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Response to editor comment 

No iThenticate plagiarism finding Author revision 

1 Floods are the most pervasive hazard affecting 
Indonesia. Between 1995 and 2015, floods 
accounted for 43 percent of disaster 
occurrences and affected the second most 
number of people over the same time period 
(after earthquakes) and accounted for similar 
total damage than other devastation disasters 
(Islam et al., 2016). 

Floods are the most pervasive hazard 
affecting Indonesia. Floods occurence during 
1995-2015, accounted for 43% of all 
catastrophic events, affected the second 
most people within the same period (after 
earthquakes), and caused overall damage 
similar to other catastrophic disasters (Islam 
et al., 2016). 

2 Supervision activities are carried out through 
various teaching problem solving processes 
and aim to increase the effectiveness and 
efficiency of the teaching and learning 
process.  

Oversight activities are carried out through 
various educational problem-solving 
processes and are aimed at increasing the 
effectiveness and efficiency of the teaching 
and learning process. 

3 Supervision activities are carried out through 
various teaching problem solving processes 
(Maralih, 2017). 

Supervision activities take place through 
various classroom problem-solving processes 
(Maralih, 2017). 

4 Motivation is defined as the process for 
initiating, guiding, and maintaining goal-
oriented behavior. Basically, it directs the 
individual to take action to achieve a goal or 
to fulfill a need or expectation (Gopalan, V., 
Bakar, J. A. A., Zulkifli, A. N., Alwi, A., & 
Mat, 2017) 

Motivation determines the motives for 
persons to react, act to achieve goals or 
fulfill their needs. Motivation is defined as 
the process of initiating, directing, and 
sustaining goal-oriented behavior 

5 The teacher becomes an educator because of 
the motivation to educate. The success of the 
teacher in teaching because of this 
encouragement or motivation is a sign that 
what the teacher has done has touched his 
needs. Teaching activities carried out by 
teachers are of interest because they are in 
accordance with their own interests. 
 

Principal leadership influences teacher 
performance, and work motivation 
(Ulfathmi et al., 2021). Thus, learning 
motivation is a kind of feeling that revives 
the energy of positivism and applies it in 
carrying out tasks (Cook & Artino Jr, 2016). 
Therefore, work motivation in psychology 
is a driving force for work morale. 
 

6 A person is considered to have if he has the 
desire to perform better than others in many 
situations. Mc. Clelland emphasizes on three 
needs, namely the need for achievement, 
affiliation and power: a) The need for 
achievement is reflected in the desire to take 
on tasks that can be personally accounted for 
for their actions. He sets reasonable goals that 
can take into account the risks and he tries to 
do things creatively and innovatively; b) Need 
for affiliation, this need is addressed by being 
friendly; c) The need for power, this need is 
reflected in someone who wants to have 

People are seen as having a desire to 
outperform others in many situations. MC 
Cleland emphasizes three desires: 
achievement, belonging and power: a) The 
need to perform, It is reflected in the desire 
to undertake tasks that require personal 
responsibility for one's actions. He sets 
sensible goals that allow him to take risks 
into account and tries to do things creatively 
and innovatively. b) Need for affiliation,  
this need is met by kindness. c) Need for 
power, this need is reflected in those who 
want to influence others. They are sensitive 



influence over others, he is sensitive to the 
structure of interpersonal influence and he 
tries to control others by regulating his 
behavior and impressing others with him, and 
always maintaining his reputation and 
position (McClelland, 1985). 
 

to the structure of interpersonal influence, 
regulates his behavior, seeks to control 
others by impressing others, and always 
maintains reputation and position 
(McClelland, 1985). 

7 Creativity has become a focus in the 
curriculum as evident in its inclusion. The 
curriculum enable pupils to think creatively 
and critically, to solve problems and to make 
a difference for the better. It should give 
them the opportunity to become creative, 
innovative, and enterprising (QCDA, 2009). 

Creativity becomes the focus of the 
curriculum and is reflected in its content. 
This curriculum encourages students to 
think creatively and critically, solve 
problems and make things better. It should 
give the students opportunity to be creative, 
innovative and entrepreneurial (QCDA, 
2009). 

8 In connection with the development of work 
creativity, there are 4 (four) aspects of 
creativity (Lukman and Alim, 2020), namely: 
a) Private, creativity is an expression 
(expression) of the uniqueness of individuals 
in their interactions with their environment. 
Creative expressions are those that reflect the 
originality of the individual. From this unique 
personal expression, it can be expected to 
generate innovative ideas. b) Pusher, creative 
talent will be realized if there is 
encouragement and support from the 
environment, or if there is a strong urge 
within itself (internal motivation) to produce 
something new; c) Process, to develop 
creativity, it is necessary to be given the 
opportunity to be creative with oneself which 
can stimulate oneself in creative activities 
with the help of the necessary facilities and 
infrastructure. In this case, it is necessary to 
give freedom to express oneself creatively on 
the condition that it does not harm other 
people or the environment. First of all, what 
is necessary is the process of getting busy 
creatively without the need to always or too 
quickly demand the production of 
meaningful creative products; d) Product, 
meaningful conditions that enable a person to 
create meaningful creative products are 
personal conditions and environmental 
conditions, namely the extent to which both 

In connection with the development of 
work creativity, there are 4 (four) aspects of 
creativity (Lukman and Alim, 2020), 
namely: a) Private Creativity is the 
expression of an individual's uniqueness in 
interaction with the environment. Creative 
expression is a reflection of individual 
originality. Expect innovative ideas from 
this unique personal expression. b) Pusher, 
creative genius, is realized when there is 
encouragement and support from the 
environment, or when there is a strong urge 
within oneself to create something new 
(inner motivation). c) the process of 
developing creativity need the freedom to 
express idea. d) Products, meaningful 
conditions that enable a person to create 
meaningful and creative products are 
personal and environmental conditions. 
That is, they both encourage people to 
engage in creative processes. Creativity is a 
personal properties that are embodied 
in attitude or character such as flexible, 
open, autonomous, airy, curiosity, firm, 
ability to describe 
ideas, self-assessment realistically, all of 
which are necessary to bring up creativity. 
Creative development in the classroom 
produce participants creative education. 
Ability to think creative as a creative 
component produce effective learning or 
more far from developing high reasoning 



encourage a person to involve himself in the 
creative (busy, activity) process. 

power can be used to solve problems 
learning. Creative potential development 
students may produce superior learning 
(Pentury, 2017). 

9 Innovation is an idea, item, event, method 
that is felt or observed as something new for 
a person or group of people (society), 
whether it is the result of invention or 
discovery. Innovation is held to achieve 
certain goals or to solve a certain problem 
(Udin, 2008). Educational innovation can 
simply be interpreted as innovation in the 
field of education. Educational innovation is 
an idea, item, method, which is felt or 
observed as a new thing for a person or group 
of people (society) either in the form of an 
invention or discovery, which is used to 
achieve educational goals or solve educational 
problems(Dörnyei et al., 2014). Thus, 
innovation is expected to improve the quality 
of education/learning. 
Learning is essentially a process of interaction 
between students and their environment, 
resulting in a change in behavior for the 
better. During the learning process, the most 
important task of the teacher is to condition 
the learning environment in order to support 
behavior change for students (Hiralall & 
Martens, 1998). Learning is a two-way 
communication process, teaching is carried 
out by the teacher as an educator, while 
learning is carried out by students or students. 
 

Innovation is done to achieve a specific goal 
or to solve a specific problem (Udin, 2008). 
Educational innovation can be easily 
interpreted as innovation in education. 
Educational innovations are in the form of 
inventions or discoveries used to achieve 
educational goals or to solve educational 
problems, perceived or observed as new to 
a person or group of people ideas, objects 
and methods (Dörnyei et al., 2014). 
Therefore, innovation is expected to 
improve the quality of education and 
learning. Fundamentally, learning is a 
process of interaction between students and 
their environment, leading to changes in 
behavior for the better. During the learning 
process, the teacher's most important task is 
to adjust the learning environment to 
support behavioral changes in students 
(Hiralall & Martens, 1998). Learning is a 
two-way communication process, teaching 
is done by teachers as educators and 
learning is done by pupils or students. 
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Abstract 18 

 19 
The member countries of the European Union decided, two decades ago, to initiate a reform of university 20 
education, promoting the mobility and employability of students and emphasizing professional skills over the 21 
purely technical skills of each degree. Although the movement of university students between countries has 22 
been successful, there is still a significant gap between the demand for skills from the labor market and the 23 
university supply. Therefore, there is a need to investigate this fact and review from the employer's point of 24 
view, whether the skills training currently received by graduates of a Spanish university in the last three 25 
academic years is adequate to the demands of the labor market. For this, 367 interviews have been carried 26 
out from a database of 3,332 companies that have incorporated graduates of the university under study, 27 
either as interns or as employees; A mixed methodology is applied with online interviews and telephone 28 
interviews given the census nature of the study for those degrees with less demand. The research has a clear 29 
vocation for continuity, which will allow the analysis of the data to facilitate the guidelines towards a 30 
positive evolution of employability and skills training in future courses of different degrees, managing to 31 
reduce the existing gap between the labor demand of training in competencies and skills studies offered by 32 
higher education institutions 33 
 34 

Keywords: employment; skills; learning; university, labor market 35 
 36 
 37 
1. Introduction 38 
 39 
University institutions must train their students in the competences demanded by the labor market, 40 
harmonizing the university offer of their graduates and the characteristics of the demand of 41 
recruiters. The Organization for Economic Co-operation and Development (OECD) in its "Skills 42 
Outlook 2021" report analyses how policies can promote lifelong learning of skills, recalling the need 43 
for relationships between different stakeholders. The main recommendations of the report are: 1) 44 
putting learners at the center of learning to improve the quality of education and training; 2) a habit 45 
of learning is essential for individuals to acquire the skills and knowledge needed to cope in changing 46 
everyday circumstances; 3) strong coordination between learning providers is necessary to develop 47 
high quality and inclusive learning. Evidence from job vacancy data in OECD countries reveals that 48 
communication, teamwork and organizational skills are among the cross-cutting skills most in 49 
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demand by employers in a wide variety of occupations. Cognitive skills, such as analytical, problem-50 
solving, digital, leadership and presentation skills, are also highly transversal across jobs and work 51 
contexts (OECD Skills Outlook 2021: Learning for Life). 52 

Members of the United Nations Educational, Scientific and Cultural Organization's (UNESCO) 53 
Global Coalition for Education, launched in March 2020 to help countries develop inclusive learning 54 
solutions, have come together to provide young women with opportunities to acquire digital skills 55 
and other competencies through free access to online skills development programmes. The partners' 56 
offerings will be grouped under the Global Skills Academy (GKA), providing unique access to training 57 
opportunities. 58 

By the early 2020s, even before the outbreak of COVID-19, the fourth industrial revolution was 59 
already transforming jobs and the resulting demand for skills at an ever-increasing pace, which is why 60 
the World Economic Forum (WEF) expected that one billion workers would need retraining by 2030 61 
and that 42% of the basic skills required to perform existing jobs would change by 2022. Some of 62 
those skills are technical, digital or task-oriented, but as the pandemic has highlighted, the 63 
development of cognitive, creative, social and emotional skills is just as important. This is why 64 
UNESCO wants GKA partners to come together to help shape a more sustainable version of the 65 
Academy driven by current and future skills knowledge needs at the national level (UNESCO, 2021). 66 

Inevitably, the types of skills that people need to master today differ from those they will need 67 
in the future. Therefore, for the International Labor Organization (ILO), the aim should be to 68 
promote education policies with skills anticipation systems and to validate this analysis with the help 69 
of actors broadly representing the demand side (employers) and the supply side (educational 70 
organizations) and institutions regulating the market (Ministries of Labor and Education, local 71 
administrations) (ILO, 2017). 72 

Against this backdrop, the European Union (2018) states that labor and employability skills are 73 
the key factor in adapting to the rapid and profound changes that the labor force will have to face. 74 

In any case, since the creation of the European Higher Education Area (EHEA), several aspects 75 
have emerged that need to be assessed in relation to the improvement of employability and 76 
competence training. On the one hand, it is important to identify the key skills for the better 77 
employability of graduates, but it is also important to know how and when to promote the 78 
acquisition of these key competences (García-Aracil, 2004). Transversal skills do not always play a 79 
prominent role in apprenticeship programmes. The way countries and education systems approach 80 
transversal skills varies, driven by different histories, structures, needs and ambitions (Shackleton & 81 
Messenger, 2021). 82 

On this basis, the aim of this study is to obtain, from the employers' perspective, an indicator of 83 
the degree of satisfaction with the transversal competences (employability) of undergraduate and 84 
postgraduate graduates from a Spanish university. We believe that as the study is sufficiently broad, it 85 
can easily be extrapolated to the rest of the university institutions in our country, being able to take 86 
the appropriate decisions, if necessary, to bring the university closer to the company, as proposed by 87 
the Bologna plan of the EHEA. As more specific objectives we can highlight: 88 

• To characterize the companies interviewed, in order to find out the type of companies in 89 
which graduates find it easiest to find employment. 90 

• Specify the number of candidates who have joined the company as employees or trainees. 91 
• To determine whether the graduates came from the university under study or from other 92 

universities. 93 
• Specify the qualifications of the candidates. 94 
• Collect companies' satisfaction with the candidate. 95 
• To record the perception of candidates' competences. 96 
• Collect the rating of the relationship between the companies interviewed and the 97 

university's employment services in order to be able to take the appropriate corrective 98 
measures. 99 
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2. Theoretical Framework 100 
 101 
The aim is to ensure that university education equips students with a set of knowledge that will 102 
enable them to enter the labor market. That is to say, that there is a match between the teaching 103 
contained in the student's credential and what is required in the workplace. The debate then arises as 104 
to what exactly this knowledge is, which has been defined in many ways: qualifications, skills, 105 
aptitudes, abilities and, more recently, competences (Alonso et al., 2009). 106 

Competences for graduates have been classified according to different criteria, and there is no 107 
general agreement either in the theoretical or empirical sphere on their categorization, so a brief 108 
review of the scientific literature will be carried out to bring us closer to the most current definition 109 
and the differential that has always existed between the labor market and the university in terms of 110 
knowledge of skills, which we believe, after carrying out the study presented here, is beginning to 111 
have a clear reductionist tendency. 112 

Researchers from several European countries conducted the first representative and 113 
internationally comparative survey on the main skills of graduates in 1999. More than 36,000 114 
university graduates from 12 European countries and Japan, who had completed their studies three to 115 
four years earlier, were surveyed. The study, called CHEERS (Careers after Higher Education - a 116 
European Research Survey), was based on a questionnaire that addressed a total of 35 competences 117 
and asked graduates to rate, on a scale of 1 to 5, the level they felt they had achieved and the level of 118 
demand required in their job at the time of the job interview and professional interview. The result 119 
was that only three competences exceeded the levels required in the workplace: learning ability, 120 
specific theoretical knowledge and general knowledge, all considered to be academic or scientific, 121 
specific to each degree, the least acquired being negotiation skills, which are currently considered to 122 
be transversal (Schomburg and Teichler, 2006). 123 

In Spain, the Fundación Universidad Empresa (FUE) launched in 2005 the Study on social 124 
demands and their influence on the planning of degrees in Spain within the framework of the 125 
European convergence process in Higher Education, whose objective is to analyzes the gap between 126 
the expectations of recent university graduates and the demands of employers in terms of knowledge 127 
and competences of graduates (Fundación Universidad-Empresa, 2005). 128 

Similar to the CHEERS study, in 2006 the REFLEX (Research on the Flexible Professional in the 129 
Knowledge Society) survey revealed divergences between what should be enhanced and the real 130 
requirements of a job; this study collects through an extensive questionnaire the opinions and 131 
experiences of university graduates at the competence level. In this project, some 40,000 graduates 132 
were surveyed throughout Europe and Japan and around 5,500 in Spain. The results obtained show 133 
that, overall, there are few differences between Spanish graduates and the rest of European graduates 134 
in terms of both their own skills levels and those required for employment. The skills profile of 135 
Spanish graduates is not excessively different from the average European graduate, although Spanish 136 
graduates are only slightly better than European graduates in the skills of teamwork, effective use of 137 
time, asserting authority, writing reports and documents, and making oneself understood (ANECA, 138 
2008). 139 

Moreover, it is clear, according to the opinions of the graduates themselves, that jobs require a 140 
set of competences that are not traditionally the ones that traditionally concern and, therefore, are 141 
not taught in the more traditional systems of higher education, especially in the more 142 
professionalism models such as Spain's. The deficits in competences of university graduates affect 143 
those related to skills and attitudes, while the graduates state that there is an excess of competences 144 
in general knowledge and theoretical knowledge. The skills deficits of university graduates affect 145 
those related to skills and attitudes, while graduates say that there is an excess of skills in general 146 
knowledge and theoretical knowledge. 147 

According to Van-Der Hofstadt Román and Gómez Gras, authors of the report Competencias y 148 
Habilidades Profesionales para Universitarios (2006), it seems demonstrable that the univocal 149 
relationship traditionally maintained by companies between a good academic record (or good 150 
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training) and optimal performance in a job has weakened to a large extent. This report also shows 151 
that companies are increasingly demanding from their candidates’ certain skills that have not 152 
traditionally been part of the academic curriculum. 153 

Subsequently, in 2007, ANECA carried out a study with the aim of investigating the experiences, 154 
experiences and attitudes of higher education graduates in relation to the difficulties encountered 155 
and the factors facilitating labor market insertion. A new element that emerges from this study is the 156 
lack of knowledge and low appreciation of the new professional competences required in a flexible 157 
labor market on the part of higher education graduates (ANECA, 2007). 158 

Therefore, the ANECA Report 2021 on the Framework for the self-assessment of universities in 159 
the improvement of their actions in terms of employment and employability of their graduates 160 
highlights among the fundamental actions (more than 70%) the following: training in transversal 161 
competences and key personal skills for employment; designing teaching-learning processes based on 162 
the activity in the work environment; promoting talent development programmes, competitions of 163 
ideas and/or, entrepreneurial projects, challenge solving, etc.; implement procedures to achieve 164 
cooperation between university and employer entities in the teaching-learning processes; train in the 165 
teaching in knowledge and skills specific to the area of knowledge of teaching and study practical 166 
cases in each field (ANECA, 2021). 167 

The European Union has also provided classifications of these skills over the years through 168 
various projects, for example, the Assessment of Transversal Skills 2020 (ATS2020) , co-funded by the 169 
Erasmus+ Programme and involving 17 partners from 11 EU countries, provides a comprehensive 170 
learning model for the enhancement of students' essential transversal competences within the 171 
curriculum and offers new approaches and innovative tools for teachers for the development and 172 
assessment of these skills (ATS, 2021). In this line was also developed the KeySTART2Work (Key Skills 173 
and Employability Diagnostic Service for Youth and Adults in Training) project co-funded by the EU 174 
in the framework of the Erasmus+ programme (2015-2016) implemented by 6 partners from 6 EU 175 
countries (Spain, Italy, Austria, Greece, Poland and Belgium), experts in vocational training and in 176 
the improvement of transversal competences. KeySTART2Work aims to reduce the gap between the 177 
needs of the labor market and the qualifications of professionals, young and old, who will have to 178 
meet these demands. To this end, it develops an innovative ICT tool through which professional 179 
jobseekers can carry out a self-assessment of their transversal competences and a handbook with 180 
recommendations for the creation of a support service for the further training of participants in these 181 
skills (KeySTART2Work, 2015). 182 

In recent years, international skills assessment has been achieved in more than 40 countries as 183 
part of the Programme for the International Assessment of Adult Competencies (PIAAC). The 184 
Programme is an OECD initiative to help governments assess, monitor and analyse the level of skills 185 
distribution among the adult population, as well as the application of those skills in different 186 
contexts. Its assessment measures the necessary cognitive and work-related skills that enable 187 
individuals to participate successfully in society and the economy to thrive. The results help countries 188 
better understand how education and education systems can help develop these skills. The pilot 189 
phase of the PIAAC Cycle 2 study took place between May-July 2021 and the main study will take 190 
place between autumn 2022 and spring 2023, from which the desired results can be drawn (OECD, 191 
2021). 192 

The 2012 OECD report "Better Skills, Better Jobs, Better Lives: A Strategic Approach to Skills 193 
Policy" defines skills (or abilities) as the body of knowledge, skills and attributes that an individual 194 
can acquire and that enable him or her to perform a given activity or task adequately and 195 
consistently, and that can be further developed and expanded through learning. 196 

In conclusion, as Llinares (2020) states, there is no agreement on what the basic employability 197 
competences are. A small number of competences can be extracted that appear in 50 % or more of 198 
the models studied in the scientific literature and which are: lifelong learning, communication, 199 
teamwork, flexibility/adapting to change, work organization and time management, problem solving, 200 
decision making, ability to relate to others, initiative, information and knowledge management. 201 
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In any case, regardless of whether they are conceived as competences, soft skills, understood as 202 
transversal employability competences, are considered essential for getting a job and progressing in 203 
the labor market (Cimatti, 2016). 204 

Institutions must be able to respond to the demands of employers, the expectations of students 205 
and develop a labor market oriented educational offer, giving the opportunity to intervene to all 206 
stakeholders of this environment, so that employers can specify competences for employment, 207 
university institutions develop the appropriate programmes for learning those competences and 208 
students know which competences they need to improve their employability (Santiago et al, 2008). 209 
 210 
3. Methodology 211 
 212 
3.1 Characterization of the companies surveyed 213 
 214 
Firstly, a census study has been carried out in all those degree programmes in which, in order to 215 
reach the proposed sample size (which ensures acceptable sampling errors), it is necessary to 216 
interview all the existing registers in each degree programme. For all these reasons, it is necessary to 217 
use different study techniques: online interviews plus telephone interviews. 218 

The following premises have been considered for the configuration of the universes: 219 
• Students graduated in the last three academic years. 220 
• Some degrees have been added due to their very small number of students. 221 
• In the case of master’s graduates, as no data are available for 2021 due to the pandemic, a 222 

similar number of graduates as in 2019-2020 has been envisaged. 223 
Based on the above, a total of 367 interviews were carried out from a database of 3,332 224 

companies that have taken on graduates from the university under study, either as trainees or as 225 
employees, which means a sampling error of ±5.34% for a confidence level of 95.5%, 2σ. The 226 
companies that form part of the sample are asked about the qualifications of the workers hired, to 227 
confirm that they have studied at the institution under study, as well as the specific promotion to 228 
which the worker belongs. The selection of the interviewees will follow random criteria based on the 229 
fulfilment of these characteristics. 230 

Thirty-six percent of the companies interviewed are large companies, with companies with 231 
more than 500 employees (31%), 34% are SMEs and the remaining 30% are micro-SMEs with fewer 232 
than 10 employees. Around six out of every ten companies surveyed are defined as private companies, 233 
and on a second level, although with large differences, as: multinationals (11%); non- profit 234 
institutions (10%); or public companies (9%). Only 3% are family businesses and 4% are official 235 
organizations. The larger the size of the company, the less it is considered a private company, and the 236 
more it is considered a multinational or belonging to the public sector. They fall into a wide variety of 237 
different sectors, among which the following stand out: 238 

• Hospitals, private health centres (15%) 239 
• Marketing (8%). 240 
• Education and research (7%). 241 
• Hospitals, public health centres (7%). 242 
• Pharmaceutical industry (6%). 243 
• Pharmacies (6%). 244 
• Banking and Finance (5%) 245 
• Law (5%) 246 
• Third sector (5%) 247 
Slightly more than two thirds of the companies surveyed (68%) are national, but 32% identify 248 

themselves as international. 249 
 250 
 251 
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3.2 Procedure and instruments 252 
 253 
A quantitative study was carried out by conducting online and telephone interviews with managers, 254 
general managers and human resources directors of various types of companies, during the months of 255 
February and March 2022, who were asked to answer a semi-structured questionnaire, lasting around 256 
10-11 minutes, with a total of 20 questions, divided into 3 groups: the first four belong to the group of 257 
characterization of the company and the following 12 belong to the group that allows identifying the 258 
profile of the graduate requested, so they do not work with any scale, as they are only identifying 259 
essential features of the companies and graduates; in group 3 there are three questions that use a 260 
Likert scale from 1 to 10 to assess satisfaction with the candidate, with the last question being for any 261 
interesting comments in relation to the university's job placement services and the candidates 262 
provided. 263 

Prior to administering the questionnaire, participants were informed of the purpose of the study 264 
and their voluntary collaboration was requested. The data were collected anonymously, as no specific 265 
identifying information was requested about the group of students from the last three graduating 266 
classes (2018-2019, 2019-2020 and 2020-2021). 267 

The material and technical resources used in the research were as follows: 268 
• CATI (Computer Assisted Telephone Interview) platform with 100 operator positions, and 269 

two working shifts: 9:00-15:30 and 16:00-22:00. 270 
• Recording system, which allows the university to monitor the correct conduct of the 271 

interviews. 272 
• Online platform, which facilitates CAWI (Computer Assisted Web Interviewing) surveys, 273 

based on digital questionnaires distributed through online media by means of emails and 274 
distribution of links on social networks, inbox or websites, which allow researchers to gather 275 
information more quickly and analyze it in an optimal way. This platform broadens the 276 
methods of access to certain groups and allows full complementarity with the CATI system. 277 

• Online Monitoring System to know in real time the situation of the fieldwork (surveys 278 
carried out, pending, postponed, rejected...). 279 

With the responses obtained, descriptive analyses were carried out using the Excel solver tool, 280 
which allowed us to obtain the following results. 281 
 282 
4. Results 283 
 284 
Below, we present the assessments reported by employers for the last three academic years on 285 
employability and skills of graduates from any Spanish university and the same data for the university 286 
under study, so that we can compare and analyse whether the curricular measures carried out by the 287 
university under study on skills learning are being effective. 288 
 289 
4.1 Results on the candidates recruited from Spanish universities 290 
 291 
The companies in the study have to a large extent (44%) taken on 10 or more university graduates in 292 
the last three years, either as employees or as trainees. This is followed by those that have taken on 3 293 
to 5 (25%) and those that have hired 1 or 2 university graduates (20%). 294 

Other interesting results that emerge from the characterization of the employer companies are 295 
the following: 296 

44% of the companies that have taken on 10 or more trainees or employees are characterized by 297 
being large (56%) with more than 500 employees in 50% of the cases, while 38% are SMEs, mostly 298 
private (55%), followed by multinationals (17%) and the private health sector (19%), the 299 
pharmaceutical industry (10%) and education and research (9%). Of these companies, 61% are 300 
national in scope. 301 
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The companies have incorporated the largest number of university graduates from the Faculty 302 
of Medicine and the Higher Polytechnic School, followed by the Faculty of Humanities and 303 
Communication Sciences and the Faculty of Economics and Business Studies. 304 

It also shows that 96% of the companies have taken on university graduates as trainees, and 305 
89% of them say that they have taken on graduates as employees. This means that the average 306 
number of internship placements is 7.1, slightly higher than the average number of employee 307 
placements (5.9). Moreover, 56% of the companies that have taken on internships have only taken on 308 
between one and five students, a similar figure to that for employee placements, where the vast 309 
majority of companies (60%) only take on a maximum of five graduates. It will be necessary for the 310 
university to find out the reasons for these figures: do the students not have the necessary training for 311 
the companies, and are there differences between the supply and demand of graduates in the labor 312 
market? 313 

In terms of degrees, the percentage of companies interviewed that have taken on graduates 314 
from the Faculty of Medicine is relatively lower, but they are the ones that have taken on the most 315 
graduates on average, both as interns and as employees (in this case together with graduates from the 316 
Faculty of Humanities and Communication Sciences). On the other hand, graduates from the Faculty 317 
of Pharmacy are among the graduates with the highest level of incorporation, but with a lower 318 
average number of incorporations. 319 

It is also observed that as the size of the company increases, the average number of people 320 
joining the company increases, whether as trainees or as employees. 321 

In conclusion, the students taken on as trainees or employees are: 322 
96% (have incorporated traineeships) x 7.1 (average number of additions) = 6.8 (average number 323 

of in-practices) 324 
89% (have incorporated graduates as employees) x 5.9 (average number of additions) = 5.3 325 

(average number of employees) 326 
In total, the average number of new recruits is calculated at: 6,8 + 5,3 = 12,1 56.1% as trainees and 327 

43.8% as employees. 328 
 329 
4.2 Results on the candidates recruited from the university studied 330 
 331 
It is interesting to note that half of the companies that have taken on a university graduate in the last 332 
three years have only taken on a single graduate from the university under study, so once again we 333 
must analyze whether the cause is the difference in the skills provided by the students who finish 334 
some of their studies at this university, since the companies have taken on a greater number of 335 
graduates from the Faculty of Medicine and the Higher Polytechnic School, and fewer in the case of 336 
those from the Faculty of Law. 337 

The number of university graduates recruited by companies in the last three years, either as 338 
employees or as trainees, increases as the size of the company increases. 339 

89% of the companies interviewed have taken on graduates from the university studied and 340 
60% of them claim to have taken on graduates as employees. 341 

The average number of trainees is 3.5, slightly higher than the number of employees 2.4, 342 
although in both cases the number of trainees is a maximum of two in 58% and 44% of the cases, 343 
respectively, with only 10 or more or 8% as trainees and 4% as employees, which is also interesting for 344 
analysis, as the difference in the number of students hired is large. 345 

The percentage of companies interviewed that have incorporated graduates from the Faculty of 346 
Medicine of this university is relatively lower, but they are the ones that have made the most 347 
incorporations, both in internships and as employees (in this case together with graduates from the 348 
Higher Polytechnic School). 349 

It is also observed that as the size of the company increases, the average number of graduates 350 
from the university studied who join the companies increases, whether as interns or employees. 351 

In conclusion, the profiles requested for internships or as employees according to origin are: 352 
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89% (have incorporated trainee graduates) x 3.5 (average number of additions) = 3.1 (average 353 
number of in-practices) 354 

60% (have incorporated graduates as employees) x 2.4 (average number of additions) = 1.4 355 
(average number of employees) 356 

In total, the average number of new recruits is estimated at 3,1 + 1,4 = 4,5, 68% as trainees and 357 
32% as employees. 358 
 359 
4.3 Results of the comparison between candidates from other universities and the university studied 360 
 361 
In order to make this comparison, the data obtained are summarized in table 1. 362 
 363 
Table 1: Comparison of graduates entering the labor market 364 
 365 

