaluation.
A decrease in teacher performance can be caused by a variety of issues related
to achievement motivation that is not fulfilled, emotional intelligence, competence
and interpersonal communication. According to Queen (2010: 87), teacher performance will increase if teachers achieve the appropriate achievement motivation
based on emotional intelligence and can develop excellent interpersonal communication.
A decrease in teacher performance occurs because achievement motivation is
not optimal. That shows that teachers do not have the encouragement for achievement based on self-assessment and judgment of others. It is because teachers have
less incentive to meet the needs towards the achievement of the goals. Farida
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(2014: 12) argues that it is hard for teachers to improve their performance if their
motivation is low. There are several causes of low motivation. First, the need to be
achieved is not met. Second, the need for the desired power is not fulfilled. Third,
the need for affiliation is not met.
The achievement motivation theory proposed by McClelland is also known as
Three Needs Theory: the need for achievement, the need for power and the need
for affiliation. Teachers’ needs for achievement motivation are crucial in realizing
the attainment of performance. Therefore, teachers’ success in performance can
be enhanced by meeting the needs for achievement motivation (Farida, 2014: 15).
The results of observations made by researchers in observing senior high school
teachers in Makassar show that teachers’ low achievement motivation and low
performance are directly and indirectly affected by the level of emotional intelligence, competence, and interpersonal communication, which is less actualized by
teachers in performing their duties and functions in the process of teaching and
learning in schools.
According to Giselle (2009: 71), emotional intelligence has a direct positive and
significant influence on achievement motivation and performance. Robert (2010:
64) states that competence simultaneously and significantly affects achievement
motivation and performance. Kelly (2014: 115) states that interpersonal communication simultaneously and significantly affects performance through achievement
motivation. Osvaldo (2011: 82) states that achievement motivation positively and
significantly affects performance. Gieselle (2009: 89) and Queenn (2010: 116) state
that emotional intelligence and interpersonal communication simultaneously and
significantly affect performance through achievement motivation. Robert (2010:
70), Gieselle (2009: 90) and Osvaldo (2011: 83) state that achievement motivation
and performance are influenced positively and significantly by emotional intelligence, competence, and interpersonal communication.
The results of this study assert that emotional intelligence affects teacher performance through achievement motivation. It can be seen that there is a different
effect between the teachers who have emotional intelligence including self-awareness, self-regulation, self-encouragement, empathy and skills and the teachers who
do not have the intelligence aspects in the teaching and learning activities. The
teachers who have emotional intelligence in the teaching and learning process will
efficiently realize their performance through achievement motivation, whereas the
teachers who lack emotional intelligence showed that they have low performance
through achievement motivation.
Goleman (2012: 5) put forward the theory of EQ (emotional quotient). He
states that emotional intelligence is the quality of a person’s emotional intelligent
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in understanding self-consciousness, having an ability to organize, motivate themselves, and having empathy and skills. Managers of human resources widely use
this theory in order to improve performance through achievement motivation.
Startdman (2011: 49) states that through emotional intelligence conducted by the
organization, human resource performance improvement can be realized through
the fulfillment of achievement motivation.
It is undeniable that the competence is one of the factors which directly affect
customer satisfaction and teacher performance. The teachers who have a high level
of competence in teaching and the teachers who have a low level of competence
can be compared based on the aspect of pedagogical, professional, personal and
social interaction in performing the duties and functions in teaching. The teachers
who have a high level of competence find it easy to improve performance through
the fulfillment of achievement motivation, while the teachers who have a low level
of competence, demonstrate unsatisfactory performance.
Janawi (2012: 7) claims that competence is the potential of a person to perform
work activities. The competence in relation to the competence of the teacher is
teaching in the pedagogical, professional, personal and social aspects. It corresponds to the assessment of competence according to Law Number 14 of 2005
regarding Teachers and Lecturers.
Realizing the achievement motivation and performance of teachers is not
only seen from the personal aspects of the teacher, but also from the aspect of
interpersonal communication. Interpersonal communication applied by senior
high school teachers in Makassar has not been optimal. It is because there is
a gap between teachers in communication. They have not applied interpersonal
communication in teaching and learning activities.
Improving teacher interpersonal communication can be conducted by applying
the theory of interpersonal communication. Devito (2007:252) states that interpersonal communication is the process of sending and receiving between two people
or among a small group of people, with some effect and some immediate feedback.
Devito believes that the process of interpersonal communication is executed based
on five aspects, namely openness, a positive attitude, equity, empathy, and support.
The description of the phenomenon, which is supported by data and facts,
becomes a consideration for conducting research under the title “The Effect of
Emotional Intelligence, Competence and Interpersonal Communication on the
Performance of Senior High School Teachers through Achievement Motivation
in Makassar”.
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Research Problem
Referring to the description above, the problems of this research were formulated as follows:
1. Do emotional intelligence, competence, and interpersonal communication
affect the performance of senior high school teachers in Makassar?
2. Do emotional intelligence, competence, and interpersonal communication
affect teacher performance through achievement motivation of senior high
school teachers in Makassar?

Method
The research was a quantitative descriptive study. It was designed to address
problems that had been formulated and the goals to be achieved. The populations
in this study were all the teachers of science and math in senior high school in
Makassar, as many as 368 teachers. The study used three types of schools based
on the number of classes in each senior high school in Makassar. The researchers
used purposive sampling techniques based on the types of the school by observing
mathematics teachers and natural sciences teachers based on the situation of the
senior high school in Makassar. The sampling in this study was conducted at two
stages. The first stage was determining the number of schools in each type (type
A, B, and C), and the researchers only took 35% of each type of school. The second
stage was taking some of the schools selected to be the subject of research for
science and math teachers for each type of school.
The researchers specified the number of samples in the investigation. The sample included 130 science and math teachers with the following details.
The data were collected through observation and questionnaires. The validity
of data to find out the feasibility of indicator variables was through validity and
reliability. Data were then analyzed to explain the phenomenon in this study by
using descriptive statistical analysis techniques and inferential analysis using
Structural Equation Modeling (SEM).

Results and Discussion
After the assumption testing and the necessary action toward an error were performed, the fit of a statistical model was made according to the criteria for fitness
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model, such as GFI (Goodness of fit index), adjusted GFI (AGFI), Tucker Lewis
Index (TLI), CFI (Comparative of fit index), and RMSEA (Root Mean Square
Error of Approximation), either for an individual model or complete model. The
results of the measurements of the dimensions or variable indicators can form
latent variables and confirmatory factor analysis, respectively.
The results of the measurement of the model showed that the model is not
fit. It means that there is still a mismatch between data and models. From the
eight criteria, no criterion is met. It shows that the level of reception is not good.
Therefore, it should be further analyzed.
Furthermore, to determine the variables that can be used as an indicator of
teacher performance, it can be observed based on the value of regression and
the significance level (p ***). It means that the probability value of <0.05 or 0.000
reflects each of the variables as indicators of teacher performance. Details are
shown in Table 1.
Table 1. Regression value for the measurement of exogenous factors toward
endogenous

Estimation

Standard
of Error

Critical
Ratio

Probability
(p)

Y1 ß X1

0.545

0.107

5.118

0.000

Significant

Y1 ß X2

0.962

0.337

2.855

0.004

Significant

Y1 ß X3

-0.352

0.328

-1.072

0.284

Not significant

Y2 ß X1

-0.021

0.166

-0.129

0.897

Not significant

Y2 ß X2

0.384

0.471

0.814

0.415

Not significant

Y2 ß X3

0.611

0.469

1.304

0.192

Not significant

Y2 ß Y1

0.606

0.172

3.529

0.000

Significant

Variables

Explanation

Based on the loading factor, which is viewed by the critical ratio of SEM
analysis results, emotional intelligence (X1) has a significant and positive effect
on achievement motivation (Y1), with a significant level of 0.000. Competence
(X2) has a significant and positive effect on achievement motivation (Y1), with
a significant level of 0.004. Interpersonal communication (X3) has a negative
and insignificant effect on achievement motivation (Y1), with a significant level
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of 0.284. Emotional intelligence (X1) has a negative and insignificant effect on
teacher performance (Y2), with a significant level of 0.897. Competence (X2) has
a positive and insignificant effect on teacher performance (Y2), with a significant
level of 0.415. Interpersonal communication (X3) has a positive and insignificant
effect on teacher performance (Y2), with a significant level of 0.415. Achievement
motivation (Y1) has a positive and significant effect on teacher performance (Y2),
with a significant level of 0.415 0.000.

Conclusion and Suggestion
Based on the results of analysis and the above discussion, the following conclusions can be drawn. First, emotional intelligence has a positive and significant
effect on teacher performance. Second, competence has a positive and significant
effect on teacher performance. Third, interpersonal communication does not
affect teacher performance. Fourth, emotional intelligence does not affect teacher
performance through achievement motivation. Fifth, competence does not affect
teacher performance through achievement motivation. Sixth, interpersonal communication does not affect teacher performance through achievement motivation.
Based on the above conclusions, the following suggestions can be made. First,
schools, especially senior high school in Makassar, need to pay attention to the
importance of teachers, so that education could be run effectively. Second, to
improve education in school, every teacher should be able to provide quality
education. Third, education and teaching activities should become local wisdom
for an educated nation by enhancing the professional role of teachers as unsung
heroes in the world of education. Fourth, this research can be a scientific study
that can be compared with some of the research that is relevant and specific to the
variables that are studied.
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Abstract
The empirical study investigated to what extent the implementation of the
DPMAT model (a didactic approach to supporting pupils with learning difficulties in mathematics) contributed to the qualification of teachers for the
implementation of support to pupils with learning difficulties in mathematics.
80 mathematics teachers and 101 generalist teachers completed a questionnaire through which they rated the impact of the DPMAT model on their
knowledge and skills in relation to the teaching and learning of students with
difficulties in learning mathematics. The mathematics teachers assessed the
contribution of the model to their skills in the selection and design of appropriate teaching aids (M = 4.1, SD = 0.8) and in the recognition and identification
of learning difficulties the highest (M = 4.0, SD = 0.8). The generalist teachers
assessed the contribution of the model to their skills in facilitating the use of
appropriate teaching aids the highest (M = 4.0, SD = 1.1).
Keywords: mathematics, learning difficulties, DPMAT model, recognition of
learning difficulties, support measures, teachers’ competence

Introduction
Magajna (2008) distinguishes between general or non-specific learning
difficulties and specific learning difficulties. General or non-specific learning
difficulties can originate in the environment (e.g., economic and cultural deprivation, social-emotional deprivation, social-cultural diversity, multilingualism and

188

Amalija Žakelj, Mara Cotič

multiculturalism), some internal factors (e.g., generally slowed down development
of cognitive abilities, disorders in attention, hyperactivity, below average and
limited intellectual abilities) or inappropriate educational interactions (e.g., fear
of failure, immaturity, and lack of learning habits). For these reasons individuals
may have different problems and obstacles in the acquisition and dissemination
of knowledge or skills.
Teachers’ ability to support pupils with learning difficulties in mathematics is
positively associated with their proficiency in dealing with mathematical content
(Hill, 2008), their competence in performing effective didactic and methodological
approaches to pupils with learning difficulties, their understanding of teacher and
student roles in education, and with their views and conceptions of the importance
of specific mathematical content.
Tomlinson (2003) emphasises that while teaching pupils with learning difficulties
teachers are expected to use differentiated teaching approaches and to adapt didactic materials to individual differences in pupils’ prior knowledge and understanding
of mathematics. Paths that follow these objectives include the selection of examples,
alternative explanations, and identifying and correcting misconceptions. To achieve
these objectives, the teacher, in addition to having sound mathematical and didactic
knowledge, must understand the learner’s reflection on mathematics (ibid.).
Similarly, Piciga (1995), Ball (1990), and Hill (2008) find in their research that
teaching, particularly in primary schools, requires an understanding of the cognitive development of pupils, such as understanding the cognitive abilities of pupils
which are required for understanding specific didactic topics, and the knowledge
of ways to promote those skills. In addition to the developmental phase of the
pupil, the pupil’s prior knowledge, the teacher’s transmission of new concepts,
promotion of processes that occur in mathematical thinking are also important
when learning new mathematical concepts (Rugelj, 1996; Žakelj, 2004).

Empirical part
Research problem
The purpose of the research project was to develop a didactic approach to supporting pupils with learning difficulties in mathematics (hereinafter: the DPMAT
model) and to try it out in practice.
When setting up and designing the DPMAT model we built on the findings
of a number of domestic and foreign research studies suggesting that low
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achievement in mathematics is a complex problem (Mullis, 2008). We took into
consideration their observations and experiences of working with pupils with
learning difficulties, available conceptual starting points for working with pupils
with learning difficulties (Chudgar & Luschei, 2009; Čačinovič Vogrinčič, 2008;
Magajna, 2007; Magajna, 2008; Sugman, 2011; Wilkins, 2002), theories of learning,
and strategies of working with pupils with learning difficulties.
The conceptual design of the DPMAT model is based on the following principles: giving sense to mathematical knowledge from the perspective of providing
assistance to pupils with learning difficulties, classes organised as pupil and teacher
mutual activity, as well as the principle of participation.
Different sectors of the DPMAT model are determined in two key content
pillars: the first one defines the elements of an encouraging and safe learning environment, and the second determines the methodological steps in implementing
modifications for pupils with learning difficulties in mathematics.
The key elements of an encouraging and safe learning environment are: providing expert staff with knowledge about and awareness of learning difficulties
of pupils in mathematics, joint creation of instruction and joint creation of
mathematics, establishment of an encouraging social environment, mutual
cooperation of expert staff, and cooperation with parents. An encouraging and
safe learning environment can be created by conscious teachers and by other
professional staff familiar with both the characteristics of pupils with learning
difficulties and approaches to the implementation of adaptations to pupils with
learning difficulties.
The methodological steps of the DPMAT model are circularly connected and
spirally upgraded: prior knowledge diagnostics; identification of learning difficulties; planning strategies/measures of support; implementation of appropriate
strategies/measures of support; reflection of the teacher and pupil, evaluation of
student progress and evaluation of the effectiveness of support.
The plan of treating learning difficulties is an integral part of the teaching
DPMAT model. A didactic unit contains a substantive and temporally rounded
up whole, in which we plan: continuous and systematic monitoring of pupils’
progress (diagnostic, formative, summative); the necessary prior knowledge;
general and operational objectives and contents (scope, depth of content, its
message); approaches to the identification of learning difficulties in the organization of work, socialization and mathematical contents; measures of help;
monitoring the pupil’s progress; and evaluation of support measures. We define
the necessary didactic situations from the perspective of pupils with learning
difficulties.
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Research Focus
The DPMAT model was designed to support teachers in the implementation of
support to pupils with learning difficulties in mathematics; we also tried it out in
practice. The empirical study investigated:
1. to what extent the implementation of the DPMAT model contributed to the
qualification of teachers for the implementation of support to pupils with
learning difficulties in mathematics;
2. whether there are any differences between generalist teachers and teachers of
mathematics in assessing the contribution of the model to their qualifications
to implement support to pupils with learning difficulties in mathematics.
Research Methodology
The study included 101 generalist teachers and 80 mathematics teachers from 24
Slovenian basic schools, who in the 2010/11 and 2011/12 school years participated
in the project Implementation of adaptations for pupils with learning difficulties in
mathematics.
In reference to the first research question, we were interested in how the generalist teachers and the teachers of mathematics assessed the contribution of the
DPMAT model to their qualifications for the planning and implementation of
appropriate assistance measures to pupils with learning difficulties in mathematics. The effectiveness of the model was evaluated along the items (Table 1, Table 2).
We used a questionnaire, with which the respondents evaluated the contribution of the DPMAT model to their ability to implement forms of assistance to
pupils with learning difficulties in mathematics after deployment of the model in
practice.
Furthermore, we asked whether there were any differences between the generalist teachers and the mathematics teachers.
The data obtained from the questionnaires were statistically analysed in accordance with the purposes and predictions of the study, using R tools for Windows.
For data processing we used the following methods:
•• frequency distribution to show the responses to closed questions and
•• Mann Whitney rank sum test to determine the differences between the two
groups of teachers: generalist teachers and mathematics teachers.
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Research Results
Contribution of the DPMAT model to planning the learning process
Table 1. Contribution of the DPMAT model to planning the learning process
n

M

SD

R

identifying prior knowledge of pupils
with learning difficulties

gen. t.

Group

80

3.1

1.0

57.8

math t.

38

3.3

1.0

63.1

recognition and identification of learning
difficulties

gen. t.

80

3.6

1.0

55.5

math t.

38

4.0

0.8

67.9

adapting preparations for instruction
(anticipation of learning disabilities)

gen. t.

78

3.2

1.0

54.5

math t.

36

3.6

1.0

64.0

selection and design of appropriate didactic tools

gen. t.

80

3.9

1.1

58.6

math t.

38

4.1

0.8

62.5

communication with parents of pupils
with learning difficulties

gen. t.

79

2.7

1.1

55.6

math t.

38

3.1

1.1

66.1

communication with pupils with learning
difficulties

gen. t.

80

3.1

1.2

54.1

math t.

38

3.7

0.9

70.9

W

p

1384.5 0.41
1201

0.05

1171.5 0.14
1444

0.65

1232

0.11

1088

0.01

Legend: gen. t. – generalist teacher; math t. – mathematics teacher, n – the number of teachers;
M – arithmetical mean of the teachers’ responses (answers are on a scale of: Respondents replied on
a five-point scale: 1 – it didn’t contribute at all, 2 – it contributed little, 3 – it contributed averagely,
4 – it contributed a lot, 5 – it contributed very much; SD – standard deviation, R – average rank;
W – Mann Whitney rank sum test, p – risk in completing the statistical significance of differences
(the difference is statistically significant – p <0.05)

In planning appropriate assistance measures, the mathematics teachers assessed
the highest the contribution of the DPMAT model to their competence in the
selection and design of appropriate didactic tools (M = 4.1) and in the recognition
and identification of learning difficulties (M = 4.0). The generalist teachers rated
the highest the contribution of the model to the selection and design of appropriate didactic tools (M = 3.9).
Following items: adapting preparations for instruction (mathematics teachers:
M = 3.6, generalist teachers: M = 3.2), identifying prior knowledge of pupils with
learning difficulties (mathematics teachers: M = 3.3 : M = 3.1), and communication
with pupils with learning difficulties (mathematics teachers: M = 3.7, generalist
teachers: M = 3.1). The contribution of the DPMAT model to the qualification of
teachers in communication with the parents of pupils with learning difficulties
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(generalist teachers: M = 2.7 mathematics teachers: M = 3.1) was assessed the
lowest.
Somewhat surprising are the lower ratings of the teachers in the model item:
identification of prior knowledge of pupils with learning difficulties (generalist
teachers: M = 3.1 and mathematics teachers: M = 3.3), despite a very strong focus
of the model exactly on this segment. The reasons for this may be, of course, very
different: the teachers’ didactic and methodological knowledge, their knowledge
on the cognitive development and way of students’ thinking, how the teachers
understand the important elements of successful learning and the promotion of
pupils and the contribution of the model in this area. In reference to the detection
of learning difficulties and planning assistance measures, the survey results show
that the mathematics teachers assessed the contribution of the model to their skills
slightly higher than the generalist teachers, however, there are no statistically significant differences between them, except for the item communication with pupils
with learning difficulties (generalist teachers: M = 2.7, teachers of mathematics:
M = 3.7; p = 0.01).
Contribution of the DPMAT model in the phases of the learning process
Table 2. Contribution of the DPMAT model in the phases of the learning process
Group
adapting delivery of learning content

n

M

SD

R

W

gen. t.

79

3.3

1.0

55.6

1229

0.15

1234

0.23

1311

0.41

1312.5

0.42

1573.5

0.49

1227.5

0.09

1246

0.10

math t.

37

3.6

0.9

64.8

adapting methods of knowledge consolidation

gen. t.

79

3.3

1.0

55.6

math t.

36

3.6

0.8

63.2

adapting ways of assessment

gen. t.

78

3.5

1.1

56.3

math t.

37

3.7

0.8

61.6

gen. t.

78

3.4

1.1

56.3

math t.

37

3.6

0.9

61.5

facilitating the use of appropriate teaching
aids (pocket calculator, numeric tape, etc.)

gen. t.

79

4.0

1.1

60.9

math t.

37

3.9

0.9

56.5

adapting didactic approaches to achieve
basic standards of knowledge

gen. t.

79

3.4

1.0

55.5

math t.

38

3.7

0.7

66.2

adapting didactic approaches to achieve
minimum standards of knowledge

gen. t.

80

3.4

1.0

56.1

math t.

38

3.8

0.8

66.7

adapting learning materials

p

Teachers on the Efficacy of Support to Students with Learning Difficulties
Group
implementation of internal differentiation
modifying learning environment (seating
order, quiet corner, etc.)

193

n

M

SD

R

W

p

gen. t.

80

3.2

1.0

58.1

1406

0.48

math t.

38

3.3

0.9

62.5

gen. t.

78

2.9

1.2

55.2

1221

0.25

math t.

36

3.1

1.1

62.6

Legend: gen. t. – class teacher; math t. – mathematics teacher, n – the number of teachers; M – arithmetical mean of the teachers’ responses (answers are on a scale of: 1 – it didn’t contribute at all, 2 – it
contributed little, 3 – it contributed averagely, 4 – it contributed a lot, 5 – it contributed very much;
SD – standard deviation, R – average rank; W – Mann Whitney rank sum test, p – risk in completing
the statistical significance of differences (the difference is statistically significant – p <0.05)

In the implementation of support measures, the mathematics teachers assessed
the highest the contribution of the model in the following items: facilitating the
use of appropriate teaching aids (M = 3.9) and adapting didactic approaches to
achieve minimum standards of knowledge (M = 3.8). The generalist teachers
rated the highest the contribution of the model in the following items: facilitating
the use of appropriate teaching aids (M = 4.0) and adapting ways of assessment
(M = 3.5).
Following items: adapting ways of assessment (mathematics teachers: M = 3.7),
adapting learning materials (mathematics teachers: M = 3.6, generalist teachers:
M = 3.4), adapting delivery of learning content (mathematics teachers: M = 3.6,
generalist teachers: M = 3.3), adapting methods of knowledge consolidation
(mathematics teachers: M = 3.6, generalist teachers: M = 3.3), adapting didactic
approaches to achieve basic standards of knowledge (generalist teachers: M = 3.4
mathematics teachers: M = 3.7), adapting didactic approaches to achieve minimum standards of knowledge (generalist teachers: M = 3.4), and implementation
of internal differentiation (generalist teachers: M = 3.2 mathematics teachers:
M = 3.3).
The survey results highlight the need for further education of teachers in
the field of teaching approaches to determining students’ prior knowledge, the
cognitive development of pupils, their cognitive abilities that are necessary to
understand specific contents, identifying and eliminating the causes of learning
difficulties, etc.
In the area of the implementation of the forms of assistance, the teachers ranked
the highest the contribution of the model to their skills in facilitating the use of
appropriate teaching aids, and in adapting the methods of testing and knowledge
assessment. This methodological approach to teaching and learning mathematics
is given a lot of attention in Slovenian schools in general, both at the level of
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teacher education and training as well as in the classroom, in direct implementation. In connection with these findings, the survey results show that the effects
of individual projects, models, updating the learning process are more effective if
complemented with other activities that are complementary and mutually effectively reinforcing the improvement of school practice or lessons.

Conclusion
The survey results show that both the generalist teachers and mathematics
teachers are relatively unanimous in determining in which items the model contributed the most to their ability to apply support measures to pupils with learning
difficulties. Both groups (Table 1, Table 2) rated the highest the contribution of
the model to their ability to implement support measures in the selection and
design of adequate didactic tools, facilitating the use of appropriate teaching
aids (pocket calculator, numeric tape, etc.), even though they already use them
frequently in practice (Žakelj, 2013) and that they feel very well qualified in this
area (ibid.). It is obvious that the use of didactic tools in mathematics in school
practice is quite present. Bone & Colja (2009) emphasize that it is not enough just
to use them in the classroom, but it is important that teaching aids are produced
and later actively used by pupils themselves. The National Mathematics Advisory
Panel (2008) indicates that the potentials for significant impact increase if pupils
continue the activities chosen in school also at home, with the assistance of and
in cooperation with parents. Unfortunately, both the generalist teachers and the
mathematics teachers evaluated the lowest the contribution of the model to their
ability to implement support in communication with the parents of pupils with
learning difficulties.
In the field of detection of learning difficulties and planning assistance measures, the results of the research show that the mathematics teachers evaluated the
contribution of the model to their competence slightly higher than the generalist
teachers in all items, but there are no statistically significant differences between
them, except in the item communication with pupils with learning difficulties
(generalist teachers: M = 3.1, mathematics teachers: M = 3.7, p = 0.01). Where
should we look for the reasons for this? Partly, we may find the answer in the
survey results (Žakelj, 2013), in which the author found that the generalist teachers
estimated significantly higher their ability to detect learning difficulties and plan
appropriate assistance measures than the mathematics teachers. Basically, the
mathematics teachers estimated their own ability to work with pupils with learn-
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ing difficulties lower, so we can assume that the model gave them an opportunity
for further professional development.
It is somewhat surprising that the teachers rated low the item model: identification
of prior knowledge of pupils with learning difficulties (generalist teachers: M = 3.1,
teachers of mathematics: M = 3.3), despite a very strong emphasis on that segment
in the model. In implementing the DPMAT model many items include processes
of determining prior knowledge of pupils with learning difficulties, however, the
teachers’ assessment indicates that they have not yet completely adopted this and
that more research work with teachers should be carried out in this segment. The
reasons are varied: from the teachers’ didactic methodological background knowledge, their knowledge of cognitive development and pupils’ way of thinking, how
the teachers understand important elements for successful learning and progress
of pupils, as well as students’ and teachers’ attitudes towards mathematics, etc. More
broadly, however, Schollaert (2006) points out that modernisation of school practices is successful only when the two levels take place side by side: the preparation
of theoretical models for modernisation, preparation of various didactic materials
for the implementation of change and the introduction of innovations into practice:
teacher training, monitoring school practices, promoting the development and
school management teams, monitoring the effectiveness of teaching materials
and various teaching approaches in practice. In reference to the abovementioned,
teachers need time. Often teachers adopt innovations gradually and reluctantly; and
the effects of training and development projects are, of course, not immediate, and
important trends are usually associated with a cumulative impact of several factors.
The results of the presented study highlight the need for further education of
teachers in the area of methodological approaches to identifying pupils’ prior
knowledge, the cognitive development of pupils, their mental abilities that are
necessary to understand specific contents, and detecting and eliminating the
causes of learning difficulties, etc.
We can conclude that the results of the research report the effects of the model
on the competence of teachers to work with pupils with learning difficulties, but
in the background they suggest some other dimensions of teaching mathematics,
like, e.g., teachers’ attitude towards the implementation of various methodological approaches to teaching and learning; they raise new research questions and
initiatives that are linked to teachers’ collaboration with parents, methodological
approaches to teaching and learning at the level of identification of pupils’ prior
knowledge, in the identification and elimination of causes of learning difficulties,
and in designing the model for effective communication regarding pupils’ learning
difficulties, etc.
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Abstract
The aim of this research was to study the activity-related, personality-related
and socio-communicative components of school teachers’ professional
competence. The survey of 380 teachers using standardised questionnaires
identified the manifestation specificities of the components, depending on the
work in conventional or innovative schools and the length of work experience.
Significant differences were found between teachers working in innovative
and conventional schools. The length of work experience was found to condition the differences between the activity-related and the personality-related
components.
The results obtained showed that teachers in innovative schools focus on
professional development and achieving independence and are optimistic and
tolerant of uncertainty. Those from conventional schools tend to strive for
stable working conditions and demonstrate high anxiety levels and rigidity.
Keywords: competence, teachers’ professional competence, innovative school,
conventional school

Introduction
Schools, especially today, are to carry out their basic functions, “taking into
consideration the challenges of our times, such as multicultural co-existence, the
dominance of technology, the evolution of the sciences and the rapid renewal of
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knowledge. At the same time, schools aim at preparing students not only for the
present, but also for the ever-changing future” (Liakopoulou, 2011).
In light of the abovementioned, the requirements for teachers are changing.
Today, the education system is in need of an active and mobile teacher, able to use
their initiative, clearly aware of their professional goals, open to everything new
and optimistic about innovation (Symanyuk, Pecherkina, 2010).

Research Problem
Some researchers believe that the concept of professional competence can apply
to the teaching context (Goodman et al., 2008; Oser, Achtenhagen, Renold, 2006;
Tannenbaum, Rosenfeld, 1994).
As part of a broader perception of the term, a holistic approach was adopted
(Ingvarson, 1998), according to which competence involves teachers’ individual
qualities and attitudes, as well as the skills and knowledge that result from their
work.
In Europe, teachers’ professional competences were defined in various working groups and committees that drafted the «Common European Principles for
Teacher Competences and Qualifications» (Memorandum, 2005; Commission of
the European Communities, 2007).
A number of competences were identified, based on three main dimensions
of teachers’ work: human beings, knowledge and society. The teacher’s task was
described as follows: working with others, working with knowledge, technology
and information, and working with and in society (Hannele Niemi, 2012).
Most researchers define professional competence as the skills and qualities of
a highly professional employee, who is capable of realising themselves in specific
types of work, is able to adapt to the changing conditions of the market mechanism,
and who can manage their professional mobility and professional self-regulation.
In Russia, the term “professional competence” has no shared understanding yet.
The structural components of teachers’ professional competence are
determined through a hierarchy of knowledge, skills and personal qualities
(N.V. Andronova, T.V. Dobudko, E.G. Islamgaliev, A.G. Kazakova, L.V. Komarovskaya, N.V. Kuzmina, V.A. Slastenin, etc.); through a number of specific skills
that are associated with mastery of the profession (Y.V. Vardanyan, A.K. Markova,
N.V. Matyash, E.M. Pavlyuchenkov, etc.); and through specific components:
motivational, cognitive, personal, reflective, etc. (I.V. Grishina, N.E. Kostyleva,
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I.O. Kotlyarova, and others) (Andronova, 2000, Kuzmina, 1985, Kostyleva, 1997,
Markova, 1980, Mitina, 1995).
In this study, the teacher’s professional competence is viewed as the integration of
the activity-related, personality-related, and the socio-communicative components
that ensure the implementation of the educational program.
The activity-related component of teachers’ professional competence includes
subject and activity-related knowledge, the desire to be a professional, the aspiration for the freedom of choice, orientation towards working with people, towards
the integration of the efforts of others, the desire to create something new, the
willingness to overcome obstacles and to take responsibility for the result, the
motivation to achieve success, and the willingness to take risks.
The personality-related component of teachers’ professional competence is
represented by the desire to build one’s own life, to take responsibility for events
taking place in it, the ability to offer support, to help others, the commitment to
self-development, and the ability to control one’s emotional states.
The socio-communicative component of teachers’ professional competence
manifests itself in flexibility in communication, tolerance of uncertainty, optimism,
and well-developed self-control in communication.
The presented study shows the results of an investigation into the activity-related, personality-related and socio-communicative components of teachers’ professional competence, depending on the type of school they work in (conventional
and innovative) and the length of work experience.

Research Focus
The research focuses on examining the structural components of teachers’
professional competence, depending on what type of school the teachers work
in – conventional or innovative.
A conventional school is characterised by relative stability aimed at maintaining
the established order, the focus is on the educational process.
A ‘search mode’ is typical of an innovative school, aimed at forming a new education content, developing and introducing new educational technologies, creating
new types of educational institutions.
The scientific relevance of the research results is as follows:
•• the structural components of teachers’ professional competence were
identified;
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•• the differences in the manifestation of the activity-related, personality-related and socio-communicative components of professional competence
were revealed;
•• the activity-related and personality-related components of the professional
competence were found to change in correlation with the increase in the
length of teaching experience;
•• the relationship between the indicators of the professional competence
components was discovered to depend on the conditions of the educational
environment.
The study has broad practical implications – the research results can be used
to develop educational programs for future teachers, to carry out teachers’ certification, as well as to provide psychological and pedagogical support for the
professional development of in-service teachers.

Research Methodology
Research General Background
The problem has become relevant in view of adopting professional standards
for teachers, which emphasizes the need to identify the requirements for teachers’
personal and professional qualities, their professional activity, and the level of their
professional competence (Professional Standard “Teacher”).
The purpose of the research was to study the structure of teachers’ professional
competence in innovative and conventional schools.
The study is based on the following assumptions:
•• The structural components of teachers’ professional competence are likely
to have more complex and integrated relationships in innovative schools.
•• The degree of development of the activity-related, personality-related and
socio-communicative components of the teacher’s professional competence
is likely to depend on the length of teaching experience.
An experimentally designed correlation study was used to compare the nature of
significant correlations between the examined parameters in nonequivalent groups:
1) teachers working in conventional schools and teachers working in traditional
schools; and 2) groups of teachers with different length of teaching experience.
The study was carried out individually and anonymously with every teacher
receiving a pack of questionnaires.
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Research Sample
The survey included 380 secondary school teachers from Yekaterinburg, Russia.
All the respondents were women aged from 22 to 70. Table 1 gives the detailed
description of the survey participants.
Table 1. Characteristics of research participants, depending
on the educational environment conditions, %
Innovative educational
environment conditions

Teachers working
in conventional schools
(n=195)

Teachers working
in innovative schools
(n=185)

Teachers’ Rank (‘category’)

Highest ‘category’ – 15
First ‘category’ – 48
Second ‘category’ – 29
No ‘category’ – 8

Highest ‘category’ – 53
First ‘category’ – 32
Second ‘category’ – 14
No ‘category’ – 1

Use of innovative technologies 46
in the educational process

83

In-service Training

Several times during the academic year – 37
Once a year – 29
Once in three years – 28
Once in 5 years – 6

Several times during the academic year – 12
Once a year – 24
Once in three years – 22
Once in 5 years – 42

Instrument and Procedures
The following standardised questionnaires were used as research tools:
•• to study the activity-related component of the teachers’ professional competence – career orientations diagnosing technique by E. Schein (including
questions on such scales as “professional competence”, “management”,
“autonomy (independence)”, “stability”, “service/dedication”, “challenge”,
“lifestyles integration”, “entrepreneurial creativity”); method of determining
the motivation to succeed by T. Ehlers (a mono-scale questionnaire that
includes 41 questions); method of determining the motivation for avoiding
failure by T. Ehlers (a mono-scale technique involving assessing a 30-line
word list with 3 words in each line);
•• to study the personality-related component of the teachers’ professional
competence – a test of life orientations by D.A. Leontiev (involving evaluation of 20 pairs of opposing statements on the scales of “life purpose”,
“life process”, “ life result”, “locus of control – I”, “locus of control – life” and
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overall indicator – “meaningfulness of life”); self-assessment checklist of
emotional states by H. Eysenck (including questions on the scales of “anxiety”, “aggressiveness”, “frustration”, “rigidity”); a questionnaire to evaluate the
level of empathy by A. Mehrabian (a mono-scale questionnaire including
25 questions);
•• to study the socio-communicative component of the teachers’ professional
competence – a questionnaire to assess the socio-communicative competence (including such scales as “socio – communicative adaptability”, “desire
for consensus,” “tolerance,” “optimism,” “frustration tolerance”).
Data Analysis
The data collected from the survey were analysed using the “Statistical Package
for Social Sciences” (SPSS).
To determine the originality of the relationship between the indicators of
professional competence, the Spearman correlation analysis was used. In order
to determine the reliability of the differences in the manifestation of professional
competence indicators in the teachers working in conventional and innovative
schools and those with different length of teaching experience, the Mann-Whitney
U-test was used.

Research Results
Results of descriptive statistics of the teachers’ professional competence
indicators
According to the analysis of the average values, the activity-related component
of the teachers’ professional competence in innovative schools is characterised
by the predominance of motivation for success (66.7%). Also, the teachers aim to
become professionals (30.5%), to have freedom of choice (27.2%). For them, the
situation of competition, innovation and diversity has a great value (25%). The
teachers working in conventional schools demonstrate high and very high levels
of motivation for avoiding failure (61.2%), and the desire for freedom from rules,
regulations and restrictions (25.7%). The orientation towards taking responsibility for the outcome of their work, the desire to organise (let alone, to control)
the space of others is the least manifested (11.2%), as well as the aspiration to
overcome difficulties on the way to achieving a goal (9.7%). The level of subject
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and activity-related knowledge correlates with the qualifying characteristics that
determine the teachers’ rank. The teachers with higher qualification ranks prevail
in innovative schools.
The personality-related component of the teachers’ professional competence in
innovative schools showed the prevalence of low levels of performance anxiety
(58.3%), frustration (72.2%), aggression (52.7%) and rigidity (58.3%). The teachers demonstrate the presence of meaning and purpose in life (Xaverage = 38), the
perception of life as an emotionally intense and interesting one (Xaverage = 37),
a marked desire to control their lives, make their own decisions and implement
them (Xaverage = 33.9). The teachers working in conventional schools demonstrate
a tendency to worry and anxiety (57.2%), as well as attachment to familiar well-rehearsed actions (68.6%). They do not attach much importance to memories of the
past and do not demonstrate focus on the future (Xaverage = 34.2).
The socio-communicative component of the teachers’ professional competence
in innovative schools is characterised by flexibility in communication (52.7%),
by the ability to defend their point of view (61.2%), tolerance for the views and
actions of others (55.5%), cheerfulness and optimism (75%). The teachers in
conventional schools are distinguished by ease of establishing contact with different people (of different age, education level, social status, etc.), by the ability to
negotiate (80.2%), by the lack of willingness to take responsibility (88.5%), and by
distrust and skepticism (85.7%)
Results of comparative analysis of the teachers’ professional
competence components indicators
The teachers working in innovative schools have higher levels of career orientations manifestation – such indicators as «management» (U = 414.5; p = 0.013),
«challenge» (U = 423; p = 0.023), «entrepreneurship» (U = 413; p = 0.012), and
locus of control indicators: «I» (U = 462.5; p = 0.053), «empathy» (U = 422; p =
0.016), «effective empathy» (U = 408; p = 0.010), «tolerance of uncertainty» (U =
355.5; p = 0.002) and «optimism» (U = 433; p = 0.023). This result demonstrates
the teachers’ desire to change, their ability to manage their own lives and actions
of others, the ability to understand, to assist and support people around, tolerance
and positive attitude towards the occurring events.
The teachers working in conventional schools have higher rates of anxiety
(U = 413; p = 0.012), frustration (U = 433.5; p = 0.023) and rigidity (U = 394; p =
0.006). This result indicates that the teachers who work in schools where there are
no innovative activities focus more on their emotions. Perhaps that is why any
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innovations cause strong emotional resistance and unwillingness to include them
in their professional activities.
Results of the correlation analysis of the teachers’ professional
competence components
The correlation analysis allowed for detailing the overall picture (Figure 1).
The greatest number of correlations between indicators of professional competence components was found in the group of teachers from innovative schools
(49 statistically significant correlations), which indicates a high consistency of
professional competence indicators, and justifies their belonging to the structure
of professional competence as a single whole. It allows the teachers to be more
flexible and mobile in mastering innovation. The basic indicators are: challenge
(7 correlations), entrepreneurship (9 correlations), motivation for success (8 correlations), the meaning and purpose in life (6 relations), and socio-communicative
adaptability (6 correlations). Working in conditions of innovative educational
environment generates commitment and awareness of the purpose of life, the
motivation to succeed, the desire to create something new, to overcome obstacles,
flexibility in communication, the ability to interact with many different people, to
adapt to changing circumstances, to re-evaluate events, actively find their place in
the events, thus showing the orientation towards competing and winning.
In the group of teachers from conventional schools, the correlations matrix
between the indicators of different components of professional competence is less
dense (25 statistically significant correlations).
The most significant are the indicators of “rigidity” (5 correlations), “anxiety” (4
correlations), “purpose in life” (4 correlations), and “autonomy” (5 correlations).
Working in a conventional school reduces flexibility, increases anxiety, and creates
the desire for independence, correlation between such indicators of socio-communicative competence as “optimism”, “uncertainty avoidance”, “frustration tolerance”,
which is essential for accepting innovation. Perhaps that is why the teachers do
not apply innovations in their professional activities, and demonstrate emotional
resistance to innovation in general. As a result, their educational activities are
mostly about reproducing actions set by appropriate regulations.
Comparison of the correlations led to the conclusion that the components
of professional competence have more complex and integrated relationships in
the context of educational environment conditions (the number of correlations
increases from 25 to 49). The teachers in conventional schools are characterised by
the activity-related and the personality-related components being interconnected,
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Figure 1. Correlations between indicators of professional competence components in
teachers from innovative schools (a) and those from conventional schools (b)
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Figure 1: Legend:
Captions:

direct correlation with the level of significance p<0.01;
inverse correlation with the level of significance p<0.01;
direct correlation with the level of significance p<0.05;
inverse correlation with the level of significance p<0.05
PC – professional competence; Mt – management; At – autonomy; JS – job security; RS – residence/
accomodation security; D – dedication; C – challenge; LSI – life style integration; E – entrepreneurship; MS – motivation for success; MFA – motivation for avoiding failure; LG – goals in life;
LP – process of life; LE – life effectiveness; LCI – locus of control ‘I’; LCL – locus of control ‘life’;
LI – overall life orientations; Ag– anxiety; Fr – frustration; Agr – aggressiveness; R – rigidity; Em –
empathy; EE – effective empathy; SCA – socio-communicative adaptability; DH – desire for harmony;
T – tolerance; O – optimism; FT – frustration tolerance.