Concepts Total additions Incorporations from the university studied 
Average number of traineeships 6,8 3,1 
Average number of employee additions 5,3 1,4 
Average total number of additions 12,1 4,5

Note: Own elaboration based on the data obtained in the survey. 366 
 367 
These data allow us to know the ratio of graduates from the university studied in relation to the rest. 368 

• Ratio of trainees: 45.7%. 369 
• Ratio of new recruits as employees: 27.4%. 370 
• Ratio of total incorporations: 37.7%. 371 
Of the total number of new recruits in the companies interviewed, almost 38% came from the 372 

university analyzed, although this ratio is higher when they are recruited as trainees than when they 373 
are recruited as employees, a fact that needs to be analyzed. 374 
 375 
4.4 Candidate competencies 376 
 377 
Firstly, we begin by defining the skills we have asked employers about, which are grouped into the 378 
following, following studies such as the World Economic Forum's Future of Jobs Report. 379 

(World Economic Forum, 2020), the Adecco Report on the future of work in Spain (Adecco, 380 
2016), the Skills Forecast study: trends and challenges to 2030 (Cedefop, 2019), the one conducted by 381 
ADEI & Google on the Work of the Future (ADEI & Google Observatory, 2017) or the one by the 382 
consultancy Price Waterhouse Coopers on Working in 2033 (PWC, 2013), among others. 383 

Teamwork: understood as helping in the pursuit of a common goal, subordinating personal 384 
interests to team objectives. 385 

• Communication: understood as interpersonal communication skills and communication 386 
with different types of interlocutors, in different academic, professional and social contexts. 387 

• Self-knowledge and personal growth understood as personal and professional autonomy, 388 
critical thinking with the development of personal resources for decision- making. 389 

• Innovation and entrepreneurship understood as the capacity to propose new solutions to 390 
new needs, integrating social, cultural, economic, organizational and technological aspects. 391 

• Leadership: conceived as the effective coordination and organization of a team of people, 392 
the search for a suitable working environment and knowing how to guide and direct in 393 
order to achieve the goals and objectives set. 394 

The companies that have incorporated graduates from the university studied indicate teamwork 395 
and communication as the competences in which they stand out the most, with leadership being the 396 
competence with the lowest level of compliance. 397 

In any case, the companies generally attribute a notable degree of compliance with the 398 
competences considered by the students from this university. 399 
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As the size of the company increases, there is a tendency to attribute a lower degree of 400 
fulfilment of the competences analyzed to graduates who have joined the companies, this being 401 
statistically significant in the case of leadership among the largest companies. 402 

There are no major differences in relation to the competences perceived by the companies in 403 
the new recruits from this university depending on the faculty of origin, if only to point out a 404 
perception of greater competence in Leadership on the part of the graduates from the Faculty of Law. 405 

Finally, the figure 1 shows the existing differential between the competences required by 406 
employers and the training in these competences by graduates, being non-existent for "Teamwork" 407 
and "Innovation and entrepreneurship". 408 

In the rest of the competences analyzed, employer companies have a somewhat less favorable 409 
perception than they have with other universities, with the gap being greatest in "Leadership". 410 

 411 

 412 
 413 
Figure 1: Competence differential between employers' requirements and graduate students. 414 
Source: Own elaboration based on the data obtained in the survey. 415 
 416 
The data on the differential is the main focus of our study, which attempts to find out whether the 417 
gap between the labor market and university institutions also exists at the university under analysis. 418 
As can be seen, in this case, we can affirm that there is practically no gap, which may be due to the 419 
fact that the relevant measures have been taken to implement the learning of these competences 420 
through a specific degree offered to all degrees, where during four academic years learning is carried 421 
out in each of these competences, to which is added a transversal module on digital and agile culture. 422 
Another important characteristic of this degree is its dynamism, as each year a new framework and 423 
updated content is proposed, depending on the demands of the labor market. 424 

In any case, this requires a change in the curricular mentality and the learning process in 425 
university institutions, achieving the integral education of students understood as one of the pillars 426 
and main purpose of the university under analysis. 427 

In this way, it considers it essential that all its students have the opportunity to develop values 428 
and attitudes that promote a personal and professional life committed to society and to the best 429 
version of themselves. 430 

A hybrid teaching methodology is applied, with individual and group monitoring through 431 
mentors and teachers from the institution, and using various teaching resources that are adapted to 432 
this methodology, such as specific online pills, master classes, face-to-face conferences with leading 433 
professionals, continuous collaboration with Alumni and Initiatives and activities of the University 434 
and the Vice-Rectorate for Students and University Life, which make the learning of transversal skills 435 
experiential and attractive. 436 

To ensure the flow of information given the large number of potential students who may take it 437 
each year, the student's own intranet is used for its accessibility, attractiveness and easy navigation, 438 
allowing simple administration and content management, with capacity as a streaming platform, 439 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 10 

documentation manager and publication of news and content and with the possibility of creating a 440 
wall of comments and proposals from students that make this degree adaptable not only to the 441 
demands of employers but also to those of the students themselves, who being aware of their 442 
shortcomings in skills training, request specific content courses. 443 
 444 
5. Conclusions 445 
 446 
Universities must try to adapt their curricula to the skills training demanded by employers, for which 447 
it is necessary to know the business profile that incorporates graduates in internships or as employees 448 
and to know with what skills preparation students arrive at their first job. For this reason, it is 449 
necessary to carry out research to analyze the impact on employability and skills of the studies 450 
undertaken in the different faculties and schools by graduates of a specific Spanish university, and to 451 
make a comparative analysis of the situation of this university in relation to others, since employers 452 
are asked not only about their own graduates but also about graduates from other universities. 453 

This study allows the university to know its present situation but also what learning strategy it 454 
should consider in order to reduce the skills gap. 455 

Students must acquire the competences required by the new reality in which we live, and it is 456 
the university which, as an institution that seeks social progress, must include their learning in the 457 
curricula. To this end, universities must rely on external references that help to justify this type of 458 
degree, as well as to define the competences required at all times and the planning, methodology and 459 
chronology of their teaching. By collecting employers' perceptions of the skills training received by 460 
graduates once they have entered the world of work, we obtain one of these external references that 461 
can enable us to analyze possible shortcomings in university training. 462 

We are thus faced with a proposal that will help us in this objective of adapting higher 463 
education to the demands of the labor market, training students and, therefore, favoring their 464 
employability. Society is changing and the needs of companies are also evolving, and consequently, 465 
the skills that companies are looking for in the workers of the future are also evolving, which also 466 
requires universities to constantly adapt their training. 467 

The companies that have taken on university students are characterized by being large 468 
companies (36%) and SMEs (33%), private (62%) in a wide range of sectors of activity and with a 469 
predominance of the national sphere, so we can conclude that the majority of companies, regardless 470 
of their size, nature and scope of action, seek the same profile of graduates. 471 

Stability is observed in the recruitment of more than two candidates among university 472 
graduates and students, with the university under investigation occupying a considerable position in 473 
terms of the origin of the candidates recruited by the companies. 474 

In general, the companies are notably satisfied with the training of the candidates incorporated 475 
from this university, with the overall satisfaction with the degree standing at 7.8. In addition, 476 
companies have a notable image of the skills of these graduates, although "Leadership" appears as a 477 
"pending subject". 478 

It is also important to highlight that there are no major differences between the perception that 479 
graduates have of their own competences and the attribution of these competences by employer 480 
companies, which means that this institution is successfully adapting to the competence training 481 
demanded by the labor environment, which has meant setting up its own training degree in 482 
transversal competences common to all degrees with innovative teaching methodologies, given the 483 
difficulty of incorporating competency learning into current study plans due to the large number of 484 
face-to-face hours that they have in many cases. 485 
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Abstract 32 

 33 
The article analyzes the results of a free associative experiment to determine the associative image of the 34 
teacher in the language consciousness of students of pedagogical specialty. The experiment was conducted to 35 
determine the degree of influence of extralingual factors on the status of teachers in the modern world, 36 
strengthened by the reform processes in education, reorientation to a competency-based approach to 37 
training students within the project “New Ukrainian School”. In the associative field of the token “teacher” 38 
there are four thematic areas: “Nomination of a person on a professional basis” “Teacher's characteristics”. 39 
“Learning process”.  40 
 41 

Keywords: associate, associative field, free associative experiment, word-stimulus, token “teacher”, lexical-42 
associative image of a teacher, emotional-evaluative component of meaning 43 
 44 
 45 
1. Introduction 46 
 47 
The teaching community represents an important socio-professional group, especially in the modern 48 
realities of Ukraine. Strengthening the processes of globalization and digitalization, changes in the 49 
socio-economic conditions, the challenges caused by the pandemic, have a significant impact on the 50 
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position of the teacher. At the same time, namely the motivated teacher has the freedom of creativity 51 
and develops professionally, being the central figure in the educational process of the New Ukrainian 52 
School, ensuring the implementation of the innovative content of education, focused on the 53 
formation of competencies necessary for successful self-realization in society (New Ukrainian school, 54 
p. 7). 55 

The orientation of modern Ukrainian education towards a competency-based approach involves 56 
the acquisition of knowledge, skills, and abilities by applicants for educational services that will 57 
ensure the socialization and harmonious life of a person in a dynamic digital environment. Therefore, 58 
we consider it relevant to study the modern meaningful filling of the concept of “teacher” in the 59 
language picture of the world of pedagogical specialties students based on the results of the free 60 
associative experience. 61 

The work of a teacher has been recognized as a priority throughout the history of civilization, 62 
however, modern transformational processes in the world and national-level education systems are 63 
accompanied by a number of problems, including a decrease in the social status of the profession as a 64 
whole, aging of teaching personnel, and a change in society's attitude towards the teaching 65 
profession. We also note that the establishment of updated components of the concept of “teacher” is 66 
important not only for the public, but also for the teachers themselves, in particular, to increase their 67 
self-esteem, increase self-confidence, and, consequently, the formation of a successful teacher, in the 68 
person of which the Ukrainian school will be effective, a person-leader, “...who can lead, who loves 69 
his/her subject, who teaches it professionally” (New Ukrainian school, p. 16). 70 

Our study is based on the traditional interpretation of the semantics of the word as “... the 71 
meaning of language units - individual words, phraseological units, word components, etc.” 72 
(Dictionary of the Ukrainian language, p. 120). Considering the language picture of the world as “... a 73 
set of human ideas about the real world, fixed in the system of meanings of a certain language, in its 74 
lexical-semantic subsystem, in the structure of encyclopedic, explanatory dictionaries, in countless 75 
speech situations, texts of different types, types, genres, finally, in individual communication” 76 
(Sokolovskaya, 2002, p. 87-88), we can assume that such representations are reflected in the 77 
semantics of linguistic units. Mastering the language, in particular, the meaning of words, the speaker 78 
simultaneously acquires these ideas, and throughout his life supplements, modifies, and corrects 79 
them. The materials of associative experience reproduce universal cognitive structures (knowledge) 80 
and personal traits of informants, the content of their personal ideas. At the same time, it is 81 
important to identify the actual associative volume of the word, which is different from the dictionary 82 
definition. 83 

The associative lexicography of the modern Ukrainian language is presented by several works: 84 
“The Dictionary of Associative Norms of the Ukrainian Language” by N. Butenko (1979), in which the 85 
researcher added 33 more words to the 100 words of the “Kent-Rozanov list” (Butenko, 1979), her own 86 
“Dictionary of Associative “definitions of nouns in the Ukrainian language” (1989), containing more 87 
than 800 dictionary entries (Butenko, 1989). 88 

“Slavic Associative Dictionary” covers materials of free associative experiments conducted in 89 
Belarusian, Bulgarian, Ukrainian, Russian context (1998–1999), has HTML and PDF versions and a 90 
printed version (Ufimtseva et al., 2000). 91 

At the beginning of the 21st century in Ukrainian linguistics, a new work on associative 92 
linguistics appeared – ‘Ukrainian Associative Dictionary” by S. Martinek. The first volume of the 93 
dictionary presents the associative fields of stimulus words (“from stimulus to response”), the second 94 
one – in reverse order (“from response to stimulus”) (Pasichnyk, 2009, p. 11). In these sources, there 95 
are no associative fields of the teacher's lexeme. 96 

In the monograph by I. Serebryanskaya “Education in Ukraine: observation through the prism of 97 
the linguistic picture of the world”, devoted to the analysis of the linguistic image of Ukrainian 98 
education as a valuable fragment of the linguistic picture of the world, in particular, innovative 99 
processes in the vocabulary for the designation of educational realities are considered; the specificity 100 
of the representation of educational concepts in the linguistic consciousness of three social groups of 101 
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speakers (students, teachers, journalists) is outlined there (Serebryanska, 2018). 102 
In the scientific research of A. Dzyubenko “The concept of learning in the language picture of 103 

the world of Ukrainian students (according to the psycholinguistic experiment)”, the concept of 104 
learning in the language picture of the world of Ukrainian students was analyzed, among the 105 
stimulus words the author used the words student, teacher, knowledge, mind (Dziubenko, 2015). 106 

The works of L. Serdiychuk (2014) and L. Spiridonova (2015) are devoted to the 107 
multidimensional characterization of the concept teacher. 108 

The purpose of the article is to determine the lexical-associative image of the lexeme teacher in 109 
the language picture of the world of a modern student of a pedagogical specialty and to characterize 110 
its content. Based on the analysis of the data of a free associative experiment, we outline and analyze 111 
the components of the lexical-associative image of a teacher in the linguistic consciousness of 112 
students of pedagogical specialties. 113 

We believe that extralingual factors actualized the individual components of the concept of a 114 
teacher in the language picture of the world of young people; the semantic volume of the 115 
corresponding lexeme is expanded, therefore, the analysis of the enclosed associative field of the 116 
word-stimulus “teacher” will allow the differentiation of the received reactions by lexico-thematic 117 
groups. The results of the associative experiment represent the respondents' personal ideas about the 118 
teacher, in particular, emotional reactions to the stimulus word, and are also informative in terms of 119 
the choice of means of verbalization of the associative field of the lexeme “teacher”. 120 
 121 
2. Materials and Method 122 
 123 
As the main research method, a free associative experiment was used, with the help of which it is 124 
possible to establish the actual content of the concept of “teacher” and determine its components. 125 
The method of application of associative experiments for the analysis of the language system is used 126 
by Dina Abdel Salam El-Dakhs (2017), N. Kostruba (2018), O. Kotys (2014), V. Zavatsky, L. Letyucha, 127 
O. Petrov (2019). Materials of associative research are considered in the aspect of psycholinguistic 128 
problems of S. Rakosi (2017) and cognitive paradigm - L. Vivas, L. Manoiloff, A. García, F. Lizarralde, 129 
J. Vivas (2019). 130 

To implement the outlined tasks of the scientific study, we also use the method of observation 131 
of lexical material, descriptive method; methods of lexical-semantic analysis - for differentiation of 132 
the received words-reactions on thematic groups, psycholinguistic analysis - for isolation of 133 
emotional reaction of the respondent to the word-stimulus. 134 

To determine the semantic volume of the lexeme “teacher” in the language picture of the world 135 
of modern youth, a free associative experiment was conducted with the participation of applicants for 136 
a higher education degree of a bachelor of pedagogical specialties - 106 1st year students of the 137 
Faculty of Philology and Journalism of Vinnitsa State Pedagogical University named after Mikhail 138 
Stelmakh at the age of 18–20 years. Each respondent was asked to write down five associative 139 
reactions to the word “teacher” - the first words that come to mind during the response. The choice 140 
of word-reaction was not limited either formally or semantically; researchers have taken into account 141 
the reservations of researchers that, with a strict time limit, informants give the most typical answers, 142 
while an increase in time diversifies reactions and causes the appearance of unusual, unique 143 
associations. Let us note that individual informants answered with six or more associations that were 144 
informatively significant. S. Martinek notes that “... the second, third, etc. reactions that are usually 145 
not indicated in associative dictionaries also contain important information that can be used, in 146 
particular, for the explication of the corresponding conceptual structures in the minds of the 147 
speakers” (Martinek, 2011, p. 14). 148 
 149 
3. Results 150 
 151 
As a result of the conducted free associative experiments, the associative field of the token teacher 152 
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was identified, which contains 540 reactions to the word-stimulus. The set of associations established 153 
as a result of a free associative experiment makes it possible to identify the semantic volume of the 154 
token teacher and the actualized components of meaning in the linguistic consciousness of our 155 
recipients. 156 

It is known that the semantics of a word is determined by the interaction of denotative, 157 
connotative and significant components of meaning. The core, the center of the semantic structure of 158 
the word is represented by the denotative and significant components, presented by the dictionary 159 
definition and scientific interpretations of the token. The concluded associative field of the word-160 
stimulus expresses specific features of the teacher's professional activity, which gives grounds to 161 
interpret it as a system of semantically connected and extralingually conditioned units. 162 

In the “Dictionary of the Ukrainian language” in 11 volumes, the word teacher is interpreted in 163 
two ways: 1. A person who teaches a subject at school. 2. A person who is an authority in any field that 164 
influences others, transmits his experience, knowledge, serves as an example for them (Dictionary of 165 
the Ukrainian language, p. 536). As a result of elaboration of the associative field of the token teacher, 166 
we singled out 4 main thematic groups of reactions: “Nomination of a person on a professional basis”, 167 
“Teacher's characteristics”, “Learning process”, “Emotional reactions (perception, assessment)”. 168 

The first thematic group “Nomination of a person on a professional basis” is quite 169 
extensive - 108 associates (20% of the associative field): mentor 29; another 12; another mom 6; 170 
educated person 5; educator 5; professional 5; guide 4; woman 3; class teacher 3; connoisseur 2; 171 
conductor 2; smart man 2; source of knowledge 2; thinker 2; speaker 2; specialist 2; speaker 2; a person 172 
who teaches; one who is not always clear to me; indifferent person; genius; “old-fashioned” teachers; a 173 
person who has knowledge; educated person; stager; tyrant; cyborg; kind; teacher; omniscient; 174 
comedian; the giver shares his own knowledge; companion (directs to the right path); the one who 175 
expresses the rules; Prometheus of knowledge; a person who will help in certain matters; the one who 176 
teaches; savior; conductor; Angela Yuriyivna; friend; a person who knows how to approach the child, to 177 
reveal his talents; the whole soul is “invested” in the work. This part of the associative field of the token 178 
“teacher”, in our opinion, is most correlated with the semantic volume of the word, identical to the 179 
dictionary definition. 180 

According to the results of the experiment, the most frequent association of the token teacher 181 
in the linguistic picture of the world of students of pedagogical specialties was the word mentor (29 182 
reactions, 5.3%). Other words-reactions that come into synonymous with it are also characterized by 183 
high frequency: friend 12; another mom 6; educator 5; advisor 4. 184 

In general, in the first thematic group, we observe a significant advantage of reactions with the 185 
connotative component of positive semantics: mentor 29; another 12; another mom 6; educated 186 
person 5; guide 4. Only 3 sporadic associations of negative semantics are recorded: sometimes an 187 
annoying person; indifferent person; tyrant. Individual reactions cannot be qualified unambiguously: 188 
one who is not always clear to me; “old-fashioned” teachers; cyborg; teacher; omniscient; comedian. 189 

Among the first thematic group of associates, we will single out the expanded names formed on 190 
the model of syntactic constructions, in particular the subordinate phrase: second mother 6; educated 191 
person 5; smart man 2; stager; “old-fashioned” teachers; a complex sentence with a contracted definite 192 
part: the person who teaches; a person who has knowledge, a person who is sometimes annoying; a 193 
person who commands respect; a person who will help in certain matters; a person who knows how 194 
to approach the child, to reveal his talents; one who is not always clear to me; the giver who shares 195 
his own knowledge; the one who expresses the rules; the one who teaches. 196 

In the associative field of the token teacher, a number of metaphorical names with an emotional 197 
and evaluative component were recorded: second mother 6; conductor; source of knowledge 2; genius; 198 
tyrant; cyborg; kind; teacher; omniscient; comedian; educator; Prometheus of knowledge; savior; 199 
conductor. Let us note that these are also mostly tokens with positive semantics, some of them have 200 
signs of proverbs (kind; teacher) and ironic connotations (omniscient; comedian; savior). 201 

Traditional teacher names like class teacher, the one who expresses rules, etc. in the associative 202 
field are less frequent compared to the reactions-associates like: professional 5; thinker 2; speaker 2; 203 
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specialist 2; speaker 2; companion (directs to the right path); the one who teaches; a person who is able 204 
to find an approach to the child, to reveal his talents, etc., which, in our opinion, are significant for the 205 
respondents and important for identifying the actual semantic scope of the token teacher. It is 206 
important that the participants of the experiment did not associate the word-stimulus with specific 207 
teachers (except for 1 reaction: Angela Yuriyivna) and the first teachers (no associations). 208 

The second thematic group “Teacher characteristics” is formed by two subgroups: 209 
- motivational signs of appearance (24 associates, 4.4% of the associative field): cry 6; glasses 210 

4; elegance 2; business style 2; diction; shorts; style; short hairstyle; skirt; raised voice; 211 
meticulous look; poverty; “paperwork”; welding. Relatively frequent words-reactions present 212 
stereotypical ideas about the teacher (shout; glasses; business style), and sporadic ones 213 
manifest the modern image of the teacher in the perception of recipients (shorts; style). We 214 
state that this thematic subgroup is dominated by traditional, often pejoratively marked, 215 
features of the teaching profession: shout; raised voice; poverty; “paperwork”; quarrels; 216 

- motivational features of the internal state (171 associates, 32% of the associative field): 217 
knowledge 24; wisdom 18; mind 13; example 6; experience 5; responsibility 4; rigor 4; smart 218 
4; severity 4; authority 4; competence 4; education 3; control 3; kindness 3; attitude 3; 219 
support 3; lesson 3; demanding 3; injustice 2; fair 2; indifference 2; anger 2; inspiration 2; 220 
creativity 2; development 2; persistence 2; requirements 2; honesty 2; sample; seriousness; 221 
interest; creative; correct; responsible; austere; erudition; sample; charisma; complete ideal 222 
of behavior (should be); physical and intellectual fatigue; apathy; demanding; restraint; 223 
tolerance; patience; arrogance; savvy; superiority; the desire to give better knowledge; the 224 
embodiment of kindness; good mood; objectivity; lack of experience; care; punctuality; 225 
sometimes not interesting; care; bad mood of the teacher; sometimes trust; equal treatment 226 
of all; not perfect; thirst to show oneself for the better; good; strength (because it is difficult 227 
to be a teacher); certainty; art; openness. 228 

This thematic subgroup was dominant in the respondents' perception, at the same time, 229 
according to our observations, only 25% of words-reactions correlate with the semantic volume of the 230 
token teacher – “a person who teaches, teaches a subject in school”: knowledge 24; wisdom 18; mind 13; 231 
smart 4; competence 4; education 3; control 3; support 3; lesson 3; development 2; persistence 2; the 232 
desire to give better knowledge; “A person who is an authority in any field, who influences others, 233 
transmits his experience, knowledge, serves as an example for them”: example 6; experience 5; 234 
authority 4; inspiration 2; charisma; complete ideal of behavior (should be); lack of experience; not 235 
perfect. 236 

It is gratifying that the reactions are associated words to denote intelligence: wisdom 18; smart 237 
4; competence 4; education 3; lesson 3; creativity 2; development 2; mind; interest; creative; erudition; 238 
awareness, this testifies to the importance of the relevant component of the associative image of the 239 
teacher in the linguistic picture of the world of recipients. 240 

The second activity is the nomination of the control function, which is associated with the 241 
traditions of the previous school system: responsibility 4; rigor 4; severity 4; control 3; demanding 3; 242 
injustice 2; fair 2; indifference 2; persistence 2; requirements 2; discipline 2; seriousness; responsible; 243 
austere; demanding. Associates of opposite semantics are mostly sporadic: support 3; kindness 3; 244 
inspiration 2; charisma; tolerance, etc. 245 

The analyzed thematic subgroup is dominated by reactions semantically distant from the 246 
lexicographical meaning of the word “teacher”: rigor 4; severity 4; injustice 2; fair 2; indifference 2; 247 
anger 2; inspiration 2. We state that the recipients use associates with a positive connotation to 248 
denote a teacher, such as: good mood; honesty; correct; good; the desire to give better knowledge; 249 
objectivity; care; care; the same attitude to all and a rather small number of tokens with opposite 250 
semantics: anger 2; injustice 2; indifference 2; arrogance; superiority; apathy. 251 

Given the objectives of our study, the following words-reactions of the associative field of the 252 
token teacher are socially motivated: physical and intellectual fatigue; apathy; lack of experience; 253 
sometimes not interesting; bad mood of the teacher. In our opinion, the volume and components of 254 
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this thematic subgroup of the associative field of the word-stimulus teacher demonstrate a clear idea 255 
of the respondents about the moral and psychological portrait of the modern teacher. 256 

It is significantly emphasized by the third thematic group, singled out in the associative field of 257 
the word-stimulus teacher – “Learning process” (147 associates, 27% of the associative field): learning 258 
19; lesson 15; school 13; grades 12; explanation 6; board 6; magazine 5; teaching 3; red paste 3; assistance 259 
3; control 3; mathematics 3; information 2; ZNO 2; chalk 2; control work 2; discipline 2; remarks 2; 260 
discussions 2; doctrine; subject; method; diary; leisure; class; question; 1st of September; rule; speech; 261 
lecture; call; communication; praise; pride; awards; participation in the Olympiad; a reminder that if 262 
you don't read, no one will read; Ukrainian language; ethics; hours of persuasion; exercise; writing; 263 
children; double leaf; ban; height; instructions; errors in checking tests; science; examination; endless 264 
journal entries; twos; chemistry; pointer; chewing; abuse; stories about life in the classroom; anecdotes 265 
from the director's grandmother; German; English; foreign. 266 

Words-reactions of this thematic group is represented in the image of the teacher a modern 267 
school system with the following hierarchy of components: 268 

1. learning attributes: learning 19; lesson 15; school 13; grades 12; explanation 6; board 6; 269 
magazine 5; teaching 3; mathematics 3; information 2; chalk 2; control work 2; discipline 2; 270 
doctrine; subject; diary; leisure; class; question; 1st of September; rule; lecture; call; 271 
communication; participation in the Olympiad; Ukrainian language; ethics; exercise; 272 
writing; children; science; examination; twos; chemistry; pointer; German; English; foreign. 273 
Among the reactions, the most frequent are tokens that nominate elements of the 274 
traditional school system, in particular typical forms of organization of the educational 275 
process. We state the absence in the associative field of names related to innovative 276 
technologies such as: interactive lesson, multimedia presentation, etc.; 277 

2. manner of pedagogical work: red paste 3; assistance 3; control 3; remarks 2; discussions 2; 278 
method; speech; praise; a reminder that if you don't read, no one will read; hours of 279 
persuasion; ban; instructions; errors in checking tests; endless journal entries; chewing. This 280 
group of the associative field is especially important given that the recipients are future 281 
teachers, so their understanding of the specifics of the teacher's professional activity 282 
determines the next steps in their acquisition of professional competencies. The analysis of 283 
the thematic group confirms a significant weakening of the role of the teacher as an 284 
educator: only sporadic associations such as remarks and instructions are recorded. 285 
Stereotypes about the teacher present nominations related to the attributes of the “old 286 
school”: a double leaflet; errors in checking tests; endless journal entries; chewing; stories 287 
about life in the classroom; anecdotes from the director's grandmother; abuse. 288 

Also, important ones are the reactions that testify to the importance of the figure of the teacher 289 
in modern society: pride; awards; height. It is known that a person in his development seeks to focus 290 
on a certain coordinate system, as well as professional, which allow building own picture of the 291 
world. The associative field of the token teacher, in our opinion, reflects the results of the complex 292 
interaction of the social role of the teacher and the recipients' own experience. Each of the 293 
participants of the associative experiment was in long-term communicative contact with teachers, 294 
and this provided individual reactions, assessments, interpretations, and as a result - a formed 295 
attitude to the generalized figure of the teacher. Such an image in the student's language 296 
consciousness has an impact on his daily educational activities and future professional practice. 297 

Therefore, the fourth thematic group of the associative field “Emotional reactions (perception, 298 
evaluation)” - 90 associates (16.6% of the associative field) - is important in terms of the objectives of 299 
our article: respect 12; profession 9; education 9; education 7; “Call for the teacher!” 4; work 4; fear 4; 300 
behavior 3; work 3; misunderstanding 2; stress 2; sentences 2; not interesting 2; mood 2; oppression; “I'll 301 
call your parents now!” ; employment; relationships; awareness; another opinion; “Pets”; the film 302 
“Teacher for replacement”; anxiety when asked; to teach; will force you to do something; what are we 303 
going to do; “Where did communism go?” ; the improbability of seeing him outside of school; interest; 304 
pity; jokes from Facebook. These sporadic reactions present the subjective emotions of the participants 305 
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in the associative experiment, some of which are typical and predictable: employment; punctuality; 306 
anxiety when asked; will force you to do something; what are we going to do; sometimes not interesting. 307 

We consider it necessary to analyze the following associations: non-equality; the opinion one 308 
has to follow in order to please the teacher; equal treatment for all. These reactions indicate the 309 
problem of modern school education, in particular, the lack of cooperation between teacher and 310 
student in the educational environment, authoritarianism in teacher’ behavior. Symptomatic one, in 311 
our opinion, is the lack of culturologically marked associations in the analyzed field, except for a 312 
single reaction: the film “Teacher for a replacement”. The participants in the experiment did not use 313 
any literary or cinematic sources on school topics, nor were there any reactions related to the first 314 
teacher. The image of the teacher, which is important in the Ukrainian ethnoculture, has noticeably 315 
lost the aura of exclusivity and significance and has been modernized, which we associate primarily 316 
with the change of social priorities. 317 

The associative field of the token teacher also represents the psycholinguistic meaning of the 318 
word, which researchers qualify as an ordered unity of all semantic components; it actualizes the 319 
word in the minds of native speakers in the unity of all semantic features. The experiment revealed 320 
the expansion of the psycholinguistic content of the token teacher due to the action of social and 321 
subjective factors or their combination. The main reactions of the participants of the experiment are 322 
positively labeled words: mentor 29; knowledge 24; wisdom 18; mind 13; respect 12; another 12; example 323 
6; second mother 6 (120 reactions, 22.2% of the associative field). However, for modeling the image of 324 
the teacher, it is the semantically distant from the lexical meaning associations that contain the 325 
emotional-evaluative component (140 reactions, 25.9% of the associative field) which, in turn, are 326 
important. 327 