and the teachers working in innovative schools – by the activity-related, personality-related and socio-communicative components interconnection.
Thus, the hypothesis that the degree of manifestation of professional competence components indicators depends on the conditions of the educational
environment was confirmed.
Results of comparative analysis of professional competence indicators in
teachers with different length of teaching experience
For the second phase of hypothesis testing, the sample was divided into 5
groups according to the length of teaching experience: 1st group – up to 5 years
of teaching; 2nd group – 6 to 10 years; 3rd group – 11 to 15 years; 4th group – 16
to 25 years; 5th group – over 25 years. This distribution is due to the fact that,
first, the frequency of the teachers’ performance appraisal is connected with the
certification procedures; secondly, it is optimal for quantitative and qualitative
analysis using statistical methods.
In the process of studying the nature of differences in the values of the indicators of the teachers’ professional competence components in the teachers with
different experience we found that there are significant differences between the
activity-related and personality-related components.
The teachers with up to 5-year experience demonstrate a marked desire to work
with people, to help people, the desire to make the world better (U = 10.0; p =
0.031). With increasing length of teaching experience (6 to 10 years), the teachers
working in innovative schools demonstrate an increase in the interest in life and

208

Elvira E. Symanyuk, Anna A. Pecherkina

its emotional intensity (U = 6.0; p = 0.007), satisfaction with self-realisation (U =
12.50; p = 0.050), they see themselves as a successful person with sufficient freedom of choice to build a life in accordance with their own objectives (U = 8.050; p
= 0.015). In the group of teachers from conventional schools, there is an increase
in rigidity (U = 8.0; p = 0.032), anxiety (U = 5.0; p = 0.008), and motivation for
avoiding failure (U = 9.0; p = 0.033).
In the group of teachers with the experience of 11 to 15 years of working in
innovative schools, higher levels of motivation to achieve success (U = 80.50;
p = 0.033) and anxiety (U = 55.50; p = 0.012) were identified. In the group of
teachers from traditional schools, anxiety (U = 11.0; p = 0.009) and rigidity (U =
4.5; p = 0.006) continue to increase, accompanied by a reduction in the degree of
manifestation of ideas about oneself as a successful person (U = 8.0; p = 0.030).
No meaningful significant differences were found between the groups of teachers with 11 – 15-year experience and those with 16 – 25-year experience; this may
be due to the fact that at this stage of professionalisation in the development of
the professional competence there is no significant change as the teacher reaches
stable performance.
In the group of teachers from innovative schools with over 25 years of experience, there is an increase in the value of such indicators as “autonomy” (U =
380, p = 0.015), “entrepreneurship” (U = 382, p
 = 0.016), and a reduction in the
aggressiveness degree (U = 407; p = 0.035), which is manifested in the actualisation of the desire for independence, taking responsibility for the final result, and
the desire to create something new. In the group of teachers from conventional
schools, a decrease is observed in the orientation towards integrating the efforts
of others (U = 215, p = 0.006); accompanied by the increased desire to work in
a stable environment (U = 115, p = 0.037) on the background of pertaining rigidity
(U = 187; p = 0.004).
In terms of the socio-communicative component, no significant differences
were found in any of the compared groups. Apparently, this component is not
sensitive to the length of teaching experience. Perhaps this is due to the fact that
the performance of professional duties in the framework of pedagogical activity
requires constant communication with both the students and their parents, colleagues, and school administration. As a result, the activity itself becomes a means
of developing the socio-communicative component of the teachers’ professional
competence.
Thus, the hypothesis that the values of the indicators of the teachers’ professional competence components depends on the length of service was confirmed.
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Discussion and conclusions
The results obtained allow for the following conclusions:
1. The structure of the teachers’ professional competence was identified and
empirically tested.
2. The specifics of the teachers’ professional competence depending on the conditions of the educational environment were identified. The teachers working
in innovative schools demonstrate high degrees of career orientations, as well
as high values of such indicators as “locus of control – I”, “empathy”, “effective
empathy”, “uncertainty avoidance” and “optimism”. High levels of anxiety,
frustration and rigidity are typical of the teachers from conventional schools.
3. With the length of teaching experience in innovative schools increasing, the
interests in life become more specified, the self-perception as a successful
person is formed, the emotional richness of life increases, and the desire for
professional self-development and independence becomes more urgent. In
the group of teachers from innovative schools, there is a decrease in orientation towards integrating the efforts of others, an increase in the desire to work
in a stable environment, in rigidity and anxiety levels.
The presented research is not exhaustive in terms of exploring the problem of
developing the teacher’s professional competence and can be continued to study its
peculiarities depending on the type of the educational institution and the subject
taught (human or technical sciences).
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Abstract
What is referred to are the results of nationwide quantitative and qualitative studies conducted in several academic environments. The research
constitutes the background against which the condition (the current health,
inner intellectual and professional situation) of future teachers is shown
as well as the determinants of their preparation for work in multicultural
conditions. An authored multisided model of teachers’ education has been
also presented.
The research approach and interpretation of results have been subordinated
mainly to social developmental psychology, the idea of constructivist understanding of individual and social development and intercultural education. In
applying the constructivist approach, incorporated into pedagogy from other
disciplines, the author’s proposal can be seen referring to constructivism with
the aim of understanding experiences of adults. It should be emphasized that
in the pedagogical literature this mainly concerns the knowledge of small
children.
The presented study provides a lot of new information and opens new prospects of further research on the border of intercultural education and general
pedagogy, pedeutology, several sub-disciplines of psychology and sociology, as
well as of other fields of broadly understood humanities, which can enhance
the development of intercultural pedagogy.
Keywords: social experiences, learning, identity, constructivism, intercultural
education, teacher training
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Introduction
What currently occurs is a qualitatively different social, cultural and educational
reality and basically a different way of human existence in this reality. Transformations of the world triggered off by modernity lead to the disappearance of man’s
ontological safety and the rise of existential anxiety. Change is a characteristic
feature of modernity. The modern world is a world of risk but also of huge potentialities. These selected qualities of modern reality shed new light on the condition
of man and they make it topical and indispensable.
One of the essential tendencies determining the education of Polish teachers
is the idea of society based on knowledge, dialogue, agreement and collaboration
(cf., Report of the Commission to the European Council and Parliament. Implementation of the project of modernization of universities: education, research,
innovations). Extended expectations are raised in association with the ideologies
of international cooperation, democratization and integration. These are not new
ideologies, however, it is now that they can and should indicate a model or models of social life. Whether this will take place depends on successful course and
implementation of the ideas of intercultural education – a project which enhances
social integration and which can become a model for societies and states in other
parts of the world.
The research output concerning intercultural education is quite rich in Poland.
In 1992 – 2015, over 60 publications were issued at the Faculty of Ethnology and
Education of the University of Silesia in the series “Edukacja Międzykulturowa”
/Intercultural Education/. Studies in this research field have also been regularly
published by the University of Białystok, University of Opole and many other
academic centres.
In Poland, there are several perspectives in viewing and dealing with intercultural education: anthropological perspective, philosophical-politological one,
sociological, and pedagogical. In practice, the anthropological perspective dominates, a standpoint according to which applying in intercultural education the
paradigm of “coexistence”, dialogue and negotiation (which emphasizes equality of
cultures and transculturalism of human needs, aims and aspirations) gives birth to
new challenges and consequences in the teacher’s work (cf. Szczurek-Boruta 2013,
2014). Teachers’ activities may significantly contribute to a better understanding
and cooperation among learners (representatives of different nations, cultures,
religions), to constructing the reflective project of identity (Gidden’s notional category, 2002), the multidimensional identity (Lewowicki’s notional category, 2008),
the identity of projects (Castells’s notional category, 2008). From the standpoint
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of the individual, intercultural education is a chance for: skilful moving about in
the modern world, creative designing of one’s own life, active citizenship viewed in
the European dimension, surviving on the increasingly demanding labour market.
What is assumed here is that social and educational changes depend on the
intellectual and professional condition of the teacher. In the situation of the disappearance of the ontological safety of humanity, growing crises and various risks,
the teacher’s good condition allows for thought, proper choice of lifestyle and the
best managing of current situations, threats and problems.

An outline of research issues and presentation of the author’s
research results
The undertaken attempt to reflect upon teachers’ condition and their preparation for work is grounded in the context of social experiences of future teachers
and the changes taking place in viewing teacher education. This complies with
the trend towards incorporating learning processes into the standpoint typical of
social, cultural and economic processes. The attempted reflections are in harmony
with the social perspective of developmental psychology, constructivism (the idea
of constructivist understanding of individual and social development framed
within the theories of Peter Berger and Thomas Luckmann) and intercultural education. This can facilitate promoting the original socio-pedagogical thought which
constitutes contemporary pedeutology. These theories along with the notional
theories of social experience and learning create the main theoretical structure.
The theoretical background of the issues subjected to reflection clearly highlights
the interrelations between intercultural education and the knowledge acquired
in the field of pedagogy, psychology, sociology, anthropology and other sciences.
What becomes the starting point for specifying the condition of future teachers
is self-reflection on their own learning, constructing the knowledge of themselves
and others as well as on teaching.
Applying the constructivist approach to teacher education is associated with
the assumption that there is no knowledge independent of the meaning related
to experience which is constructed by the learner or a community of learners.
The constructivist approach applied in intercultural education comprises, among
other things, situational learning (context-dependent learning), the social context
of knowledge (learners create and verify their constructs in the dialogue with
other individuals and society), and collaboration (a sine qua non for the discussion
which negotiates the consensus and verification of knowledge). The perspective
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of social constructionism allows for viewing intercultural education as a dynamic
and transcultural strategy of teaching and learning. Learning this perspective is
a self-regulating process of handling the conflict between the existing personal
models of the world and the information, which come from outside.
What is referred to in this study are research results of the author’s extended
multivariate studies conducted in Poland in 2011 – 2014. The participants constituted a representative group of young adults – students of pedagogy. The research
model combined the quantitative strategy (auditorium questionnaire) with the
qualitative one (group and individual interviews). The quantitative data analysis
was carried out with the application of both simple and more complex methods
(e.g. factor analysis or data clustering). The basis of the research is made up of
the data obtained from 1268 students (1229 women and 39 men). The empirical material, coming from questionnaire studies and 12 narrative interviews in
which 84 people took part, was processed by available statistical applications.
What constitutes the value of this material is that it drifts apart from fragmentary
descriptions and characterizations of the discussed age group living in one selected
environment and presents a cross-section of the whole generation – future teachers (the group is representative). This allows for comparisons and generalizations.
The empirical material used in this study is interpreted in a way different from
those in the author’s earlier papers.
A multisided view at the situation and activity of future teachers in Poland
indicates their good condition. In the examined group, constructing the reflective
project of identity can be noticed. Its foundations are: place of living – place of
being rooted (85.6% of the respondents); ability to build bonds (71.6%); me-others
comparisons (67.4%); existential experiences (46.0%). Part of the respondents
undergoes the process of shaping the multidimensional identity, which harmoniously combines the local, national, European and global dimensions (14.67%).
Shaping of this identity is regarded as one of the major aims of intercultural
education. Most of the respondents (90.1%) present high pedagogical culture in
its three components (behavioural – 88.8%, emotional – 93.7%, cognitive – 87.9%),
which seems to be a positive result of implementing intercultural education and
a promising sign of the respondents’ willingness to promote the ideas of intercultural education in their future teaching work. The elements of this culture are the
following: communication competences, capability of professional development,
moral and normative competences, knowledge.
The respondents presented considerable awareness of lifelong education
and the need for intercultural education. Future teachers notice the primacy of
attitudes and skills over knowledge. Some of the examined students present the
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reflective identity, which might enhance reflective practice and professionalism
in their career.
A question is raised of how large the group of teachers presenting this type/
level of (reflective) identity will be and to what extent their work at school will be
effective in the implementation of educational teleology (which takes into account
the significance of interculturalism, coexistence in the system of values promoted
by school, in its culture and in social practice).
Teachers are the fundamental group of representatives of educational transformations as they constitute a specific professional category. This is determined
by functions (resulting from both social expectations and individual aspirations)
which teachers are to fulfil in the times of creating a new post-industrial social
order in the multicultural world. What has been an additional requirement for
teachers over many decades is the need for permanent refreshing of their knowledge, self-training and reliable self-assessment.
The results of factor analysis (scree test) allow for distinguishing four dimensions of future teachers’ learning. The biggest explanatory power can be attributed
to the following factors: the identity of professional role (11.87%), experiences
in relations with the Other (10.84%), social participation (7.97%), and practice
(7.43%). It is impossible to separate these dimensions as their effects are enhanced
when embedded in the socio-cultural context and stimulated by the economic
potential. They act in combination, with feedback, ensuring learning efficiency. As
a result of this process, individuals construct their own selves and the surrounding
world.
Among numerous favourable and unfavourable determinants of future teachers’
preparation for work in the ambiguous educational, social and cultural reality, four
most significant ones can be distinguished against the background of the research
results and their interpretation.
The first determinant is the change of attitude to the Other. Although future
teachers are not free from stereotypes and prejudices in perceiving the Other,
they also have a positive attitude, openness and multidimensional viewing of the
learner as a representative of a different culture. The range of notional categories
associated with dissimilarity has enlarged significantly. Apart from traditional
notions of race, nationality, ethnicity, religion, and denomination, some new categories appeared which refer to physical (including health and biological-physical
dysfunctions), sexual, social, generation (age – the young/the old) and behavioural
dissimilarity.
The second field determining teachers’ preparation for work in multicultural
conditions comprises unique ways of experiencing, feeling and interpreting every-
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day experiences. Candidates for teachers are members of particular cultures. In the
process of socialization and education, they collect their individual experiences
and generate their specific interpretation rules. They construct their own world
out of these experiences and this construction is seen in their behaviour patterns.
Learning becomes collecting the experiences which aim at permanent behavioural
changes.
The third field is associated with values – regulators of human aims and
conduct. They are frequently shaped in long processes and result from collective
experiences. Empirically indicated factors – Ideas, Others, Me – are components
of the holistic concept of man. Ideas constitute a model according to which future
teachers should shape their behaviour, they precisely specify the values highly
appreciated in a particular group – friendship, trust, honesty, kindness, loyalty,
solidarity. Me is a subjective image of one’s own inner essence. What is most
important in social life is what takes place among people, what unites them into
consistent groups (social bonds). Teachers notice Others, situate them in space,
and become aware of their presence (spatial contact).
The fourth field determining teachers’ preparation for work is related to motivation and readiness to act and the fifth is indicated by the economic potential
and sociocultural environment. A lot of significance should be attributed in the
investigated issues to the environment, which is characterized by a particular
dynamic of socio-economic development. The economic potential determines the
conditions and standards of life and triggers off new developmental possibilities in
groups. An active individual transforms these resources and gives them contents
in compliance with his/her own needs.
The quoted research results and their interpretation have become the basis for
presenting the author’s suggestion for the model of multisided preparation of the
teacher for work in multicultural conditions as well as the basis for systematization
of phenomena related to learning from Others and teaching Others. On the one
hand, this model is a certain notional construct which refers to the real system
(the formal and informal educational reality of future teachers); on the other hand,
however, it is a set of assumptions applied in the theories which simplify or idealize
reality. The elements of the suggested model are the following: (students’ individual and cross-group) existential experiences, values, learning and its dimensions,
praxeological-methodological principles of organizing academic education, economic conditions, political, ideological and social contexts. Assuming the equality
of the distinguished elements and their combined acting – cogeneration, it can
be expected that fulfilling the aims resulting from them can facilitate shaping the
project of a reflective man (future teacher) and will constitute a significant stage

The Condition of Teachers and their Preparation for Work

217

in changing the paradigm of the whole education (the model is presented and
discussed in the paper: Szczurek-Boruta 2014: 188 – 211).

Conclusions
Preparing teachers for work in the multidimensional, multicultural reality
has been permanently rooted in the European and Polish educational standards,
which indicate competences that a contemporary teacher should possess. These
are: competences associated with the process of learning/teaching, including the
skill of working in a multicultural and differentiated class, creating favourable conditions for learning, and competences related to shaping learners’ attitudes – the
skill of creating learners’ civil and social attitude (cf.: Report of the Commission
to the European Council and Parliament. Improvement of the quality of teachers’
education; Rozporządzenie Ministerstwa Nauki i Szkolnictwa Wyższego /The
Directive of the Ministry of Science and Higher Education of 4th November 2011
on model teaching effects/).
The conducted studies and analyses provide a lot of information on the condition of Polish teachers and their education, including their preparation for work in
culturally diversified environments. The material is thought-provoking and encourages changes of teaching contents and methods in the model of teacher education.
The teacher’s work can substantially enhance the growth of learners’ intellectual
capital as well as the understanding and cooperation between representatives of
different nations, cultures, and religions. What should be done while building
new democratic societies is not only noticing the significance and responsibility
of teachers as intellectual elites in the processes of social integration (in the 21st
century dimension) but also and mainly helping them to appropriately play this
role. Professional preparation still remains a sine qua non of succeeding in this.
The methodological approach applied in this study involves the thought concerning the condition of young adults, developmental career chances of future
teachers, the determinants of their preparation for work in multicultural conditions, and the directions of changes in teacher education. This might help shape
the pedagogical sub-discipline of intercultural pedagogy. The research results
confirm that, in order to learn more about the processes of change taking place
in the micro – and macro-social scale, representatives of educational sciences
(with growing frequency) refer to the output of intercultural pedagogy.
It is not possible to prepare teachers for solving all unexpected situations. On
many occasions, they will have to manage such situations on their own, showing
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wisdom in using pedagogical knowledge and their own experience. What becomes
a necessity is lifelong education as well as broadening both knowledge and competences.
Not everything depends on teachers’ education. This social group is involved in
many economic and political issues. Problems or reforms of higher education are
reflected in the level of teachers’ education. There is still a lot to be done to improve
and popularize some good examples of the implementation of intercultural education in Polish universities. This is a challenge which should be handled by creating
the Polish multicultural society.
The results of the conducted studies have revealed the need for systematic
intercultural teaching. There are good experiences in this field in some academic
centres in Poland (mainly in Białystok, Cieszyn, Opole). They are discussed in
numerous papers published in the series “Edukacja Międzykulturowa” /Intercultural Education/ and particular cases of these activities are described in the journal
“Edukacja Międzykulturowa” /Intercultural Education/.
The presented study seems to enhance optimism and the belief that, among contemporary teachers in Poland, there will be many committed to their professional
career, to acting for Others (the culturally different) and to the implementation of
intercultural education.
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Abstract
Motivation is the driver of adult learning. The paper reveals the importance and
peculiarities of adults’ learning process. There has been analyzed the impact
of external and internal factors on the efficiency of adult learning; various
approaches to the typology of intrinsic motivation are presented. The author
has also considered the components of motivational sphere (emotional aspect,
the set aims, the ability to learn), which can significantly influence the level of
adult learning motivation.
Keywords: motivation, adult, learning, external factors, intrinsic motivation,
motivational sphere

Introduction
The current level of socio-economic development, technological achievements,
and information and communication technologies encourage lifelong learning.
Under the conditions of the globalized economy, education as a production factor
is gaining particular importance. It is becoming the person’s need as knowledge
and intelligence allow him/her to be competitive in the labour market, find the
best ways to meet immediate needs and meet the highest ones – self-realization.
It should be emphasized that humanistic interpretation of adult education sees it
as a process of incomplete, non-rigid planning specified by demands and human
needs at different stages of adult life.
At the same time, as foreign researchers point out, education must be consistently caused by specific needs of this category of adult students and must have
a certain value for them, and the structure and form of adult education must be

224

Larysa Lukianova

relevant to their needs. However, as noted in the concepts of adult education,
it must be significantly different from the education of children and teenagers
(Creighton, Hudson, 2002).