Such reactions are mainly represented by the names of abstract concepts: doctrine; sample; 328 
subject; seriousness; interest; method; oppression; creative; correct, etc. The specificity of the image 329 
of the teacher in the linguistic picture of the student's world is evidenced by sporadic associations 330 
with connotative labeling, which can be combined into several groups, some of which are binary 331 
oppositions on the scale “good – bad”: strict - the embodiment of kindness; objectivity is not equality; 332 
anxiety - apathy; openness - restraint; supremacy - tolerance. Other elements of the associative image 333 
are in paradigmatic terms: readability; awareness; savvy; responsibility; demanding, punctuality. 334 

In general, we note the ambivalent nature of the following reactions: the usual meaning of the 335 
associations used is positively marked, but in the minds of modern youth, such nominations have 336 
mostly negative layers: teaching; exacting; awareness; demanding, etc. 337 

Less frequent, sporadic in the associative field are reactions - the names of specific concepts: 338 
board 6; magazine 5; glasses 4; red paste 3; woman 3; chalk 2; diary; call; shorts; double leaf; short 339 
hairstyle; skirt; pointer. In our opinion, such associations are the result of metaphorization according 340 
to the model “person - optical / tactile image of the object world”, respectively, the teacher is 341 
associated with typical objects that belong to him or surround him. 342 

Syntactic constructions (61 reactions, 11.3% of the associative field) are also a means of modeling 343 
the associative image of the teacher. The vast majority of such names have a denotative nature: 344 
educated person 5; smart man 2; a person who teaches; a person who has knowledge; the giver shares 345 
his own knowledge. In some reactions, semantics is concretized by adverbial propagators: sometimes 346 
a person who is annoying; sometimes commands respect; one who is not always clear to me; 347 
sometimes not interesting; sometimes trust. Metaphorical constructions in the associative field of the 348 
word-stimulus teacher are mostly standard: second mother 6; source of knowledge 2; “old-fashioned” 349 
teachers; the embodiment of kindness; meticulous look; raised voice; the whole soul is “invested” in 350 
work, and so on. 351 

Sporadic associates: complete ideal of behavior (should be); a reminder that if you don't read, 352 
no one will read; the opinion you have to follow in order to please the teacher; errors in checking 353 
tests; stories about life in the classroom; anecdotes from the principal’s grandmother do not 354 
correspond to the semantic scope of the teacher’s token and reflect the purely subjective experience of 355 
the participants in the experiment. Students' figurative worldview is also presented by reactions: “Call 356 
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for a teacher!” 4; “Now I'll call your parents!”; companion (directs to the right path); “And where did 357 
communism go?”; the improbability of seeing him outside of school. 358 
 359 
4. Discussion 360 
 361 
As the results of the study show, in the image of the world of future teachers, one can single out the 362 
world of their profession as a special stable categorical grid of typification and interpretation of 363 
professional tasks, as a complex of deep structures that reflect a person's biased attitude to the world 364 
and determine the style and way of his behavior in life and professional situations. The teacher, as a 365 
participant in pedagogical activity, builds his own image of the world and a system of values that are 366 
adequate to empirical reality; therefore, the conceptual and emotional-evaluative components of the 367 
concept are the most significant for him. 368 

The content of the concept is both a product and an instrument of ideology that creates a 369 
system of values in the minds. The values of the ‘reference teacher’ are focused on enlightening the 370 
masses, on dedication, selflessness. The values of the profession include deep knowledge, rich life / 371 
spiritual experience, mastery of the word - the main teaching tool, attention to the needs of students. 372 
Pedagogical values, established from the position of the student and educator, have a personal 373 
meaning for the student: they include kindness, love for children, tolerance, restraint in the 374 
manifestation of feelings and at the same time openness, the desire to transfer one's experience and 375 
knowledge to students. 376 

The value component of the concept “teacher” correlates with the values of pedagogical 377 
discourse, since the teacher is at the center of the most important socio-cultural process - education. 378 
The axiological side of the concept “teacher” is determined by its relation to the concept “education”: 379 
it is a value dominant, the central concept that forms the basis of the concept sphere of ‘education”. 380 
The relevant public institution is designed to transfer knowledge, and the teacher is the executor of 381 
this mission. 382 

Thus, the linguocultural habitat of the concept actualizes certain features of its three-383 
component structure, allowing the concept to be filled as a kind of “research construct” with 384 
information that is not abstracted from native speakers. Therefore, the discursive approach should be 385 
an integral part of the study of the concept, helping to form the most complete picture of it, 386 
consisting of opinions, attitudes, stereotypes of an individual or a social group. 387 

In order to further study the concept of “teacher”, it seems necessary to involve literary texts, 388 
which will expand the study of the ways of its linguistic implementation within the framework of the 389 
educational genre of pedagogical discourse and will reveal the features of the individual author's 390 
conceptualization. In addition, the study can be continued by establishing links between this concept 391 
and other elements of the “education” concept sphere. Due to the fact that the content of the concept 392 
“teacher” can change under the influence of such factors as a change in the political system, ideology, 393 
changes in social values, it is also interesting to study the evolution of the concept at different 394 
historical stages. 395 
 396 
5. Conclusion 397 
 398 
The study of the associative semantics of the token teacher and its comparison with the lexicographic 399 
definition of the word proves that the linguistic picture of the world of the modern student of 400 
pedagogical specialty is dominated by associations correlated with the common meaning of the word 401 
stimulus. Four lexical-thematic groups - “Nomination of a person on a professional basis”, “Teacher's 402 
characteristics”, “Learning process”, “Emotional reactions (perception, evaluation)” - model the 403 
associative image of the teacher in the language consciousness of the student - future teacher and 404 
testify to the expansion of semantic volume of the appropriate tokens. 405 

The most frequent association of the word-stimulus teacher in the linguistic picture of the 406 
world of students of pedagogical specialties was the word mentor (29 reactions, 5.3% of the 407 
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associative field), which is part of the first thematic group “Nomination of a person on a professional 408 
basis”. In the second thematic group “Characteristics of the teacher”, the thematic subgroup 409 
“Motivational signs of the internal state” (32% of the associative field) is dominant in the 410 
representation of the respondents. The words-reactions of the thematic group “Learning Process” 411 
represent in the image of the teacher a modern school system with the following hierarchy of 412 
components: the attributes of learning, the manner of pedagogical work. The analysis of the thematic 413 
group “Emotional reactions (perception, evaluation)” showed a number of problems of modern 414 
school education, including the lack of cooperation between teacher and student in the educational 415 
environment, authoritarianism in teacher behavior, indirectly represented by words-reactions. 416 

In general, the main associations of the participants of the experiment were positively labeled 417 
units available in all thematic groups: mentor, knowledge, wisdom, intelligence, respect, friend, 418 
example, second mother (120 reactions, 22.2% of the associative field). The generalized results of the 419 
research are important first of all for strengthening the motivational sphere of higher education 420 
seekers of pedagogical specialties, in particular its professional and practical component. We are also 421 
convinced of the need to popularize the main features of the associative image of the modern teacher 422 
among the participants of the educational process to prevent negative manifestations of professional 423 
activity and enable activation of innovative components of pedagogical work. The prospect of further 424 
research of the associative image of the teacher is associated with conducting similar associative 425 
experiments with the participation of students of different ages. 426 
 427 
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Abstract 23 

 24 
The Coronavirus (COVID-19) global pandemic led to the deterioration of exclusive pedagogical practices in 25 
different learning institutions. This is because the pandemic forced teachers to make an abrupt instructional 26 
switch from face-to-face to online learning without having sufficient time to prepare. Various studies have 27 
reported that students with special needs in learning have to tolerate the burden of this tumultuous 28 
instructional transition. The educational policymakers have requested that in-service teachers in the United 29 
Arab Emirates (UAE) attend an inclusive education professional development program to equip them with 30 
knowledge and skills for teaching and supporting special needs children. The purpose of this study is to 31 
explore the extent to which in-service teachers were prepared to teach inclusively and the challenges they 32 
perceive after completing a six-month inclusive education teacher professional development (TPD) program. 33 
The study was done using a qualitative case study within an interpretive paradigm. Fourteen teachers from 34 
different schools across the country were purposively selected to complete an open-ended questionnaire and 35 
participate in semi-structured interviews. It was found that teachers gained comprehensive knowledge from 36 
the program and they felt confident and ready to implement inclusive pedagogical approaches in their 37 
classrooms.  38 
 39 

Keywords: Inclusive education, Professional development; Pedagogy; Special needs 40 
 41 
 42 
1. Introduction 43 
 44 
According to UNICEF, the term ‘inclusive education’ implies that every child has the right to quality 45 
education and learning. Children with disabilities are subject to the highest-level barriers to 46 
education across the globe. The term ‘special needs in education’ in pedagogy refers to children who 47 
differ socially, mentally, or physically from general students to an extent that they require 48 
modifications of routine teaching practices in school for efficient learning to take place (Alkahtani, 49 
2016; Block et al., 2019). In education, the students’ success is measured as self-sufficiency and 50 
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academic achievement, along with their future contributions to society. Special needs students may 51 
not be able to achieve these criteria if they do not receive proper attention and help from their 52 
teachers (Benitez Ojeda & Carugno, 2021). Many general education teachers suffer from the absence 53 
of proper training programs and they lack any preparation to accommodate students with learning 54 
disabilities in their mainstream classes. Therefore, teachers’ special training programs play an 55 
extremely important role in inclusive education and for the management of students with special 56 
needs (Feng & Sass, 2013; Crispel & Kasperski, 2019). Due to the Coronavirus (COVID-19) pandemic, 57 
most educational institutions shifted the mode of instruction from face-to-face to online. Special 58 
needs students were the most affected group because many of their requirements in education were 59 
dependent on teachers’ physical assistance (Bakaniene et al., 2022). Further, a considerable number 60 
of teachers across the globe, including those in the education sector in the United Arab Emirates 61 
(UAE), were not prepared enough for the drastic transition from face-to-face teaching to the online 62 
mode of instruction (Erfurth & Ridge, 2020; Dawson & Heylin, 2022; Maatuk et al., 2022). The 63 
requirements for inclusive education, which teachers achieved through their direct physical help in 64 
the classroom, became a challenge for teachers with the online mode of instruction (Yazcayir & 65 
Gurgur, 2021; Paramasivam et al., 2022). In the UAE context, there is a dearth of studies related to in-66 
service teachers’ preparedness and the challenges they face in inclusive education. Therefore, the 67 
present study aimed to establish whether in-service teachers in the UAE are prepared enough for 68 
teaching students with special needs, and also to explore their perceptions regarding the challenges 69 
they face in inclusive education. 70 
 71 
2. Literature Review 72 
 73 
Professional development of teachers related to inclusive education is not something new. It is 74 
conducted in a different context as it helps to enhance teachers’ knowledge, skills and attitude 75 
towards teaching students with special needs. Royster et al. (2014) conducted research related to 76 
professional development of teachers in inclusive education and found that the program was 77 
instrumental in terms of increasing their knowledge and skills about inclusion and special needs. 78 
Teachers’ attitudes were also changed from negative to positive after completing the professional 79 
development training. Such programs play a vital role in preparing teachers to teach inclusively and 80 
overcome challenges that they may face relating to inclusion. Boscardin (2005) argues that 81 
professional development is helpful in terms of supporting teachers to implement inclusive evidence-82 
based teaching practices in their classrooms. The program is also vital as it can change teachers’ 83 
attitudes towards inclusion. Singh et al.  (2020) contend that pre-service and in-service teachers had 84 
different attitudes toward inclusive education in India. Those with negative attitudes could benefit 85 
from attending professional development training sessions to help them understand that they have to 86 
provide full support to special needs children in mainstream classes. It would be hard for teachers to 87 
teach, particularly during the current time of COVID-19, without professional development programs 88 
to help them learn new strategies. In Kazakhstan, it was reported that the need for a well-articulated 89 
inclusive education teacher program was needed to equip teachers with a new set of strategies to 90 
accommodate special needs students (Makoelle & Burmistrova, 2021). This aligns with a view that 91 
”teachers need more specialized training or courses to reach the level of confidence and certainty that 92 
qualify them to teach or deal with different students in inclusive classes” (Badr, 2019, p.89). 93 

If teachers do not have access to training sessions related to inclusive education, they are likely 94 
to have negative attitudes towards inclusion in general. Yusoff and Marzaini (2021) postulate that pre-95 
service teachers felt inadequately prepared to implement inclusive education in schools. Similarly, 96 
some teachers in the UAE had different attitudes and reactions towards the implementation of 97 
inclusive education (Badr, 2019). Negative attitudes normally result in poor implementation of 98 
inclusion in schools. This is different from positive attitudes towards inclusion which were shown by 99 
in-service teachers in Indonesia. The teachers demonstrated readiness to implement inclusive 100 
education compared to pre-service teachers who did not have experience (Rumalutur & Kurniawati, 101 
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2019). Medan (2020) concurs that although some teachers in Indonesia faced acute challenges to 102 
inclusive education, they implemented the concept successfully. This shows teachers’ preparedness to 103 
accommodating the diverse needs of children in mainstream settings. 104 

From the review of literature, it is clear that teachers’ technical and mental preparedness is 105 
crucial for the successful implementation of inclusive education. Therefore, the present study aimed 106 
to analyse the in-service teachers’ perceptions regarding their preparedness and their perceived 107 
challenges in inclusive education in the UAE context. 108 
 109 
3. Methods  110 
 111 
This study used a qualitative interpretative paradigm to assess the key areas of concern in the UAE 112 
inclusive education program. The researchers opted for this study because there are not many studies 113 
in the UAE context related to the perceived opportunities and challenges of in-service teachers 114 
regarding inclusive education. Therefore, the researchers assessed the perceptions of in-service 115 
teachers in the UAE regarding their preparedness and challenges they faced during inclusive 116 
education sessions.  117 
 118 
3.1 The specific objectives 119 
 120 

a. To analyze the perceptions of in-service teachers regarding their preparedness to teach 121 
inclusively. 122 

b. To analyze the perceived challenges faced by in-service teachers during the delivery of 123 
inclusive education sessions. 124 

c. To identify the key areas of concern in inclusive education in the UAE context. 125 
d. To suggest methods/ways for improving the inclusive education sector in the UAE. 126 

 127 
3.2 Sample  128 
 129 
This is a case study of an AlJalila Foundation inclusive education teacher professional development 130 
(TPD) program which involved 14 teachers from eight different schools across the UAE. The in-131 
service teachers were interviewed after they had undergone the six-month long TPD program for 132 
disability inclusion. 133 
 134 
3.3 Data collection and analysis 135 
 136 
All the participants enrolled in this study did so voluntarily after providing written informed consent. 137 
The data collection was achieved through semi-structured, open-ended interviews with the 14 in-138 
service teachers who participated in the TPD program. The open-ended questions were designed as 139 
per the directions given in the study by Gibson and Brown (2009). To avoid bias, the teachers were 140 
given adequate time to think about, respond to and describe their perceptions. The participants were 141 
primarily Emirati Arab citizens; therefore, they were allowed to express their perceptions in their 142 
mother tongue to enable them to express their perceptions completely. Further, they were allowed to 143 
withdraw or modify their answers during the course of the interview. After recording the perceptions 144 
of the in-service teachers in Arabic, the researcher manually transcribed the results from Arabic to 145 
English. A double check was done independently by a research associate to avoid misinterpretations 146 
while transcribing. Qualitative data was analyzed using the content analysis method to identify the 147 
themes and important areas of concern in inclusive education in the UAE context. 148 
 149 
3.4 Ethical considerations 150 
 151 
The present study was approved by the Institutional Ethics Committee (IEC) and Institutional Review 152 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 25 

Board (IRB). Further, to reduce ethical issues, the researchers followed the ethical guidelines laid 153 
down by Bell and Bryman (2007). Written informed consent forms were obtained from all 154 
participants and participation was purely voluntary. Any personal questions were excluded to 155 
maintain the participants’ dignity. Names and personal information of the participants were kept 156 
strictly confidential. The participants were allowed to withdraw their consent to participate at any 157 
time during the course of this study.  158 
 159 
4. Results 160 
 161 
Results of this study are categorised into two main themes, namely preparedness to teach inclusively 162 
and perceived challenges about inclusive education. Each of these themes is presented in detail along 163 
with direct quotes from the participants. 164 
 165 
4.1 Preparedness to teach inclusively 166 
 167 
All teachers who participated in the program attested that the program helped them to gain 168 
comprehensive knowledge about teaching children in an inclusive classroom. Some teachers did not 169 
specialize in special needs education and were learning content for the first time. Teachers who 170 
specialized in special education during their Bachelor’s degree stated that the TPD program was more 171 
of a refresher course and the content helped refresh their memories about implementing inclusive 172 
pedagogical practices. For teachers who studied general education without majoring in special 173 
education, the program was very transformative as it provided them with detailed information about 174 
inclusive education. One teacher said: 175 
Before joining this program, I was worried about having special need children in my class. But, after 176 
this program, I am excited to have them and to go to other teachers’ classes to see the type of special 177 
needs their children require and how they are teaching them. I am happy to tell other teachers what I 178 
learned from the program in order to help them improve their inclusive teaching approaches. After 179 
the program, I am now able to tell that special need children are not different from other children 180 
who do not require additional support and I am welcoming one or two children in my class. 181 
The program was praised for helping teachers gain new knowledge about inclusion. This 182 
subsequently made them feel prepared to teach as was confirmed by a teacher who said: ”I am 80% 183 
prepared. I now have a new way of looking at students with learning difficulties. I now know how to 184 
identify and support them. Before this program, I did not know.“ The program enabled teachers to 185 
learn how to teach and support children with diverse learning needs. This is confirmed by a 186 
participant who said: 187 

 188 
The program gave me a chance to follow up on special need children and to follow up their own blanks 189 
and to know how to deal with them. After the program, I began to assist children with different learning 190 
needs and I got more ideas and experience. The program was very helpful to me. 191 
 192 
Similarly, another teacher reiterated how the program prepared her: 193 
 194 
The program actually helped me in preparing materials and looking at things differently. There is no one 195 
strategy that works. A strategy that works with one student may not work with another. So, the 196 
program provided me with some ideas and strategies to help young learners with special needs. I do 197 
believe that I have a lot to learn and I am only in the beginning process. 198 
 199 
Another participant echoed the same sentiments about gaining knowledge from the program 200 

and how that helped improve students’ development: 201 
 202 
Every strategy and method that we learnt we could apply them in the classroom. We applied some of the 203 
strategies that were taught from the program. Thank God, we noticed development in the students’ level, 204 
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whether development in terms of students’ academic level or in terms of the behaviour. 205 
 206 
Some participants who specialized in special education and had experience of working in 207 

inclusive classrooms found the program helpful and stated it was more like a refresher course. One 208 
participant who had prior knowledge of inclusion said: 209 

 210 
” I had most of the information already since I am a teacher. But I benefited from the new experiences, 211 
the new things they presented, and the discussions that were facilitated. “  212 
 213 
Another participant said: 214 
 215 
I had prior knowledge of inclusion. But this program refreshed and gave me more information. I gained a 216 
lot of data and experience. I struggled to recognize mental illness, or if a student had learning 217 
difficulties, but the program taught us the characteristics that distinguish each category, how to deal 218 
with them and special strategies for this group or special for students with physical disability. 219 
 220 
A participant who specialized in special education said: 221 
 222 
I was not certified in special education, yes, it would have prepared me. It would have given me a better 223 
insight. It was more of a refresher course. I have taught special education for ten years. So, they did not 224 
prepare me, but refresh my memory. 225 
 226 
Teachers who participated in this program felt it was worth their time and wished it was offered 227 

to all classroom practitioners as the content helped them prepare to teach inclusion more effectively. 228 
One teacher said: 229 

 230 
I would suggest that they take a teacher in each subject. That would be more beneficial. Now, there are 231 
only Arabic and English language teachers. If they would take the mathematics teacher, and the science 232 
teacher to attend the program as well. So, one teacher from each subject that would be more beneficial. 233 
 234 
Similarly, another participant said: 235 

 236 
One thing I would really push for them is that the organizers should not just get elementary and 237 
homeroom teachers. We have Arabic and Islamic teachers here and they need to go to this as well. The 238 
science teachers need to come to this as well because they deal with our children as well as kindergarten 239 
teachers. If all teachers attend this training, they will improve their inclusive approaches and teaching. 240 

 241 
Although teachers reiterated the effectiveness of the program in terms of preparing them to 242 

teach inclusively, they acknowledged that there are some challenges that they perceive. In-service 243 
teachers’ perceived challenges about inclusive education are discussed in the next section. 244 
 245 
4.2 Perceived challenges about inclusive education 246 
 247 
Collaboration between teachers and parents was noted as a perceived challenge by all the teachers. 248 
Teachers reported that they felt some parents with special needs children may not be cooperative.  249 

One participant said: 250 
 251 
Parents can be a big challenge. We may want to assist their special need children. When we tell them 252 
about their children’s learning problem and suggest ways to assist the learners, parents may not allow 253 
us to do this. So, this is the main challenge which we might face. 254 
 255 
Participants said that some parents did not collaborate with teachers. When they were informed 256 

about their children’s disability or learning difficulty, they tended to leave everything to be handled 257 
by the school without supporting the teachers. This was confirmed by a teacher who said: 258 
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” not all parents are cooperative. Sometimes we tell them that their child is handicapped or has some 259 
learning difficulties. Some are not cooperative and they leave the child and everything to be done by the 260 
school. “Another participant echoed the same sentiment about parents not being cooperative, saying:” 261 
some parents do not know that their children have special educational needs. When we inform them, 262 
they either do not accept it or do not know how to deal with it. So, these are two challenges we might 263 
face.’ Another teacher said:” it will be difficult to work without parents’ support. We need their consent 264 
and support to be able to teach their special needs children effectively.’ 265 
 266 
Another perceived challenge that was stated was that there were a large number of students in 267 

classes. Teachers raised this as a concern as there could be one special needs student in a large class 268 
and it was hard to meet the needs of all the students, especially the child with special needs. A 269 
teacher confirmed this saying: 270 

 271 
I perceive number of students in a class as a challenge. You may have one handicapped student with 272 
thirty other healthy students in one class. So, it will be hard to plan for that class because the teacher is 273 
not specialized in special education and it will be difficult to support all children in such a large class. So, 274 
we were hoping that the Ministry of Education would consider putting the merged handicapped students 275 
in classrooms with less density of students rather than the regular classrooms of children who are all 276 
healthy. 277 

 278 
Teachers were worried that they may not have adequate time to support all students if classes 279 

were too large. A participant supported this statement saying:” time to support all students in my 280 
class will be limited if classes are too big. There is no time. I need to give each student enough time, 281 
but that will be hard.’ Another participant echoed the same sentiment saying:” large numbers of 282 
students and absence of an assistant teacher will make it hard to teach and support special needs 283 
students in classes.” Participants reported that some classes were merged and they became too large; 284 
this would make it hard to teach effectively. A participant who commented on merged classes said: 285 

 286 
I foresee a challenge about large number of students in classes. They made a lot of merge processes this 287 
year due to the lack of teachers. After merging, the number of students in each class reached 35. When 288 
you have a handicapped student, that will make you slow down the progress of the lesson. You want to 289 
take care of him, and you do not want him to distract other students. 290 
 291 
Another participant mentioned the point of merged classes, but with reference to online 292 

learning. She said: 293 
 294 
The challenge I foresee is that there are merged students or handicapped who are unable to come to 295 
school. They ask us to teach them online. And honestly, I do not have experience in online education 296 
other than my student who was just sitting there, not responding, and not doing anything. I do not know 297 
how to get their attention and deal with them especially in online teaching. 298 
 299 
Some participants argued that shortage of assistant teachers or shadow teachers was a problem 300 

that may hinder the implementation of special education. One teacher said: ‘we do not have shadow 301 
teachers. We miss that. We hope that every student with a learning difficulty has a shadow teacher 302 
with him during class.’ Teachers reported that they needed assistant teachers to support them when 303 
teaching mainstream classes with special needs children. They also needed special education teachers 304 
for some specific subjects like English. This was supported by a participant who said:  305 

 306 
‘we have educational need supporting teacher for Arabic and Math, but not for English. That can be a 307 
challenge. We need a special education teacher for English.’  308 
 309 
Some teachers reported the issue of resources as a possible challenge. One teacher said: ‘so 310 

some of the challenges would be lack of resources. We need to use some resources with special need 311 
children, but some schools may not have them.’ Another participant reiterated the point of resources, 312 
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saying: ‘we are missing a large part of the materials that are needed when teaching. Some of our 313 
schools’ lack readiness as they do not have required tools for us to use.’ Another participant agreed 314 
with the point of readiness, saying: ‘I feel some schools do not have coordinators and helpers to help 315 
teachers with special needs children. They do not have enough tools to enable teaching and learning.’ 316 
 317 
5. Discussion 318 
 319 
Several important themes and key areas which require attention were identified through analyzing 320 
the perceptions of the participating in-service teachers. One such theme was the in-service teachers’ 321 
positive perceptions regarding their preparedness for teaching inclusively. After undergoing the six-322 
month long TPD training program for disability inclusion, the in-service teachers believed that they 323 
were well-prepared to teach inclusively. The study findings are in line with the study by Zagona et al. 324 
(2017) which reported a direct relationship between the teachers’ preparedness for inclusive 325 
education and the receipt of special training on inclusive education. Similarly, a study by Gathumbi 326 
et al. (2015) reported that lack of teacher training in inclusive education results in teachers being 327 
unprepared to manage students with special needs in education. Miskolci et al. (2020) state that 328 
socio-political factors influence the teachers’ understanding about inclusive education, even after 329 
their training in special education and inclusion. Although socio-political factors can influence the 330 
teachers’ preparedness for inclusive education, special education training programs are vital to 331 
prepare teachers for inclusive education. 332 

Notably, the in-service teachers participating in the present study viewed the special education 333 
training program as an opportunity to improve their skills and knowledge regarding inclusive 334 
education. Those who already had basic knowledge in special education regarded the TPD program 335 
as a refresher course whereas those who were new to this topic perceived the program as highly 336 
transformative because it provided them with detailed information about inclusive education. 337 
Indeed, such training sessions in special education can improve the teachers’ attitude towards 338 
students with special needs in education and can make them skilled enough to manage classrooms 339 
which have one or more student with special needs (Byrd & Alexander, 2020; Yuwono & Okech, 2021). 340 

Another point to discuss here was the teachers’ perceived challenge with regards to including 341 
the special needs students in general classrooms. Teachers often reported that they battled to plan 342 
their lessons effectively to include the special needs student in the general classroom. In such 343 
scenarios, the general students’ attitudes toward the student with special needs were of great 344 
importance. Alzyoudi et al. (2021) reported that students in the UAE had negative attitudes towards 345 
students with special needs in education. The authors suggested that creating an environment that is 346 
conducive to learning is essential for accommodating both special needs and general education 347 
students in one classroom. Methods for enhancing amicable relationships between general education 348 
students and their peer special needs students may be used. Similarly, counseling programs for the 349 
general students could be held to elicit empathy and proper understanding about the condition and 350 
requirements of the differentially-abled student. However, more sophisticated educational programs 351 
may be necessary in classrooms in the UAE, which include students from different socio-economic 352 
and cultural strata. 353 

An important challenge perceived by the in-service teachers was the lack of parental support in 354 
special needs education. Previous studies have affirmed the essential role of parents in ensuring 355 
proper education for their child with special needs. The need for parents’ support becomes more 356 
prominent in online education. For instance, Yazcayir and Gurgur (2021) reported that due to the 357 
enforced shift of teaching mode to online during the COVID-19 pandemic, most of the special needs 358 
students suffered to keep up with the pace of the other students. Teachers delivered their lecture 359 
notes through WhatsApp or via other online tools, and those special needs students who lacked 360 
parental support either could not grasp the lessons properly or in many cases they completely missed 361 
the online classes. Many of them were unable to follow the lessons online because the method of 362 
teaching was different to what the special needs students experienced in the classroom. Furthermore, 363 
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the lack of feedback from their teachers made the learning process much more difficult because the 364 
special needs students primarily depended on the teachers’ and colleagues’ feedback during their 365 
educational activities. Similar issues were noticed in recent studies (Bakaniene et al., 2022; 366 
Paramasivam et al., 2022), wherein the special needs students reported mental stress challenges 367 
because they were not familiar with online teaching mediums such as Skype, Zoom and Google Meet. 368 
Further, they were not familiar with other modern electronic gadgets used for online learning. These 369 
findings suggest that the special needs students were not ignorant about their circumstances but that 370 
they needed help, especially from their parents, to overcome their challenges and excel in education.  371 

Most importantly, the present study identified that the UAE in-service teachers from 372 
specialisations other than English, mathematics and Arabic don’t have many chances to improve 373 
their knowledge in inclusive education through taking part in a TPD program. Furthermore, many in-374 
service teachers complained about the lack of tools and instructional materials to support special 375 
needs learners. This scenario is similar to the one reported by Hay et al. (2001) and Gathumbi et al. 376 
(2015). The aforementioned studies described how lack of resources adversely affected the teachers’ 377 
preparedness to teach inclusively. The scenario reported by the in-service teachers who participated 378 
in the present study implies that special needs students in the UAE who are studying subjects other 379 
than English, Maths and Arabic may suffer from their teachers’ lack of competency in inclusive 380 
education, or due to the lack of resources for effective culmination of special education. This scenario 381 
needs to change if the authorities of the UAE want the differentially-abled community to make 382 
significant contributions to society in the future.  383 
 384 
6. Conclusions 385 
 386 
Through the analysis of the results obtained in the present study, the following conclusions have 387 
been drawn: 388 

The in-service teachers who participated in the present study perceived training in managing 389 
special needs students in a highly positive way. Some of the teachers, who were previously trained in 390 
special needs education, also found the program to be beneficial because it acted as a ‘refresher 391 
course’ for them, and the group discussions during the program gave them new insight into and 392 
methods regarding inclusive education. 393 

According to the viewpoints of the participating in-service teachers, refresher courses and 394 
training in inclusive education is limited - only English and Arabic specialization in the UAE receive 395 
such training sessions. Teachers from science and mathematics specialisations are not benefitting 396 
from training in inclusive education. Special training in inclusive education is of great importance to 397 
in-service teachers from all specialities because almost every classroom will have one or more student 398 
with special needs. Their needs for effective learning are different from general education students. 399 
Therefore, such training in managing special needs students should be given to all teachers in the 400 
UAE. 401 

In-service teachers often battle to identify special needs students with mental disabilities 402 
because, unlike identifying the students with visually differentiable physical disabilities, identifying 403 
and managing students with mental disabilities requires special training. Therefore, inclusive 404 
education training programs for identifying and managing special needs students who are challenged 405 
by mental issues may be beneficial for the UAE community. 406 

Lack of support from the parents of special needs students is a major issue faced by in-service 407 
teachers in the UAE. This scenario is primarily due to the lack of awareness and also due to the 408 
parents’ unwillingness to admit the fact that their child is different from others. Therefore, social 409 
awareness programs and counselling programs for the parents may be conducted to improve the 410 
scenario. 411 

When the special needs student is included in the classroom along with general education 412 
students, teachers often struggle to plan lessons for both because their learning capacities are 413 
different. In addition, previous studies have reported that in Arab countries, some of the co-students 414 
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have indifferent behaviour towards the special needs students (Alzyoudi et al., 2021). In such 415 
scenarios, counselling for the co-students may be helpful because once other students are aware of 416 
the special needs students’ struggles, they may become empathetic and adjust with the teachers’ 417 
lesson plans for the benefit of special needs students. 418 

This study has identified key issues and strengths of the inclusive education practices in the 419 
UAE. However, the present study is limited by the number of participants (n = 14), which also reflects 420 
a lack of teachers’ inclusive education training in the UAE in specializations other than English, 421 
mathematics and Arabic. Further, the future baton holders of education - the pre-service teachers - 422 
are not included in this study. For this reason, the researchers consider broadening the scope of 423 
inquiry in future by adopting more explorative and qualitative approaches. Additionally, there is a 424 
need to investigate influential factors like socio-cultural and economic status which may influence 425 
the parents’ indifferent behavior towards inclusive education. To conclude, the present study 426 
demands policymakers to avail special education training to all teaching faculties and to also provide 427 
counseling to general education students and parents to impart understanding and empathy towards 428 
special needs students. 429 
 430 
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Abstract 17 

 18 
This study contributes to the exploration of the most promising practices for dyslexic students in overcoming 19 
difficulties. In this study, I investigate teachers’ views regarding the instillation of dyslexia-friendly schools 20 
(DFS) in Saudi Arabia. I use the qualitative approach through semi-structured interviews. The sample 21 
addressed eleven teachers who specialized in learning disabilities (LD) in public schools. The results showed 22 
generally positive attitudes toward DFS. However, there were differing views regarding the possibility of 23 
currently applying this model. Different reasons for this view were given, such as the lack of appropriate 24 
conditions (e.g., funds, time and awareness) for applying DFS’ criteria. Some implementation challenges, 25 
however, seemed surmountable. Different suggestions were proposed to help schools become friendly for 26 
dyslexic students, such as developing school environments by providing the necessary support and providing 27 
appropriate training for teachers besides the planning offered by the school administration. In light of these 28 
results, I recommend the implementation of DFS in some model schools in Saudi Arabia in addition to 29 
studying the results and effects of such a practice.  30 
 31 

Keywords: dyslexia-friendly, inclusion, learning disabilities, qualitative approach 32 
 33 
 34 
1. Introduction 35 
 36 
Students with dyslexia vary in terms of the difficulties they face, which results in an inability to find 37 
ideal answers on how best to support them. Brooks (2003) points to evidence revealing that 38 
individuals who suffer from severe reading and writing difficulties usually make modest progress 39 
compared to their peers, even with the best designed and executed reading programs. Therefore, 40 
inclusive practices have spread in the UK. The British Dyslexia Association (BDA) has played a major 41 
role in directing these practices (Riddik 2006). BDA defines “dyslexia” as follows: 42 

Dyslexia is a learning difficulty that primarily affects reading and writing skills. However, it does 43 
not only affect these skills. Dyslexia is actually about information processing. Dyslexic people may 44 
have difficulty processing and remembering information they see and hear, which can affect learning 45 
and the acquisition of literacy skills. Dyslexia can also impact other areas such as organizational 46 
skills. (BDA 2022) 47 

The British Psychological Society (BPS) offers another definition, which is one of the most 48 
prominent reference definitions of dyslexia in the UK and abroad: 49 
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Dyslexia is evident when accurate and fluent word reading and/or spelling develops very 50 
incompletely or with very great difficulty. This focuses on literacy learning at the “word” level and 51 
implies that the problem is severe and persistent despite appropriate learning opportunities. (Reason 52 
et al. 1999, 64) 53 

Both definitions indicate that dyslexia is mainly related to difficulties associated with reading 54 
and writing. In Saudi Arabia, the term used is “learning disabilities” (LD), which indicates difficulty in 55 
reading, writing, and doing mathematics. It is defined as follows: 56 

Disturbances in one or more of the basic psychological processes, which involve understanding 57 
and using of written or spoken language, appear in disorders of listening, thinking, speaking, reading 58 
and writing (spelling, expression, handwriting) and mathematics, which are not due to mental, 59 
audiovisual, or other disabilities, or other types of disabilities, learning conditions, or family care. 60 
(Ministry of Education 2020) 61 

Both BPS’ and Saudi Arabia’s definition indicate that these difficulties appear even when 62 
appropriate learning opportunities are made available. This implies that students receiving low-63 
standard education may display learning difficulties. However, these difficulties do not prove the 64 
existence of LD/dyslexia; they may instead refer to disadvantaged education. Therefore, education in 65 
a proper learning environment are essential to begin introducing reforms for dyslexic students. This 66 
first stage is highly regarded in some approaches and models, such as the response to intervention 67 
(RTI) and dyslexia-friendly schools (DFS). 68 

The UK and Saudi Arabia may have similar practices regarding the support of students with 69 
LD/dyslexia. However, the new framework of special practices and standards known as DFS is not 70 
applied in Saudi Arabia. Although DFS shows advantages in the UK, it could be unsuitable or difficult 71 
to apply in other environments. Therefore, this study sought to identify the attitudes of teachers 72 
familiar with LD toward the implementation of DFS in Saudi Arabia and to investigate the means 73 
necessary to achieve such an application. 74 
 75 
1.1 Learning Disabilities in Saudi Arabia 76 
 77 
The services, support, and facilities provided by the Kingdom vary for people with disabilities. In 78 
2000, the Kingdom issued a care system for the disabled under the royal decree. The second act of the 79 
Saudi Arabian constitution states that the state guarantees the rights of the disabled in preservation 80 
services, care, and rehabilitation, and it encourages institutions and individuals to contribute to 81 
related charity work. These services are provided by specialists in many areas (i.e., health, education, 82 
training, rehabilitation, social services, cultural fields, sports, and media) (Bureau of Experts 2022).  83 

The Kingdom also issued regulations that direct and organize the work of special education 84 
teachers. This includes determining the general goals of special education (i.e., building the 85 
personalities of disabled students and upgrading their education). To achieve this aim, different 86 
means have been applied, such as providing a stimulating educational and learning environment and 87 
supporting teachers. This improves the teaching and learning process and develops creative, 88 
innovative practices (Ministry of Education 2021).  89 

Among the groups that received major attention are individuals with LD, who are supported in 90 
public education through wide-reaching LD programs. Each school includes a teacher who 91 
specializes in LD and a private support room called the “resources room.”  92 

In these rooms, a teacher periodically diagnoses students predicted to have LD and lists the 93 
names of those who qualify for the program (Ministry of Education 2020). Students with LD are 94 
supported in many ways education-wise (i.e., regarding assessment and evaluation). The eighth pact 95 
of the seventh law protects the rights of students with LD during evaluation. Students can read 96 
questions out loud rather than in silence. They are also allowed to answer orally. In addition, they are 97 
provided rest breaks during evaluations, the division of assessments into smaller parts, and other 98 
measures related to their condition during the evaluation process (Ministry of Education 2022). 99 
 100 
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1.2 Evolution of the dyslexia-friendly school policy  101 
 102 
DFS were created to address problems associated with assessment and support procedures for 103 
dyslexic students throughout the UK. The goal of DFS is to bridge the gap between politics and 104 
practice in regard to the inclusion of dyslexic students. DFS started in the city of Swansea in the UK 105 
in the late 1990s. Parents were not satisfied with the way their dyslexic children fared in school 106 
(Reddick 2006). This led the Swansea Education Authority to revise its current support system for 107 
dyslexics and organize a conference about dyslexia in cooperation with the BDA. As a result, a forum 108 
on DFS was established, which worked from 1997 to 2000 on developing a policy that enhanced the 109 
inclusion of children with dyslexia. The policy led to DFS (Reddick 2006). 110 

The British Association for Dyslexia issued a resource pack for DFS in 2005. It includes 111 
guidelines, instructions, and practices for the development of DFS. It aims to model effective support 112 
for dyslexia in schools. The results of this initiative were positive (BDA 2005). 113 

Reddick (2006) says that the BDA encourages DFS because it benefits a wide range of dyslexic 114 
students and others whose skills in reading, writing, and/or math are not equivalent to their ages. 115 
The BDA emphasizes that a friendly approach to dyslexia should be a part of schools keen on quality 116 
and development. Studies that explored the impact of dyslexia-friendly practices on EAL dyslexic 117 
learners in the UK showed that friendly practices had positive effects on dyslexic students and were 118 
positively rated by teachers (Fernando 2012). Norwich et al. (2005) confirms the appearance of various 119 
schools in England that carry out interesting, promising, and committed practices that match DFS’ 120 
standards. DFS became one of the mainstays in the development of inclusive education for dyslexic 121 
students in the UK (Reid 2005). The friendly approach to dyslexia is relatively common in the UK 122 
(Fernando 2012). In addition, DFS have spread outside the UK. For example, there are 125 DFS in 123 
Norway, which marks a sharp increase since 2016 (Nakai 2020).  124 
 125 
1.3 Principles of Dyslexia-Friendly Schools 126 
 127 
DFS offer special support for students with dyslexia (Nakai 2020). According to the guidelines, 128 
dyslexic students must be supported so that they can overcome their difficulties and achieve their full 129 
potential. This can happen through providing a set of targeted interventions, environmental 130 
amendments, and appropriate tools for dyslexia. Furthermore, DFS seek to enhance parents' 131 
participation and teachers' training as well as employ teachers specialized in dyslexia (Reddick 2006). 132 
For schools to become dyslexia friendly, a comprehensive approach is needed in which students with 133 
dyslexia are identified, evaluated, and monitored to ensure the provision of appropriate educational 134 
policies and practices (Mckay 2004). Reddick (2006) indicates that the BDA stressed the importance 135 
of four main elements in the policy: leadership and management, teaching and learning, the semester 136 
environment, and the partnership between parents and children within the broader context of 137 
inclusion. These elements include twenty-seven standards. In addition, dyslexia must be considered 138 
an issue of high importance in the school and its development plan. 139 

The division of tasks and the use of games and multi-sense activities can benefit both students 140 
with and without dyslexia; appropriate practices for dyslexia are, in general, good educational 141 
methods for all students (Turner & Pughe 2003).  142 

Pavey (2007) indicates that DFS combine the elements of confidence, flexibility, and school 143 
ethics into a full support structure. This structure begins with the local authorities and administrative 144 
centers of schools. It includes specialists, teachers, and students themselves. It encourages a 145 
supportive educational environment that aims to achieve positive results for all learners. This is a 146 
comprehensive, intertwined approach that goes beyond standard programs, projects, and other 147 
services designed to help children with dyslexia. 148 

 149 
 150 
 151 
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1.4 Inclusion and DFS 152 
 153 
Conditioned interventions and tools are provided for dyslexic students in inclusive education; these 154 
two elements allow successful learning despite difficulties (Shaywitz et al. 2008). Norwich et al. 155 
(2005) say that the concept of DFS should be included within an expanded concept that covers 156 
special education and inclusive schools. 157 

It should also be noted that there is another approach that seeks to remove barriers and 158 
obstacles in educational environments: the universal design for learning (UDL) in the US. Pavey 159 
(2015) compared the UDL to DFS and found similarities and differences between them. For example, 160 
learners’ accessibility to information in the UDL depends on flexibility in lesson design, which can 161 
accommodate a wide range of individual capabilities. However, learners in DFS can use alternative 162 
methods to record information. This is based on teachers' knowledge of individual learning methods 163 
favored by learners. In addition, education design in UDL avoids complexity, regardless of students’ 164 
experience, knowledge, or skills. However, DFS focuses on clarity, frequency of explanation, and 165 
dividing information into small pieces. 166 

The UDL tends to reduce any essential information that requires physical effort to learn in order 167 
to ensure maximum interest on learners’ parts. However, whether it is essential or not, information in 168 
DFS is explained according to the way students prefer to learn. Learning environments in the UDL 169 
are designed with special standards that help students to access to the curriculum instead of the 170 
modifying that according to each student. However, DFS focus on making sure that students with 171 
dyslexia can see and hear their teacher clearly. 172 
 173 
2. Literature Review 174 
 175 
Nakai (2020) focuses on teachers' efficiency in supporting dyslexic students in both DFS and regular 176 
schools. The study also touched on the effect of training programs provided to teachers about 177 
dyslexia. The sample included eleven teachers who teach students with dyslexia; five teachers were in 178 
DFS and six in public schools. The results indicated that all teachers in DFS were familiar with using 179 
information and communications technology (ICT), whereas public school teachers were not. The 180 
teachers in DFS preferred to use ICT with their dyslexic students and employed iPad devices as part 181 
of this. They stated that students can manage important tasks themselves if they use ICT 182 
appropriately. In addition, Nakai emphasized the importance of cooperation between society, school, 183 
teachers, and parents in supporting students with dyslexia.  184 

There are no studies that deal with DFS in Saudi Arabia. There are, however, studies that deal 185 
with inclusive education in that context. Based on the aforementioned relationship between the 186 
methodologies of DFS and inclusive education, it is worth mentioning two studies. Qahtani and Raba 187 
(2019), using the descriptive (survey) approach, reveal the extent of preparation on the part of 188 
primary school teachers regarding inclusive education. A number of variables reveal that teachers 189 
expected difficulties to arise in the application of inclusive education with 531 teachers completing 190 
the questionnaire in the eastern region. The results show concerns such as the unsuitability of the 191 
environment and school facilities. In addition, the authors highlight the need to develop teachers and 192 
increase their efficiency in classroom management and inclusive education planning. Qahtani and 193 
Raba recommend that teachers be developed and prepared before teaching special education and 194 
that an assistant teacher be employed in regular classes. 195 

The second study, Othman and Al-Sadiri (2018) focus on the preparation and attitudes of 196 
general education teachers regarding the inclusive education system. The results show a common set 197 
of measures advanced by teachers in inclusive environments, such as university preparation, 198 
cooperative work, and training. In addition, teachers display varying attitudes about the application 199 
of inclusive education. The authors recommend teacher preparation programs in inclusive classes 200 
and the expansion of inclusion in Saudi schools. 201 

Studies discuss DFS outside Saudi Arabia and others reveal the foundations of preparation for 202 
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inclusion in Saudi Arabia. However, there is a lack research on any aspect of DFS in Saudi Arabia. 203 
Therefore, this study aims to reveal the opinions of teachers about the application of DFS in Saudi 204 
Arabia. It discusses its implementation and how to overcome possible challenges. 205 
 206 
3. Materials and Methods 207 
 208 
This study investigates the application of a new model for Saudi schools. This required in-depth 209 
discussions with specialists and a profound understanding of their perceptions; many of which are 210 
similar to DFS policy. Therefore, I used the qualitative approach, exploring aspects of this 211 
phenomenon through relevant individuals. I also used semi-structured interviews to allow for 212 
clarification and discussion of various related aspects (Creswell 2018).  213 

The sample consisted of eleven teachers who taught students with LD. They were only selected 214 
if they had ten-plus years of experience because this was more likely to result in rich and varied 215 
accounts. Each teacher was affiliated with a different school. Schools varied in terms of their 216 
modernity and distance from the city . 217 
 218 
3.1 Data Collection and Analysis Procedures 219 
 220 
The interview included two parts, the first of which was the explanation of the concept of DFS and 221 
the four basic standards mentioned in the BDA (leadership and management, teaching and learning, 222 
the semester environment, and partnership with parents) as well as the answering of any participant 223 
questions. The second part witnessed the participant’s discussion of his beliefs about this framework 224 
and the possibility of its application in Saudi schools. After getting the permission of the participants, 225 
the interviews were registered, written, and analyzed through the objective analysis of thematic 226 
analysis. This analysis occurred in six stages following the theory of Braun & Clarke (2006): 227 
Familiarize yourself with the data, generate initial codes, search for themes, review potential themes, 228 
define and name themes and produce the report.  229 

Therefore, the data were identified and read several times. This was followed by the coding 230 
process in which many codes were deduced and fourteen topics emerged. After the topics’ review, 231 
they were rearranged into eight defined and detailed topics. Last, the report was written with 232 
quotations and the names of the participants were replaced by two letters: FQ, RK, YP, AJ, ND, MH, 233 
TU, GH, ST, DS, AR. The discussion and comparison were added to the report later. 234 
 235 
4. Results  236 
 237 
Teachers' attitudes about the idea of DFS were generally positive. They supported their use if the 238 
necessary conditions and capabilities were available. However, there were various opinions about 239 
these conditions’ possibilities. There were those who saw such availability as very unlikely across the 240 
board and some who believed such availability was likely in high-quality schools. Some stated that 241 
such availability across the board was possible with more effort. All of the data above were dealt with 242 
in objective referral. Seven topics emerged. 243 
 244 
4.1 Advantages of DFS in Saudi schools 245 
 246 
The results showed that adding the DFS model to schools will help address problems for the LD 247 
student and teachers of such students. 248 

A. Prevention of categorization and labeling 249 
The LD program in Saudi schools operates through withdrawing students from their classrooms 250 

and sending them to the resources room to receive special support. This exit of students from the 251 
classroom has consequences. 252 

Participant AJ indicated: 253 
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 254 
The student who goes to the resources room has negative effects, especially in the age where the 255 
students began to distinguish between what is ordinary and what not, so you can see that this student 256 
has a weak level so that he will go to the room and miss other skills and knowledge from the classes he 257 
leaves. 258 
 259 
RQ mentions this negativity and added: 260 
 261 
But the DFS model is beautiful so that it does not have a distinction, the students that he is with them 262 
and takes everything with them, they will not feel that there is something different, and the student 263 
himself feels parallel to his peers. 264 
 265 
FQ talked about the labeling problem that appears in LD programs: 266 
 267 
I am a supporter of it because it seeks to integrate and remove people with dyslexia from labeling, 268 
especially since some parents are afraid to allow their children to attend special education centers and 269 
even the LD program due to labeling and the view of the society’s view and the students' view of each 270 
other. 271 
 272 
The participants indicated that DFS, however, would help students receive adequate support in 273 

regular classes and keep pace with his peers in a non-discriminative way.  274 
B. The inclusion of a greater number of students  275 

Participants indicated that the DFS model would solve the problem of limited numbers; only a small 276 
number of students with LD (approximately twelve to sixteen) receive all services in the LD program. 277 
 Participant GH explained that his school has a high percentage of students with LD (about 278 
900); however, because of the LD program’s limitations, not all of them will be serviced., He believed 279 
the DFS model will solve this problem. YP indicated that a teacher who sticks with dyslexic students 280 
for a long time and knows their capabilities is best for servicing them: “The regular class teacher is 281 
close to all students who appreciates the appropriate strategies to all students, no matter how 282 
different level.” 283 
 284 
4.2 Support policies (allowances, school budget) 285 
 286 
Participants saw a relationship between the success of the application of DFS and the extent of 287 
available support. The types of support mentioned can be divided into three sections: 288 

A. Allowance  289 
Some participants believed that the school principal is mainly responsible for the success of the 290 

DFS model. They acts as the catalyst and follows up on plans and resources. It was expected that they 291 
will be keener on programs that include special support for them. AR indicated: 292 

 293 
Some programs have a substitute instead of the manager, such as the intellectual disability program, 294 
while LD programs, for example, without an allowance, if it was spent for the manager instead of him if 295 
this model is applied, it will be keener. 296 
 297 
B. School budget 298 
Participants emphasized that the application of this model requires financial support. A budget 299 

for the development of the environment and the provision of the necessary tools is necessary. In 300 
schools that already have an advanced educational environment, the financial adjustments and 301 
adaptations can be partial. TU stated that: 302 

 303 
The school administration needs support to implement this model from the Ministry of Education with s 304 
budget and systems. Currently, typical schools may have the ability to implement such a model, while 305 
the rest of the schools are impossible to do it properly without a budget, because if it is circulated 306 
without support, it will only be applied to paper, but in reality, it will not have existed. 307 
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4.3 Teachers’ professional development  308 
 309 
The results showed how participants regarded the professional development of teachers of dyslexic 310 
students. Their views can be summarized as follows. 311 

A. Teachers’ qualification  312 
Participants emphasized the need to develop teachers professionally and cognitively as well as 313 
enhance their knowledge of educational technologies. University preparation is not enough in this 314 
regard. FQ explained: 315 

 316 
We need a special and intense rehabilitation in preparing teachers for this stage, especially in the 317 
reading and writing stage, especially since university education has been a great deficiency in the 318 
preparation, as well as their development in the use of technologies. Some teachers do not improve the 319 
use of projector, software and audio. 320 
 321 
B. Teachers' resistance to change  322 
Part of teachers’ qualification is their willingness to accept change. Those who have lengthy 323 

teaching experience and are confident in their practices in a way that makes them resistant to any 324 
new developments in education are less qualified. AR explained this issue as follows: 325 

 326 
I expect the reaction of the grades of the classes to be like what we hope...some of them can say that this 327 
method of education is based on twenty-five years of experience, I will not change it at the end of my 328 
years without it and I only have five or six years left for me, but younger teachers can accept the greater 329 
idea. 330 
 331 

4.4 Previous school preparation 332 
 333 
The results revealed that the success of the applied model relates to the school’s readiness and 334 
already-existent integration of educational elements.  335 

According to the participants, the more high-quality materials and personnel available in the 336 
school, the higher are the chances of success of the model’s implementation. This is summarized as 337 
follows. 338 

A. Well-prepared schools and equipment availability 339 
Participants indicated that the application of the DFS model would likely fail in less fortunate 340 

(disadvantaged) schools and even in many middle schools. TU said: 341 
 342 
The problem is that our classes are equipped with the devices that suit the students and their stage? 343 
Sure, no, we only have a model school in each region; model schools are the ones that provide these 344 
matters. 345 
 346 
Some participants suggested that it could first be applied gradually in the best schools. This 347 

way, when it comes time to the rest of the schools to apply it, they can take advantage of solutions to 348 
arisen difficulties the former already created. AR stated: 349 

 350 
It can be applied to certain schools and then if you have a great benefit, it can be applied partially in 351 
other schools. The important thing is that you depend on applying the model at the beginning in schools 352 
that are prepared comprehensively from the building, teachers, and administration, meaning if the 353 
school is equipped, it is taken as a mini guide for the model. 354 
 355 
B. The importance of educational technologies 356 
Participants see the provision of educational technologies as necessary to the DFS model’s 357 

success. This helps meet the different needs of students. RK expressed this by saying: 358 
 359 
We need technology such as computers, screens, digital tools, and other things. This is meant to help 360 
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reading properly and special programs, there are programs to teach reading, that would be provided to 361 
us while providing the devices that we can depend on. 362 
 363 
The participants expected benefit from these technologies in all relevant aspects, such as 364 

communicating with the parents of those with LD. NH explained: 365 
 366 
I see that it is one of the most important suggestions to communicate with the family, through some 367 
technical applications, so that the guardian can enter directly to the student notes easily. The required 368 
directives will make it clear for the parents to deal with their children. 369 
 370 

4.5 Teamwork and Cooperation 371 
 372 
Participants expressed the importance of teamwork, and it is striking that their work in the LD 373 
program was mainly based on their own efforts, and they have more positive experiences when they 374 
benefit from greater cooperation from those around them. This pushed them to see that teamwork 375 
and cooperation are more important in DFS; this way, dyslexic students can learn without any 376 
obstacles. The results in this context included the following: 377 

A. Include everyone in the plan 378 
Participants expressed their opinion on the comprehensiveness of the model implementation 379 

plan. They emphasized the importance of involving teachers and administrators in planning for 380 
success. ST expressed this by saying: 381 

 382 
It must be from the administration, and then the teachers and even the administrators have a role, they 383 
must have a complete plan for the educational march, and they have a specific goal and a plan, so they 384 
succeed in it. They must have a plan for each one who has duties that he settles so that the plan 385 
succeeds in this; therefore, I support this adoption of this model if it has the cooperation of everyone. 386 
 387 
B. Integration with parents 388 
The results indicated that DFS could enhance dyslexic students’ learning experience if 389 

cooperation with parents and integration between the school and home exists. The teacher sees a 390 
great impact on the student when there is integration of the family into the program. For example, 391 
GH referred to his experience teaching students with LD during the COVID-19 pandemic. He 392 
encouraged family cooperation, and this had a positive effect on students’ achievement and skill 393 
development. GH explained: 394 

 395 
At a time when our teaching was (online), it became a participation between me and the guardian while 396 
I was teaching the student, I felt during this period that the student learned much faster than before, so I 397 
realized that this is because the guardian became seeing me while I was teaching his son, so if we 398 
concluded parents during the lesson and ended they are going to follow with him after the lesson. 399 
 400 
But some teachers are afraid that some families will not cooperate due to various reasons, 401 

including their economic and cultural status. TU said: 402 
 403 
The problem that can face us is the cooperation of families, because most of the low-income people are 404 
not responsive to the teacher . . . because they have no time to attend and no time to follow the son. 405 
 406 

4.6 Challenges 407 
 408 
Successful implementation of DFS standards requires significant effort and time. Schools may face 409 
many varying obstacles, and some may be unable to overcome such challenges and thus stop seeking 410 
to be a DFS. These challenges are listed below. 411 

A. Need for time 412 
Participants indicated that the preparation and application of DFS standards requires a great 413 
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deal of time. Many schools and teachers of students with LD complain about lacking time. AR 414 
indicated: 415 

 416 
Its application needs time and needs an effort from the school administration and teachers, meaning; in 417 
addition to working as a teacher of students with, in general the idea is excellent, but you need time for 418 
the application from the preparation by the teacher, planning by the school administration, equipping 419 
the appropriate tools, and understanding parents. 420 
 421 
The balance of time may change after completing the criteria and moving from preparation to 422 

practice. The issue of time emerges, and the teachers have led to the completion of the curriculum on 423 
time, and conflicts appear among teachers, as the standards of DFS focuses on developing easy access 424 
to the curricula (Improve Access to the Curriculum) which requires development on all curricula. 425 
While there is a belief among some teachers that the most important part of teaching is completion 426 
of the curriculum, some believe curriculum delivery methodology is more important. AR said, “I 427 
expect the teachers’ reaction to what we want, they can say that I have a curriculum that I want to 428 
complete.” He added: 429 

 430 
Unfortunately, the teacher in the class focuses on the curriculum and not on the student as he is 431 
obligated to finish the parts of the curriculum with certain dates, and perhaps the focus on time occupies 432 
the teacher from doing things that facilitate student access to the curriculum, or activate them as 433 
required. 434 
 435 
B. Students’ educational level and class size 436 
The DFS model is based on providing high quality education for all students, but some teachers 437 

believe this is impossible. It is challenging to provide this level of education for all. Many schools see 438 
incoming students with little academic prowess. Such low achievement is related to their family’s 439 
economic and cultural status and level of pre-school education. GH said: 440 

 441 
Some students enter the first year and cannot read or adopt a word, and it is assumed that spelling 442 
learning is at least in kindergarten. In the school, the teacher directly teaches the reading of words, 443 
through the teaching of letters in the first. Imagine that most of the students who are referred to 444 
diagnosing the difficulties we discover that they did not learn to read the letters, so how can he read 445 
words. 446 
 447 
Four participants stated that there is another challenge in addition to students’ weak academic 448 

achievement: large class sizes. A large number of students in the classroom constitutes a burden on 449 
the teacher. It makes it difficult for him to teach and manage. MH said: 450 

 451 
We face the difficulty of crowding in the classes, for example, classes in which you see thirty or forty 452 
students, the teacher is strained for education and providing the necessary support for students. 453 
 454 
AR believed that providing adequate resources could facilitate management of a large number 455 

of students: 456 
 457 
If I have thirty-four students, it is difficult to give them a good attention, but when there are helping 458 
tools and electronic applications, this can help him explain in a manner that suits everyone. 459 
 460 

4.7 Enthusiastic Attitude  461 
 462 
The success of many ideas and projects heavily depends on the conviction of participants, whether 463 
they be administration personnel, teachers, families, or students themselves. For example, DS stated 464 
that preparing a learning room allowed him to see that the administration did not put this room in 465 
before, meaning its priorities changed. This example shows that administration's appreciation of a 466 
program will affect its effectiveness and success.  467 
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The participants discussed reasons that can help cultivate a positive attitude toward DFS: 468 
A. Raising awareness and communication 469 
The value of something increases when its importance and uniqueness are identified. This may 470 

require time and repetition. DFS require that awareness of this project expand to include those all 471 
involved. ST indicated this based on his experience in the LD program: 472 

 473 
What increases the success of this model is for the administration to introduce it and its importance to 474 
all teachers, parents, even to the neighborhood it is in, I mean they settle repeated meetings about the 475 
dyslexia-friendly schools, so they have an idea, because I find a lack of awareness among some teachers 476 
and parents about the LD program although every year I give them illustrations. 477 
 478 
Since DFS are aimed to include dyslexic students and others, encouraging awareness and 479 

preparation on behalf of all students is necessary. ND said: 480 
 481 
We are supposed to prepare the class students and make them understand all their own abilities, we are 482 
all supposed to appreciate and prepare students with LD and this motivates them to change some of 483 
their behaviors. 484 
 485 
Other participants added that awareness is not limited to meetings. The school administration 486 

must involve relevant people such as family members in the planning and implementation process 487 
for it to succeed. YP said: 488 

 489 
The partnership between the home and the school is necessary in this matter, the home has an 490 
important role because it represents the circle of support and motivation. If the student feels that he is 491 
following in school and has no support in the house, what the dyslexia-friendly schools aim for will not 492 
be achieved. 493 
 494 
B. Motivating teachers 495 
The teacher, as some participants describe them, is one of the main pillars in the success of an 496 

educational project. Therefore, the school administration must ensure that the DFS project is an 497 
acceptable or likeable path for teachers. Some participants supported the use of motivational 498 
methods and believed that they have a great impact. DS mentioned that it is one of the means he uses 499 
to alleviate work pressure. 500 