Research Methodology
One of the most important ways of optimizing adult education is adult students’
management motivation, which is based on the results of scientific analysis of the
regularities of their personal development. The importance of the motivational
sphere of the learning process, according to M. Alexeeva, is equivalent to the
knowledge of the drivers of this process. “No one, even a highly qualified teacher,
will achieve the desired result if their efforts are not coordinated with the motivational basis of the learning process” (Аlexeeva, 1974, 40).
The psychological basis of humanist pedagogy is the concept of motivation by
A. Maslow, who gives a classification of human needs, reflecting their hierarchy
and relationships. In the psychologist’s view, every person is born with certain
types of needs, in which the lower-order needs are substituted by the higher-order
ones after the first needs have been satisfied. The perceived need usually becomes
a motive of the following activity. A great number of motives are subconscious.
After their “output” at the level of consciousness, they contribute to solving problems of human preservation and progress (Maslow, 1998).
The term “motive” comes from the French «motif», which literally means
“encouragement.” Motives cause the personality’s behavior, the source of which is
needs, and they serve as the drivers of any activity (Psychological dictionary, 1982,
96). So, the motive is understood as everything that motivates people to action.
Motivation is a system of motives, which defines specific activities or forms of
human behavior. It is necessary for the effective implementation of decisions and
planned tasks (ibid).
However, for adult learning, motivation is not just a set of motives, for situational factors (the influence of different people, and the specifics of activity
and situation, etc.) play an important role. Thus, motivation is the combination
of all factors (both personal and situational) that encourage a person’s activity
(Аlexeeva, 1974).
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Research Results
Adult motivation is manifested in setting goals, maintaining attention throughout certain activity, applying efforts and perseverance to achieve them. Motivation
manages the activity, the impelling reason for which is the adult’s need, the subjective probability of success, as well as the individual evaluation of achievements.
Motivation can be presented in the form of the subsequent stages:
•• reasons for behavior;
•• models of behavior;
•• adherence to the chosen model despite the difficulties and obstacles (Williams, M., Burden R., 1997, 121 – 122).
Educational psychology studies give the grounds for the conclusion that in
adults’ learning high positive motivation can play the compensatory factor role,
especially if a person has low ability or insufficient stock of knowledge. However, it
does not work in the opposite direction. In other words, a high level of knowledge
and abilities cannot compensate for low-level learning motivation or its lack. Thus,
it cannot lead to successful learning.
The problem of adult learning motivation has not been under consideration
in educational psychology and pedagogy until recently. The papers devoted
to the problem in question have been appearing lately in Russia (P.Galperin,
L. Bozhovich, B. Dodonov, Y. Kolyutkin, S.Rubinstein, O. Leontyev, A. Markova,
S. Moskvichov, G. Sukhobskaya, Y. Shorokhova, P. Yakobson) and in other countries, particularly in Great Britain, the USA, and Poland (K. Levin, P. Fress, Z. Freid,
J. Atkinson, G. Newtten, A. Maslow, K. Hall, E. Torndike, I. Sorokosz). In Ukraine
the question of the peculiarities of adult learning motivation has been superficially
researched by only some scientists (S. Boltivets, I. Melikhova, E. Pomytkin).
Of course, within one article it is impossible to analyze the nature and regularities of the dynamics of learning activity motivation in various forms of adult
education, at evening and correspondence schools for adults, PhD schools, in the
system of short-term or long-term courses, the system of upgrading skills, etc.
Various forms of education and training result from different goals, objectives,
and, therefore, the motivation of adult learning activity in each case will have its
own specific features.
It is worth mentioning that the content and nature of human feelings, motives,
and activities are changing with the person’s age, their dependence on social factors is increasing. A lot of motives get more stable, some of them becoming leading
throughout their life or for its specified segment. Such motives have a direct or
indirect impact on the whole nature of human learning, its selective attitude to
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certain disciplines, and subjects. It cannot be underestimated that the significant
role in adult learning is played by their interests. They always influence any activity
including the learning process and create a setting for learning.
What motivates adults to learn? Scientists believe that the motivation to learn
is influenced by internal and external factors, although their interpretation may
differ significantly.
For instance, I. Doronina states that two groups of factors interact in the learning process. The first one is the factors of learning activities (methods of training,
the content of the educational process, organization of training activities, methods
of monitoring and assessment, socio-psychological phenomena in the study group,
socio-economic relations);
The second one directly concerns the individual student’s characteristics
(common features of motivational sphere, skills and learning ability, attitude to
learning – the initial condition of forming motivation, inner well-being in the
training team, their status and self-esteem, previous experience) (Doronina, 2013).

Discussion
Actually, the learning activity involves the process of arranging the learning
process, the subject itself and teachers with their certain techniques, experience
and abilities. A student is engaged in the learning process with their own set of
queries, interests, needs and goals.
In this sense, it is advisable to agree with Viktor Chirkov that learning motivation consists of two areas of “rozkonservuvannya” (revealing motivational potential of the learning process), on the one hand, and the disclosure of the individual’s
potential, on the other (Chirkov, 1991, 27). The question is what the motivation
process starts with – either with activity and its organization or with the individual
and formation of their objectives. These components must always be considered
together, because in a real socio-cultural situation an adult, unlike a child, may
be disadvantaged (professional employment, social responsibility, overload, poor
remuneration for work, permanent condition of stress).
Another approach to the issue of adult learning motivation shows that the process is stimulated by two types of drivers – external factors and internal motives.
As a rule, an important external factor is considered to be transformation of the
labour market. Since joining the global economy, trade liberalization and internationalization have led to competition not only in the national but also in the
global market, it is necessary to bear in mind that motivation in science, as Polish
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scholar J. Sorokosz says, depends on many situations, including the situation in the
labour market (Sorokosz). Another external driver, which is typical of the majority
of post-Soviet countries, is the transition from the centralized to market economy.
All in all, these factors influenced the change in the occupational structure, some
professions are disappearing and new ones appearing. This demands greater professional mobility and hence continuous training and learning, re-training, and
upgrading one’s qualifications. One more important driver is the introduction of
new technologies in all the spheres of the public life, which have changed the
labour and imposed new requirements on the human capital, i.e., the skills and
abilities that, in turn, are connected with learning as well.
Y. Kulyutkin considers external factors from the opposite point of view. In his
opinion, external motivators are evaluation, incentives, penalties that are beginning
to play the secondary role for adults or they do not exist at all, and the first place
belongs to internal motivation, based on the understanding of the importance and
relevance of the material (Motivation, 1972).
According to M. Bryn and S. Mann, the adult learner’s internal motivation is
caused by the constant desire to learn and can be characterized as the attitude:
“I really want to do” rather than “I do it because I have to,” or “I am required to”
(Autonomy, 1997).
A large number of studies on internal motivation of adult learning are conducted in the USA. In particular, in 1961 Houle proposed three types of adult
learning orientations: a) goals b) activities, and c) the learning process. Similar
studies were carried out by other scientists, e.g. Sheffield, Burgess, Bosher,
Grabowski, and Knox.
Y. Kulyutkin and G. Sukhobska state that the internal motivation of adult learning
activity is miscellaneous, but it can be reduced to three types: utilitarian motivation,
motivation of prestige and motivation of knowledge itself (Моtivation, 1972, 63–67).
Utilitarian motivation may be narrow (when it is defined only by the personal needs
of man) and broad (when personal needs are linked to the social ones). In both cases,
the origins of motivation are social, human and professional practice which needs
to be improved. Otherwise, the personal need can match the needs of production or
the public. Motivation of prestige is also a significant incentive for the inclusion of
an adult in the learning process. In this case, he/she enjoys learning because other
people around him/her do not learn and this enhances his/her status and creates the
opportunity to stand out from the others. The third type of motivation, i.e., when
knowledge is acquired just for the sake of knowledge, is the least common.
On the basis of the above-mentioned, three types of adult learners are distinguished. In particular, they are adults oriented to purpose (they use education
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to achieve clear objectives); activities (they participate in training programs for
acquiring knowledge, expansion of social contacts); and training (they seek to
acquire knowledge for knowledge’s sake).
Learning adults may often embody several types, as well as change one type into
another, depending on the situation.
Since the learning activity is the same activity as any other, it can be characterized as an activity on the whole. So, when the most important motive for the
person is the achievement, then it will occupy the leading position in the learning
process. If a person is inclined to the motive of avoiding failure in life, then he/she
will have the same problems (significant fear in the exam, the difficulties in solving
the negative consequences of his/her own errors, etc.).
Thus, the study of motivation to learn should be considered together with
human motivation as a whole. Only within the context of the overall motivational
sphere of personality can one see the real motives of the adult learner structure
that will enable them to compare, identify similarities and differences, and distinguish the expectations and needs of man. In this sense, it is advisable to add the
opinion of P. Jacobson. The researcher writes: “The essential features of human
motivation are not incorporated in the individual characteristics of the person’s
development and in particular his/her awareness as a social being. So, determining
the motivation of human behavior outside the context of his/her social nature is
fundamentally flawed” (Jacobson, 1969).
The need to study the motivation of adult learning is caused not only by high
material contributions in this area, but also by the importance of inclusion of
methods and means of motivation management.
There are opportunities to force an adult to learn, but to learn and enjoy is
possible only through the formation of proper motivation. At the same time, it
is advisable to approach learning motivation in terms of its formation. The study
of motivation can serve as a starting point in creating means of its formation,
development or correction of the existing motivational sphere. This aspect is
extremely important not only for adults who are learning, but also for potential
students whose motivation has not been formed yet or has been at the low level
for a set of reasons.
In this sense, it is desirable to pay attention to the proposal made by A. Markova,
to analyze motivational component areas that can make a significant impact on it
(Markova, 1990).
Firstly, it is the general attitude to learning, i.e. certain emotional aspect. Secondly, it is the aims which the adult student sets before him/her. And thirdly, it is
the person’s ability to learn.
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The first and second components together cause the reason to learn and the
attitude to the learning process. The ability to learn characterizes the opportunity
to learn, and it plays an important role in the student’s self-esteem. The more
capable he believes himself, the more engaged in the learn process he will be. The
value of realizing their ability to learning increases for the people with the strong
motive to avoid failure. The lack of confidence in their abilities can greatly reduce
their desire to learn or contribute to negative emotions and unwillingness to learn.

Conclusions
Summarizing the above-mentioned, it should be stressed that in order to
achieve the efficiency of subject-subject learning activities among the audience of
adult students it is necessary to thoroughly analyze the motives that drive them
to learn, to determine the needs, interests, attitudes, and inclinations. All of these
generally have a significant impact on learning outcomes.
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Abstract
Ukrainian researchers face the challenge of the acquisition of foreign language
skills at least at B2 level. The available formal opportunities do not satisfy
their needs to the full. The initiative of the Institute of Pedagogical and Adult
Education of the National Academy of Educational Sciences of Ukraine to
organize peer-to-peer ESL and EAP courses is described and analyzed in the
article in order to identify the factors which can stimulate the learning process
of the specific category of adult learners. As a result, 4 groups of them were
distinguished: andragogical, didactic, course and peer-to-peer principles. The
conclusion was made that these principles can create an adequate theoretical
and methodological basis for realizing the initiative in practice.
Keywords: Ukrainian researchers, English as a Second Language (ESL), learning
principles, peculiarities

Introduction
Globalization processes today set forward a great number of challenges before
society and education. For the Ukrainian researchers the most urgent one is the
acquisition of English as a second language (ESL) competence. Three reasons have
made it very topical nowadays:
•• the integration of Ukraine into the all-European political, economic, scientific and educational space and various spheres of activity;
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•• the initiative of the Ukrainian President, Petro Poroshenko, to make 2016
the Year of the English Language in Ukraine (President’s Order 2015);
•• the Decree of the Cabinet of Ministers of Ukraine “On Some Ways of Realizing Article 54 of the Law of Ukraine ‘On Higher Education’ ” (Cabinet of
Ministers of Ukraine Decree of 19 August 2015).
According to the latter document, Ukrainian scientists, researchers, and
academics have to know a foreign language at least at B2 level according to the
Common European Framework of Reference for Languages. They have to promote
international cooperation with foreign educational and academic establishments
more broadly, to publish their results in the internationally cited journals (Cabinet
of Ministers of Ukraine Decree, 19 August 2015).
One more important driver for the increasing necessity to acquire ESL competences is researchers’ need for professional and personal development. The
knowledge of English, as the language of international communication, will
provide them with wider access to the world of economic, social, educational and
cultural possibilities. Thus, it will enhance their professional qualifications and
personal development.
The problem of learning English as a second language has been studied for
a long time by a lot of teachers in the whole world. Their interest has been related
to diverse categories of students from primary to higher school levels. The question of learning ESL by adults has only recently drawn the attention of teachers,
pedagogues, and researchers. Google search showed that numerous studies are
devoted to the peculiarities of learning ESL by adults (14,700,000 results). However, when analyzing these resources, it has been found out that their content
concerns mostly:
•• the information on lesson materials, educational games, worksheets to
study vocabulary and grammar, quizzes, crosswords, flashcards and other
resources for both teachers and students (ESL Mania; Merrit, 2011; Adult
ESL Strategies 2011; REEP world);
•• a practitioner’s toolkit for working with adult English language learners
(National Center 2008; Center for Applied Linguistics 2003; Kerns,
Knight-Mendelson 2006);
•• advertisement of classes for adults to study ESL;
•• blogs highlighting one’s experience in teaching ESL to adults.
Only some Internet resources really touch on the problem of principles and
strategies of adult ESL learning (Li, 2012; Zakhareuski, 2015; Pesce, 2015; Roth
2007). Seemingly, the question of ESL learning by researchers has never been considered at all. Thus, Google search for “ESL learning by researchers” offers 568,000
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results. Seemingly, there are hardly any publications which illustrate the special
features of teaching researchers and scientists. It does not mean the absence of
interest in the problem, but a lack of the proper theoretical and methodological
grounds to solve it. The situation requires studying the principles and strategies of
teaching Ukrainian researchers ESL in non-formal settings.

Research Methodology
Background
To do that, we addressed an initiative by Professor Larysa Lukianova, Director
of the Institute of Pedagogical and Adult Education of the National Academy of
Educational Sciences of Ukraine, to use the peer-to-peer strategy to develop the
foreign language competence of researchers in Ukraine. This initiative started
in March, 2016. A thorough preparation had already been made before. The
researchers from V. Sukhomlynskyi Scientific Library, Research Institute of Higher
Education, Institute of Information Technologies and Learning Tools, Institute
of Special Pedagogy were invited to participate in this initiative. Also, 6 future
language trainers were chosen out of the co-workers. They have special foreign
language education. Then a survey was conducted to identify the exact needs of
the participants and the level of their English skills. On the basis of the obtained
results, a template of the curriculum was designed. 42 participants were placed
into 6 groups from beginners to the intermediate level, 7 participants in each. Twohour lessons took place twice a week, and the time of the meetings was arranged as
well. As this initiative was a testing experiment, it was to be held during 3 months
starting in March and ending in May. All in all, the course was planned for 48
practical classroom hours and 48 self-study hours. The information on the ESL
learning by Ukrainian researchers is constantly updated and is presented on the
site of the Institute of Pedagogical and Adult Education of the National Academy
of Educational Sciences of Ukraine under the heading Language Training Centre
(Language Training Centre for Adults).
Although it is rather simple, it is quite effective. The strategy gives the researchers the most required benefits – the learning setup of the colleagues, similar
objectives, peer-teachers who know the researchers’ needs better than others. It
also combines the learning opportunities of non-formal and informal education.
Thus, this educational project has blended characteristics. On the one hand, it is
done by peers, being informal by its nature. On the other, it is in the format of Eng-
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lish courses, being non-formal. Such a combination has resulted in the following
assumption: the foreign language courses of this format can be based on a complex
of methodological principles.

Research Methods
The overall research was undertaken to answer the questions: What principles
create the adequate theoretical and methodological grounds for this method of
acquiring a foreign language competence? Are there are any issues that make this
format different from ordinary foreign language courses?
Due to its mostly theoretical character, the qualitative exploration methods are
used to find the answers to the posed questions. They cover analysis and synthesis,
classification and high-level abstraction to form of a theoretical and methodological basis for non-formal/informal education of a special adult learner category.
This approach allowed for the identification of a complex of key principles of
the peer-to-peer strategy in acquiring ESL competence by Ukrainian researchers.
The considerations made it possible to distinguish its major characteristics: adult
learning, didactic, and peer-to-peer, course. In turn, they outlined the learning
principles which can make or break the deal. Then these principles were analyzed,
generalized, grouped and presented in the form of an image to explain the relationship between the principles.