You know that the public school teachers with their educational conditions are linked to their 501 
psyche, such as the status of his students, the status of the number of students and the number of 502 
classes, as the role of the school administration is how it helps and prepares it to interact in this model. 503 

One practice that can be simulated is the gradual application of the model at the school level. 504 
When a teacher sees his school’s seriousness about the project, they may be incentivized to 505 
participate in its success. YP indicated:  506 

 507 
“The partial start as positive infection will be transmitted from the first-class teacher to the second and 508 
from the second to the third and so on.” 509 
 510 
RK agreed with this idea: 511 
 512 
I think that when starting the model, the beginning is step by step, in the classroom at the beginning, 513 
then we move, for example, in the laboratory, then the library, then the school as a whole. Because the 514 
beginning can be difficult, especially in the regular class, by virtue of it is a new mechanism for the 515 
students and the teacher himself. 516 
 517 

5. Discussion 518 
 519 
This study aimed to identify the views of teachers of students with LD on the application of DFS in 520 
Saudi Arabia. It revealed challenges and aspects that should be taken into account regarding 521 
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application. 522 
Participants expected many positive effects of DFS implementation. DFS’ benefit will not be 523 

limited to those with dyslexia. The LD program in traditional learning is disadvantaged compared to 524 
DFS; it is limited to serving those with LD; it encourages individualism over collaboration, and it 525 
requires the withdrawal of students from the classroom. In DFS, such negatives are limited. These 526 
results are consistent with the study of Swiyah Perdana (2021), which emphasizes that students with 527 
disabilities benefit from inclusive education and collaboration between special education teachers 528 
and regular teachers. This applies to DFS, according to Reid Fawcett (2008) in terms of their ability to 529 
involve all students in learning opportunities and the possibility of promoting the learning of 530 
students with non-reading dyslexia in regular classes. 531 

The results also stressed the need for forms of support in order to achieve success, including the 532 
support of the principal, who is in a position to promote special education programs in planning and 533 
follow up on their implementation as well as motivate school employees. A school budget for the 534 
environmental modifications and educational amendments required by this model is also necessary. 535 
This is in agreement with Peer and Reid (2001), who emphasize the importance of providing 536 
leadership and focusing on resources needed in developing DFS. This is a challenge facing local 537 
education authorities (LEAs) in the UK. Several studies that deal with the implementation of 538 
inclusion in schools have indicated the importance of support. Cohen (2015) says that the school 539 
principal is the main catalyst of change, contributing to the creation and success of the inclusion 540 
program. Ugwuanyi et al. (2020) investigate teachers’ experiences providing inclusive education 541 
services for dyslexics in the Kingdom of Eswatini and find feelings of inability regarding the provision 542 
of services due to a lack of appropriate support. The results also warn that imposed educational 543 
legislation must come with support for teachers. 544 

According to their experience, the participants indicated that professional development for 545 
schoolteachers must be taken into consideration when preparing to implement the DFS model. This 546 
includes foundational education methods and the use of appropriate technology for dyslexic students 547 
and others. The participants added that university preparation was not enough to meet these 548 
requirements. They also expressed their fear of resistance from some teachers to changes required by 549 
the DFS. Reddick (2006) stresses that training is an essential part of DFS and includes teaching all 550 
workers. Nakai (2020) says the need to develop experiences to support LD people and the importance 551 
of providing relevant training programs in DFS.  552 

The results showed the necessity of preparing the school environment for the application of 553 
DFS, as schools vary in infrastructure, student population, teacher readiness, and availability of tools 554 
and auxiliary technologies. Therefore, the application of DFS will be easier and more expected to 555 
succeed when it takes place in model or highly prepared schools. The participants stated that this can 556 
be the starting point in Saudi Arabia; the experience of these schools can be evaluated, and, if 557 
favorable, expanded to other schools. Coffield et al. (2008) show the importance of providing the 558 
appropriate tools, as 57% of the comments of dyslexic students enrolled in schools participating in 559 
the Swansea County Project for DFS praised the tools and educational supplies provided by teachers. 560 
Coffield and O'Neill (2004) stress the importance of supporting DFS with information and 561 
communications technology (ICT), the responsibility of the local authority (LEA) in the framework of 562 
The Durham County Policy Document on Specific Learning Difficulties. The study also emphasized 563 
the importance of improving the school environment and providing the appropriate provision. 564 

Collective action is an issue emphasized in the results, as the participants believed the planning 565 
process must include the involvement of all relevant people. The opinions of the participants were 566 
affected by their experiences in the LD program, in which they saw the positive impact cooperation 567 
had. They stressed the importance of everyone's participation in DFS, which supports students in all 568 
school facilities versus the traditional program, which supports students with LD only in the 569 
resources room. Nakai (2020) similarly concludes that cooperation and teamwork between all 570 
teachers and parents must be completed in an integrated manner during an organized planning 571 
session. This is a basic factor in the success of DFS and inclusion. Similarly, Hansen et al. (2020) 572 
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conclude that inclusive schools must take a team approach to achieve inclusion. Norwich et al. (2005) 573 
discuss partnership with parents in the DFS and emphasize activating the role of parents in DFS and 574 
the need to enhance the relationship between parents and teachers. 575 

The results showed many expected challenges regarding implementation of the model. This 576 
includes the need for time to prepare to provide DFS-related standards, and that is related to the 577 
work needed to facilitate the connection to the curriculum. To teach according to the student’s 578 
condition in the curriculum differs from following a plan based on the curriculum. But this becomes 579 
more challenging with a large number of students in the class. These results are consistent with 580 
Ugwuanyi et al. (2020), who say some challenges facing teachers supporting dyslexia in inclusive 581 
education in the Kingdom of Eswatini, including a lack of time, which affects the teaching process. To 582 
confront this challenge, Triyanto et al. (2022) suggests studying the increase in the number of trained 583 
teachers in public schools. This idea can be developed in the context of inclusive schools and DFS in 584 
Saudi Arabia by providing a qualified assistant teacher in the regular class.  585 

An interesting result of this study is the prevalence of the idea that DFS can be achieved through 586 
raising awareness and organizing effective communication with relevant people in addition to inspiring 587 
motivation, especially for teachers. The gradual application in a practical, stimulating, and persuasive 588 
way of dyslexia-friendly classes is also important. These results are compatible Khaleel et al. (2021), who 589 
discuss teachers' opinions on inclusion in the United Arab Emirates and showed the importance of 590 
awareness and positive trends in inclusion, especially from school principals. Konza (2008) discusses 591 
how to respond to challenges in the framework of inclusion and indicated that rewarding the best 592 
teachers motivates other teachers to aim for distinguished performance and higher production. 593 
 594 
6. Conclusion 595 
 596 
Education in developed countries has garnered worldwide attention. Many countries seek to take 597 
similar steps, but preliminary studies must first be conducted for several reasons, including the 598 
infrastructure of education and cultural and economic issues. Therefore, this study examines a new 599 
initiative in the education of people with dyslexia launched in the UK that has spread in several other 600 
countries. We must study the possibility of its application in the Kingdom. This study focuses on 601 
inclusion, cooperation between school employees, constructive communication with children's 602 
families, professional development of teachers, and appreciation of children's capabilities.  603 

The results of this study inspired some recommendations. First, teachers must be aware of 604 
modern global initiatives in their specialization, even if those initiatives are not applied in Saudi 605 
Arabia. Second, framework of the DFS should be applied in model schools first. The quality of the 606 
application and its impact (i.e., the installation of an assistant teacher for a large class) should be 607 
comprehensively studied in model schools to benefit others schools. Third, the provision of material 608 
support and teaching aids that enable students to learn effectively is very important. Before all of this, 609 
however, there must be enthusiasm for the project, especially from the school administration.  610 
 611 
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Abstract 26 

 27 
Visionary leadership in the world of education can be interpreted as the principal's leadership style in 28 
pursuing the academic unit's vision so that it can be achieved together with the staff and teachers for their 29 
performance. This study uses a qualitative design with a triangulation approach. Based on the findings 30 
obtained from the results of the research conducted, it can be concluded that the principal's actualization in 31 
translating the two schools' vision has been carried out and has become one of the essential elements in the 32 
visionary ability of the principal. The strategy of the two principals in anticipating possible changes in 33 
learning innovation is carried out with several efforts, including supervising teachers, conducting 34 
performance assessments, meeting teacher needs, and carrying out evaluations and follow-ups of all efforts 35 
made to determine the impact of these efforts on prevention—possible changes in learning innovation in the 36 
Education unit. The actualization of the principal's vision as a good communicator is evidenced by the 37 
principal's efforts, including how the principal is socializing, transforming, and implementing the invention 38 
in developing learning innovations. The actions of the two schools to stimulate and motivate teachers to 39 
implement innovative learning have been carried out and become one of the essential elements in the 40 
visionary ability of school principals. The profiles of teachers' skills in both schools in managing learning 41 
innovation align with several efforts made by school principals to increase learning innovation through 42 
visionary leadership. 43 
 44 

Keywords: Visionary, principle, leadership, senior high school  45 
 46 
 47 
1. Introduction 48 
 49 
Visionary leadership in the world of education can be interpreted as the principal's leadership style in 50 
pursuing the academic unit's vision so that it can be achieved together with the staff and teachers for 51 
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their performance. This leadership style includes how the leader communicates the institution's 52 
vision, transforms the concept clearly, socializes it, and implements it appropriately (Montgomery, 53 
2020). Hence, the results are expected to lead to the performance of skilled teachers in managing 54 
innovation in every learning in the classroom. The performance of these teachers resulted in 55 
significant changes through the integration and synergy of all components within the school 56 
organization (Kearney, 2021; Nagovitsyn, Zamolotskikh, Potashova, & Rybakova, 2019).   57 

The actualization of visionary leadership is said to be more effective in directing and guiding 58 
teachers in the field of study to improve teaching materials. It is expected that maximum and optimal 59 
learning will be achieved through direction and guidance. The law and guidance of the principal 60 
above include 1) implementing learning, 2) making lesson plans, 3) managing classes in supporting 61 
the achievement of learning objectives, 4) assessing student learning processes and outcomes, and 5) 62 
being able to motivate and encourage students to learn (Darling-Hammond, Schachner, & Edgerton, 63 
2020; Murtiningsih; Kristiawan M; Lian Buckman, 2019). Through visionary activities like this, it is 64 
hoped that the quality of learning and the achievement of learning objectives will be more effective 65 
and efficient.  66 

But in reality, it motivates and creates the power of innovation, some teachers complain. The 67 
administrative burden of preparing tomorrow's teaching materials, learning media, and evaluation of 68 
learning are doubled. Learning technology that has been used does not necessarily provide the 69 
opportunity, space, and time to innovate (Mohmmed, Khidhir, Nazeer, & Vijayan, 2020). It becomes a 70 
trap for the administrative regime and a burden in itself. Teachers are entangled in a grim situation, 71 
so they do not have enough time to prepare, plan, execute and evaluate tomorrow's teaching 72 
materials. The teacher should be a good partner for students is also overlooked.  73 

Teachers' skills in managing learning innovations are necessary and should receive significant 74 
attention from school principals. Work motivation and encouragement to change teaching habits for 75 
teachers. They are generating the spirit of teaching with meaningful things. This kind of 76 
encouragement and motivation is a form of an organizational leader who is responsible for the 77 
survival of the school going forward. Hadiyanto (2004) formulate the duties and roles of school 78 
principals, including managing, fostering through administrative activities, and leading their 79 
subordinates. For this reason, school principals must manage all school activities effectively, 80 
including encouraging the creation of skills for teachers to continuously innovate in every lesson 81 
(Agélii Genlott, Grönlund, & Viberg, 2019; Malik, 2018). 82 

The aims of this study are 1) to describe and analyze the actualization of principals in translating 83 
the school's vision on the practice of developing learning innovations by teachers; 2) to Describe and 84 
analyze the principal's strategy in anticipating possible changes in learning innovation in academic 85 
units; 3) Describe and analyze the actualization of the principal's visionary leadership as a 86 
communicator in the development of learning innovations; 4) Describe and analyze the principal's 87 
efforts to stimulate and motivate teachers to carry out innovative learning in a sustainable manner; 5) 88 
Describe and analyze the profile of the teacher's skills in managing learning innovation. 89 
 90 
2. Methods 91 
 92 
2.1 Research Design 93 
 94 
This study uses a qualitative design. The use of qualitative research is because the research data is 95 
obtained directly from the data source, namely the principal informant. Then, this study used the 96 
poles obtained from interviews, observations, and documentation of the primary informants. 97 
Triangulation is a multi-method approach carried out by a researcher when collecting and analyzing 98 
data (Alfansyur & Mariyani, 2020; Saphira, Suprapto, & Admoko, 2022).  99 

This study explores and analyzes phenomena that occur in the two sample schools. The opinion of 100 
Creswell (2017) details that multi-case study research can carry out through several activities such as collecting 101 
data from sources by carrying out interview techniques, recording observations, or documentation actions. As 102 
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supported by Arikunto (2010), multi-case studies are research conducted intensively, in detail, and in-depth 103 
on individuals, institutions, or certain phenomena with narrow areas or subjects.  104 
 105 
2.2 The subject of the research  106 
 107 
The subject of this research is focused on the actualization of visionary leadership to improve the 108 
management of learning innovation in two high schools in Surabaya. The research involved 109 
informants of principals, teachers in the field of study, and education staff. 110 
 111 
2.3 Data Analysis Techniques 112 
 113 
Data analysis techniques can be done by regularly identifying and compiling the results from field notes, 114 
interview transcripts, and other research materials. At this stage, the process carried out by the researcher 115 
includes reviewing research data, organizing research data, grouping data so that it can be easily managed, 116 
synthesizing, looking for patterns, finding meaning, and reporting data results systematically. This study uses 117 
a descriptive type of data analysis or can be interpreted as a data analysis technique by describing the actual 118 
data generated without generalizing a research result (Amrhein, Trafimow, & Greenland, 2019).  119 
   120 
3. Results and Discussions 121 
 122 
3.1 Actualization of principals in translating the school's vision into the practice of developing 123 

learning innovations by teachers 124 
 125 
Through three efforts, the principal has accomplished the principal actualization in translating the 126 
school's vision. The first effort is the principal trying to equalize the perceptions of teachers, 127 
employees, and guardians of students. It can create a sense of responsibility among others in the form 128 
of the teacher's contribution to making learning innovations in Figure 1.  129 
 130 

 131 
 132 
Figure 1: The context of the actualization of the principal in translating the school's vision on the 133 
practice of developing learning innovations by teachers 134 
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Figure 1 states that principals in both high schools, based on the discussion of the data, can be said 135 
that they have actualized visionary leadership in translating the school's vision into the practice of 136 
developing learning innovations by teachers by equating teachers' perceptions. Through good 137 
relationships and turning the vision that has been understood into action through programs and 138 
activities in the SWP that align with the school's vision. The efforts of the two principals in 139 
translating the school's vision into work practices in both high schools were carried out by making 140 
various programs relevant to developing learning innovations. Efforts in designing development 141 
programs are considered to be able to influence the development of learning innovations in teachers. 142 
In addition, the provision of teacher expertise in carrying out learning innovations has a positive 143 
impact on achieving school goals. This is evidenced by the results of observations in the form of many 144 
high school achievements (Joshi, Vinay, & Bhaskar, 2020; Penuel, 2019). Two patterns of teacher 145 
training can affect teacher productivity, the first is teacher training related to practical debriefing or 146 
focused on content, and the second is training by professional teachers (Dewolf, Clarebout, Wauters, 147 
Van Kerkhoven, & Verelst, 2021; Wolf & Peele, 2019). 148 

Principals in both high schools also translated the vision into practice by implementing several 149 
activities aligned with the development of learning innovations for teachers. This was the third effort 150 
to solve the vision into the practice of developing learning innovations. Both schools stated that the 151 
approach could include workshops, seminars, or teacher training on learning innovations. Based on 152 
the discussion, the actualization of the principal in translating the vision into practice can be done by 153 
carrying out activities that align with the development of learning innovations (Aas & Paulsen, 2019; 154 
Afanasyev, Ivanova, Rezakov, Afanasyev, & Kunitsyna, 2019). 155 
 156 
3.2 The principal's strategy in anticipating possible changes in learning innovation in the education 157 

unit 158 
 159 
The principal's strategy in anticipating possible changes in teacher learning innovation is carried out 160 
by supervision, performance appraisal, fulfilling facilities, and evaluating and following up on the 161 
supervision and performance appraisal results in Figure 2. 162 
 163 
 164 
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 165 
 166 
Figure 2: The context of the principal's strategy in anticipating possible changes in learning 167 
innovation in the education unit 168 
 169 
Based on Figure 2, Principals in both high schools, based on the explanation above, can be said that 170 
in anticipating possible changes in teacher learning innovations, they use several strategies, including 171 
supervision activities to assist teachers in solving problems, performance assessments to determine 172 
the level of teacher abilities, facilitating teacher needs and taking action, further in the results of 173 
supervision and appraisal. 174 

Learning innovations that have been carried out certainly need to be maintained and developed. 175 
As a principal, you must have an appropriate strategy to preserve the possibility of teacher changes in 176 
making learning innovations. The ability of principals to anticipate possible changes is a hallmark of 177 
visionary principles because transformational leaders are more focused on anticipating possible 178 
future changes, or in the sense of leaders who maintain a strong vision (Hannah, Perez, Lester, & 179 
Quick, 2020; Leseketeti & Waithaka, 2020).  180 

Supervision activities are carried out for a certain period, according to the needs of the school 181 
and teachers, such as 2-3 times per year. Supervision is carried out by conducting academic 182 
supervision, which will then be recapitulated and followed up with clinical supervision. Supervision 183 
efforts positively impact learning innovation in schools (Fellang, Arismunandar, Semmaila, & 184 
Bunyamin, 2021; Glanz, 2021; Nurochmah, Ansar, Bachtiar, & Mappincara, 2020). Supervision 185 
activities can be used as a reference for developing teacher quality (Noor, Herlinawati, & 186 
Sofyaningrum, 2020; Nyabuto & Njoroge, 2014; Rameez, Fowsar, & Lumna, 2020). 187 

Efforts by school principals in carrying out teacher performance assessments are also carried out 188 
following the Regulation of the State Minister for the Empowerment of State Civil Apparatus and 189 
Bureaucratic Reform Number 16 of 2009 concerning Teacher Functional Positions and Credit Scores 190 
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and Guidelines for the Management of Teacher Performance Assessments. This is done to maintain 191 
the quality of teachers in innovative learning, which will also impact the work targets of employees.  192 
 193 
3.3 Actualization of the principal's visionary leadership as a communicator in the development of 194 

learning innovation 195 
 196 
The principal is a leader who is a communicator, and this is evidenced by several findings that the 197 
principal has carried out the role of socialization, transformation, and implementation in his 198 
leadership. However, the research results are carried out in Figure 3. 199 
 200 

 201 
 202 

Figure 3: Actualization of the principal's visionary leadership as a communicator in the development 203 
of learning innovations 204 
 205 
Based on Figure 3, the two principals, based on the explanation above, can be said to be leaders who 206 
are communicators. This is because the two principals have made efforts to actualize visionary 207 
leadership, including the ability to socialize, transform and implement the vision that has been 208 
determined, and of course it has an effect on the development of teacher learning innovations in both 209 
schools. 210 

A visionary leader is a good communicator, this means that the principal must have the ability 211 
to communicate so it is hoped that with good communication the principal is able to express the 212 
vision and goals to the team or in this case are educators and education staff. The ability to transform 213 
is one of the four strategic steps that must be taken by a visionary leader, while the four steps are 214 
creating a vision, formulating a vision, transforming a vision, and implementing a vision (Pitelis & 215 
Wagner, 2019). In actualizing visionary leadership, principals from both schools are able to become 216 
leaders as good communicators, principals should be able to transform the vision to all members 217 
(Ariyani, Suyatno, & Zuhaery, 2021; Chen & Yuan, 2021; Wang, 2021). This is in line with the ability to 218 
transform the two principals as evidenced by both the results of the study, where the transformation 219 
ability of the two principals is carried out by building a work culture and joint commitment to the 220 
duties and responsibilities given by teachers and employees.  221 
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3.4 Principal's efforts to stimulate and motivate teachers to carry out innovative learning in a 222 
sustainable manner 223 

 224 
Motivation has been carried out by the principal in order to improve learning innovation for teachers. 225 
The principal's motivation towards teachers has been carried out in several ways. The first finding is 226 
to meet the needs of teachers in debriefing and infrastructure. Then the second finding was in the 227 
form of debriefing conducted by the principal to teachers, and the third was holding innovation 228 
learning development activities such as workshops, seminars, and debriefing. Evaluation is also 229 
carried out by the principal to find out the impact of several evaluation efforts on increasing learning 230 
innovation (Elzainy, El Sadik, & Al Abdulmonem, 2020; Pokhrel & Chhetri, 2021). The results in 231 
Figure 4 indicate that some of the efforts that have been made have been able to improve learning 232 
innovation for teachers. 233 
 234 

 235 
 236 
Figure 4: The context of the principal's efforts to stimulate and motivate teachers to carry out 237 
innovative learning in a sustainable manner 238 
 239 
Based on the findings in Figure 4, school principals also have an effort to improve the ability of 240 
teachers in innovative learning by holding activities that are relevant to improving the quality of 241 
teachers in terms of innovative learning. However, teacher training that focuses on content or skills 242 
can improve teacher performance (Evens, Elen, Larmuseau, & Depaepe, 2018; Falloon, 2020; 243 
Kulgemeyer & Riese, 2018). The principal's efforts in motivating teachers have been carried out and 244 
felt directly by the teachers, by meeting the teacher's needs in the form of infrastructure and 245 
provision of several skills, it can facilitate and motivate teachers in carrying out learning innovations 246 
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(Agustina, Kristiawan, & Tobari, 2020; Karacabey, Bellibaş, & Adams, 2022; Listiningrum, Wisetsri, & 247 
Boussanlegue, 2020).   248 
  249 
3.5 Description of the teacher's skill profile in managing learning innovation 250 
 251 
The profile of teacher skills in managing learning innovations is that teachers in two high schools in 252 
Surabaya have a good understanding of the importance of carrying out learning innovations. Most of 253 
the teachers in schools have made learning innovations. The findings are as in Figure 5. 254 
 255 

 256 
 257 
Figure 5: Description of the teacher's skill profile in managing learning innovation 258 
 259 
Figure 5 shows that teachers in both schools based on some of the data above, it can be said that they 260 
have a good profile in managing learning innovations both in understanding the importance of 261 
learning innovations, skills in designing, implementing, and evaluating learning using learning 262 
innovations. The teacher's skill profile can be extracted from the interview process, learning 263 
observation, and documentation which includes the teacher's knowledge profile about the 264 
importance of developing learning innovations, the teacher's skill profile in designing learning 265 
innovations, the profile of the implementation of learning innovations, and evaluation of learning 266 
using learning innovations (Baptiste, 2019; Reisoğlu & Çebi, 2020).  267 

This is because the learning process requires three main stages, namely the planning, 268 
implementation, and evaluation stages (Karalis, 2020; Sabtu, Rukun, Sukardi, Putri Permatasari, & 269 
Hayadi, 2019; Supena, Darmuki, & Hariyadi, 2021). The teacher profile certainly affects the quality of 270 
students, as evidenced by several achievements and the description of alumni from the two schools. 271 
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The application of innovative learning has a significant influence on student achievement (Amir et 272 
al., 2020; Ansari & Khan, 2020; Baptiste, 2019; Taştan et al., 2018).  273 
 274 
3.6 Visionary leadership recommendations 4G 275 
 276 
General recommendations that researchers can submit to school principals are to continue to work 277 
hard, maintain what has been carried out well and always strive to improve the quality of education 278 
in schools towards a better direction, especially the visionary goals that are expected to be able to 279 
produce good human resources likely in Figure 6. Competitive, which has a good personality marked 280 
by good achievements both academic and non-academic achievements, so that they are able to 281 
compete both on a national and international scale in accordance with the demands of the times. In 282 
addition, for school principals in all educational units, it is hoped that the findings in this study 283 
include strategies or models of school principal's visionary leadership, which are expected to be 284 
applied so that they can improve the ability of teachers to innovate learning and of course achieve the 285 
shared school vision through the successes obtained (Malluhi & Alomran, 2019). 286 
 287 

 288 
 289 
Figure 6: Visionary leadership recommendations 4G (Good Perception, Good Strategy, Good 290 
Communication, Good Motivation) 291 
 292 
Other researchers are expected to conduct further research that can add to and enrich and uncover 293 
educational problems in more detail and comprehensively regarding the actualization of the 294 
leadership of visionary principals in improving the ability of teacher learning innovations in 295 
educational units, of course in the wider field of education which emphasizes studies for more depth. 296 
about the duties and responsibilities of principals and other school members in building quality 297 
schools and graduates that are in accordance with future needs. 298 
  299 
4. Conclusions 300 
 301 
Based on the findings obtained from the results of the research conducted, it can be concluded that 302 
the actualization of the principal in translating the vision of the two schools has been carried out and 303 
has become one of the important elements in the visionary ability of the principal. The strategy of the 304 
two principals in anticipating possible changes in learning innovation is carried out with several 305 
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efforts, including supervising teachers, conducting performance assessments, meeting teacher needs 306 
and carrying out evaluations and follow-ups of all efforts made to determine the impact of these 307 
efforts on prevention. possible changes in learning innovation in the Education unit. The 308 
actualization of the principal's visionary as a good communicator, as evidenced by the principal's 309 
efforts, including how the principal in socializing, transforming, and implementing the vision in 310 
developing learning innovations. The efforts of the two schools to stimulate and motivate teachers to 311 
implement innovative learning have been carried out and become one of the important elements in 312 
the visionary ability of school principals. The profiles of teachers' skills in both schools in managing 313 
learning innovation are in line with several efforts made by school principals in increasing learning 314 
innovation through visionary leadership. 315 
 316 
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Abstract 36 

 37 
The purpose of this research is to study the effectiveness of the process of modeling with GeoGebra in the 38 
development of algebraic modeling skills and to measure the impact of this program on students' interest in 39 
solving extra-mathematical and intra-mathematical problems. To achieve these objectives, we used the 40 
quasi-experimental design, where the research sample is composed of 56 students (aged 13–14 years old). The 41 
methodology consists of comparing the modeling process between an experimental group using the 42 
GeoGebra environment and a control group in the traditional environment. The results show a statistically 43 
significant difference in the students' average scores between the two groups. Generally, the experimental 44 
group that adopted GeoGebra scored higher than the other group. Interest in solving algebraic problems was 45 
higher for the experimental group. On the contrary, for the control group, students' interest in extra-46 
mathematical problems was lower than their interest in intra-mathematical problems. On the other hand, 47 
there was no difference in the experimental group. 48 
 49 
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1. Introduction 52 
 53 
Teaching and learning mathematics develop mathematical skills that can be used in solving real-life 54 
challenges (Tambychik et al., 2010). Algebra is one of the most essential areas covered in high school 55 
mathematics. Indeed, much research recommends that all students master algebra, as they often use 56 
it to solve everyday problems (National Council of Teachers of Mathematics, 2000). 57 

In addition, algebra is seen as a way to generalize, learn how to manipulate symbols, solve 58 
equations, and comprehend functional concepts. Moreover, it is a way to create a model based on 59 
real-world conditions (Stacey & Chick, 2004). 60 

Algebra can be seen as an important subject by emphasizing that algebraic thinking is one of 61 
the most fundamental types of mathematical thinking, as it is based on skills that learners can use in 62 
many areas of life (National Council of Teachers of Mathematics, 2000; National Research Council 63 
(US) Committee on the Assessment of 21st Century Skills, 2011). 64 

The development of algebraic thinking contributes to a good command of algebra (Kriegler, 65 
2007). Kriegler (2007) shows that algebra can be treated as a tool for learning functions and as a way 66 
to learn mathematical modeling. According to this researcher, modeling represents one of the pillars 67 
of algebraic thinking. Squali (2000) considers the ability to construct, interpret, and validate algebraic 68 
models of real or mathematical situations as one of the main characteristics of algebraic thinking. 69 
This perspective on teaching-learning algebra allows the student to conceive the applications and 70 
relevance of algebra in everyday life (Herbert & Brown, 1997). The ability to perform mathematical 71 
modeling is considered a competency in itself that includes the skills and abilities to follow the 72 
modeling process appropriately. This process is goal-oriented and is characterized by being ready to 73 
be exploited. English (2012) describes mathematical modeling as an important strategy for solving 74 
mathematical and real-life problems. She also emphasizes the importance of learners creating models 75 
and not just using existing ones. It is an activity based on matching a real-life problem to its 76 
mathematical form through the use of representations and embodiments.   77 

Modeling represents a bridge through which the learner can facilitate learning mathematics and 78 
make it meaningful. Indeed, it allows the representation of mathematical concepts in the form of a 79 
drawing or an embodiment; this representation allows students to relate these mathematical 80 
concepts to their reality and everyday life. It also contributes to the development of thinking and 81 
creativity. Since mathematical modeling and its applications, as well as the skills it requires, have 82 
become necessary for learners to bring something new to their learning of mathematics, it has 83 
become an element of creativity (Hansson, 2010). 84 

In 2006, along with the competency-based approach, the guidelines for teaching and learning 85 
mathematics in Morocco were renewed. Among their recommendations, students should master 86 
certain fundamental skills, including the ability to solve real problems using the mathematical 87 
concepts they have learned (Men, 2007) and the affine functions that are the subject of this article. In 88 
addition, Kaput (2000) considers functions and quantitative relationships as languages for modeling 89 
mathematical situations or phenomena. Based on the curriculum requirements and the official 90 
pedagogical guidelines of teaching mathematics in Morocco, it is clear that mathematical modeling is 91 
a skill that secondary school students must have to reach the criteria that deem them competent. 92 

Moroccan students have a poor impression of mathematics and generally do not perform well 93 
on mathematics tests, which are related to their ability to solve real-world problems (Mullis et al., 94 
2012; OECD, 2019). Indeed, Moroccan students are in the gutter in mathematics and science (Mullis 95 
et al., 2020). TIMSS studies show that primary school students' performance in mathematics remains 96 
below the average score, set at 500 points (Mullis et al., 2020). Secondary school students are also at 97 
the bottom of the ranking, with 388 points out of 500 (Mullis et al., 2020). 98 