Research Results
Four groups of principles were distinguished.
The first group reflects the principles of how adults learn. So it can be called
“andragogical”.
A review of the related literature has shown that researchers and practitioners
have already substantiated the peculiar principles of adult learning. In the 1980s,
Malcolm Knowles developed his ideas of how adults learn (Knowles, 1990). Since
then his theory has been developed and principles have been added, specified,
explained, and illustrated by many scholars. Yet, it should be mentioned that the
basis for all studies is M. Knowles’ crucial characteristics of adult learners. They
include:
•• “Self-concept: As a person matures, his/her self-concept moves from one
of being a dependent personality toward one being a self-directed being;
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•• Experience: As a person matures, he/she accumulates a growing reservoir
of experience that becomes an increasing resource for learning;
•• Readiness to learn: As a person matures, his/her readiness to learn becomes
oriented increasingly to the developmental tasks of his/her social roles;
•• Orientation to learning: As a person matures, his/her time perspective
changes from one of postponed application of knowledge to immediacy
of application, and accordingly, his/her orientation toward learning shifts
from subject-centeredness to problem centeredness” (Knowles, 1990, p.57);
•• “Motivation to learn: As a person matures, the motivation to learn becomes
internal” (Knowles, 1984, p.12). The last feature of an adult learner was
added by M. Knowles in 1984.
These assumptions show the difference of how children and adults learn. In
other words, any adult teacher should know this and use it in his/her teaching
practice. Applying these characteristics to the described ESL courses, a peer adult
teacher bears them in mind when preparing for and performing the teaching
process and evaluating his/her adult learners:
1. Adults are willing to be involved in the planning, performing and evaluating
of their learning. They want to become co-workers in this process, equal
partners. They do not want to be taught but to collaborate with their teacher.
2. Adults are willing to have freedom and at the same time to take responsibility
for their contribution to the learning process. It is important for the peer
adult teacher not to be a teacher in the original meaning of the word, but
a facilitator of the learning process.
3. Adults are inclined to using their life experience in the learning process. The
peer adult teacher should take it into account and encourage his/her adult
learners to share their past knowledge and opinions and use them in the
current learning activities. Not only positive experience, but also mistakes
can provide the basis for the learning activities. The role of the teacher is to
properly assist his/her adult learners in relating their past experience to the
current learning process.
4. Adults are practical. Their practicality results in the professional or personal
relevance of what is being learnt and how it can be implemented into practice.
Adults need to realize how to apply the theory learned in class into real-life
situations. What is more important for the adult teacher is to remember that
“adult learning is problem-centered rather than content-oriented” (Kearsley,
2010). So, the peer adult teacher should choose the most appropriate ways to
convert theoretical learning into practical activities.
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5. Adults are goal-oriented. The learning goals should respond to the learners’
concern, they need to get the necessary and relevant knowledge. In addition,
adults need to know why this course is important for them and what learning
outcomes they will acquire. So, the teacher should have to clearly identify
them before the learning process starts.
6. Adults are motivated by internal motivators: e.g., the desire to increase their
self-esteem, to personally and professionally develop, to improve their social
status and the quality of their life, to name a few. The peer teacher should
keep this powerful motivation tool active.
Although there is an opinion that ”it is worth nothing at this point that there
is no one theory or model that explains everything we know about adult learners”(Adult Learning Australia, 2015), it must be acknowledged that Knowles’ ideas
of adult learning really opened up the world of adult learning. Without them
there is not a single learning process either in a formal or non-formal educational
environment. And, as practice proves, informal learning setup is based on these
ideas, as well. In our case, keeping to these principles is the guarantee of success.
Another characteristic feature of the peer-to-peer initiative, like any learning
process, is based on didactic principles. The didactic principles of teaching ESL
illustrate the peculiarities of acquiring foreign language skills. Traditionally, the
communicative approach, principle of activity, interactive approach, conscious
approach, durability, visualization and individualization are distinguished as the
most fundamental ones (Principles of TE 2016; Шульгина 2015). In application
to the described initiative they mean the following:
•• The communicative approach means that course learners should be
involved in both oral and written communication throughout the whole
period of learning English.
•• The principle of activity implies that learners should be active in the
learning process and well-motivated. Besides, learning activities in the
course are different as language acquisition involves the development of
various activities: listening, speaking, reading and writing. Thus, adequate
techniques, methods, and exercises are chosen to develop them.
•• The principle of interactive approach implies that learners do not acquire
the language as separate components: sounds, grammar units, or lexical
items. They acquire them in a complex: sentence-patterns, pattern-dialogues
related to certain situations from the scientific environment.
•• The principle of conscious approach means that ESL learners do not learn
mechanically. They understand what they learn.
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•• The principle of durability implies the learners’ ability to keep in memory
the language material they have learnt and use it whenever they need it for
oral or written communication. The durability is ensured by vivid presentation of material, by constant revision and drills, by the use of the material
on the part of the learner for communicative needs.
•• The principle of visualization allows for making ESL learning emotionally
coloured, closer to real-life situations, and thought-provoking.
•• The principle of individualization presupposes individual approach to every
learner, using the learning activities which help learners to maximally use
the benefits of their learning styles and develop the qualities they need.
Thus, the andragogical and didactic principles described above are incorporated
in the learning process of ESL courses. They make ESL acquisition by adults effective.
However, this way of ESL acquisition by Ukrainian researchers has two more characteristic features: peer-to-peer and course ones. The former means that the learning
process is conducted by peers. The latter implies the format of intensive foreign
language courses which are limited in time (48 classroom hours). These features are
based on the principles which can be called “peer-to-peer” and “course” ones.
The first group of the principles, which outline peer-to-peer learning technology includes:
•• Equality of participants (Pesce, 2015). All participants in the learning
process have equal rights, and they are co-workers and collaborate in the
learning process.
•• Expectations (Roth 2007). Because the peer language trainer belongs to the
same scientific community, he/she knows their problems and needs. That
is why addressing the learners’ expectations and satisfying them are much
easier.
•• Friendliness and respect (Pesce, 2015). Creating a friendly learning environment and respectful attitude to all participants stimulates the learning
process. These two things become a guarantee of any joint activity.
•• Balance (Adult ESL Classroom Strategies, 2011). Maintaining the right
balance between modeling, explaining and practicing is an efficient way of
combining practice and theory, making the learning process closer to the
real life, and to the peer’s needs.
As can be seen, some of the principles are the reflection of the andragogical
ones. However, we classify them as a separate group to underline the unique
character of this method of learning.
As for the course principles, they are determined by the requirements to any
educational course. The most influential principles, in our opinion, involve:
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•• The systematic approach (Jun, 2012). Language is considered as an integral
entity which consists of interconnected different-level elements which
function as one unit;
•• The functionality principle (Adult ESL Program). It means that the language
material in the lessons fully meets the demands of the learners and in this
way it is functional.
•• The concentration principle (Kerns, Knight-Mendelson, 2006). The language material is grouped in separate modules. They contain resources for
training all foreign language skills (listening, reading, writing, and speaking). The material is presented in portions, accumulated and then used with
the subsequent extension.
•• The minimization principle (REEP world). The lexical and grammar material presented to learners is thoroughly chosen according to different stages
of learning ESL and learners’ levels.
•• The intensity principle (Jun, 2012). The necessary language material is supposed to be learnt intensively during 3 months. It implies involving a lot of
learner and teacher activity, knowledge, effort, and attention.
All the thoughts presented above are graphically shown in Figure 1.

Figure 1. Complex of Principles in Peer-to-Peer ESL Learning
Source: designed by the author.
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Discussion
If one was to analyze the non-formal and informal opportunities where the
Ukrainian researchers can gain ESL skills, they are rather traditional and can be
found in any country:
•• by themselves, using different available teaching and learning resources
(Internet, reference books, text books, manuals, etc.);
•• with a private teacher;
•• in foreign language courses.
All of them have both advantages and disadvantages. They are not the subject of
this study. At the same time, it should be noted that these learning opportunities
do not suit the researchers’ needs to the full. The reasons for that are: the specificity
of this adult learner category – researchers, scientists, academics, scholars; their
psychological and pedagogical peculiarities and the special demands for English
which will be learnt or taught. Firstly, it is to be academic. Secondly, it has to be
a research language with its clichés, grammar constructions, fixed expressions,
strict structures of any scientific speech or paper.
The initiative of peer-to-peer ESL learning can really satisfy the needs of
Ukrainian researchers.

Conclusions
To conclude, it should be stressed that the first two groups of principles –
andragogical and didactic – are typical of any organized learning process of adults.
The two others – peer-to-peer and course – are characteristic of the described
initiative. In general, only the integration of four distinguished groups of principles creates the necessary theoretical and methodological basis which can make
the ESL learning by Ukrainian researchers effective and resulting.
Further studies on the current topic are, therefore, required to experimentally
check its effectiveness. It would be also interesting to focus on learners’ characteristics such as: gender, age, job experience, scientific interests, etc. The final result of
this initiative can be the creation of an intensive ESL language course, which can
be recommended to lecturers, researchers, and scientists at other educational and
academic institutes of Ukraine.
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Abstract
The study aimed to construct and validate the Inclusive Competences Scale
for Educators (InComSEdu). The basis for item generation was the “Profile of
Inclusive Teachers”, a document developed by the European Agency for Special
Needs and Inclusive Education. Items were measured on a 5-point Likert scale.
In order to test the validity and internal consistency of the scale, item analysis,
exploratory and confirmatory factor analysis and Cronbach’s α were used. On
a sample of Slovenian educators factor analyses proved the InComSEdu had
seven subscales: Team working and cooperation with others, Implementing
knowledge about inclusive education and support, Reflecting on and learning
from inclusive practice, Optimising challenges and approaching interdisciplinary, Accepting professional responsibility for each child’s development,
Promoting resilience and professionality, and Empowering children’s life skills.
Results indicate that InComSEdu is a valid and reliable instrument for the
evaluation of inclusive competences among educators.
Keywords: preschool educators, inclusive competences, scale, factor analysis,
internal consistency, validation

Introduction
During the last decades, inclusion as an educational approach has become fairly
recognised and adopted all over the world. Inclusion and inclusive education are
understood and interpreted in various ways. However, Ainscow (2005) strongly
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recommends compliance with four key elements that meaningfully delineate
inclusion. Educationalists and education systems need to perceive inclusion as
a process of constant searching and learning from one another and from different
situations, and to sensitively identify and remove different kinds of barriers that
prevent equal opportunities for presence, participation and achievement of all
students, especially those who may be at risk of marginalisation, exclusion or underachievement (Ainscow, 2005). UNESCO (2009) states that real inclusion implies
active participation, learning at the highest level and developing the potential of each
individual (ibid., p.13).
It is clear that inclusive education embodies a wide variety of situations in which
the teacher should act effectively with all children (Moran, 2009) and requires
a cluster of teacher abilities, commitments, knowledge, and skills. Inclusion in its
developmental and processional aspect is a responsibility of all teachers and teacher
educators (Cook, 2002; Watkins, 2012). The broadness of the competences definition
that encompasses attitudes, knowledge and skills gives a comprehensive framework
to the competence-based approach in inclusive teacher education. Baráth (2013)
defined these three broad headings as descriptors, giving to attitudes the motivational
value knowledge, the informational value and skills the operational value. However,
as Korthagen (2004) states, competences only represent a potential for behaviour,
not the behaviour itself and it depends on various circumstances whether they are
realised in practice or not. The question of how to efficiently implement inclusive
education is still a big challenge among teachers and teacher educators. However, the
continuous attempt to improve and foster pro-inclusive competences of teachers and
student teachers seems to be common all over the world (Cencič, Istenič Starčič &
Borota, 2012; Cook 2002; Kim 2011; Lepičnik Vodopivec and Vujičić, 2010; Marinšek
and Hmelak, 2015; Sharma et al., 2012; Winter, 2006).
The need for concrete information on the necessary inclusive competences
required of all teachers working in inclusive settings stimulated the European
Agency for Special Needs and Inclusive Education to specify and develop a Profile
of inclusive teacher competences (Watkins, 2012). The areas of competence in the
Profile are placed within a framework of four core values that are closely related
to teaching and learning in inclusive education: i) embracing and valuing diversity
of all learners, considering differences as a resource and an asset to education; ii)
supporting all learners and having high expectations of all learners’ achievements;
iii) collaborating and team-working; and iv) taking engaged responsibility for
continuing personal and professional development (Watkins, 2012).
In the last decade, many research studies have focused on teachers’ attitudes
toward some aspects of inclusion (MacFarlane & Marks Woolfson, 2013; Mahat,
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2008; Rutar, 2012; Štemberger, 2013 Unianu, 2012), on attitudes in connection
with self-efficacy (Cook, 2002; Forlin et al., 2009; Malinen, Savolainen, Xu,
2012; Weisel and Dror, 2006), and the impact of experience and self-efficacy on
attitudes (Cook, 2001; Emam and Mohamed, 2011; Unianu, 2012). The attitudes
have probably been in the focus due to the belief that successful implementation
of inclusion mainly depends on teachers’ positive attitudes towards children
with special educational needs (Malinen, 2012). It is clear that teachers should
hold a positive attitude towards inclusion, but they should be experts in the area
as well, so their competences should also be the subject of research. Knowledge
about how mainstream teachers perceive themselves as prepared and competent to teach and educate in inclusive settings would enable policy makers and
teacher educators to prepare and empower future teachers to meet the needs
of diverse learners and to provide the best educational environments for all
children.
Research into any aspect of inclusion requires psychometrically sound instruments that allow researchers to respond to factors that may facilitate or impede the
information and modification of inclusive competences. Various scales measuring
some aspects of inclusion have been proposed and constructed over the years. In
most of the cases, there has been a lack of information regarding both the instrument contents and psychometric properties (Mahat, 2008). Therefore, we wanted
to construct a psychometrically sound instrument that would enable researchers
to carry out research studies based on the valid and reliable instrument.

The purpose of the study
The purpose of the study was to construct and validate the Inclusive Competences Scale for Educators (InComSEdu).

Research Methodology
Sample
The research sample consisted of 124 educators from all over Slovenia, all of
whom were female. The majority (33.9 %) of the participants had 0–10 years of
work experience, followed by those (27.4 %) with 31–40 years and those with
21–30 years (21.0 %) of work experience with preschool children. The smallest
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group within the sample was the group of preschool teachers (17.7 %) with 11–20
years of work experience.
Generating items for the Inclusive Competences Scale for Educators
(InComSEdu)
The basis of the InComSEdu was the Profile of Inclusive Teachers that was
designed by international experts (European Agency for Special Needs and Inclusive Education 2012). Within the Profile they identified competences required of
effective, inclusive teachers and represented the commonalities between policy and
practice that should be included in teacher education for inclusion. The Agency
states that the Profile in its non-copyright section is available for modifications and
researchers are allowed to modify and develop the scale in order to meet a range of
possible purposes (Watkins, 2012, p.9). Following that invitation, we customized
the scale according to Slovenian national characteristics in preschool education.
The questionnaire that was completed by the preschool teachers, consisted of 48
items, rated on a 5-point Likert scale, ranging from I strongly agree (5) to I strongly
disagree (1), and one open-ended question (work experience).

Data analysis
For the initial 48 items, we first checked the correlation of each item with the
total sum and the inter-correlation between items. The first analysis showed that
3 items were poorly linked with the total sum and were thus excluded from the
further analysis. The inter-correlation analysis further indicated a poor correlation
of additional 13 items. As a result, the final version of InComSEdu consists of 32
items. To check the validity of the InComSEdu, factor analysis (by prior check
of KMO and Batlett’s Test of Sphericity) was performed and Cronbach’s alfa was
employed to check the internal consistency.

Results
Validity
The three traditional forms of validity to look for are: (i) content validity, (ii)
concurrent validity and (iii) construct validity (Creswell, 2014, p. 160). The content
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validity of the InComSEdu was established by following the items derived from
the “Profile of Inclusive Teacher” (Watkins, 2012). Due to lack of similar instrument(s) we could not examine the concurrent validity. The construct validity was
examined through factor analysis.
Prior to factor analysis, the Kaiser-Meyer-Olkin Measure of Sampling Adequacy
(KMO) was checked and Bartlett’s Test of Spehricity was analysed. The calculated
KMO was .861, above the recommended valued of 0.6 (Field, 2005), which indicates that the factor analysis is appropriate for the data set. The results of Bartlett’s
Test of Sphericity was (χ2 =2237.381, df=561, P = .000), suggesting the factor ability
of the correlation matrix (Field, 2005).
To determine the number of factors, Principal Component with Varimax rotation was performed – it suggested 7 factors solution. Items were retained when
they exceeded + 0.40. The seven extracted factors explained 63 % of variance. The
first factor accounted for 36.89% of variance, which is above 20. 0% and it indicates
the appropriate construct validity of the scale (Field, 2005).
Table 1. Factor loading of the Inclusive Competences Scale for Educators
Item
Communication with parents needs to be
planned.

F1

F2

.837

Partnership with families requires respecting .724
their needs and including them in individualized programme.
The interpersonal relationships between the
educators and parents have an impact on the
child’s achievement of learning goals.

.717

The educator needs to be the bridge between
the parents and other professionals helping
the child.

.698

Inclusive education requires all educators to
work in a team.

.631

Educators need to be familiar with the educational acts and the legal context of their
work.

.824

Educators have to inform parents about the
legal rights and the possibilities available for
the better inclusion of the child.

.805

Educators need to be oriented toward constant development of their knowledge and
skills to improve inclusive practice.

.797

F3

F4

F5

F6

F7
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Item

F1

F2

Inclusive practice often requires a resourceful (inventive) educator.

.732

An educator is an equal team member in all
phases of the individual programme (planning, realizing and evaluating).

.610

F3

I find inclusive paradigm and working with
children with SEN as a great professional
challenge.

.821

In the process of improving my inclusive
practice, I make use of observations made by
my colleagues.

.782

I learn a lot from the children with SEN.

.734

I set goals to achieve a more inclusive and
effective learning environment.

.658

F4

Action research is an important tool in goals
oriented to individualised planning.

.827

Some activities that were originally designed
for SEN proved effective for other children,
too.

.771

The educator should know how to evaluate
his own work and effectiveness.

.736

It is important for the educator to know
the roles of different professionals (speech
therapists, special pedagogues, inclusive
pedagogues, psychologists, etc.)

.705

It is important for the educator to know the
cultural, ethical, linguistic and social background of the families.

.704

F5

The educator holds professional responsibility for each child in his class.

.748

The educator has to set up rules together
with children; they also need to agree about
the consequences of not following the
agreement.

.725

The educator is responsible for effective
communication with families.

.646

Differentiated activities provide better possibilities for all children in the class.

.576

Difficulties that arise in educational work
should be accepted as challenges, not problems.

.562

F6

F7
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F5

F6

Inclusion requires constant reflection and
changes of one’s teaching practice.

.786

The educator needs to know and use different methods and strategies of teaching and
learning.

.766

Reflective practice allows for professional
development and development of personal
pedagogy.

.723

Team work supports the educator’s professional development.

.619

The educator has to identify and use the
most effective response in critical situations.

.544

F7

The educator should use role play to teach
children social skills.

.792

The educator has to foster the child’s independence, autonomy and self-control.

.732

Promoting positive behaviour in the group
is more effective than pointing out negative
behaviour.

.651

Factor 1 consisted of 5 items with factor loadings form .837 to .631 and
accounted for most of the total variance of 36.90%. The item analysis suggested
that the factor measures the belief about the importance of teamwork, cooperation and partnership with parents, families, educators and other professionals,
so we named it Team working and cooperation with others. One of the key issues
in the development of individual and collective competences for inclusive education concerns co-operation and dialogue among contributors. Collaborative
approaches and joint work enhance the effectiveness of education (Donnelly &
Kyriazopoulo, 2014).
Factor 2 also consisted of 5 items and it accounted for 5.50 % of variance. The
factor loadings varied from .824 to .610. The factor included items connected
with the system of inclusive education, the acts, procedures, rights, etc. It t was
labelled Implementing knowledge about inclusive education and support. Although
the educator has close professional relations with the parents, it is very important
that he is well informed about the legislation and policy that supports inclusive
education and also about the organisation of provision and practice to improve
support for all children.
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Factor 3 consisted of 4 items and it accounted for 5.44 % of variance. The factor
loadings ranged from .821 to .658. Since the items refer to the educator who is
challenged by changes and learns from SEN children and colleagues in order to be
more effective in inclusive practice, we labelled the factor Reflecting on and learning
from inclusive practice. The inclusive educator should be a reflective practitioner
who is able to perform action research as a tool for critical reflection aimed to
develop, change and improve inclusive practice in education (Lloyd, 2002).
Factor 4 encompassed 5 items with loadings from .827 to .704 and it accounted
for 4.47 % of variance. Items which load factor 4 indicate that the educator is
not only a teacher teaching children in the classroom. They indicate the educator
as a researcher, evaluator and professional who is familiar with other related
professions and his/her students’ backgrounds. We named the factor Optimising
challenges and interdisciplinary approach. Educational staff and professionals from
a range of disciplines working together may form a good network around children
with the capacity to meet a range of support needs (Donnelly & Kyriazopoulo,
2014). Such networks create an inclusive and learning environment where everyone can benefit and learn from diversity.
Factor 5 consisted of 5 items, which explained 4.14 % of variance. The factor
loadings ranged from .748 to .562. Since the items refer to the educator’s responsibility in various educational situations, we named this factor Accepting professional
responsibility for each child’s development. One of the significant inclusive education tasks is to highlight the responsibility of schools and educators to create
environments that are respectful to children’s rights and ensure learning and
participation for all children (Hollenweger, Hunt & Sabani, 2015).
Factor 6 encompassed 5 items with loadings from .786 to .544, which together
accounted for 3.78 % of variance. The items refer to the educator as a professional
who reflects on and changes his/her practice, teaching methods and strategies and
who is proactive. The factor was named Promoting resilience and professionalism.
Valenčič Zuljan and Kiswarday (2015) described a resilient educator as a qualified
professional who is able to create a sustainable learning environment that enables
the optimal educational and personal development of each student and fosters the
student’s resilience. Over the course of interpersonal influences of personal and
social views, a resilient educator continuously improves his/her own professional
development and constructively changes the environment.
Factor 7 consisted of 3 items, which accounted for 3.57 % of variance, with loading varying from .792 to .651. The items suggest the educator should empower children’s skills, be it individual or social, to help children become more self-motivated
and responsible for their actions, so the factor was named Empowering children’s
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life skills. Early childhood is also crucial in the development of one’s own belief
systems that further on impact on individual feelings of self-worth, self-esteem
and self-efficacy. Szente (2007) stresses that enriching children’s social-emotional
development and teaching various strategies for changing negative thoughts into
positives, creating affirmations, designing action plans and goal-setting enables
both educators and parents to enhance children with essentials for their success
in school and later on in life.
Reliability
Table 2. Cronbach’s alpha for the factors and the InComSEdu
F1

F2

F3

F4

F5

F6

F7

InComSEdu*

Number of
items

Subscale

5

5

4

5

5

5

3

32

Cronbach’s
alpha

.799

.839

.810

.819

.726

.789

.719

.946

* Separate items

Cronbach’s alpha for the 32 item scale (α = .946) demonstrates high internal
consistency. Analysing the internal consistency of the subscales, we found three of
them very highly reliable, i.e.: Implementing knowledge about inclusive education
and support (F2) (α = .839), Reflecting on and learning from inclusive practice (F3)
(α = .810), and Optimising challenges and interdisciplinary approach (F4) (α = .819).
Other four subscales demonstrated moderate internal consistency: Team working
and cooperation with others (F1) (α = .799), Accepting professional responsibility for
each child’s development (F5) (α = .726), Promoting resilience, self-confidence and
professionalism (F6) (α = .789), and Empowering children’s life skills (F7) (α = .719).

Conclusion
The aim of the study was to construct and to validate an inclusive competences
scale for educators (InComSEdu). The final version of the scale consists of 32
items, which were based on exploratory factor analysis, computed into 7 factors
(or subscales): F1: Team working and cooperation with others, F2: Implementing
knowledge about inclusive education and support, F3: Reflecting on and learning
from inclusive practice, F4: Optimising challenges and interdisciplinary approach,
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F5: Accepting professional responsibility for each child’s development, F6: Promoting resilience, self-confidence and professionalism, and F7: Empowering children’s
life skills. The first factor accounted for 36.89 % and the cumulative total explained
63 % of variance. The reliability values of factors ranged from .719 to .839. Thus,
we can conclude that the scale has excellent validity and satisfying reliability. The
results indicate the InComSEdu could be useful as a reference tool for further
research on inclusive competences of various ranges of educators. The possible
generalizations based on this study are limited as the participants belong to the
Slovenian educational environment. In the future, the reasonable direction seems
to be to enlarge the size and the heterogeneity of the sample and also to include
educators from other countries and put the study into the international context.
However, the latter does not impede the scale usefulness as a tool for personal
evaluation and targeted development of inclusive competences of educators in
preschool settings.
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Abstract
The article presents results of 38 observation sessions of 10 groups of children
aged 3 to 6 years during the time dedicated to play. The aim of the research was
to determine the material and emotional conditions for free play depending
on the time of day. The results of the observation showed that preschool-aged
children play in different places of the preschool classroom, engage mostly in
construction and theme play. They use many more toys in their play in the
morning and before noon than they do in the afternoon. Play activity is especially intensive in the morning in comparison to the afternoon.
Keywords: free play, kindergarten, the Polish core curriculum, preschool education, the conditions of play

Introduction
Play is an attribute of childhood, and at the same time it is the richest source of
the child’s learning process. It is the first school of “a person’s being in the world;
it paves the way from learning to organised action and the other way round”
(Waloszek, 2006, p. 254).
The organisation of work with a small child and its supposed effects are determined in Poland by the core curriculum of preschool education (Dziennik Ustaw
– Journal of Laws, 2012 item 977). It is mandatory for all state and independent
preschool forms of education. The existing regulations determine that a fifth of
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the child’s preschool day should be spent playing (Regulation of the Minister for
National Education of 27 August 2012 (item 977)).
It could be assumed that adopting such priorities is aimed at restoring play to
its rightful place in preschool education, a need stressed by Polish researchers
(Waloszek, 2006; Muchacka, 1992).

Research Methodology
Numerous studies by academic researchers contain information concerning
the importance of play (e.g., Andrews, 2012; Broadhead, Burt, 2007; Bruce, 2011;
Clemens, 2004; Moyles, 2010, 2012; Rogers, 2011; Waloszek, 1983, 2006; Whitebread, 2012;), but there are few current studies which have examined children’s
play by direct observation (Muchacka, 1992; Paprotna, 2001; Hännikäinen, 2004;
Górecka-Mostowicz, 2005; Czaja-Chudyba, 2007; Zwiernik, 2009). They voice
their objection to the existing phenomenon of marginalising play and opt for
re-establishing its proper status in preschool practice.
The aim of this research was to determine the material and emotional conditions for free play of Polish preschoolers and what the course of children’s play
activities is depending on the time of day. The objects of interest of the study were
the following:
•• Which places and toys are chosen by children to play during their stay at
preschool? Are there any differences in terms of play activity undertaken in
the morning and in the afternoon?
•• What kind of play is undertaken by children at preschool? Are they varied
according to the time of day?
•• What are children’s social interactions like in the course of free play?
•• What is the teacher’s role in play?
The main research method was observation with time intervals of approximately
one hour and event sampling. In total, 38 observation sessions were carried out in
2015; 238 children aged 3 – 6, attending 7 urban and 3 rural preschools in Lublin,
Poland, participated in them. 26 sessions took place before noon (7 am-12:00), and
12 sessions – from 2 pm to 4 pm. Observation results were noted with the use of
an observation sheet, which included the following categories: the places of play,
toys, kinds of play, interactions, the role of the teacher.
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Research Results
The observation results were formulated into a few conclusions; the data was
presented in charts and provided with commentaries.
Conclusion 1. Children play in different places of the preschool room. In the morning
and before noon, they are most often present on the carpet and at the tables. As their
classmates arrive, play is transferred to special interest corners. In the afternoon, children mostly play on the carpet and in the house corner, while the number of places
where they play drops by half.

Table 1. The places where children play according to the time of day
No.

The places of play

Play between 7 am and
12:00

Play between 12:00 and
2 pm

N*

% **

N

%***

1. on the carpet

20

76.9

10

83.3

2. at the table

17

65.4

1

8.33

3. artistic creativity corner

6

23.1

1

8.33

4. book corner

4

15.4

2

16.7

5. house corner (with a kitchen)

4

15.4

5

41.7

6. dolls and stuffed animals corner

3

11.5

3

25

7. hairdresser corner

2

7.69

8. cars corner

2

7.69

9. musical activity corner

2

7.69

10. shopping corner

2

7.69

11. playground

2

7.69

12. bathroom

1

3.85

13. at the blackboard

1

3.85

*N – the number of events observed
** % calculated from 26 observation sessions before noon
*** % calculated from 12 afternoon sessions
Source: author’s own study

The data collected in the course of observation reveal that in the morning the
children played in thirteen various areas. Until noon, the children were mostly
present in two spaces: on the carpet and at the table. The morning at preschool
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(from 7 am to 9 am) is the time of children coming to class, and for that reason
play at that time of day is quite peaceful. It was observed that from 7 am to 7.50
am no developed form of play appeared and the children were grouped mostly at
the tables, busy solving jigsaw puzzles, doing artistic work or playing educational
games. Especially in the early morning, the vast majority of children, who are
already in the preschool classroom, do not engage in play. Almost a quarter of the
observations revealed that the children could be seen performing artistic activities
in the artistic creativity corner. Till 12:00, the children barely used the dolls and
stuffed animals corner, the book corner, the house corner, the kitchen corner or
the musical activity corner. A detailed analysis of the observation results shows
that between 9 am and 12:00 most of the children are at the tables. It results from
the fact that didactic activities are carried out after breakfast. These are more or
less formalised “lessons,” in the course of which the transfer of knowledge takes
place. The situation changes in the afternoon. Observation (over 80% of the cases)
indicates that between 12:00 and 2 pm the children were mainly on the carpet.
They rested after the meal there or played peacefully. In the afternoon, the number
of places and areas of play was considerably smaller. The children were less active
in terms of play and therefore less mobile. While in the morning they played in 13
places in the classroom, in the afternoon the number of those places was halved
(to 6). No children were observed playing in the cars corners: the musical, the
hairdresser, the shop the bathroom or at the preschool blackboard. There was only
one instance of play happening outside.
Conclusion 2. Children use many more toys in their play in the morning and before
noon than they do in the afternoon.

Table 2. Toys used by preschool-aged children in their play before and after noon
No.

Category and types of toys

Play between 7 am
and 12:00

Play between 12:00
and 2 pm

N*

% **

N

%***

1. cars, motorbikes, matchbox cars, tracks,
car park

20

71

4

33.3

2. wooden and plastic blocks, Froebel
blocks and Lego

17

65.4

9

75.0

3. dolls, dollhouse, doll carriage

17

65.4

7

58.3

4. stuffed animals, teddy bears

10

38.5

3

25.0
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Play between 12:00
and 2 pm

N*

% **

N

%***

5. didactic toys: pick-up sticks, board
games, jigsaw puzzles

10

38.5

1

8.3

6. kitchen utensils, plastic dishes, cutlery,
cooker

7

26.9

7

16.7

7. accessories for playing shop
(e.g. till, money, shopping cart, plastic
fruit and vegetables)

7

26.9

8. plastic models of animals, such as
Kinder Surprise or Little pony

6

9. books

6
2

16.7

1

8.3

5

19.2

10. balls, pins

4

11.5

11. art accessories, crayons, paper, colouring
books

3

11.5

2

16.7

12. foam jigsaw puzzles

3

11.5

1

8.3

13. albums with collecting cards

3

11.5

14. hairdressing accessories

2

7.69

1

8.3

15. theatre accessories, puppets

2

7.69

3

25

16. gardening accessories, e.g. watering can

1

3.85

17. musical instruments

1

3.85

18. accessories for playing doctor

1

3.85

1

8.3

19. materials for manipulating and assembling (sticks, corks)

2

16.6

20. explorer tools (e.g. magnifying glass)

1

8.3

* N – the number of events observed
** % calculated from 26 observation sessions before noon
*** % calculated from 12 afternoon sessions
Source: author’s own study

In the observation of play taking place between 7 am and 12:00, 20 different
categories of toys were used. The most popular and most often used in the morning are vehicles and accessories used to play car races or car repairs. The majority
(almost 75%) of the morning observations revealed that the children used cars,
motorbikes, matchbox cars, tracks, and a car park. Almost three-quarters of the
observations showed that other very popular types of toys are various kinds of
blocks, usually wooden blocks, including smaller ones, so-called Froebel gifts.
Plastic or Lego blocks were also the subject of the children’s interest. Other toys,

262

Barbara Bilewicz-Kuźnia

very popular among the girls and often used by them, are dolls, dollhouses, doll
carriages, beds which are used while playing the role of parents or guardians when
playing house. The three abovementioned classes of toys (cars, blocks, dolls) are
especially popular before noon, while in the afternoon it was more typical of the
children to use blocks (in 75% of the cases), dolls (in more than a half of instances)
and cars, which came third on the list. The observation showed that the instances
of children playing with cars were half as numerous in the afternoon as during the
observations conducted between 7 am and 12:00.
Conclusion 3. Preschoolers have free access to various toys, educational materials and
props.

Toys in Polish preschools are very varied and sufficient in number. Children
tend to use ready-made toys (e.g., cars, dolls, stuffed animals, kitchen sets, blocks)
as well as accessories and props intended for theme play (e.g., a market stall,
theatre props, mattresses), educational toys (board games, jigsaw puzzles, musical
instruments, books), visual aids and, to a lesser extent, partially ready materials
intended for construction play (corks, sticks). Preschoolers also enjoy using art
materials: cardboard paper, crayons, and colouring books. Children are allowed to
bring their own toys from home; it is usually practiced on Fridays. In exceptional
cases (two such instances were observed during 38 one-hour sessions) some toys
are not available for children. In such groups children have to ask the teacher for
permission to use the selected toy or necessary materials. In one case it was noted
that there were Froebel blocks in the classroom, but the children did not use them.
The reason for that was probably that those toys were hidden out of the children’s
sight and reach, closed in boxes stacked on top of each other.
Conclusion 4. During the time intended for free play, preschool-aged children engage
mostly in construction and theme play. This activity is especially intensive in the morning in comparison to the afternoon in the preschool.

The observation shows that the preschool-aged children engage in the following
types of play, according to their frequency: free construction play, theme play,
perceptive and manipulative as well as physical play. The most favourite kinds of
play in which the children readily engaged irrespective of the time of day were
constructing and playing house and family.
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Table 3. Types and contents of free play in which preschoolers engage
before and after noon
Types of play
theme

Topic

Play between 7
am and 12:00

Play between
12:00 and 2 pm

N*

% **

N

%***

home, family in the kitchen

15

57.7

7

58.3

playing with vehicles (cars, motorcycles,
matchbox cars), race tracks

11

42.3

2

16.7

playing with dolls, doll carriages, stuffed
animals, mascots

8

30.8

1

8.3

shop

4

15.4

1

8.3

animals, farm

2

7.7

1

8.3

policemen and thieves, soldiers, knights

2

7.7

1

8.3

hairdresser’s

2

7.7

1

8.3

other themes, e.g. princesses

2

7.7

doctor, vet

1

3.8

2

16.7

school

1

3.8

bank

1

3.8

theatre

1

3.8

1

8.3

8

66.6

“a park with aliens”

1

3.8

construction

building

20

76.9

physical

playing with a ball

3

11.5

playing with cars, excavator

2

7.7

crawling on all fours

1

3.8

bowling

1

3.8

9

26.9

1

8.3

7

34.6

2

16.7

board games

3

11.5

3

25

playing musical instruments

1

3.8

pick-up sticks

2

7.7

perceptive and jigsaw puzzle
manipulative
browsing or reading books and magazines

* N – the number of events observed
** % calculated from 26 observation sessions before noon
*** % calculated from 12 afternoon sessions
Source: author’s own study
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It was observed that before noon the children most often engaged in construction play. They used wooden blocks to build towers, castles, palaces, houses, garages;
less frequently Lego and plastic blocks and paper. The second most frequent kind
of play was the thematic play of home and family (75% of the observations before
noon). For this purpose, the children used dolls, carriages and mascots. In the
morning, the children also often (in 1/3 of all the observations) solved jigsaw
puzzles, browsed through books and magazines, and played board games. Those
activities were of educational character. It is difficult to determine whether they
were internally motivated, suggested or imposed on. It was also found that the
children were interested in other kinds of theme play, which appeared, however,
much less frequently than playing house, but were quite varied – ten different
types were observed. The children also enjoyed playing shop, and the most original
idea was playing “a park with aliens.” During 26 morning observation sessions, it
was noticed that on three occasions the children engaged in complex play which
integrated a theme, physical and construction aspect, also with the use of Froebel
blocks.
The afternoon observations showed that the studied children played house and
family as frequently and constructed as readily as in the morning. However, the
instances of such play were significantly fewer in the afternoon, they were less
varied and, worryingly, there was not any more complex or typical physical play
after lunch, though some elements of physical activity were visible in other kinds
of the children’s play. The number of instances of theme play dropped from 13 to
9, and there were much fewer perceptive activities, such as looking at or browsing
through books.
Before noon, many children engaged in artistic activities. Half of the morning
observations showed the children modelling in plasticine, drawing, painting, singing together, doing do-it-yourself activities, and making mosaics; it was similar in
the afternoon. As far as other activities are concerned, it was observed that in the
morning the children also engaged in intellectual activities, i.e. talking to other
children or the teacher, working with an auxiliary textbook, teaching one another
(e.g., new words), playing riddles, and using the computer. In the afternoon only
one such activity was noticed in the course of 12 observation sessions.
Conclusion 5. Children assign themselves playing roles on their own. The roles belonging to the first choice categories, as the most liked and often assumed by children are
the figures of family members and people from the family circle, as well as professions,
especially those connected with wearing a characteristic outfit or uniform, and animals.
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The observation showed that children assigned themselves playing roles on
their own. When playing house, they assumed the roles of family members:
mom/dad, children, neighbours, family friends, colleagues and classmates. Apart
from the roles related to playing house, the roles which are liked by children and
were frequently observed are those connected with professions, e.g. the figure of
a policeman, detective, soldier, Spiderman, pilot or carpenter. Such roles can be
described as “uniform-related;” they involve using toys – vehicles or accessories
connected with a given profession. The third group of most popular roles are
animals. Most frequently, the children assume the role of a dog, cat, horse, monkey
or bear. The abovementioned roles are those which the children assumed most
frequently.
Less frequently, but still noticeably, the children assume the roles of second preference. These are characters from fairy stories (princess, knight, witch, fairy); the
roles related to playing shop or restaurant (customer, shop assistant, shopkeeper,
supplier, cleaning lady, waiter, cook, housekeeper) and school (teacher, headmaster,
pupil). The third most frequent roles were those of a doctor, builder; the roles connected with playing bank and others less known professions, such as a footballer,
actor, painter. In very few cases (two sessions) an exchange of roles was observed.
It was observed that before noon the children gathered in playing groups
consisting of two to ten children; on average, there are more than three playing
groups of three-four children in a single preschool class. The biggest number of
groups formed in a single class was ten, the smallest – one. In the afternoon, the
number of groups decreases. It was noticed that in the morning there were a few
children (from one to six in a class, usually one or two) who clearly played alone,
did something on their own or waited passively; in the afternoon, there were twice
as many such children.
Conclusion 6. During children’s free play, a large proportion of teachers (as indicated
by 50% of the observations) are busy with organisational activities and with completing
documentation. It is only rarely (as it was noticed in 30% of the cases) that they conduct purposeful and planned observation during that time, but every second teacher
maintains friendly control expressed through communicating their appreciation and
approval to the children.