In light of the continuous improvement of mathematics teaching and learning, educational 99 
guidelines have mentioned the importance of using technological tools to solve mathematical 100 
problems (Men, 2007). In addition to recent trends that have emerged and continued, such as 101 
(STEM) programs, Olympiad tests (TIMSS, PISA), and other tests, the student must be able to solve a 102 
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large number of activities and problems related to reality. 103 
GeoGebra is one of those technological tools that offer the possibility for students to work on 104 

more abstract structures rather than using traditional means (Faruk Tutkun & Ozturk, 2013). 105 
GeoGebra is both a computer algebra system (CAS) and a dynamic geometry software (DGS), 106 

which makes it extremely useful in the school curriculum (Hohenwarter & Fuchs, 2004). Researchers 107 
consider mathematical modeling of real-world problems using CAS and DGS to be a problem-solving 108 
activity consistent with the goals of learning mathematics (Aktümen et al., 2013). Thus, in this study, 109 
we will attempt to answer the following questions: Does modeling with GeoGebra develop algebraic 110 
modeling skills in third-grade students? Does it generate students' interest in solving algebraic 111 
problems? Is GeoGebra able to influence students' interest in solving extra-mathematical and intra-112 
mathematical problems? 113 

Several studies have addressed modeling using new technologies (Greefrath et al., 2018; Latifi et 114 
al., 2022). As for algebraic thinking, most previous studies have addressed the topic through 115 
generalization (Ennassiri et al., 2022; Squalli, 2021; Vlassis et al., 2019) or problem-solving 116 
(Abouhanifa, 2021; Adihou, 2020; Moukhliss et al., 2022) by characterizing analycity in students' 117 
reasoning. However, studies that discuss algebraic thinking through modeling remain rare. It is also 118 
noted that no study has addressed the effect of GeoGebra on students' interest in solving algebraic 119 
problems, whether or not they have a connection to reality. So, this topic will be treated for the first 120 
time in this article. 121 
 122 
2. Theoretical Framework 123 
 124 
2.1 Modeling process and modeling skills 125 
 126 
Essential mathematical skills can be developed in students when teachers adopt modeling and 127 
problem-solving in mathematics education (Arseven, 2015). It is important to develop real-life 128 
modeling and problem-solving skills. (Mullis et al., 2012; OCDE, 2019; Mullis et al., 2020). According 129 
to Dorier et al. (2013), mathematical modeling is a process that connects two systems by taking into 130 
account the objects involved, the relationships that connect them, and the questions asked. In this 131 
process, as well as to the construction of the model, there is a discussion and study of the 132 
correspondence between the system and its model, focusing on the dynamics and feedback of the 133 
process. According to Chevallard (1989), modeling is the schematization of a mathematical or non-134 
mathematical system and a mathematical model of this system. Several modeling schemes can be 135 
distinguished (Chevalard, 1989; Ferri, 2006; Rodriguez, 2007). In our work, we have adopted the 136 
following scheme (Figure 1), whose approach consists in applying a known model to a real situation 137 
(Blum & Leiß, 2007). 138 
 139 

 140 
 141 
Figure 1: The modeling cycle according to Blum & Leiss (2007). 142 
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Step 1: Transitioning from the initial (real) situation to the model situation: In this step, we seek to 143 
simplify the situation, extract relevant information, and propose hypotheses for the problem. 144 

Step 2: Transitioning from the "model situation" to the "real model": identifying the variables 145 
affecting the real situation, naming these variables, and determining their relationship. 146 

Step 3: Moving from the "real model" to the mathematical model: we make a mathematical 147 
representation of the relevant variables and their relationships. And we simplify them, reducing their 148 
number and complexity to represent the situation. 149 

Step 4: Working in the Mathematical Model: In this step, we use heuristic strategies and 150 
mathematical knowledge to solve the problem. 151 

Step 5: Interpreting the mathematical results in the situation model 152 
Step 6: Validating the results in the situation model (in case of invalidation, we have to go back 153 

to Step 2). 154 
Step 7: Discussing the Solutions in the Real Situation. 155 
Algebraic modeling, which is a pillar of algebraic thinking, is treated as a process that starts 156 

with the real situation, then identifies the unknowns, variables, and parameters that can be 157 
symbolized until arriving at the algebraic model, i.e., the algebraic expressions, equations, 158 
inequations, or functional relations (proportionalities or others). These constituents are constructed 159 
based on mathematical and para-mathematical competencies while passing by the "model situation."; 160 
Then, one carries out an algebraic treatment. And subsequently, an interpretation allows the 161 
validation of the solutions in the model of the situation. The operationalization of these objects is 162 
based on specific techniques in algebra (Ben Nejma, 2021). In our study, we have focused on modeling 163 
through functional relations and specifically on modelling, using affine functions. 164 

 165 
2.2 Reorganizing the modeling process with Technology 166 
 167 
There is an obvious relationship between technological tools and mathematical modeling (Greefrath et 168 
al., 2018). This explains the multiplicity of models that include technological tools in a modeling cycle 169 
(Blum & Leiß, 2007; Siller & Greefrath, 2010). In the modeling process, students are invited to generate 170 
discussions based on the mathematical models they have built using digital technologies; in other cases, 171 
they work with technological tools from the beginning of the modeling process to its end. Technology 172 
can be considered a means to reorganize the modeling process (Borba & Villarreal, 2005; Diniz & Borba, 173 
2012). In this sense, technology responds to the needs that arise during the modeling process: accessing 174 
and analyzing data, creating simulations of the studied phenomenon, comparing models and results, 175 
validating or publishing a model, etc. Therefore, technology, in this case, is a tool that reorganizes the 176 
modeling process, allowing students to solve complex mathematical problems where the latter should 177 
not present a constraint to their studies (Molina-Toro et al., 2019). 178 

Three groups of tools can be used in the modeling process: Computational Algebra Systems 179 
(CAS), Dynamic Geometry Software (DGS), and Spreadsheets (SP) (Barzel et al. 2005). Computational 180 
Algebra Systems (CAS) can be used to perform certain operations, parameterize data, and analyze 181 
graphs (Possani et al., 2010; Rodríguez & Quiroz, 2016; Trigueros, 2009). Concerning DGS, it allows us 182 
to study different mathematical concepts through different semiotic registers (animations, tables) 183 
and to verify the models developed by the learners (Sekulić & Takači, 2013; G. Stillman, 2011). For SP, 184 
it allows us to record, organize, and analyze data. For example, collect and organize data to create 185 
scatter and regression plots and find an appropriate model to solve certain mathematical problems 186 
(G. Stillman & Brown, 2014) or representations to discuss, interpret, or validate models (Daher & 187 
Shahbari, 2015). Choosing the right tools, such as GeoGebra, can enhance this support. 188 

GeoGebra is a tool that plays several roles. It allows us to experiment or explore (Fahlgren & 189 
Brunström, 2014). Thus, we can draw and build using it (Hohenwarter et al., 2008). GeoGebra also 190 
has a role in calculating results (numerical, algebraic), which can save time (Siller & Greefrath, 2010). 191 
In addition, GeoGebra allows for self-checking of results and is used to make presentations. These 192 
digital tools help students understand modeling contexts, which has a significant impact on 193 
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mathematical modeling (Carreira et al., 2013.; Rodríguez Gallegos & Quiroz Rivera, 2015). 194 
 195 
2.3 Teaching mathematical modeling with GeoGebra (an example) 196 
 197 
We will present an example of an activity (Hall et Lingefjärd, 2016) that illustrates the use of the 198 
GeoGebra program in algebraic modeling. The example below was presented to the students during 199 
the experimentation phase. 200 

Example: Based on the Olympic gold medalists in the 200-meter race, mathematical models can be 201 
constructed to predict and compare the women's and men's 200-meter records at future Olympic Games 202 
and World Championships. Table 1 shows the results of the Olympic gold medalists in the 200 meters. 203 

One must look for a mathematical model that describes the behaviour of the phenomenon to be 204 
studied so that predictions can then be made about Y (called the dependent variable) when X (called the 205 
independent variable) is measured. In this work, we will be interested in solving this problem with the help 206 
of the GeoGebra tool, which will facilitate this task. What are the steps to follow to find this model? 207 
 208 

 209 
 210 
Figure2: Olympic Winners in the 200 Meter Sprint 211 
 212 

• Create a table containing the results obtained after 1988. 213 
• Introduce the table entries in the spreadsheet, which can be found in the menu 214 

View>Spreadsheet, or by pressing Ctrl-Shift-S directly. 215 
• In column A, enter the information for the male runners and type (A2-1900, C2) in cell D2. 216 

This gives us a point in the graph that represents men's records in 1988. 217 
• Generate the other points that concern the men's results by dragging the fill handle 218 

downward to generate the rest of the points after selecting cell D2. We will have the table 219 
shown in the figure. 220 

 221 

 222 
 223 
Figure 3: Information stored in the GeoGebra spreadsheet 224 
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• Then we seek to perform a linear regression on these points using the following 225 
instructions: Select the points in the spreadsheet, right-click on them, and select 226 
Create...>List, then enter the Fit Line[list1] command in the input field. 227 

• Repeat the same instructions to display the women's data.  228 
• With the intersect tool, click on the graphs to find the intersection between them, as shown 229 

in the figure. 230 
 231 

 232 
 233 
Figure 4: Women’s record times as seen to decrease faster than men’s. 234 
 235 
Women will beat men by about 82 years after 1948. Around 2030, the Olympic 200-meter record 236 
times for men and women will have fallen to 18.48 seconds. 237 
 238 
2.4 Extra-mathematical and intra-mathematical problems 239 
 240 
Mathematical problems can be divided into two types: extra-mathematical problems, which have a 241 
link with reality (real-world problems), and intra-mathematical problems, where the link with reality 242 
is not established. 243 

The difference between these two types of problems lies in the cognitive processes required to 244 
solve them (Blum & Leiß, 2007; Galbraith & Stillman, 2000; Verschaffel et al., 2000). Extra-245 
mathematical problems (see example 1) are reality-based, involve real objects such as those in nature 246 
and everyday life, and are characterized by complex cognitive processes (Schukajlow et al., 2012; Niss 247 
et al., 2007). 248 

Example 1: Extra-mathematical problem 249 
The price paid for a cab trip includes a fixed charge and a sum proportional to the number of 250 

kilometers traveled. 251 
A passenger named P1 paid 12 DH for a 4-kilometer trip, while P2 paid 18.25 DH for a 6.5-252 

kilometer trip. Determine the amount of the pickup and the price per kilometer traveled. 253 
In the first step of the solution, students create a model of the situation to understand the 254 

problem. Then, they mathematize the problem by looking for an appropriate mathematical model 255 
where they perform mathematical operations to find a mathematical result, and finally, they interpret 256 
and validate the solution concerning reality (Blum & Leiß, 2007; Galbraith & Stillman, 2006; 257 
Schukajlow et al., 2012; Verschaffel et al., 2000). Whereas intra-mathematical problems (see example 258 
2) are based on objects and relations belonging to the domain of mathematics (e.g., a geometrical 259 
problem) and do not require moving from the real world to the mathematical world... 260 

Example 2: Intra-mathematical problem 261 
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In the given figure, ABCD and EFGH two squares of sides 5 and 6, respectively; M is a point on 262 
the side [BE], and we pose AM=x 263 

1. Determine the area of the blue section for x = 5,5 and x = 7. 264 
2. Express the area f(x) of the blue part as a function of x. 265 
3. Determine the position of point M so that the area of the square BEFG is twice the area f(x). 266 

 267 

 268 
 269 
The mathematical model is presented directly. To find the result, students can apply mathematical 270 
procedures immediately; this result does not have to be interpreted in relation to the real world. 271 

In learning mathematics, both types of problems (intra-mathematical and extra-mathematical) 272 
are essential, as they help students have a concrete understanding of mathematical ideas and lead 273 
them to acquire the ability to relate mathematical knowledge to the real world and also to practice 274 
procedures and techniques of a mathematical nature (Beswick, 2011; Schukajlow et al., 2012). 275 
 276 
3. Materials and Methods 277 
 278 
3.1 Research design 279 
 280 
This study aims at testing the effectiveness of the dynamic mathematics software GeoGebra in 281 
learning mathematical modeling. To answer the research questions, we used a quasi-experimental 282 
approach based on two of the groups (experimental and control) to know the impact of the 283 
independent variable (modeling with GeoGebra) on the dependent variables, which are the algebraic 284 
modeling and the interest of the students in solving intra- and extra-mathematical problems. 285 
 286 
3.2 Research objectives 287 
 288 
The purpose of this study is to: 289 

1. Determine the effect of GeoGebra software on the process of algebraic modeling in third-290 
year middle school students while studying affine functions: 291 

2. Investigate the effect of modeling with GeoGebra on students' interest in solving algebraic 292 
problems  293 

3. Raise the difference in students' interest in solving intra-mathematical and extra-294 
mathematical problems  295 

4. Investigate the effect of modeling with GeoGebra on students' interest in solving both extra-296 
mathematical and intra-mathematical problems. 297 

 298 
3.3 Sample and data collection 299 
 300 
The study group included 3rd-grade middle school students (13–14 years old) in Casablanca 301 
(Morocco) during the 2021–2022 school year. With a total of 56 students—27 in the experimental 302 
group and 29 in the control group—the experimental group received GeoGebra-based instruction 303 
using laptops connected to WIFI networks, while the control group received traditional constructivist 304 
method. 305 
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Several GeoGebra activities were devoted to this study, including the previous activity (see the 306 
example of women running faster in this article). 307 

Both groups were given a pre-test to ensure equivalence before beginning the study. The study 308 
lasted two weeks, with both groups taking a post-test at the end of the fourth week. 309 
 310 
3.4 Data Collection Tools 311 
 312 
3.4.1 A Scoring grid Using Common Core State Standards for Mathematics (CCSSM) for Modeling 313 

Cycle (Leong, 2012) 314 
 315 
To measure the students' modeling process, we used a rubric (see table) using the Common Core 316 
State Standards for Mathematics (CCSSM) for the modeling cycle, developed by Leong (2012). It was 317 
developed based on the important checklist that is required in the modeling process. The scores are 318 
based on 5 points ranging from 0 to 4. 0: Not done 1: Below acceptable 2: fair; 3: good 4: Excellent. 319 
Weights between 1 and 3 will be weighted according to the importance of each step. e.g., Formulating 320 
a model section will be weighted 3 due to its importance, i.e., the total possible points for this step 321 
will be 36 since a score from 0 to 4 must be assigned to each element of this section. 322 
 323 
3.4.2 Measuring students' interest in problems by type (mathematical or non-mathematical) 324 
 325 
To measure students' interest in engaging in the proposed tasks, we used a tool and scale validated in 326 
the study by Rellensmann & Schukajlow (2017). Immediately after the treatment of the intra-327 
mathematical and extra-mathematical problems, we asked students the following question ("was it 328 
interesting to work on this problem?"), Students were asked to respond using the 5-point Likert scale 329 
to record their responses (1=not at all true, 5=very true).  330 
 331 
3.5 Intervention 332 
 333 
The teacher began the experiment with an exploratory session for the experimental group to become 334 
familiar with the GeoGebra program and discover its functionality. Both groups performed the pre-335 
test on the first day of the study. Then, there were four sessions, two per week. Each session lasted 336 
two hours, for a total of six hours of lectures and exercises on affine functions and their applications 337 
in modeling. Both groups took a post-test on the last day of the study. The pre- and post-test scores 338 
of the experimental and control groups were used to generate the data for this study. The researchers 339 
used two rubrics to assess students' modeling abilities and interests in intra-mathematics and extra-340 
mathematics problems. 341 
 342 
3.6 Data Analysis 343 
 344 
Independent samples t-tests were performed to determine significant differences between the two 345 
experimental and control groups in the post-test and pre-test scores. We also examined the normality 346 
and homogeneity of score variances. 347 
 348 
4. Results 349 
 350 
4.1 Student performance on the pre-test 351 
 352 
We designed a pre-test to verify the equivalence of the two groups, control and experimental. This 353 
pre-test assesses the students' prerequisites in algebra: operations on numbers, development and 354 
factoring, equations, proportionality, and linear functions. 355 

Students in the control group scored a mean of 10.00 (S.D = 2.69), while the mean was 9.52 (S.D 356 
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= 2.37) for the experimental group. The t-test revealed no significant difference (t = 0.706; P = 0.483), 357 
the two groups were equivalent in their algebra prerequisites. 358 

 359 
Table 1: Students’ Performance in Pre-test 360 
 361 

 Experimental Group Control Group 
t p Mean S.D Mean S.D

Pre-test 9.52 2.37 10.00 2.69 0.706 0.483 
 362 
4.2 Assessing modeling tasks 363 
 364 
Table 2: Modeling Cycle Scoring Rubric 365 
 366 

Process 
Experimental Group 

(N = 27) 
Control Group

(N = 29) t p 
Mean S.D Mean S.D 

Identifying Variables (12 Pts) 7.26 2.94 7.72 2.49 0.64 0.525 
Formulating a Model (36 Pts) 19.41 3.77 17.90 4.80 1.30 0.199 
Mathematical Operations (24 Pts) 12.19 2.94 12.79 3.39 0.71 0.479 
Interpreting the Results (36 Pts) 17.56 6.69 12.83 6.62 2.65 0.01 
Validating the Conclusion (24 Pts) 17.04 4.89 10.69 2.60 5.99 P < 0.001 
Reporting on Conclusions (8 Pts) 4.22 2.67 1.97 2.14 3.49 0.001 

 367 
After the end of our experiment, both groups took a post-test. Students' skills in the algebraic 368 
modeling process were measured. The first three steps, identification of variables, formulation of the 369 
model, and mathematical operations did not differ between the experimental and control groups. 370 
The scores were similar between the two groups. 371 

The last three steps showed significant differences in favor of the experimental group. Indeed, in 372 
the stage of interpretation of the results, the experimental group obtained 17.56 (S.D. = 6.69) while 373 
the control group obtained 12.83 (S.D. = 6.62), and the t-test revealed a significant difference (t = 2.65; 374 
p = 0.01). In the stage of validation of the results, the experimental group obtained 17.04 (S.D. = 4.89) 375 
and the control group obtained 10.69 (S.D. = 2.60), and the t-test revealed a significant difference (t = 376 
5.99; p < 0.001). In the stage of reporting the conclusions, the experimental group obtained 4.22 (S.D. 377 
= 2.67) and the control group obtained 1.97 (S.D. = 2.14); the t-test revealed a significant difference (t 378 
= 3.49; p = 0.001). 379 

 380 
Table 3: The total score of the modeling competence 381 
 382 

Domain Experimental Group Control Group t p 
Mean S.D Mean S.D 

Problem 77,67 10,749 63,90 9,053 5,198 P < 0.001 
 383 
We compared the total scores of the two groups. Students in the experimental group performed 384 
better, scoring 77.67 (S.D = 10.74). Students in the control group scored a mean of 63.90 (S.D = 9.05). 385 
The difference is significant (t = 5.19; p < 0.001). 386 
 387 
 388 
 389 
 390 
 391 
 392 
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4.3 Assessment of students' interest in extra-mathematical and intra-mathematical problem solving   393 
 394 
Table 4: Comparison of students' interest in solving problems with and without problems with and 395 
without a link to reality 396 
 397 

Domain 
Experimental Group Control Group 

t p Mean S.D Mean S.D
Extra-mathematical problem 4.07 0.78 1.90 1.01 8.96 P < 0.001 
Intra-mathematical problem 4.19 0.83 3.14 0.99 4.26 P < 0.001 

 398 
Table 4 shows the results of the two groups for the two types of problems. The results show a 399 
significant superiority in favor of the experimental group. In the extra-mathematical problems, the 400 
experimental group obtained 4.07 (S.D. = 0.78) while the control group obtained 1.90 (S.D. = 1.01); the 401 
t-test revealed a significant difference (t = 8.96; p < 0.001). 402 

In the intramathematical problems, the experimental group obtained 4.19 (S.D. = 0.83) and the 403 
control group obtained 3.14 (S.D. = 0.99); the t-test revealed a significant difference (t = 4.26; p < 404 
0.001). 405 

 406 
Table 5: Comparison of intra-mathematical and extra-mathematical problems for each of two groups   407 
 408 

Domain 
Extra-mathematical problem Intra-mathematical problem 

t P Mean S.D Mean S.D 
Control Group 1.90 1.01 3.14 0.99 4.75 P < 0.001 
Experimental Group 4.07 0.78 4.19 0.83 0.47 0.640 

 409 
Another comparison was made to see which type of problem performed better for each group. For 410 
the control group, the students performed better on intra-mathematical problems. They scored 1.90 411 
(S.D. = 1.01) in extra-mathematical problems, while the average was 3.14 (S.D. = 0.99) for intra-412 
mathematical problems, with a significant difference (t = 4.75; p < 0.001). 413 

For the experimental group, students scored similarly on intra-mathematical and extra-414 
mathematical problem types. They scored 4.07 (S.D = 0.78) in extra-mathematical problems and 4.19 415 
(S.D = 0.83) for intra-mathematical problems with no significant difference (t = 0.47; p = 0.64). 416 
 417 
5. Discussion 418 
 419 
The purpose of this study is to determine the effect of using the GeoGebra program on Moroccan 420 
middle school students' acquisition of mathematical modeling skills, and to assess their interest in 421 
solving reality and non-reality problems. 422 

The results show that the GeoGebra program does not affect the first three steps of the 423 
modeling process: (1) identification of variables, (2) formulation of a model, and (3) operation on the 424 
model. This may be because the study was implemented in a short time, which is consistent with its 425 
results (Masri et al., 2016). The GeoGebra program improves students' performance in the long run. 426 
On the other hand, it was found that there is an impact of the GeoGebra program in the last three 427 
steps of the process: (4) interpretation of results, (5) solution validation, and (6) presentation of 428 
conclusions in favor of the experimental group. This was because teaching modeling with GeoGebra 429 
focuses more on distinguishing between the result of the solution as an arithmetic value, and the 430 
meaning of that result in the problem situation. This property translates into the learner's thinking 431 
through his distinction between the internal validity of the result and its external validity. It may be 432 
that the result is algebraically and mathematically correct, but the student does not give any 433 
importance to its meaning, concerning what is needed to solve the problem. A study (Kilpatrik, 434 
Silver, and Days, 1999) confirms the effectiveness of teaching methods that aim to develop the ability 435 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 67 

to verify the accuracy of the mathematical solution obtained. They believed that this verification 436 
aided the student in comparing the result to the solution condition, indicating the student's ability. 437 
Modeling with GeoGebra clearly improved the ability to interpret the result as the correct answer to 438 
the problem posed. The solution, even if it is mathematically correct, is considered provisional. 439 
Modeling with GeoGebra makes the ability to communicate mathematical solutions a link that gives 440 
meaning to algebraic modeling for students. Students understand that determining the mathematical 441 
solution is only the first step in determining solutions to the problem at hand. In the same sense, the 442 
results by Verschaffel et al. (2000) show that the ability to communicate solutions in written or verbal 443 
form is considered one of the skills for mathematical modeling of the problems presented. 444 

Generally, the results of the statistical analysis of the data showed that the modeling strategy 445 
with GeoGebra has a positive effect on the development of students' algebraic modeling skills using 446 
the tools that the GeoGebra program has, which allow the student to interact directly with the 447 
educational content. He becomes the center of the educational process and can solve problems in a 448 
short time and with little effort. In this sense, Bayazit & Aksoy (2010) see that using the GeoGebra 449 
program supports structural and procedural knowledge and helps build graphical models to solve 450 
algebraic problems. 451 

The second research question dealt with students' interest in solving mathematical problems. 452 
The results showed that there was a significant difference between the two groups. Most students in 453 
the experimental group felt from the beginning that the digital tool GeoGebra could lead them to 454 
success in the challenge that had seemed difficult at the beginning, which developed the students' 455 
self-confidence and increased their interest in solving problems. Learning to model using GeoGebra 456 
gives the student a view of mathematics different to the one they have before. Using GeoGebra makes 457 
mathematics more dynamic. It addresses minds and thoughts, not just rigid symbols or fixed models. 458 
This may be what made the experimental group interact better in the lessons of this unit and strive to 459 
improve their performance. They also feel comfortable and relaxed while learning. It can be said that 460 
using GeoGebra in learning mathematics has reduced some students' chronic hatred towards 461 
mathematics, as they have practiced it differently and unusually, which is largely in line with their 462 
daily hobbies and their interest in using technological means. These results are consistent with 463 
studies that have addressed the positive effect of technological tools such as GeoGebra on positive 464 
attitudes toward learning mathematics (Arbain & Shukor, 2015; Latifi et al., 2022; Yılmaz et al., 2010). 465 

The other objective of this study was to answer the research question regarding the impact of 466 
GeoGebra on students' interest in solving problems with and without a link to reality. The control 467 
group showed more interest in problems that were linked to reality. These results are surprising 468 
because teachers often think students are interested in solving real-world problems (Cordova & 469 
Lepper, 1996; Mitchell, 1993). These results agree with the study by Rellensmann & Schukajlow (2017). 470 
On the other hand, the results show that there is no significant difference between the two problems 471 
for the experimental group. GeoGebra increased students' interest in extra-mathematical problems 472 
and brought them closer to their interest in intra-mathematical problems. 473 
 474 
6. Conclusion  475 
 476 
The results show that modeling with GeoGebra has a positive impact on the development of algebraic 477 
modeling skills. Generally, it can be said that GeoGebra can be considered a teaching material that 478 
has the potential to contribute to the development of algebraic thinking. Reconsidering the results of 479 
the study in the field of teaching mathematics, we assume that the work on the integration of the 480 
GeoGebra program in the teaching of mathematics is important for the different phases of teaching 481 
because of its effectiveness in the development of algebraic thinking skills in students of different 482 
levels. We also recommend preparing and qualifying teachers to use pedagogical programs that help 483 
to develop different types of thinking in students, including algebraic thinking, and the GeoGebra 484 
program in particular because of its effectiveness and high quality in dealing with different 485 
mathematical axes. 486 
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Abstract  19 
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All texts are written depending on what has been written before, thus carrying the traces and memory of a 21 
heritage. The study focuses precisely on the way in which one text writes another text, whether referring to 22 
absence or presence. In order to conduct fair results, this study uses two selected novels such as "Leximtari" 23 
(The Reader), by B. Shlink, and "Praise for the Stepmother," written by M.V. Llosa. While considering these 24 
two novels, in this study, it’s been displayed intertextuality, not as an imitation or reproduction, but as a 25 
change of one or more sign systems to another, as well as a coexistence relationship between two or more 26 
texts, or the genuine presence of one text to another. The various analogies and intertextual signs in these 27 
two novels, but also in other texts, unfold many dimensions of different cultures and cognitions that we may 28 
have in general, not only for literature but also for other arts. Thus, the working methodology is defined, 29 
which is dominated by the comparative and analytical approach, not leaving aside the interdisciplinary 30 
system. 31 
 32 

Keywords: intertextuality, typological analogies, reminiscences, affiliations, paratext, etc 33 
 34 
 35 
1. Introduction  36 
 37 
As a crucial object for this study, the two most significant world works that belong to the field of 38 
comparative literature have been selected. This field of study in literature is very interesting because 39 
it allows for research not only on the basic text but also on the heritage and culture that these texts 40 
carry. 41 

Considering that we are bringing a study from a field that may not be well known by most, we 42 
initially decided to discuss a little about the theories, definitions, studies, and research of this field in 43 
different countries and periods. Furthermore, there has been a study regarding the textbook study, 44 
referring to the whole theory, which is discussed first. This paper has gradually developed the study 45 
in order to be accessible not only to literary scholars, by analyzing, commenting, and deconstructing 46 
literary phenomena inside and outside the text. 47 

The study is of great interest because it brings not just two literary works against each other, but 48 
also two cultures of writing and heritage against art and time. 49 
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2.  Methodology 50 
 51 
To realise a study from the field of comparative literature means deepening all the comparative and 52 
interdisciplinary levels that this field has. Then, the novels that have been selected for the object of 53 
this study carry different signs in these two novels, which lead us to a memory, as a culture of reading 54 
and universal knowledge, in different texts and phenomena. Additionally, they can create an analogy 55 
with the text that is presented before, in order to view intertextual reports. The first method of this 56 
scientific paper is meant to be a comparison, while the intertextuality, the analytical way, and the 57 
interdisciplinary approach explain even more clearly the different typological categories of these two 58 
writings. 59 

So, typological analogies, such as reminiscences, congruences, and filiation, took us to different 60 
texts and cultures, through which the interliteracy of a text is determined: architecture, intertext, 61 
metatext, and paratext. 62 
 63 
3. Comparative Theory 64 
 65 
"Comparative literature is the study of literature beyond the borders of a particular country and the 66 
study of the relationship between literature and other fields of knowledge and belief, on the other hand, 67 
such as the arts (e.g., painting, sculpture, architecture, music), philosophy, history, social sciences (e.g., 68 
politics, economics, sociology), and religion. It is, in a nutshell, "the comparison of one piece of 69 
literature with another or of literature with other fields of human expression" (Frenz & Newton, 1961, 70 
pg.3).This is the definition of Henry HH Remak when referring to comparative literature, the 71 
definition and its function. So, generally, the definition of comparative literature is defined by placing 72 
it within the function of literature and, consequently, literature in front of itself and other fields. 73 

French theorists consider Comparative Literature as a branch of the History of Literature and 74 
preserve the view that scholars of Comparative Literature should explore the literary relations 75 
between the two cultures, more specifically between French culture and other cultures. This school, 76 
which is influenced by the positivism of the nineteenth century, emphasizes the necessity of 77 
presenting historical evidence and arguments, and any comparative study conditions it by arguing 78 
the historical relationship between the two respective cultures. Yeves Chevrel, in his discussion 79 
regarding schools in this field, states that "According to the French school, the evidence of the 80 
historical relationship between literary works written in different languages is the basic and absolute 81 
condition for its introduction in the study field of Comparative Literature." (Chevrel, 2002, p. 105). As it 82 
can be seen, comparing is just a method to achieve the purpose that aims at presenting literary 83 
interactions and exchanges between different peoples. Some of the leading representatives of the 84 
French school of comparative literature are Marius Françius Guyard, Jean-Marie Carre, Rene 85 
Etiemble, and Paul van Tieghem. 86 

The Anglo-American School of Comparative Literature dated back to World War II with the 87 
famous lecture by Rene Wellek (1903-1995) at the Second World Congress of Comparative Literature 88 
in 1958 at the University of North Carolina. Furthermore, this school, besides studying the literary 89 
relations between different cultures, also emphasizes that Comparative Literature is closely related to 90 
other scientific fields, such as history, philosophy, religions, linguistics, psychology, sociology, 91 
cinema, music, and other arts. According to this school, comparative literature is a new philosophy 92 
and theory in literary studies, especially when we consider the fact that literature is a global and 93 
general phenomenon, parts of which, in national literatures, possess an organic and solid unity. 94 

In a word, comparative literature is the comparison of a literary work with one or more literary 95 
works and also the comparison of literature with other fields of knowledge and art. 96 

Another spirit of comparative literature is the "New Comparative Literature", named by the 97 
scholar Steven Tötösy. Here, Comparative Literature is intertwined with a new field called "Cultural 98 
Studies." Therefore, and as a result, we have a new field of study, entitled "Comparative Studies of 99 
Literature and Culture," which currently occupies a crucial place in the western humanities. Young 100 
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scholars of these sciences agree that since literature is one of our many cultural discourses, it should 101 
be studied in the context of sociocultural analysis, because aesthetic studies can no longer be the sole 102 
purpose of literary studies. This school does not limit the text only to written text and literature only 103 
to pure literature, as we are used to perceiving it so far, but also extends its traces to cinema, 104 
painting, popular literature, etc. 105 
  106 
4. Interliterary System  107 
 108 
Intertextuality as a notion has been forwarded by Julia Kristeva and has appeared in critical 109 
discussions since the 1960s. As to this theory, no text can be written independently of what has been 110 
written previously, and it will necessarily carry the traces and memory of tradition’s heritage. So, 111 
intertextuality is the way through which one text writes another text, whether referring to absence or 112 
presence. The researcher Nathalie Piegay-Gross claims that "for Kristeva, intertextuality never means 113 
the movement through which a text reproduces a previous text, either by distorting it or meaning it as 114 
an indefinite process in textual dynamics" (Piegay-Gross, 2011, p.20). So, insisting on the fact that 115 
intertextuality is not imitation or reproduction, but rather a transformation of one or more sign 116 
systems to another, Genette considers intertextuality as a coexistence relationship between two or 117 
more texts, or the genuine presence of one text in another text, naming textual transcendence with 118 
the term transtextuality, which includes five types of relationships: paratextuity, architecture, 119 
hypertextuality, transtextuality, and metatextuality. Thus, the text cannot be considered as a 120 
derivative of its confrontation with the social context, but rather of the text with the text. "Such a 121 
concept overturned the traditional concept of literature and initiated the search for intertextual 122 
relations in each text." Precisely, in relation to these concepts, the Kosovar scholar Ag Apolloni states 123 
that such a concept overturned the traditional concept of literature and initiated the search for 124 
intertextual relations in each text (Apolloni, 2010, pg. 145). 125 

According to Michael Riffaterre, the reader distinguishes the level of intertextuality, and based 126 
on this, Roland Barthes will emphasize that we also deal with the subjectivity of reading, where the 127 
reader's memory will evoke classical culture. 128 

When discussing the system of interliteracy or typological analogies, we refer to reminiscences 129 
(hidden or allusion and those of the special type) that are related to the author's cultural system or, 130 
more broadly, to the system of his education. Motivations (impulses, influences, or impulses) are a 131 
higher form of literary action and a component that deeply includes the work as a whole, but they are 132 
also broader processes. Incentives precede impacts. Congruences (coincidences or meeting points) 133 
occur when the presence of another text is seen through a literary text and appears in the form of 134 
borrowing, imitation, and adaptation; And, filiation, which is a unique system with accessible 135 
apparatus, derived from reminiscences, impulses, congruences, and affiliations, through which the 136 
interliteracy of a text can be determined: architecture, intertext, metatext, and paratext. 137 
 138 
5. Paratext and Text 139 
 140 
When studying texts from a comparative point of view, the paratext and text are two very important 141 
elements. Researcher P. Gross, in relation to this phenomenon, states that paratextuality sends 142 
signals to every relationship that a text maintains with its paratext (preface, remarks and 143 
illustrations). Hence, paratextuality refers to any relationship that a text has with its paratext (preface, 144 
remarks, illustrations) "(Piegay-Gros, 2002, p.23), thus helping the intertextual line to be more easily 145 
comprehended or even oriented. Meanwhile, the other scholar, G. Genette, considers paratext as 146 
important when talking about the five types of transtextual relationship. 147 

The novel "Lëvdatë për njerkën" (In Praise of the Stepmother) on the cover bears the figures of a 148 
child and a naked woman, whose position reflects intimacy. From the beginning, the reader is given 149 
information on what the relationship between them will be like. Another paratextual element is 150 
(besides the details on the date, the publishing house, the editorial office, the dedication made to 151 
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Luis Berlanga, etc.) the paragraph that stands before the first chapter, taken from "Love to Death" by 152 
Cesar Moro, bringing us towards another intertextual connection. However, the titles of the chapters 153 
are very descriptive and illustrative for attentive readers. Also, this novel has illustrations of 154 
paintings, which are explanatory of the narrative line. The Los Angeles Times review article stands as 155 
postmodern. 156 

With "Leximtari" (The Reader), the paratext is warmer. The cover, in the original and the first 157 
edition, has a book as an illustration, which as a paratext introduces the reader to the ideological field 158 
of the novel. However, apart from details on the press and others, there are no dedication, citation, or 159 
dedication, as well as chapter titles, which would serve as guidance and explanation of details. 160 
Finally, there are some ratings of popular newspapers and magazines. 161 
 162 
6. The Oedipus Complex 163 
 164 
The psychoanalyst, Sigmund Freud, considers the prevailing instinct as the sexual instinct, which 165 
influences all the initial psychic processes to be ruled by the principle of pleasure, which thus makes 166 
this instinct the principle of life itself. Freud noticed the sexual desire for the mother, and 167 
consequently for what is his mother's model, from infancy, but with the intensification of these 168 
sexual desires for the mother, the father poses an obstacle to the Oedipus Complex. According to 169 
Freud, "Identification with the father already takes on a hostile tinge, turning into a desire to 170 
annihilate him, to replace him with the mother" (Frojd, 1997, pg. 118), leading to an ambivalent 171 
relationship with his father, as a sign of Oedipus' positive complex. 172 
In formulating the famous Oedipus Complex, Freud said that a boy is inevitably attracted, sexually, to 173 
his mother. At the same time, this boy also has the anxiety of castration or an inconsistent fear of the 174 
possible punishment of his father. These reasons are exactly those that push Alfonson towards such a 175 
relationship with his stepmother. First that she was in his home, in the role, position, and rights of 176 
the deceased mother, taking on the role of mother, hence also inciting romantic and sexual feelings. 177 
And secondly, he gets into an ambivalent relationship with his father, seeing him as both a 178 
competitor and a punisher. As a result of the first, he will try to play his role and imitate the 179 
behaviors, and even overcome them, in relation to the stepmother. And, the other reason is that, 180 
having the fear of the father, he will be very devilish, so that after he has enjoyed all the sexual 181 
pleasures that have helped him to explore himself, in a very devilish way, he will reveal his and his 182 
stepmother's secret, to cleanly save himself from all this dirty game. However, Llosa will further 183 
develop the intrigue because Alfonsos will also give him demonic inclinations, making him 184 
unstoppable and uncontrollable in his sexual needs, which he will eventually show to the maid, but 185 
also in its malicious intent, which transcends the boundaries of sexual needs. According to Freud, 186 
"the Oedipus complex begins around the age of 12, when the sexual maturity of the child begins" 187 
(Freud, 1997, p. 119). Even though Alfonso was exactly the age of puberty, as the author says, he had 188 
just made his first communion. And, at the age of sexual maturity, was Mikael Bergu, the protagonist 189 
of "Leximtari" (The Reader). There, we are confronted with the withdrawal of Michael from an adult, 190 
whom he will obey like a child to his mother and will consider her an undisputed authority. This also 191 
clarifies sexual attraction to some degree, given that she is as old as his mother. From this 192 
relationship will come a relationship that will overcome this complex, which was the cause of its 193 
turning into addiction and love over time. However, according to Freud, while at this time the child 194 
does actions driven by fear and guilt, after sexual and mental maturity, this relationship will change, 195 
and after the Super-Unit develops, the Uni The scholar Herbert Markuse gives his personal opinion 196 
when he speaks of the unconscious part and states that: 197 

 198 
"As a rule, I update the prints in service and at the request of the Super-Unit." But, very soon they 199 
become unconscious, as if it were automatic, and a large part of the feeling of guilt remains unconscious 200 
"(Marcuse, 2008, pg. 49). 201 
 202 
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The ideological reminiscence of the text also leads us to the novel "Bij dhe Dashnorë" (Sons and 203 
Lovers) by D.H. Lawrence, which is built on the idea of the Oedipus complex, where Paul Moller, the 204 
protagonist of this novel, will be the most dependent figure of a boy in all literature on his mother. 205 
Thus, she, the mother, raising the boys, will turn them into "lovers," who will become so dependent 206 
on her that when they grow up they will not be able to love, because the mother will be the greatest 207 
presence in their lives. Thus, Paul, growing up, acknowledges that his achievements are as much his 208 
own as his mother's. She, therefore, does not turn them into physical lovers but into psychic slaves. 209 

At this level, there is also the Electra complex. So, the incestuous relationship of the girl with 210 
her father, as a result of the connection between addiction since infancy and the idealism of sexual 211 
attraction even during the age of sexual maturity, Nabokov in "Lolita" will have as a thematic 212 
treatment the sexual relationship between a minor and an adult. 213 

The ideological reminiscence of the text also leads us to the novel "Bij dhe Dashnorë" (Sons and 214 
Lovers) by D.H. Lawrence, which is built on the idea of the Oedipus complex, where Paul Moller, the 215 
protagonist of this novel, will be the most dependent figure of a boy in all literature on his mother. 216 
Thus, she, the mother, raising the boys, will turn them into "lovers," who will become so dependent 217 
on her that when they grow up they will not be able to love, because the mother will be the greatest 218 
presence in their lives. Thus, Paul, growing up, acknowledges that his achievements are as much his 219 
own as his mother's. She, therefore, does not turn them into physical lovers but into psychic slaves. 220 

At this level, there is also the Electra complex, the incestuous relationship of the girl with her 221 
father, as a result of the connection between addiction since infancy and the idealism of sexual 222 
attraction even during the age of sexual maturity. Nabokov in "Lolita" will have as a thematic 223 
treatment the sexual relationship between a minor and an adult. 224 
 225 
7. Typological Analogies  226 
 227 
There are cases when the relationship that approaches or removes two texts, is established despite 228 
any genuine or not retrieval of topics, motives, and discourses, which form a cutting surface or 229 
meeting with each other because the indicators of intertextuality are different. They may be so 230 
conventional or outstanding that they constitute certain signs of intertext, but there are times when 231 
they remain to be constructed by the reader. Also, intertextuality requires an intelligent reader to 232 
know how to listen to ambiguity, but he often knows that that reader also becomes a collaborator, a 233 
partner in a game that he creates with the knowledge and memory of this reader. 234 

 235 
"It simply came to our notice then. He was a model son, a very good student, and an obedient and loving 236 
child. He was lucky with her "(Llosa, 2015, pg. 106),"  237 
 238 
,.is Don Rigoberto's opinion about his son, shortly before the fatal discovery. The same will be 239 

true of Michael's parents when he, after a time of secret affair with Hannah, greatly improves in his 240 
lessons, and consequently, his parents will be astonished and delighted, no doubt, at his well-being. 241 
So a forbidden physical relationship and love are the best instigators of improvement in minors in 242 
this case. 243 

Every time we read Alfonso's letters to his stepmother, a parallel is drawn with the reading of 244 
the books that Michael gave to Hannah. This intertextual relationship now, with the use of the same 245 
motive by these two authors, is created on different premises of use and different relations of 246 
characters (the exchange of letters and reading is one of the most used motifs in literature). We have 247 
"Vuajtjet e djaloshit Verter" (The Sorrows of Young Werther), by Goethe, where great love is built 248 
through letters; then "Letra dashurie të një murgeshe" (Love Letters of a Portuguese Nun, etc.). 249 
Alfonso writes letters and reads them to his stepmother in order to subdue her, while Michael reads 250 
them because he is her slavish follower. So, from the beginning, we have minors, with different 251 
statuses. The more letters the stepmother receives, the more she becomes submissive to the little one 252 
and the more powerless and helpless she is to oppose it, giving herself to the boy more and more. 253 
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Hana, on the other hand, becomes more powerful and commanding the more she encourages 254 
Michael to read books to her. In parallel, she steals the boy's heart. As a result, the two adults' current 255 
statuses in mutual relationships differ. The roles that these authors give to the protagonists differ. We 256 
have the triangle that, through epithets, would come out like this: On one hand, we have The Victim 257 
(Don Rigoberto)-The Sinner (Dona Lucrezia) and the Devil (Alfonso), while on the other hand, we 258 
have The Sinner (Hana) and the Victim (Michael), who sometimes change roles between us. So, in 259 
such cases, the closeness between the two texts is obvious, which is found on a thematic rather than 260 
linguistic level. Linguistically close to "Lëvdatë për njerkën" (In Praise of the Stepmother), we find 261 
Bukowski's "Femrat" (Women). 262 
Also, in both juveniles, there is an awareness that they are committing a sinful act, but they are 263 
driven by lust and evil and cannot be stopped.  264 

 265 
I knew day by day that I could not escape these sinful thoughts. And the worst thing was that, in time, I 266 
started to desire the sinful act "(Shlink, 2009, pg. 23).  267 
 268 

This is the opinion of Hannah, which creates the relationship of compatibility with Alfonso's evil, but 269 
also of the stepmother in "Praise". 270 
The next meeting point, closely, is created in the epithets with which they address the minors. Hana 271 
calls Mikael "Boy," referring to his young age as well as the caress that the word carries. On the other 272 
hand, the narrator will also describe the boy as "Christ, the Boy" in "Praise." The first refers only to 273 
age and the way Hannah saw and approached him. But secondly, in addition to an age marker and to 274 
the emotional color it carries, it is also a religious name, now in the inverted sense. 275 

 276 
Miss Shmic also ironed her underwear, so I did not want to see her doing such an action, but at the same 277 
time, I could not take my eyes off her" (Shlink, 2009, pg. 16) 278 
 279 
,.which is the first element that leads to the topic, where the character, who speaks for himself 280 

first, gives the detail that warns of his unconscious withdrawal from adult Hana. In that case, Llosa 281 
will make a rotation when he starts the intrigue, in which case such a dilemma will now be 282 
experienced by Dona Lukrecia. 283 

You do not feel for others when you feel young again, physically young, appreciated by a 284 
youthful eye, when you feel what they once felt at a young age. They are a representation of female 285 
selfishness. We have such a symbol of selfishness in Bukovski, in "Femrat" (women). Where the 286 
alcoholic writer, 50-year-old Henry Kinaski, leads a very active sex life, focusing only on meeting 287 
personal needs. 288 

Precisely for this phenomenon, N.P.Gross says:  289 
 290 
"It is intertextual every trace that I distinguish as such, whether it be an open quotation or a vague 291 
vision" (P-Gross, 2011, pg. 27),  292 
 293 
,.which allows the memory of the reader and of the knowledgeable to enrich it, and of the 294 

ignorant enough to condemn a work. However, this definition of Riffaterre, relative, makes it possible 295 
to contrast casual and forced intertextuality. 296 

Ideological interference and discourses are types of intertextual relations. In other words,  297 
 298 
"the analogy of ideas between different texts speaks of a reminiscence of the author or even of the text" 299 
(Apolloni, 2010, pg. 153),  300 
 301 
,.which is appreciated by Apolloni, in which case ideological parallels can be drawn. However, 302 

ideologically, these two novels do not have any possible meeting point because, while "Leximtari" 303 
(The Reader) has the main idea of illiteracy as the cause and due to which all the turns in the novel 304 
occur (deepening of the love affair between Hannah and Michael through the reading of the books by 305 
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the boy; Hannah's escape from Michael without any explanation; the confession of a crime that 306 
Hannah had not actually committed; etc.), in "Lëvdatë për njerkën" (In Praise of the Stepmother), we 307 
have the idea of Satanism in the mind of a minor, which as a universal and transcendental idea tends 308 
to be evidenced through paintings with ancient motifs. 309 

When we talk about the topic (gr. Thema), we mean that we are dealing with what the text is 310 
talking about. Despite the fact that the topic does not determine the value of the text in front of us, it 311 
nevertheless gives unity to that text. 312 

In terms of structuring the theme, the novels have a different logic from each other. MV Llosa 313 
structures the novel on three elements, which he talks about: Don Rigoberto's love for women and 314 
purity; the sexual relationship between Alfonso and his stepmother; and paintings, which are inspired 315 
by paintings with motifs of Greek and Roman antiquity, intertwined with the events of the novel, as 316 
in the case when, by the comparison he uses, he creates analogies with the time of narration; "Like 317 
Amadis for Oriana" (Llosa, 2015, pg.59), says Rigoberto as he cleans up, thinking of his wife. B. Shlink 318 
will support the novel on two main themes: that of love and sexual intercourse between Hannah and 319 
Michael, and that of Hannah's trial after her participation in the horrors of the Holocaust. 320 
 321 
8. "Lëvdatë për njerkën" (In Praise of the Stepmother) in front of literature 322 
 323 
Different signs in the text lead us to a memory, such as reading culture and universal cognition, in 324 
different texts and phenomena, which can create an analogy with the text we have before, to see 325 
intertextual reports at different comparative levels. 326 

Not coincidentally, in the novel "Lëvdatë për njerkën" (In Praise of the Stepmother), the 327 
narrator will call Alfonson, by taking into consideration his attributes and the syntagm with which he 328 
qualifies them. The boy was a "Christ" in behavior, and his disguise was so professional that no adult 329 
could investigate him. Well, we find such a figure in the holy book, and then as a motive in literature. 330 
It is about Abel and Cain, who are two antipodean figures in terms of spiritual attributes. Cain, 331 
therefore, driven by jealousy and anger towards his brother, will kill him, not admitting the sin 332 
committed and at the same time, hiding behind "an angelic" garment. The intertextual line as such 333 
does not stop because two such opposing figures, namely brothers, are also Prometheus and 334 
Epimetheus, one who speaks after weighing the thought and one who thinks after speaking. 335 
Prometheus is considered the savior of the people, bringing them fire and many other good things. 336 
Eventually, he sacrifices for them. On the other hand, Epimetheus was the one who wasted all the 337 
animals that Zeus had given as a gift to the people, leaving them with nothing. Thus, he will come 338 
into conflict with Pormeteun, his brother, who, in this case, is put under the protection of the people. 339 
Therefore, out of resentment towards his brother and seduction from Pandora, he will open the box 340 
of evil. 341 

Another type of mention we have in the formation of the phrase "Christ, the Boy", which 342 
reminds us of Homer's "Iliad" and his characteristic style in naming characters with noun groups, 343 
such as: Achilles. So two qualities are put together in a noun marker. 344 

We have many cases of using the language of M. Vargas Llosa, which leads us to Bukovski's 345 
novel "Femrat" (Women). Both are known as authors who do not spare expressions, even the most 346 
banal, to achieve the right descriptive level, but also artistic, because they are also known as language 347 
details. Because Kinaski, the protagonist of "Femrat" (Women), leads an unbridled sex life, albeit 50 348 
years old, and the details with which he will give all his sexual acts and experiences, because the 349 
novel is in the first person and the protagonist is the narrator himself, are very prominent, sometimes 350 
beyond the artistic level of the language. We have many cases when Llosa makes the characters 351 
narrators, especially in the chapters related to the ancient culture and tradition, when the character 352 
speaks, and the language is released from any taboo, such as. When Kandal, the king of Lydia, 353 
describes his wife and his erotic imaginations, or when Diana, as she bathed, masturbated, knowing 354 
that the shepherd's son was looking at her from the bushes, and so on, Also, the illustrations through 355 
the paintings during the novel connect us with the author's knowledge of painting, but also of 356 
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ancient art in general, because the motifs are mainly of antiquity and ancient Greek and Roman 357 
mythology, and he makes the connotation with his text intentional. 358 

The case where Alfonso stands on the roof, watching from the hole his stepmother while 359 
bathing naked, reminds us of the case of Frankenstein, who, after being expelled from all and finally 360 
managing to take shelter in a hut near a settlement, from a hole in the roof, saw the normal life and 361 
without the preoccupations of the people near it. But while Frankenstein was doing this to improve 362 
himself, because during all this time of eavesdropping, he had managed to learn a lot as a self-taught 363 
person and, by revealing their troubles and ills, even to help them, without being noticed by them. 364 
Also, Alfonso does this to satisfy his bodily needs and, at the same time, to awaken the lusts and 365 
devils of his stepmother in order to fulfill the purpose he had. The rites of purification of Rigoberto, 366 
which he performed with so much love, devotion, and system, remind us of religious rites such as 367 
breakfast, lunch, etc., which are also performed systematically and with devotion by the religious. 368 
Once more, we refer to the opinion of the scholar Ag Apolloni, who says: 369 

 370 
"In the theory of textuality, intratextuality marks the intertextual relations within some works of an 371 
author." Thus, intratextuality does not extend beyond a style or an author, and it is closely related to 372 
autotextuality" (Apolloni, 2010, pg. 157), and such an intratextual case is revealed by Llosa within 373 
"Lëvdatë për njerkën" (In Praise of the Stepmother).  374 
 375 
The seventh chapter, "Venus with love and music," stands next to it, and finally, the novel's 376 

subject and basic idea form the intratextual triangle. The painting depicts Cupid, the instrumentalist, 377 
who beats the oregano, and Venus, "the Italian, the daughter of Jupiter, the sister of the Greek 378 
Aphrodite" (Llosa, 2015, pg. 63), lying down, listening to all those sounds. Their task was to seduce 379 
Venus so that she would be ready for their master. Was Alfonso's task of seducing his stepmother 380 
similar when we know that Donna Lucrezia enjoyed sex with Don Rigoberton, her husband, much 381 
more after the relationship with her son?!  382 

 383 
"I am love itself. Toddler, juvenile, pink, and butterfly. I am a thousand years old and I am chaste like a 384 
dragonfly "(Llosa, 2015, pg. 63).  385 
 386 
These are the attributes of Cupid. Alfonso thinks the same thing about himself as a mischievous 387 

missionary. 388 
When we are at this comparative level, we have in mind that we are talking about congruences, 389 

i.e., borrowing that comes out in the form of echoes. In our case, such borrowing comes from ancient 390 
paintings. In total, in the novel, we have five illustrations of ancient paintings, which are the sources 391 
of five different thematic treatments within the novel. So, in such a case, when in a literary text, the 392 
presence of another text can be seen in Llosa, the presence of a medium in another, in which case the 393 
painting is now the illustration and the text is the description. So we have the case of an intermediate 394 
relation. 395 

Since a distinction must be made between literary borrowing, imitation, and adaptation, it is 396 
worth mentioning first that these literary interferences take place at the level of inspiration and 397 
adaptation, rather than at the level of pure citation. So the semantic plan does not change, but in the 398 
syntagmatic aspect, the sentence loses its authenticity. 399 
 400 
9. "Leximtari" (The Reader) ahead of literature  401 
 402 
The Holocaust in its dimensions of destruction has been curved by various authors around the world. 403 
In fact, the novel "Leximtari" (The Reader), although as a marker in the title, has the phenomenon of 404 
"reading" in the context of knowledge and in the text’s illiteracy, the main theme is that of the 405 
Holocaust. Thus, "Leximtari" (The Reader) takes us to comparative levels outside of the basic text, 406 
with other works and authors. And, such an intertextual line is drawn with Elie Wiesel's "Night". 407 

First of all, it should be mentioned that Schlink had read all his predecessors who had written 408 
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about the Holocaust. This fact also appears in the form of a quote in the novel: concentration camps, 409 
which now takes us directly to another comparative level: incentives. However, to what extent Shlink 410 
has influenced the treatment of this topic in his novel by these authors should be seen in the 411 
following points, which appear in the form of borrowing, imitation, adaptation, or even paraphrase. 412 
However, Shlink chooses to be innovative when talking about the Holocaust because he does not 413 
introduce the topic of this horror directly into the text, dealing more with the topics that have arisen 414 
as a result of it than with the phenomenon itself as a historical framework. So, shifting the focus more 415 
to illiteracy, through which details, images, and events of the Holocaust emerge, So, what brings 416 
these "Readers" and "Night" closer is the idea of persecution and disappearance of people in these 417 
camps, because the way this horror comes out, the appearance and the characters as victims or 418 
perpetrators are very different. Hana is the persecutor, who postponed the longevity of the victims 419 
depending on her personal taste, taking them to her office to read them until it was time for 420 
execution. And the horror of these camps is nothing like "Night" because the victims are chosen for 421 
subjective reasons rather than to be executed. And the horror of these camps is nothing like "Night," 422 
because the victims are chosen for subjective reasons rather than to be executed. However, a 423 
deliberate new perspective is given by Shlink, through which the picture of these horrors is created. 424 
On the other hand, "Night" is very subjective and is constructed from the perspective of the victim, 425 
who experiences the horrors of survival, leading to denial of God and self-denial. When we talk about 426 
this topic, our memory leads us to many other novels, such as: "The Gulag Archipelago" by Alexander 427 
Solzhenitsyn; "Is he a man..." by Primo Levi, etc., where the horrors of various camps and the 428 
shocking evidence of their survival by inhumanity are also given, based on personal experience or 429 
even from the angle of the listener. For example, in "Nata," Elie Wiesel's biography itself serves as a 430 
kind of paratext, given that he himself was a victim of the horrors of the Auschwitz camp as a 15-year-431 
old. The same goes for Primo Levin, who was also a Holocaust survivor, and the angle from which he 432 
writes is that of the experiencer and the witness. Here, we are talking about the congruences between 433 
these texts, but not in the sense of the presence of a literary text in another text, but in the sense of 434 
elaborating the same topic and the way it comes to us from different authors. Consequently, this 435 
creates the idea of the presence of one text in another, which comes to the reader as a reference when 436 
confronting these texts with each other. 437 
Also, the great love that Michael feels for Hannah is the theme that carries us to many other 438 
creations. In Michael's powerful declaration of love, after his girlfriend left,  439 

 440 
"I swore I would not love anyone so strongly that, even if I lost him, I would not feel so much pain" 441 
(Shlink, 2009, pg.86),  442 
 443 
,.which reminds us of Werther's ardent love for Charlotte in "Vuajtjet e djaloshit Verter" (The 444 

Sorrows of Young Werther), Johan V. Goethe, Thomas Mann's novel "Death in Venice", etc. 445 
Suicide, as the unpreparedness to face the real world once again, as the reluctance to get out of 446 

the shell where it was inserted, is the weapon that Hana chooses to end her life. Suicide, driven by 447 
rejection and non-realization, is also committed by Verter, in "Vuajtjet e djaloshit Verter" (The 448 
Sorrows of Young Werther). 449 
  450 
10. Conclusion 451 
  452 
A literary study always leaves room for readers and writers to go back to it once again, for the 453 
purpose of adding, removing, or changing something. This is due to the fact that literature provides 454 
many opportunities for interpretation and exploration. 455 

After all that we discussed above, in conclusion, it can be stated that these two works cannot be 456 
considered only in a comparative dimension, as erotic texts, but also at a multidisciplinary level (the 457 
reader has already been brought into the screened version, as film). This is because their realization, 458 
even in visual form, provides opportunities for other comparative and linguistic interpretations. 459 
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Moreover, in a future study, the interest will be to dwell on a linguistic analysis, not of the author's 460 
language, but of other linguistic levels related to the figuration, the art of speaking, and the 461 
personalization that is done to the characters through what they say. Thus, it would be considered a 462 
complete work in two study dimensions. 463 
  464 
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Abstract 25 

 26 
Teachers' SEL-based practice is currently a research trend promoting the SEL framework in the field of 27 
education. This cross-sectional study was conducted to find out about teachers' ability to practice SEL in 28 
teaching to provide initial evidence on this research area in Vietnam. We used questionnaires to survey 1100 29 
primary school teachers in three regions of Vietnam to provide reliable quantitative data in this study. The 30 
findings indicate that Vietnamese teachers currently cannot successfully practice SEL in teaching because 31 
they have limited basic knowledge of SEL, and social-emotional skills, and not known how to apply SEL in 32 
their professional and living. It is because of the lack of social-emotional competence in the teachers 33 
themselves that leads to unsuccessful SEL-based practice in schools despite many educators' efforts to 34 
introduce the SEL framework over the years. This is a lesson learned that countries that want to develop SEL 35 
frameworks in schools need to pay attention to. 36 
 37 

Keywords: Cross-sectional study, SEL, SEL-based practice, primary teacher, social-emotional competence 38 
 39 
 40 
1. Introduction 41 
 42 
The trend of applying the social-emotional learning (SEL) model to educational programs is currently 43 
of great interest (Weissberg & Cascarino, 2013; Humphrey et al., 2020). This context poses research 44 
tasks on how to improve teachers' SEL-based practice in schools (Schonert-Reichl, 2017; Sprenger, 45 
2020). According to CASEL (2017) as well as a study by Schonert-Reichl (2017), teachers need to be 46 
trained and have social-emotional competence (SEC) before they are trained in practising or teaching 47 
the model. However, from the context that the studies on preparing the SEL-based practice for 48 
teachers are still limited, especially in developing countries (Weissberg & Cascarino, 2013; Tran, 2018). 49 
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However, in developing countries, there is a limited number of studies conducted on the preparation 50 
of SEL-based practice for teachers; thus, a majority of Vietnamese teachers find it challenging to 51 
implement the aforementioned model.   52 

Currently, teacher training programs in developing countries need to provide teachers with SEC 53 
so that they can apply the SEL model successfully (Buchanan et al., 2009), since teachers' SEC is a 54 
crucial factor in developing students’ SEC and building positive teacher-student relationships. To 55 
successfully practice SEL in school, teachers must create a safe, supportive, and protective classroom 56 
atmosphere so that students can feel confident discussing and asking for academic support (Collie et 57 
al., 2015). Therefore, teachers must be able to not only teach social-emotional skills but must also 58 
possess the knowledge and skills necessary to create a safe and supportive classroom environment 59 
(Schonert-Reicht, 2017). In other words, teachers need to be trained in SEL and practice SEL regularly 60 
as professionals. 61 