The research showed that half of the observed teachers never joined the children’s free play. In 50% of the observation sessions, the teachers were busy with
such activities as filling in documents (e.g., completing the missing information
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in the class register); preparing didactic classes, individual work with the children,
talking to other preschool employees; sending text messages.
The teacher tries to control the children’s behaviour during their free play, but
at the same time fills in current documentation. It seems they should do that
in the teachers’ room, certainly not when they are supposed to be taking care
of the children. Observing children as they play is not commonly practised in
preschools; only half of the studied teachers tend to do so, only a quarter were
clearly interested in all groups of the children participating in play, but did not
join in. As far as the positive strategies of teacher behaviour are concerned, it was
observed that 50% of all the studied persons expressed their approval, praised the
way the children played or encouraged them: You played very nicely; Interesting,
creative, ingenious; etc. It was even observed that one teacher took pictures of the
children’s creations and assured the preschoolers the photos would be published
on the website.
The teachers also attempt to involve the children who do not participate in
playing (a quarter of the persons observed). In practice, it is realised in various
manners, however; for instance, through neutral encouragement, e.g. Invite other
children to play with you and asking the passive children Why aren’t you playing
with the others?, but also in a more dictatorial way, e.g. by taking a boy by the hand,
leading him to a play group and saying Come on, play together. Other communication strategies which are beneficial for play development, but are rarely used by
teachers, are: signalling the beginning and the end of the time allotted for playing
(10% of the cases), reminding the children about the rules they are to obey and
agreements concerning their behaviour during play, e.g. We do not take toys from
one another, everybody has the right to play, as well as expressing willingness to
help in resolving conflicts. It was observed that sometimes (18% of the cases) the
teachers suggested a change in the type of play, reconciled quarrelling children,
reprimanded them or suggested a change of place if it was inappropriate for safety
reasons. It was rare (15% of the instances) that the teacher’s interference with the
content of play was noticed, as well as a suggestion concerning its course, contents
or the children’s behaviour. Sporadically (in 8% of the cases), the teachers joined
in the children playing without being invited by assuming a role. Conflicts are
resolved in various manners; it was noticed that four of the 38 observed teachers
“reconciled” quarrelling children by explaining to them their bad behaviour from
their own perspective and reminding them about the rules they were to obey
during play. They did so unthinkingly, with a mentoring attitude, without listening
to the opinions of both sides. In 10% of the cases of providing help in resolving
conflicts, the communication strategy of active dialogue was used – there were
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questions about the essence of the conflict, the teacher listened to both sides and
helped the children to arrive at a constructive solution.
The observations lead to a conclusion that teachers are more communicatively
active during free play than the children themselves. Half of the observed teachers
watched the children closely and expressed their approval, praise, encouragement.
Sometimes (13%) the teachers gave advice or suggested new ideas. Only in two
cases (out of 38) the teachers forbade something or made negative comments
relating to the children, e.g. Be quiet, Get off from there. It was not observed that
the teachers reacted with shouting, urged or punished the children. Almost a quarter of the observations showed the children asking the teacher for permission
to perform a certain activity, e.g. usually to go to the toilet, take a new sheet of
paper, throw a ball or play with it, reach for an object from a shelf, or play musical
instruments. In 13% of the observations the children were noticed to often turn to
the teacher for advice or help, e.g. in explaining the rules of a game, passing a toy
or repairing it.

Discussion
It was noticed that Polish preschool classrooms are well-equipped with toys
and play accessories. There are numerous theme play and creativity corners.
Children have unlimited access to toys and didactic materials. It is observed that
teachers ensure time and conditions for children’s free play, but didactic activities
continue to be regarded as the central point of the preschool day and teachers
tend to focus on them. Strong pressure to prepare the children for school well and
“paper teaching” block the propagation of free play, to which more time should
be devoted, especially in the afternoon and in the whole preschool area, including
the outdoors. The observation leads to a conclusion that in their organisation of
work teachers follow the goal of preschool education– preparing children well for
their primary school education. It is visible in the thorough monitoring of children
doing their overdue homework from the classes they missed, especially noticeable
in children’s morning activity.
It seems necessary to sensitise teachers to the need for conducting pedagogical observations of children playing, departing from filling in the preschool
documents and following children’s developmental changes instead, providing
preschoolers with a sense of security through friendly presence, helping them,
refraining from making the children aware of the ways the world functions and
encouraging them to make independent decisions, study and explore on their own.
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It is apparent that a new approach to play is developing, expressed through the
behaviour of teachers, very few of whom direct play, interfere with it, explain the
rules of games to the children or resolve conflicts for them. However, this change is
slow in coming and is hindered by the fact that it is required that teachers maintain
detailed documentation and ensure that the realisation of the core curriculum is
being recorded. Another hindrance is the fact the basic document specifying the
work of preschools does not stress the importance of play clearly enough.
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Abstract
Every scientific discipline, every university and college, every institute, every
research project, every researcher is, due to the “double-faced conception of
science” (Dear, 2005, p. 404), confronted with the question of the relationship
of scientific autonomy and scientific relevance (utility, applicability).
The fields of educational science in particular are rooted in this double
horizon of expectation. The theoretical handling of the difference of autonomy
and accountability is therefore also an ongoing theme and the theories offered
take the following three directions: to choose one or the other, to unite both
poles in harmony or to tolerate the conflict-causing dual membership.
In this article another assumption will be made other than the separation,
harmonisation or oscillation theory, namely that scientific and practice discourse complement each other: the question of utility serves the question of
truth and vice versa.
Keywords: scientific theory, knowledge production, scientific function, scientific
achievement

Problem and Thesis
Whether in Francis Bacon’s scientia potentia est (knowledge is power), Jacobus
Le Mort’s curiositas vel lucrum (curiosity and profit), Gottfried Wilhelm Leibniz’s
theoria cum praxi (very loosely: quality and relevance) or Immanuel Kant’s Truth
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and Utility, the dual motif structure of modern science is described everywhere:
“On the one hand, it is defined by the aspiration for truth and knowledge as an
end in itself, while on the other hand it has the practical use of the newly acquired
knowledge in mind” (Kaldewey, 2013, p. 15).
This general reference problem of modern sciences can be observed in educational science as if under a magnifying glass. In any case, if it becomes virulent as
a practical problem,
•• whether affecting education (cf. the expectations on the part of the students
as well as on that of educational policy) – then the dualities are mostly called
theory (dry)/practice (useful), discipline/profession or competence/ethos,
•• or affecting scientific and higher education policies – then the dualities are
mostly called research, creativity/innovation or research/development that
are geared towards basic principles/applicability.
And dualities approach and denote the theoretical ongoing conflicts of
self-descriptions related to educational science in relation to their scientific status.
Then they are mostly called reflection/integration, end in itself/external purpose,
recognition/dogmatic or classically, truth/utility.
The solutions offered in relation to disciplinary questions of legitimation, constitution and duty that can be seen immediately are the following two:
•• The separating perspective: This recalls in an exemplary way the German
double-labelling of education science/pedagogy, from which the puristic
allocation occurs, whether work is carried out on critical “orientational
knowledge” or behaviour influencing “available knowledge” (Mittelstraß,
1992, pp. 32 – 46). The segmentation corresponds to a normal “modern scientific development,” because, according to the currently widely held view,
“both at the same time” is “not only very difficult, but impossible” (Tenorth,
1999, p. 64).
Nevertheless, the opposing idea is successfully maintained,
•• the harmonising perspective: Here the many attempts not to treat “the desire
for pure research and (the) demand of societal utility (...) as opposites”
(Nida-Rümmelin, 2006, p. 11) range from Weniger’s “bias towards matter”
(1929) and Flitner’s réflexion engagée (1957) to Thiersch’s “practical science”
(1978) and Huschke-Rhein’s “educated practitioner “ (1972) to Fuhr’s “ethical science” (2001). They build upon the assertion of the convergence of
scientific and non-scientific constitution of objects, or on the “theory and
for practice” (Leonhard, Liebau & Winkler, 1995).
These attempts at separation and unification (happening at the same time) have
been starkly reflected in educational science since the end of the 1980s. The Master
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Narrative of the epistemological, historical, philosophical and sociological self-thematisation arose to point to the difficulty of the “double placement” between
scientific expectation and practical relevance (Fuchs, 2007, p. 69) Particularly with
reference to allegedly failed aspirations towards harmonisation, such as “action
research”, “Marxist educational science” or forms of “critical and constructive
educational science”, it is claimed that “there is no possibility of being a servant to
two masters without overstraining oneself ” (Tenorth, 1999, p. 64). This “fascinating
artistry” (Fuchs, 2007, p. 70) is thus described as “structural and functional ambiguity” or “anomaly”, etc. (The terminologies, it should be recalled, are an expression
of what is to be stated from an ideal unambiguity from deviations or in other
words: contamination of a puristic condition.)
The following three perspectives regarding the dual constitution of objects
dominate the debates of research related to education science:
•• The ultimately irreconcilable difference: “Whatever one thinks about solutions to the scientific problems of education science, I find it pointless to
explain the social function of education science in such a way that its central
research problems are dealt with at the same time” (Tenorth, 1999, p. 64).
•• The mutual irritation of dichotomous determinations of aims, which can
neither be solved in one direction nor the other, is what is really indicated
by the modern form of scientific self-description (cf. Kade, 1999).
•• The dual membership, often dynamically described as oscillation, by which
“different codes must be kept in operation (e.g., true/untrue, communicable/non-communicable, good/bad), but which cannot mutually support
each other, but rather overwrite each other each time” (Fuchs, 2007, p. 76).
What does one really know if one knows that? For example, that knowledge
from PISA like that of a Christian pedagogy is part of the processing of a diverging
or reciprocal or irreconcilable binary logic. That is a lot – and a little at the same
time.
My polemic evidence works on the assumption that in addition to establishing
a “structural plural referentiality of education science discourses” (Keiner, 1999, p.
71), which demands something “acrobatic” of education science, research questions
arise: namely how the acrobatic occurs in the “intermediate realm” (Keiner, 2005,
p. 166). Scientific research does not have the objective of only meta-analytically
stating the difference between truth and utility and as a result handing it down as
a kind of lingua franca of the meta-discourse about educational science (which
on the one hand accounts for sufficient differentiations, and on the other hand is
enough to be understood), but also to show which solutions education science
communication creates for their reference problem – so how in methods and
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research concepts the poles are related, combined or placed in opposition to one
another and what effects this produces.
I want to take a conceptual approach to this. In order to make the operative
handling of the difference in education science empirically observable, my thesis
holds that a heuristic is required, which in relation to dualities is not content with
the above-mentioned variations of antagonism or incompatibility or exclusion.
Additionally, it could be helpful – without thereby levelling the differences – not
to proceed from the premise of science and society standing in opposition to one
another, but rather from the premise that scientific principles of knowledge and
societal criteria for utility determine and permeate each other.
Therefore, I will (in the context of being inspired in a manner pertaining to
differentiation theory by self – and hetero-reference) argue in a communication
theoretical way (cf., instructive Meseth, 2016).

Clues
Hetero-reference (external performance expectations) as a genuine
component – and not contaminant – of the self-reference of science
(inner function expectations)
In this light, the question (very generally formulated) arises of how communication of the system truly/falsely reproduces science over its conductance. And
it is (keyword – self-referentiality) scientific communication itself which decides
which knowledge is processed as true and which as false. “The binary code thereby
acts as a pointsman: that which is rated to be true is guided in a promising direction by scientific communication; untruths, contrarily, are shunted off to the side”
(Schimank, 2012, p. 116).
Admittedly, it is of crucial importance for the structural formation of scientific
communication that programme and organisation expectations do not arise
without contact with their environment. In the scientific system, especially for the
functional expectation of science (truth), the societal performance expectation
for science (utility) is made a subject of discussion (cf., Luhmann, 1999, p. 640).
Politics, business, mass media, sport or even the education system place performance expectations on the scientific system and the diverse technical, political
or practically/professionally-oriented considerations of usefulness are always
already implicit in scientific communication as excluded societal expectations.
That is to say, societal performance expectations do not intervene in the scientific
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system from the outside. They are a parasitic part of the system that converges
truth into conductance there and is used for individual communicative purposes
(cf., Kaldewey, 2013, pp. 170 – 176). Not only is that external expectation always
included via exclusion, thus viewed, discourses about usefulness first make possible
discourses about truth and they do not impair them per se.
That scientific communication is “formatted as a practical discourse from
scratch” (ibid., p. 23) can be moved along.
Knowledge and Object

In the scientific system, communication is bound to an object. That is also
the case elsewhere (such as in the environment), but as a general rule, scientific
descriptions build a distance between their theoretical references and methods
precisely for that reason (education is, e.g., handled differently in the scientific
context than in that of mass media).
Nonetheless, the reference objects constructed in separation always bring along
parts of the oppositions (that education is spoken of differently in the scientific
context than in others is first described by the difference). “Whoever always
observes takes part – or they are not observing” (Luhmann, 1998, p. 86).
The description and the described are thus at the same time different and identical. They enter into an interrelationship that makes it apparent that knowledge
and object, self and external reference, truth and utility are circularly related to
each other in varying doses.
This can be further appreciated if one more closely determines the difference
between theory and method.
Theory and Method

Theories are, in the view I represent, the window to the external world. They
are statement systems affected by science which are connected with the outside
via reference to an object (e.g., if pedagogical conditions and procedures are systematised in a manner pursuant to education science). Theories are thus never
constructed without complete overlap with the outside. On the contrary: they are
always in some form of relationship.
Methods, on the other hand, are more narrowly related to the key value of truth
and bring the difference between science and environment into focus. Ostensibly
then, methods of scientific communication deliver invariant material and – as
measured by theories – material that is independent of objects. But despite its
distance to concrete external references to objects, methodological packages
always imply an access to the nature of the external, fully with the intention of
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being able to make general, legal statements about it. Thus, here too, convergence
and divergence do ultimately go hand in hand.
The concurrency of orientation towards truth and utility, in which orientation
towards utility evolves into the communication of truth, and orientation towards
truth evolves into the communication of usefulness is also shown in connection
with theory/method.
What does one really know if one knows it, to once again bring up my exploratory question? Science especially defines itself when it separates itself from its
outside, from the other and the others. Precisely by means of the external does it
reflect its objectives and is thus reproduced as genuine societal functional interaction. Thus, perhaps one knows that: with the knowledge that practical discourses
are not contaminants but rather structural aspects of the system itself, new relations between the dualities come into view. The difference appears as a constitutive
and productive moment of unity of scientific communication.
Possible empirical applications of this perspective in theory, which
conceptually equates discourses on autonomy and utility as possible
self-descriptions of education science and thus observes education
science as a discursive construction of a science relevant to society
With this backup, a differentiated view of the programme structure related to
education science arises: namely, how communication related to education science
brings its conflicting poles into a “win-win situation.” (Kaldewey, 2013, p. 22).
I want to indicate four research perspectives:
a) Levels of science and education policy: Against the backdrop of the current shifting of boundaries which bind the scientific production of knowledge
to industry and politics more innovatively and narrowly and organise them in
an economic, entrepreneurial modus, the question again arises of how communication relating to education science fixes its reference problem of orientation
towards research and practice under such changed basic conditions.
The heuristic that has been developed makes it possible to devote oneself, e.g.,
to the identification of beneficiary-beneficiary modes instead of the usual one
of that of perpetrator-victim relationships. Thus, it can be empirically seen how
and for what reason “the autonomy of science is often legitimised via its practical relevance and its practical relevance in turn is explained via its autonomy”
(Kaldewey, 2013, p. 411) also in terms of the “New Production of Knowledge”
(Gibbons, Nowotny & Limoges, 1994) in mode 2 (Nowotny, Scott & Gibbons,
2003).

Truth/Utility, Autonomy/Heteronomy, Theory/Practice

279

b) Levels of scientific organisation: This can be followed in various scientific
fields with approximate regard to organisational strategies. Here a new “peaceful
coexistence” of competing logics is to be seen (ibid., p. 22) if in the mode of science
(code true) political operations (code powerful) are united with economic (code
profit-maximising) and moral (code good) ones. With the result – e.g., as is the
case with academic internationalisation strategies – of codifying power retention
in relation to the lucrative search for the truth of the good as the objective (cf.,
Binder, 2016).
c) Levels of theory formation with respect to education science: In any case,
that is probably the main application area. Various offerings of meaning as they are
created or rather illuminated by communication as it pertains to education science
become analysable under different circumstances.
It can thus be observed, e.g., in various forms of justification for modern pedagogy (non-prejudicial) how the question of usefulness serves the question of truth
and vice versa. To bring the example of one of the most well-known theory-building figurations: Precisely by and through occurring in protective “advocacy for their
clientele (the students) with respect to societal demands deemed to be precarious”
(Thiel, 1999, p. 160) will the “problems which society has brought upon itself ” be
dealt with – and indeed “in the medium of scientific rationality, with empirical
research, theoretical criticism and the discussion of action alternatives” (Vogel,
2016, n.p.). In short: the external expectations are rejected in order to fulfil them.
d) Levels of education science methodology: Also in the context of the
scientific methods it can be analysed how the formal procedures of methods
(self-reference) and the various normative charges of the societal constitution of
the objective (external reference) can be related to each other in such a way that
they can become productive. That is the case, e.g., when in biographical research
pertaining to education science, which is unquestionably part of scientific empirical research, the determination of what ought to be identified in the biographies in
a scientific-methodological manner comes from external referential pedagogical
argumentations. The scientific processing in the coding of true/untrue takes place
in an everyday pedagogical concept of education that derives from a coding of
good/bad. An ostensibly practically more satisfying, more personally oriented concept of education – and thus not a frowned upon clinical one – becomes without
any great upheaval simultaneously the tool and object of theoretical and empirical
work (this hybrid seems to guarantee a high degree of legitimation and dignity).
Here too, the paradoxical yet profitable constellation is shown: the inner expectations are outlined and then satisfied by the external expectations in order to then
outline and satisfy the external expectations. This clearly indicates to what extent
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science is a “knowledge-advancing enterprise of society” and not a “free-floating
world observer” (Luhmann, 1998, p. 7).
Fundamental tensions structure each value system (Weber), each
function system (Luhmann) or each social field (Bourdieu). Thus, the
“differentiation, stabilised and varied over centuries, between autonomy
and practical discourses” appears not as an enervating contamination
but rather as “tension that has made the differentiation and stabilisation
of the scientific system possible at all” (Kaldewey, 2013, p. 414)
I shall forego further examples. I merely wanted to express that in the light
of daily scientific practices, the productivity of processing of self and external
reference can hardly be denied. Every day management of paradoxes is in effect.
Paradoxes are constantly distributed as if on a “shunting yard” so that the various
operations are no longer bothersome (Paetow, 2004, p. 136), even more: they
stimulate. Even if the doubling leads to conflicts of interests in individual cases,
even and precisely that makes it advantageous for education science to level off
again thereupon (the debates about “economisation of education” are eloquent
witness to this).
The irritations, aberrations, areas of tension, antagonisms, antinomies, etc.,
which are widely cited everywhere, do not appear as an anomaly in the theory
strategy just presented, which conceptually equates discourses on autonomy with
discourses on usefulness as possible self-descriptions of education science. They
are much more the constitutive operative motor of science.
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Abstract
The aim of this study was to investigate the relationship between perceived
stress and psychological well-being among parents of children with Down syndrome. The relationship between perceiving one’s parenthood and well-being
was also studied.
The sample consisted of 126 parents (75 mothers and 51 fathers, aged 25– 69)
of children with Down syndrome. Our results show that ego-resiliency is a partial mediator of the relationship between perceived stress and psychological
well-being. Moreover, there is a difference in well-being between parents who
perceive their parenthood as a burden or challenge, and parents who report
happiness and satisfaction.
Keywords: children, parents, Down syndrome, stress, well-being

Introduction
Parenting brings happiness and satisfaction as well as sorrows and hardships.
Some authors consider the relationship between parenthood and well-being to be
highly complex (Nelson, Kushlev, Lyubomirsky, 2014). Parents of children with
disabilities are burdened with many additional duties which affect their health
and well-being (Johansen et al., 2013). Functioning and outcomes of these parents
have been described by many theoretical concepts, such as quality of life and psy-
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chological well-being. Quality of life has different aspects which relate to physical,
emotional, cognitive and social functioning. Subjective well-being is considered
in the context of two traditions: hedonistic and eudaimonistic. The first of these
traditions defines well-being as finding sources of pleasure and avoiding things
such as pain and inconveniences, whereas the second one relates to getting fullness
of personal potential (Carr, 2009). Hills and Argyle (2002) treated well-being as
personal happiness which is associated with life satisfaction and the sense of
strength and control. Happiness and well-being are negatively correlated with
psychological distress, which includes depression, trouble, somatic complaints,
exhaustion and low self-esteem (Argyle, 2004).
Caring for a child with disability can be for its parents a source of a better
understanding of the sense of life and paying attention to basic human values like
love, friendship and kindness. The way in which parents of ill children perceive
their own situation influences their well-being. The mothers and fathers of children with disabilities who are able to notice and appreciate the positive aspects
of their situation experience more pleasant feelings than the parents who tend
to focus on the negative aspects of their child’s disability (Veek, van der, Kraaij,
Garnefski, 2009). Pisula (2007) states that there is a connection between parents’
psychological well-being and their strategies of coping with stress. Mothers who
reported being more optimistic had better health than those who were less optimistic (Greenberg, Wyngaarden-Kraus, Mailick-Seltzer, Chou, Hong, 2004). The
psychological well-being of mothers raising a child with a developmental disability
varies according to the nature of the disability. Offspring’s behavior problems are
considered to be the child characteristic that most affects the maternal well-being
(Blacher, McIntyre, 2006).
The majority of research has been focused on Down syndrome. Quantitative
and qualitative evidence indicates that parental well-being is influenced by having
a child with Down syndrome. Parents very often take care of their children throughout their whole life (Crowe, Florez, 2006). It is, therefore, not surprising that raising
a child with this syndrome has been found to be connected with higher levels of
parental stress and reduced well-being among parents (Dąbrowska, Pisula, 2010).
They were also less content with their health, financial, social and occupational
position than parents who raise children without developmental disorders (Brown,
MacAdam-Crisp, Wang, Iarocci, 2006). However, there are parents that experience
positive adaptation and are able to be resilient despite the risk that occurs. Brown
et al. (2006) proved that parents of children with Down syndrome estimated their
family life quality better than parents who raise children with autism. Children
with Down syndrome and their mothers have more positive interactions than
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children with other developmental disabilities (Mitchell, Hauser-Cram, Crossman,
2015). Many studies have also reported that these parents experienced a lower
level of stress and a higher level of satisfaction from received support and had
a more optimistic view of their children’s future than parents who raise children
with other types of disability (Zasępa, 2008). Luthar and Cicchetti (2000) claim
that there are both “vulnerability factors” and “protective factors” that influence
one’s ability to be resilient. Although there are a lot of external factors which
burden parents, like the child’s health problems or lack of social support (Bruns,
Foerster, 2011; Cumella, Heslam, 2013), many findings indicate that they have
internal resources allowing them to see the positive dimensions of raising a child
with disability (King, Zwaigenbaum, Bates, Baxter, Rosenbaum, 2011). External
locus of control (Lloyd, Hastings, 2009), dispositional optimism (Greenberg et al.,
2004) and contentment of one’s own coping strategies (Veek, van der, 2009) are
considered as important protection against depressive symptoms and declining
psychological well-being. There is also one other construct, ego-resiliency, which
can be useful when we consider the situation of parents who face difficulties. Block
and Kremen (1996) define ego-resiliency as a trait that allows individuals to cope
well and have control when circumstances are changing. It allows for adapting
to daily activities as well as determines functioning in traumatic situations (Sęk,
2008). Some authors suggest that raising a child with disabilities is a source of
processes which refer to resilience and in this way parents are able to reappraise
their situation positively (King et al., 2011).
Based on the relevant literature, we assume that ego-resiliency can play a mediating role between perceived stress and psychological well-being among parents
who raise children with Down syndrome. We also put forward a hypothesis that
there is a difference in psychological well-being between parents who describe
their parenthood in different ways. The following research questions are posed:
1. Is ego-resilience a mediator in the relationship between perceived stress and
psychological well-being?
2. In which way do parents of children with Down syndrome understand their
parenthood?
3. Is there any difference in psychological well-being among parents who perceive their parenthood in different ways?
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Research Methodology
Participants and procedure
The group of participants in this study consisted of 126 parents (75 mothers
and 51 fathers) of children with Down syndrome at the age of 1 – 39. The data
was collected in a confidential and anonymous survey and questionnaires. Participation in the survey was voluntary. Initially, 140 parents (85 mothers and 55
fathers) had agreed to take part in this project. Finally, 126 of them completed
questionnaires and met the terms of this project. The parents were the residents
of a few Polish provinces, especially Silesian Voivodeship. Each parent received
a set of questionnaires in a separate envelope and was asked to complete them.
Studies were conducted both in individual contact with parents and with the help
of school head-teachers, rehabilitation centres and chairmen of family associations
and friends of the children with Down syndrome.
The parents’ age ranged from 25 to 69 years. The mean age was 46.54 (SD =
10.26). All the parents (100%) were married.

Instrument
Perceived stress. The level of the parents’ perceived stress was evaluated using
the 10-item Perceived Stress Scale (PSS-10) developed by Cohen et al. (1983). The
Polish adaptation was conducted by Juczyński and Ogińska-Bulik (2009). PSS-10
focuses on symptoms of negative stress which were experienced during a month.
Each item has a 5-point response scale (from 0 = never to 4 = very often). The
PSS-10 scores are obtained by reversing the scores on the four positive questions
and then summing up across all 10 scores. Total score is the measure of chronic
stress. Example questions include ”In the last month, how often have you felt
difficulties were piling up so high that you could not overcome them?” Cronbach’s
α coefficient for this scale was 0.86.
Ego-resilience. The level of ego-resiliency was measured with the help of the
Ego-Resilience scale developed by Block and Kremen (1996) and adapted by Przybyła-Basista and Kołodziej (2012). This scale consists of 12 items including such
ones as: ”I am considered as a very energetic person”, ”I am more investigative than
the majority of other people”. The respondents rated their level of agreement with
each item on a 4-grade scale, where 4 denotes ”I agree very strongly” and 1 = ”I do
not agree at all”. The scale structure consists of two factors: Optimal Regulation
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(OR) and Openness to New Life Experiences (OL). Cronbach’s α for the total scale
was 0.802, for the OR scale = 0.773 and for the OL scale = 0.59.
Psychological well-being. To measure the parents’ psychological well-being we
used the Oxford Happiness Questionnaire (OHQ). The original version of this
questionnaire was developed by Hills and Argyle (2002). The Polish adaptation
was made by Kołodziej and Przybyła-Basista (2013). The respondents rated their
level of agreement with each item on a 6-grade scale, with responses ranging from
6 = ”I absolutely agree” to 1 = ”I absolutely disagree”. The Polish version of OHQ
consists of two subscales: ”Life Satisfaction and Sense of Power” and ”Feeling of
Sense and Control”. Cronbach’s α for the total scale was 0.902, for the first subscale
= 0.882 and for the second subscale = 0.827.
Perceived parenthood. To investigate the ways in which parents perceive their
own parenthood, we had developed a Questionnaire for Mothers and a Questionnaire for Fathers. With the help of these questionnaires, quantitative and qualitative
data was collected. Exemplary items were as follows: “Being a parent of a child with
Down syndrome is for me: …” (Przybyła-Basista, Kózka, 2016, in print).

Research Results
To examine the extent to which ego-resilience affects the relationship between
perceived stress and psychological well-being, we used regression analyses and
the Sobel test (1982). This procedure includes the criteria defined by Baron and
Kenny (1986).
The first phase of mediation analyses among the parents of children with Down
syndrome confirmed that perceived stress predicted psychological well-being (β =
– .616; t(124) = – 8.703; p < .001). The second phase of the analyses proved a negative relationship between perceived stress and ego-resilience (β = – .455; t(124)
= – 5.691; p < .001). In the third phase, an independent variable and a mediator
were introduced to the model at the same time. As a consequence, the role of perceived stress in predicting psychological well-being decreased (β = – .499; t(123)
= – 6.539; p < .001). The mediator was positively related to the dependent variable
(β = .256; t(123) = 3.346; p < .001). Hence, the first three conditions were met.
The outcome of the Sobel test was statistically significant (z = – 3.132; p = .001). It
indicates that the fourth condition, i.e., the significant reduction of the effect of the
independent variable (perceived stress) on the criterion (psychological well-being)
when the mediator (ego-resilience) is added, is also met. In other words, the occurrence of partial mediation has been confirmed (cf., Figure 1).
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EGO-RESILIENCE

0.256**

-0.455***

-0.499***
PSYCHOLOGICAL
WELL-BEING

PERCEIVED STRESS
-0.616***

Figure 1. Illustration of the simple mediation model: Ego-resilience mediates the relationship between perceived stress and psychological well-being

The second objective of this study was to investigate the way in which the parents of children with Down syndrome understood their parenthood. 111 parents
(70 mothers and 41 fathers) from the total sample of 126 parents answered the
question which concerned the perception of their parenthood. Qualitative analysis
showed that the parents (both mothers and fathers) understood their parenthood
in such categories as: burden (n = 20), challenge (n = 49), ordinariness (n = 13)
and satisfaction-happiness (n = 29).
The third objective of this study was to probe into the question whether there
was any difference in the level of psychological well-being between the parents
who understood their parenthood in different categories. The results obtained with
the use of the ANOVA test and Scheffe test showed that there was a significant
difference in psychological well-being between the parents who perceived their
parenthood as a burden or as a challenge and the parents who described their
parenthood as satisfaction-happiness (p = .001). The parents who described their
parenthood as satisfaction-happiness (M = 111.86; SD = 11.94) had a higher level
of psychological well-being than the parents who declared that their parenthood
was a burden (M = 91.75; SD = 16.46) or challenge (M = 95.85; SD = 17.67). The
results of the analysis are shown in Table 1 and Table 2.
Table 1. Psychological well-being among parents of children with
Down syndrome who perceive their parenthood in different categories
Psychological
well-being

Categories of
perceived parenthood

n

M

SD

SE

ANOVA
F

p

total score

burden

20

91.75

16.46

0.51

7.826

0.001

total score

challenge

49

95.85

17.67

0.34

total score

ordinariness

13

99.70

19.34

0.62

total score

satisfaction-happiness

29

111.86

11.94

0.43
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Table 2. Multiple comparisons with the use of the Scheffe test
Psychological
well-being

Categories of perceived
parenthood

Categories of perceived
parenthood

p

total score

burden

challenge

0.83

total score

burden

ordinariness

0,.60

total score

burden

satisfaction-happiness

0.001

total score

challenge

ordinariness

0.90

total score

challenge

satisfaction-happiness

0.001

total score

ordinariness

satisfaction-happiness

0.18

Discussion and conclusions
Ego-resilience has turned out to be a partial mediator between perceived
stress and psychological well-being among the parents of children with Down
syndrome. It means that the stress perceived by the parents has a weaker effect on
their well-being when they have such a resource like ego-resilience. This resource
makes their functioning in difficult situations more optimal (Kaczmarek, Sęk,
Ziarko, 2011). Every difficult situation is in some way a source of stress and has
a negative impact on the psychological well-being and also life satisfaction, the
sense of strength, and the sense of control. Our findings suggest that ego-resilience
is a resource that has beneficial effects.
The other important thing is to investigate not only if the resources exist or not,
but also how parents perceive them. The findings of such studies can contribute
to a better understanding of the adaptation process of parents who raise children
with Down syndrome. The findings of this study provide support for the argument
that many families are able to respond to the experience of raising a child with
disability, such as Down syndrome, with resilience and adaptive functioning. A lot
of parents perceive their parenthood as satisfaction (happiness). In our opinion,
these families have adapted to their situation of raising a child with disability
better than the parents who perceive their parenthood as a burden or challenge. It
is possible that parents who struggle with many stressful hardships and demands
have difficulties achieving satisfaction and an optimal level of psychological
well-being and adaptation. This suggests that the parents who are able to view the
contributions of their child more positively can experience relief from the parenting stress connected with raising their child. It offers protection against a negative
sense of well-being and allows parents to take good care of their children. What
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is more, the parents’ perception of their situation and the sort of the problems
which they face can be changed. It is important to remember that adaptation is
a dynamic process occurring across the lifespan (Levinson, 1986) and to update
the knowledge about factors and processes associated with the functioning of
families of children with Down syndrome.
The findings of this study are subject to several limitations. Firstly, the use of
self-report measures should be pointed out. Another bias might be that the parents
who decided to participate in this study might have differed significantly from
the parents that did not. Most of the participants in this study were members of
family associations and friends of children with Down syndrome. What is more,
the parents were highly diversified with regard to their age and the age of their
children. It means that the obtained results should be generalized with caution.
Finally, there are some limitations as to the analyses conducted in this study.
We divided the parents’ answers into four categories, but this division should be
a subject of further research.
Despite these limitations, the present study holds implications for researchers
and practitioners, which might be promising. The mediating effect of ego-resilience
is an important finding that may guide the design of interventions. Practically,
it can be suggested that programs to support families with children with Down
syndrome should investigate parents’ adaptation process, emotions which are
connected with it, and the way in which they perceive their parenthood. Nelson et
al. (2014) indicate the type of experienced emotions as a mediator between parenthood and well-being. The perspectives of the parents’ perceiving parenthood
found in the present study may then be used to recognize the current situation of
parents who face responsibility for caring for children with the Down syndrome.
In conclusion, there is a need for further research on the psychological well-being in parents of children with Down syndrome to improve their psychological
functioning and also their children’s well-being. Still much remains unknown in
the area of the functioning of these families. Increased research attention is needed
to understand the life-span needs of parents and persons with Down syndrome
and their family and social functioning. Further research should include objective
data, like detailed descriptions of children’s development, and should be based
on larger samples and longitudinal study designs. Understanding more fully how
individuals handle lifelong caregiving challenges will open the door to new forms
of help.
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Herri Mulyono
Indonesia

Book Review: A. Maley & N. Peachey (eds.),
Creativity in the English Language Classroom,
British Council, 2015, 172 pp.
DOI: 10.15804/tner.2016.44.2.24

Creativity is an essential element for effective and successful teaching and learning in school classrooms. Many sources have suggested that creative teachers can
have an impact on the improvement of students’ academic achievement (Fisher,
2004; Richards, 2013). Unfortunately, defining what is called ‘creativity’ is an elusive
task (Fisher & Williams, 2004). It is so because creativity is a multifarious concept,
which can be interpreted in different ways depending on how it is perceived, i.e.,
as ‘a property of the actor’, as ‘processes’, or ‘products’ (Fisher, 2004, p. 8). This book,
edited by Maley and Peachey, is not particularly aimed to discuss the complex definitions of creativity, but it explores practical classroom activities that demonstrate
what creativity is really about. It also presents classroom procedures that teachers
can follow in order to promote creativity in real classroom practices.
The book comprises 18 chapters with a foreword, an introduction and an
overview of creativity. It is very refreshing that these 18 chapters are written
by 20 well-known English language teaching (ELT) researchers, practitioners
and professionals. The chapters deal with practical classroom case studies that
promote creativity within varied settings of English language teaching practices:
within young learner contexts, secondary schools, adult learning environment
and higher education settings. The exercise of creativity presented by the authors
in the book chapters, therefore, can be regarded as good practices that teachers
from all levels of English language education can adopt and experiment with in
their contexts. In other words, the book addresses “the growing demand for more
creative approaches to the teaching of languages” as expected by the editors (p. 12).
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The overview section is fundamental for understanding the chapters that follow.
In the section, one of the editors, Alan Maley, briefly discusses the what, the why
and the how of creativity. What is important to emphasise is the use of lower case
‘c’ creativity across the book chapters that represents the construct of creativity on
the basis of daily routine. Maley also provides a list of useful resources, which helps
teachers encourage creativity in the classroom. Such a discussion and resources
of creativity not only offer teachers some universal procedures for implementing
creative ideas in classroom activities (p. 6), but also help readers follow the authors’
arguments at ease.
The 18 chapters in the book are apparently divided into four themes, including
approaches to creativity, creative individuals, creative classroom instructions,
and creative use of instructional materials and media. Four chapters deal with
approaches to creativity, namely chapter 3, 4, 10 and 15. In Chapter 3, the author,
Carol Read, presents seven pillars of creativity that are fundamental in primary
foreign language classrooms, including self-esteem, a creativity model, opportunities, creative questions, making connections, exploration of ideas and finally
critical reflection. Although the author addresses these seven creativity pillars to
the primary foreign language classrooms, they are still possible to be applied in
higher levels of language education. In addition, Chrysa Papalazarou’s writing in
chapter 4 offers a visible-thinking approach to promoting creative thinking and,
in chapter 10, Libor Stepanek shares his thoughts on how to improve teachers’
communication skills in responding students’ contributions to classroom activity.
Finally, in chapter 15, Phoung thi Anh Le suggests the use of ‘a reader-response
approach’ to encourage creativity in literature classrooms.
Chapters 12, 13 and 16 discuss creative teachers and students. Chapter 12,
Creating Creative Teachers, addresses the need for creative thinking skills training.
By citing her previous survey results (cf., Constantinides, 2014), the author, Marisa
Constantinides, argues that teacher training courses so far have not provided
opportunities for teachers to develop their ability to think creatively. Thus, in the
chapter, the author offers some activities that promote the development of aspects
of teachers’ “cognitive make-up” (p. 115). Furthermore, chapters 13 and 16 focus
on creative learners. In chapter 13, the author, Marjorie Rosenberg, discusses
the learners as resources for creativity, whereas Tessa Woodward, in chapter 16,
suggests a framework that facilitates the development of students’ creativity.
The issues of creativity in language classroom instruction are addressed in eight
chapters. In chapter 5, Personal and creative storytelling: telling our stories, David
Heathfield argues that storytelling activities can be used to stimulate teachers’
and students’ creative communication. Jill and Charlie Hadfield discuss a creative
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technique to teach grammar in chapter 6. Chapter 7, From everyday activities to
creative tasks, shows teachers how to embed creativity in daily teaching activities.
In chapter 8, the author, Jürgen Kurtz, focuses on creating an ‘attractive learning
environment that can facilitate the development of EFL students’ oral creativity in
classroom interaction (p. 73). Malu Sciamarelli’s discussion on mascot-inspired
projects in chapter 11 is really interesting. She suggests project-based learning
activities that teachers can employ to promote creativity. In addition, chapter 14
and chapter 18 similarly suggest the use of creative writing to promote creativity
in the language classroom, which makes the two chapters different is classroom
settings. In chapter 14, Peter Lutzker describes the practice of creative writing
for secondary school students, while in chapter 18, Zarina Markova focuses on
primary classrooms. Such different settings thus influence the techniques and
classroom procedures presented by each of the authors. In the last chapter, Victoria
Hlenschi-Storie shares her experience of incorporating drama and creative writing
as a blended tool to promote creativity. As she argues, both drama and creative
writing can be alternative resources to stimulate teachers’ and students’ creative
ideas.
Finally, creative use of instructional materials and media is presented in three
chapters, including chapter 1, 2 and 9. In chapter 1, Medium: companion or slave?,
Andrew Wright discusses the potential use of media and materials available in
teachers’ environments. He particularly aims to raise teachers’ awareness of the
creative use of their voice, body, pets, walls, school corridors, playground, papers
and cards, and other things available to them. His thoughts presented in the chapter are really inspiring, especially for teachers who teach at schools with limited
resources. Brian Tomlinson’s ideas about how to use coursebooks creatively appear
in chapter 2 and, in chapter 9, Kathleen M. Bailey and Anita Krishnan seem to add
what Andrew Wright has explained in his chapter earlier. Specifically, they provide
a number of “creative uses of images and objects by English teachers who have
worked in under-resourced areas” (p. 84).
In summary, the book has drawn an interconnection between the ability to
think creatively and problem-solving ability in order to define creativity in English
language classroom contexts. What is interesting in the book is that it not only
facilitates teachers’ understanding of what creativity really is, why they need it
and how to promote it in classroom practices, but it also helps teachers nurture
and develop their own self-creativity and, of course, their students’. In addition,
the ways that each of the authors presents their thoughts about creativity, the
classroom procedures and potential resources for classroom activities are really
impressive, they are logical, they use language that is familiar to the readers, which
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makes them easy to follow. The book is worth reading for English teachers as it
contributes to the area of ELT. The publication of the book has answered what
teachers have been waiting for: creative language teaching approaches that can
apply within different contexts.
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