In Vietnam, the SEL model is initially applied to the educational program, but mainly in the 62 
private preschool or primary educational system (Huynh et al., 2021). Participants in SEL studies are 63 
mainly students (Huynh et al., 2021; Tran, 2018; Van Huynh et al., 2018). Studies on SEL as well as 64 
SEL-based practice in the teaching profession have not been carried out in Vietnam. This context 65 
leads to a lack of study on the application of the SEL model in teaching and the evaluation of 66 
teachers' ability to practice SEL in the public education system. This is a gap in the studies of SEL 67 
application in Vietnamese education. The purpose of this study is to find the context of SEL-based 68 
practice in Vietnam, specifically in the pedagogical field of the public education system. The findings 69 
will contribute significantly to the trend of applying SEL-based practice in other countries and, 70 
ultimately, to the development of SEC and mental well-being for students. 71 
 72 
2. Theoretical framework  73 
 74 
Several studies have shown that teaching is one of the most stressful occupations in the social service 75 
sector (Montgomery & Rupp, 2005; Kyriacou, 2010). A study of more than 15,000 Portuguese teachers 76 
found that more than 60% of those surveyed suffered from emotional burnout (Plett-Torres et al., 77 
2018). It is revealed that emotionally exhausted teachers are more likely to suffer from apathy and 78 
develop a sense that they have little to offer or gain in the teaching profession, which could bring 79 
about detrimental consequences for both teachers and students (Jennings & Greenberg, 2009). From 80 
this perspective, some authors have pointed out the importance of promoting the SEC of teachers 81 
and considered this as an important variable to understand and improve teaching capacity. Jennings 82 
and Greenberg (2009) proposed a Prosocial Classroom Model that suggests that SEC, as well as 83 
teacher happiness, affects classroom management strategies, teacher-student relationships, and the 84 
ability to implement SEL programs. According to Weissberg et al. (2015), the most relevant SEL-based 85 
practices involve training teachers who can teach social-emotional skills. Jennings and Greenberg 86 
(2009) emphasize the importance of teachers having a broader knowledge of socio-emotional skills so 87 
that they can respond to students' needs. Cejudo and López-Delgado (2017) suggested that teachers' 88 
ability to practice SEL should be promoted as an output standard of the university training process. 89 

Teachers with a high SEC and a good background in SEL practice can develop supportive and 90 
emotionally responsive relationships with students and promote student learning, achievement, and 91 
social performance (Hen & Goroshit, 2016). Teachers who know how to practice SEL will develop a 92 
sense of self-awareness, and self-management, and maintain good relationships with their students, 93 
student's parents, and colleagues. 94 

(Hen & Goroshit, 2016). Teachers who demonstrate confidence in their social-emotional skills 95 
are more tend to understand the role of emotions in children's behaviour and respond better to those 96 
needs by creating trust and respect in relationships with students (Hen & Goroshit, 2016). Without 97 
learning about teachers' job satisfaction and how teachers provide knowledge of social-emotional 98 
skills to students, we cannot fully understand how best to promote SEL training for students, 99 
especially primary school students (Schonert-Reichl et al., 2017). Teachers' SEC influences their ability 100 
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to implement SEL strategies and programs to promote a healthy classroom atmosphere that leads to 101 
SEC development for students (Schonert-Reichl et al., 2017). Therefore, if researchers want to study 102 
the SEL-based practice of teachers, it is necessary to explore their SEC, and then learn about how they 103 
apply the SEL model to their professional and guide their students to develop SEC. 104 

In this study, we approach the perspective of practical competence according to the experiential 105 
learning theory of Kolb (2014). The competence to practice SEL in teaching is the ability of teachers 106 
to discover practical problems related to the SEL model, mobilize knowledge or explore and discover 107 
knowledge about the SEL model as well as social-emotional skills to implement effective teaching and 108 
learning activities (Kolb, 2014; Humphrey et al., 2020). In other words, the process of practising SEL 109 
in teaching involves a teacher solving practical problems utilizing theoretical knowledge of SEL 110 
models and SEC to a certain extent. This process will develop the SEC for students through a series of 111 
carefully designed lessons containing specific learning activities. Teachers who possess this 112 
competence can detect the practical requirements while teaching any subject with material similar to 113 
that of the SEL model. Then, they can proceed to develop, organize, and implement the lesson plans 114 
according to the basic contents and core issues of the SEL model, actively and effectively investing in 115 
themselves to serve the teaching goals. This is the theoretical framework on which we based our 116 
study design in the next section. 117 
 118 
3. Methods  119 
 120 
3.1 Study design 121 
 122 
This study aims to understand the context of SEL-based practice in the teaching of Vietnamese 123 
teachers. Therefore, the author designed a cross-sectional study with the method of data collection 124 
from the questionnaire. Because studies and practice on SEL in Vietnam currently focus mainly on 125 
primary school students, we conducted a study on the SEL-based practice of primary school teachers 126 
in the public education system. At the same time, primary school teachers in the Vietnamese public 127 
education system are also the target group who have participated in many SEL training programs in 128 
previous studies, so they are guaranteed to provide rich and valuable data for this study. 129 

The questionnaire surveying the context of teachers' SEL-based practice included: Part 1, 130 
implementation instructions and demographic information (4 items). Part 2, the questions to explore 131 
the context of SEL-based practice in the teaching of Vietnamese teachers are as follows: (1) the 132 
Teacher's ability to perceive and apply social-emotional skills (11 items) ; (2) The ability to orientate 133 
teaching according to the SEL model (10 items) and (3) The ability to apply the SEL model to 134 
teaching, including the ability to design lessons according to the SEL model (6 items), the ability to 135 
develop lesson content according to SEL model (9 items) and ability to organize teaching according 136 
to SEL model to develop SEC for students (12 items). 137 

The hypothesis is tested through a primary data set with 400 valid observations collected by the 138 
convenience sampling method with the Cronbach alpha was 0.845. The tested participants are 139 
Vietnamese primary teachers at Ho Chi Minh City (the Southern) and Da Nang City (the Central). 140 
The reliability of the pilot questionnaire ensures the validity of this self-developed questionnaire 141 
when surveying Vietnamese participants. We only made language adjustments to make the 142 
questionnaire more accessible to teachers in different regions. The official questionnaire includes 52 143 
items: 4 demographic items (I1 – I4) and 48 SEL-based practice items (I5 – I52).  144 
 145 
3.2 Participants 146 
 147 
The participants were 1,100 primary school teachers from three regions of Vietnam selected by a 148 
convenient sampling method. The demographic information of the participants is presented in Table 149 
1. 150 
 151 
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Table 1: Demographic information of the participants 152 
 153 

Demographic information N % 

Gender 
Male (M) 369 33.5 
Female (F) 731 66.5 

Working experience 

Under 5 years (W1) 386 35.1 
5 – 10 years (W2) 380 34.5 
10 – 15 years (W3) 212 19.3 
Over 15 years (W4) 122 11.1 

Academic background 
Bachelor (A1) 842 76.5 
Master (A2) 221 20.1 
Doctor/ PhD (A3) 37 3.4 

Region 

Ho Chi Minh City (Southern, S1) 247 22.5 
Can Tho City (Southern, S2) 227 20.6 
Da Nang City (Central, C1) 212 19.3 
Binh Dinh Province (Central, C2) 159 14.5 
Thai Nguyen Province (Northern, N1) 141 12.8 
Ha Noi City (Northern, N2) 114 10.4 

Overall 1100 100 
 154 
A letter was designed for the teachers to introduce the project, explain the purpose of the survey, and 155 
get the school managers’ permission to participate in the study. The survey process took place online 156 
via Google Forms. Participants were informed about the study via an information sheet, which was 157 
attached to every single questionnaire. The information sheet provided details about the study aims, 158 
the questionnaire content, confidentiality, choice of participation, and withdrawal, as well as the 159 
contact details of the research team. Completion of the questionnaire indicated implied consent on 160 
the part of the student. Only fully completed questionnaires were included in the final analysis. The 161 
survey took place entirely online from September 2021 to December 2021. The Google Form link is 162 
sent via email. The results obtained received many positive responses with 1100 valid answer sheets.  163 
 164 
3.3 Data analysis 165 
 166 
After obtaining the official data, the research team used descriptive statistics by SPSS software 167 
(version 22.0) to summarize the data and information of the sample such as gender, working 168 
experience, academic background, and region. We used descriptive statistics (frequency, percentage) 169 
and an ANOVA test to explore the problems in the participants' ability to practice SEL in teaching. 170 
Responses were rated on 5 levels (from 1 to 5 participants' understanding of the item being asked) and 171 
coded with a Likert-5 scale. 172 
 173 
Table 2: Coding data from the mean score 174 
 175 

Mean score Level coding 
1.00 – 1.80 Not achieved in SEL-based practice 
1.81 – 2.61 Weak in SEL-based practice
2.62 – 3.42 Average in SEL-based practice 
3.43 – 4.23 Good in SEL-based practice 
4.24 – 5.00 Excellent in SEL-based practice 

 176 
4. Results  177 
 178 
The context of SEL-based practice in the teaching of Vietnamese teachers was surveyed and analyzed 179 
based on the results of the self-assessment of 3 components of SEL-based practice. Table 3 presented 180 
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the results of the self-assessment of the ability to perceive and apply social-emotional skills of 181 
Vietnamese teachers. 182 
 183 
Table 3: Self-assessment of the ability to perceive and apply social-emotional skills 184 
 185 

Item  
Level 

M SD Coding 
1 2 3 4 5

I5. Explain the concept of SEC 
N 344 234 296 190 36

2.40 1.19 Weak 
% 31.3 21.3 26.9 17.3 3.3

I6. Explain the concept of the SEL model 
N 360 316 242 158 24

2.25 1.12 Weak 
% 32.7 28.7 22.0 14.4 2.2

I7. Explain ways to practice SEL in work and daily life 
N 405 216 254 181 44

2.31 1.23 Weak 
% 36.8 19.6 23.1 16.5 4.0

I8. Identify your strengths, weaknesses, career goals, and 
resources 

N 378 243 228 188 63
2.38 1.27 Weak 

% 34.3 22.1 20.7 17.1 5.7
I9. Identify social problems and provide social support when 
needed 

N 389 251 244 146 70
2.32 1.26 Weak 

% 35.4 22.8 22.2 13.3 6.4
I10. Be aware of your emotions, thoughts, and actions in 
different social situations 

N 383 196 233 230 58
2.44 1.30 Weak 

% 34.8 17.8 21.2 20.9 5.3
I11. Manage your emotions, thoughts, and actions in different 
social situations 

N 367 207 272 196 58
2.43 1.26 Weak 

% 33.4 18.8 24.7 17.8 5.3

I12. Plan and manage personal goals 
N 355 206 285 193 61

2.45 1.26 Weak 
% 32.3 18.7 25.9 17.5 5.5

I13. Know how to establish and maintain social relationships 
N 334 271 249 165 80

2.45 1.29 Weak 
% 30.4 24.6 22.6 15.0 7.3

I14. Make responsible decisions for your career, and your 
students 

N 349 288 226 141 95
2.41 1.31 Weak 

% 31.1 26.2 20.5 12.8 8.6
I15. Deal with and adapt effectively to social change and guide 
others to do so 

N 372 238 238 165 87
2.42 1.30 Weak 

% 33.8 21.6 21.6 15.0 7.9
Overall mean (P1) 2.39 1.25 Weak 

 186 
Self-assessment results in the ability to perceive and apply social-emotional skills of Vietnamese 187 
teachers at a Weak level (M=2.39, SD=1.25). This result reflected that Vietnamese teachers were not 188 
fully aware of SEL, did not understand the nature of SEL in teaching, and did not have an 189 
understanding of their social-emotional skills. Among the surveyed expressions, Vietnamese teachers 190 
are most limited in explaining the concept of SEL (M=2.25, SD=1.12) and how to practice SEL in work 191 
and daily life (M=2.31, SD). = 1.23). 192 

Continuing the questionnaire on the second expression in the ability to orientate teaching 193 
according to the SEL model of Vietnamese teachers, the results are shown in Table 4. 194 
 195 
Table 4: Self-assessment of the ability to orientate teaching according to the SEL model 196 
 197 

Items  
Level 

M SD Coding 
1 2 3 4 5 

I16. Describe the social-emotional components and skills in the 
SEL model 

N 252 263 294 210 81
2.64 1.23 Average 

% 22.9 23.9 26.7 19.1 7.4
I17. Present the social-emotional components and skills in the 
SEL model and explain the psychological basis of the SEC 

N 253 272 269 223 81
2.65 1.25 Average 

% 23.0 24.7 24.5 20.3 7.4
I18. Determine the manipulation of social-emotional skills in the 
SEL model 

N 249 306 331 179 35
2.50 1.10 Weak 

% 22.6 27.8 30.1 16.3 3.2
I19. Design situations, questions, and exercises to practice social-
emotional skills in the SEL model 

N 274 268 307 202 49
2.53 1.18 Weak 

% 24.9 24.4 27.9 18.4 4.5
I20. Apply methods, means and forms of teaching organization to 
develop learners' competence according to the SEL model 

N 235 296 306 205 58
2.60 1.17 Weak 

% 21.4 26.9 27.8 18.6 5.3
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I21. Apply social-emotional skills in the SEL model to handle real-
life situations 

N 232 302 327 189 50
2.57 1.13 Weak 

% 21.1 27.5 29.7 17.2 4.5
I22. Design and organize teaching activities to help students 
practice SEL 

N 224 300 287 174 115
2.69 1.25 Average 

% 20.4 27.3 26.1 15.8 10.5 

I23. Detect and correct students' mistakes when practising SEL 
N 226 314 302 176 82

2.61 1.19 Weak 
% 20.5 28.5 27.5 16.0 7.5

I24. Design content, organize and use results of the assessment of 
students' knowledge and social-emotional skills. 

N 211 309 313 186 81
2.65 1.18 Average 

% 19.2 28.1 28.5 16.9 7.4

I25. Assess the progress and results of SEL practice of students. 
N 203 285 320 212 80

2.71 1.18 Average 
% 18.5 25.9 29.1 19.3 7.3

Overall mean (P2) 2.62 1.19 Average 
 198 
The results of the self-assessment of Vietnamese teachers' ability to orient their teaching according to 199 
the SEL model were Average (M=2.62, SD=1.19). This result reflected that Vietnamese teachers can 200 
design and plan lessons according to the SEL model despite many difficulties. One of the biggest 201 
obstacles that participants faced when they designed lessons according to the SEL model was 202 
determining the process for implementing social-emotional skills (M=2.50, SD=1.10). 203 

Table 5 presented the results of the self-assessment of Vietnamese teachers' ability to apply the 204 
SEL model to teaching. 205 
 206 
Table 5: Self-assessment of the ability to apply the SEL model to teaching  207 
 208 

Items  
Level 

M SD Coding 
1 2 3 4 5 

The ability to develop lesson content according to the SEL model 
I26. Identify the content of lessons in the educational program related to the 
core elements of the SEL model 

N 374 255 250 144 77 
2.36 1.26 Weak 

% 34.0 23.2 22.7 13.1 7.0 
I27. Select some content in the SEL model to integrate into the lesson aimed at 
developing SEC for students 

N 274 323 232 218 53 
2.50 1.20 Weak 

% 24.9 29.4 21.1 19.8 4.8 
I28. Develop the idea of lesson content according to the SEL model into practical 
content 

N 314 293 282 165 46 
2.40 1.17 Weak 

% 28.5 26.6 25.6 15.0 4.2 
I29. Identify requirements, and manipulate social-emotional skills to integrate 
into the lesson 

N 328 280 245 199 48 
2.42 1.21 Weak 

% 29.8 25.5 22.3 18.1 4.4 
I30. Identify data sources for students to collect information about lessons 
according to the SEL model 

N 357 278 248 177 40 
2.33 1.19 Weak 

% 32.5 25.3 22.5 16.1 3.6 
I31. Ensure that the lesson content will be explored and discovered by students 
to develop their SEC through specific, age-appropriate activities 

N 289 278 271 204 58 
2.51 1.21 Weak 

% 26.3 25.3 24.6 18.5 5.3 
Overall mean 2.42 1.21 Weak 
The ability to design lessons according to the SEL model 
I32. Point out the relationship between the lesson objectives and the SEL 
elements that need to be developed 

N 293 300 261 189 57 
2.47 1.20 Weak 

% 26.6 27.3 23.7 17.2 5.2 

I33. Orientate for the development of components of SEC in the lesson 
N 273 288 282 202 55 

2.53 1.19 Weak 
% 24.8 26.2 25.6 18.4 5.0 

I34. Propose a list of suitable tools and equipment for teaching according to the 
SEL model 

N 328 237 285 174 76 
2.48 1.26 Weak 

% 29.8 21.5 25.9 15.8 6.9 
I35. Design teaching activities of teachers and students according to teaching 
methods to develop learners' competence 

N 308 212 326 187 67 
2.54 1.23 Weak 

% 28.0 19.3 29.6 17.0 6.1 

I36. Design teaching activities to develop core components in SEC for students 
N 288 247 303 188 74 

2.56 1.23 Weak 
% 26.2 22.5 27.5 17.1 6.7 

I37. Expect results from students after each activity 
N 286 225 282 228 79 

2.63 1.27 Average 
% 26.0 20.5 25.6 20.7 7.2 

I38. Make lesson plans according to the SEL model 
N 251 252 318 229 50 

2.61 1.18 Average 
% 22.8 22.9 28.9 20.8 4.5 

I39. Determine the test and assessment goals of students according to the SEL 
model 

N 191 338 330 175 66 
2.62 1.12 Average 

% 17.4 30.7 30.0 15.9 6.0 

I40. Assess the behaviour and products that reflect the SEC of students 
N 143 287 376 217 77 

2.82 1.11 Average 
% 13.0 26.1 34.2 19.7 7.0 

Overall mean 2.58 1.20 Weak 
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Items  
Level 

M SD Coding 
1 2 3 4 5 

The ability to organize teaching according to the SEL model to develop SEC for students 
I41. Guide students to apply lesson knowledge to make responsible decisions and 
solve problems effectively in life 

N 228 298 329 180 65 
2.60 1.16 Weak 

% 20.7 27.1 29.9 16.4 5.9 
I42. Guide students to apply lesson knowledge to recognize strengths, and 
limitations and show confidence in themselves 

N 173 289 307 262 69 
2.79 1.16 Average 

% 15.7 26.3 27.9 23.8 6.3 
I43. Guide students to apply lesson knowledge to master and express their 
personal feelings appropriately 

N 260 307 291 184 58 
2.52 1.17 Weak 

% 23.6 27.9 26.5 16.7 5.3 
I44. Guide students to apply lesson knowledge to recognize and explore the 
world around them 

N 216 286 324 195 79 
2.67 1.18 Average 

% 19.6 26.0 29.5 17.7 7.2 
I45. Guide students to apply lesson knowledge to establish and maintain social 
relationships 

N 254 290 296 200 60 
2.57 1.18 Weak 

% 23.1 26.4 26.9 18.2 5.5 
I46. Organize and support students to apply lesson knowledge to solve 
emotional and social problems 

N 198 270 348 217 67 
2.71 1.15 Average 

% 18.0 24.5 31.6 19.7 6.1 
I47. Organize and support students to conduct experiments on models of social-
emotional skills training to draw lesson knowledge 

N 227 268 325 209 71 
2.66 1.19 Average 

% 20.6 24.4 29.5 19.0 6.5 
I48. Organize and support students to investigate, survey to understand social or 
emotional problems, and learn about themselves 

N 186 279 345 229 61 
2.73 1.13 Average 

% 16.9 25.4 31.4 20.8 5.5 
I49. Organize and support students to exploit information from textbooks and 
reference books to find knowledge related to the lesson 

N 205 242 362 227 64 
2.73 1.15 Average 

% 18.6 22.0 32.9 20.6 5.8 
I50. Organize and support students to apply information and communication 
technology to find knowledge related to the lesson 

N 158 289 352 229 72 
2.79 1.12 Average 

% 14.4 26.3 32.0 20.8 6.5 
I51. Organize and support students to evaluate the behaviour and products of 
their friends' SEC 

N 197 250 317 254 82 
2.79 1.20 Average 

% 17.9 22.7 28.8 23.1 7.5 
I52. Organize and support students to self-assess their SEC behaviour and 
products. 

N 155 282 356 239 68 
2.80 1.12 Average 

% 13.9 25.5 32.4 22.0 6.2 
Overall mean 2.70 1.16 Average 
Overall the ability to apply SEL to teaching (P3) 2.57 1.19 Weak 

 209 
Findings on the current context of Vietnamese teachers' ability to apply the SEL model in teaching 210 
are at a Weak level (M=2.57, SD=1.19). Teachers have not been able to successfully apply the SEL 211 
model to their teaching. Which, they have the most difficulty in developing the lesson content 212 
according to the SEL model (M=2.42, SD=1.21) and designing the lesson according to the SEL model 213 
(M=2.58, SD=1.20). Regarding the ability to organize teaching according to the SEL model to develop 214 
SEC for students, Vietnamese teachers self-assess that they can do it at an average level (M=2.70, 215 
SD=1.16). This result concerns us because if teachers do not understand SEL, and are not able to 216 
develop and design SEL lessons, how can they successfully organize SEL lessons for students? 217 

In general, the SEL-based practice in the teaching of Vietnamese teachers has many limitations, 218 
one of the most challenging tasks is the identification and classification of the content, expression, 219 
and manipulation of social-emotional skills as well as the SEL model. Since then, it has not been 220 
possible to practice this model in teaching. From this result, we continue to use the ANOVA test to 221 
find out the difference between SEL-based practice with socio-demographic variables. 222 

 223 
Table 6: ANOVA test  224 
 225 

Source 
P1 P2 P3 

M SD p M SD p M SD p 

Gender 
M 2.43 1.16

0.000
3.08 1.18

0.000
2.94 1.32 

0.000 
F 2.81 1.10 3.76 0.85 3.86 0.68 

Working experience 

W1 2.93 1.08

0.000

3.56 0.97

0.029

3.43 1.18 

0.010 
W2 2.65 1.87 3.30 1.05 3.22 1.17 
W3 2.19 1.16 3.32 1.23 3.45 1.11 
W4 2.32 1.11 3.15 1.23 3.33 1.01 

Academic background 
A1 2.65 1.15 

0.001 
3.44 1.06

0,013 
3.51 1.02 

0,000 A2 2.69 1.12 3.45 1.16 3.49 1.13 
A3 2.98 1.01 3.99 0.93 3.93 1.29 
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Region 

S1 3.02 1.06 

0.002

3.26 1.05 

0,034 

3.63 1.03 

0,014 

S2 1.70 1.03 3.56 1.19 3.40 1.11 
C1 2.45 1.03 3.44 1.13 3.24 1.34 
C2 2.84 0.99 3.46 1.01 3.21 1.23 
N1 3.06 1.05 3.47 1.11 3.32 1.05 
N2 3.25 1.09 3.52 1.04 3.78 1.17 

 226 
Table 6 shows that the SEL-based practice of Vietnamese teachers' teaching has statistically 227 
significant demographic variables (all p < 0.05). Female teachers are more likely to practice SEL than 228 
male teachers. Teachers with less than 5 years of experience will have a better understanding and 229 
ability to practice SEL than senior teachers. Teachers with a doctoral degree will practice SEL better 230 
than the rest of the academic backgrounds. Finally, teachers in the North have a higher ability to 231 
practice SEL than teachers in the central region and the lowest are teachers in the South. The 232 
difference in SEL practice that we discovered brings meaningful contributions to the investment and 233 
development of SEL-based practice of current and future Vietnamese teachers. 234 
 235 
5. Discussion  236 
 237 
This cross-sectional study focused on exploring the context of SEL-based practice in teaching among 238 
1100 Vietnamese primary school teachers. By surveying questionnaires on a group of teachers from 239 
three regions of Vietnam, we found that teachers currently cannot practice SEL in their profession. 240 
The main reason is that teachers do not understand the true nature of SEL as well as they do not 241 
realize and practice their social-emotional skills. In other words, Vietnamese primary school teachers 242 
in public schools currently do not have SEC. This finding is consistent with previous studies on SEL 243 
in Vietnam by Tran (2018), Van Huynh et al. (2018) and Huynh et al. (2021) when it comes to the 244 
limitation the SEC of teachers, it has made it difficult for them to develop SEC for students, as well as 245 
teach SEL to them. Our findings both reinforce previous findings and broaden our understanding of 246 
the limits of teachers' ability to practice SEL: Vietnamese teachers are limited in their SEL awareness, 247 
and the ability to develop lesson content and design lessons according to the SEL model.  248 

Regarding the ability to perceive and apply social-emotional skills of teachers, they do not 249 
clearly understand the concept of SEL as well as how to practice SEL in their lives. Schonert-Reichl et 250 
al. (2017) considered that the preparation of knowledge and skills about SEL for teachers themselves 251 
is necessary for them to successfully teach SEL in schools. Collie et al. (2015) emphasized the 252 
importance of guiding teachers to practice SEL in their own lives and careers during university 253 
training and continuing education after graduation so that they can handle effective social-emotional 254 
problems of students. Compared with the teacher training process in developed countries, or with 255 
those countries that focus on promoting SEL for students, Vietnam's teacher training program as well 256 
as the preparation of pedagogical universities for teachers to ensure they can practice SEL in teaching 257 
is not guaranteed and needs to be invested to improve teachers' understanding of the SEL model and 258 
how to apply SEL. 259 

The ability to orient teaching according to the SEL model is inconsistent with the teacher's 260 
ability to perceive and apply SEL revealing many potential dangers. If teachers are not fully aware of 261 
SEL and do not know how to apply SEL, then in principle, they cannot orient teaching according to 262 
the SEL model. Schonert-Reichl (2017) emphasized that teachers' SEL knowledge and skills are the 263 
foundation for them to design SEL lessons for students. Vietnamese teachers are quite confident in 264 
their competence, they have very good pedagogical competence and teaching orientation (Nguyen et 265 
al., 2020). However, the teaching approach according to the SEL model is a new educational initiative 266 
for Vietnamese education and teachers need to be trained to implement SEL in schools. Therefore, 267 
the application of a common teaching-oriented theoretical framework for SEL-based teaching is not 268 
compatible with each other and creates inadequacies in student achievement later on. This is 269 
something to avoid in developing countries that want to apply the SEL framework to schools, 270 
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especially the public system. The ability of Vietnamese teachers to apply the SEL model in teaching 271 
has many shortcomings. Because they are not fully aware of the SEL theoretical framework, they 272 
cannot develop the lesson content according to SEL as well as divide the topics, and content circuits 273 
based on the SEL model and guide students to master this knowledge. These are the current 274 
limitations in the ability of Vietnamese teachers to practice SEL in teaching. 275 

Based on these limitations and the results of the ANOVA test, we discussed and proposed some 276 
solutions as follows: First, the significant difference between teachers' years of experience in the 277 
ability to practice SEL allows us to discuss more deeply the awareness of the importance of SEL with 278 
Vietnamese higher education institutions. It is this positive self-awareness that has created 279 
conditions for young Vietnamese teachers to come into contact with SEL from undergraduate 280 
training (Nguyen, 2020) and promote in them a certain background in SEL. This is both a premise to 281 
develop the SEC of a group of young teachers and a model of peer support among teachers to 282 
promote the development of SEL practice in their teaching professionals. Secondly, the difference 283 
between teachers in different regions of Vietnam broadens our understanding of the policy of 284 
investment and development of teaching competence under SEL in Vietnam, which is mainly 285 
concentrated in the 2 biggest cities. Not only that, previous studies on SEL were conducted mainly in 286 
these 2 regions (S1 and N1), as well as in the North (N1 and N2) more than in the South and Central 287 
regions. This leads to a limitation in the perception and ability to practice SEL of teachers in the 288 
Central region (C1 and C2) as well as in the Southern region (C2). From this finding, we realize that 289 
promoting and expanding more SEL training courses for teachers in areas with limited SEL 290 
knowledge is essential to promote SEL in schools. Above all, the study emphasized the importance of 291 
retraining for Vietnamese teachers to properly understand the content of SEL and how to practice 292 
SEL in their living and professional. 293 

 294 
6. Conclusion  295 
 296 
The results on the context of Vietnamese teachers' ability to practice SEL in teaching in public 297 
schools showed that they cannot successfully practice SEL because of the limitation in understanding 298 
and applying the concepts of SEL skills. Although most teachers met the requirements of teaching 299 
and pedagogical competence, they had difficulty in understanding, defining, and applying the SEL 300 
model and SEC development orientation for students in teaching. Unfortunately, they did not know 301 
how to link the content of the SEL framework with specific lessons, nor were they able to practice 302 
SEL in their lives and as professionals. These findings were important practical evidence to suggest 303 
measures to improve the awareness and SEL skills of Vietnamese teachers. Only when Vietnamese 304 
teachers master the background knowledge related to the SEC or the SEL model, they can apply the 305 
SEL framework to the process of lesson design, teaching, testing, assessment, and counselling to 306 
develop students' SEC, or to develop the ability to practice SEL in their teaching. This study 307 
complements the system of cross-sectional studies on teachers' SEL practice in developing countries 308 
to promote applied studies and possible measures to contribute to the widespread development of 309 
the SEL framework in a public educational setting. 310 
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Abstract 34 

 35 
School bullying is recognised as a global issue that raises academic and practitioner concerns because of its 36 
adverse consequences on students' physical, mental, and subjective well-being. This study aims to 37 
comprehensively examine the area of research on school bullying by performing a bibliometric analysis of 38 
634 publications between 1996 and August 2022 from the Scopus database. Apart from that, this study 39 
highlights the prolific and most influential countries, authors, sources and journal articles in the area, and 40 
the research topics on which researchers have been working. The findings showed that the USA, the UK, and 41 
China are the most productive countries in school bullying. Note that Smith, P.K. from UK and Espelage, 42 
D.L. from the US are the most active and among the most influential authors. The Journal of School Violence 43 
and the International Journal of Bullying Prevention are the most active journals, and the Journal of 44 
Adolescent Health and Aggressive Behavior are the most cited journals. Meanwhile, the journal article by 45 
Wang, Iannotti, and Nansel (2009) is the most cited article, being published in the most cited journals. 46 
Several areas that are currently well explored, such as victimisation, prevention, and cyberbullying, have 47 
been discovered. The analysis also presented some recently investigated keywords, such as mental health, 48 
peer aggression, bullying perpetration, and self-control, which can be explored further. This paper's findings 49 
trace the trend and contribute to the scholarly literature on collective school bullying knowledge. 50 
 51 

Keywords: Bibliometric Analysis, Science Mapping, School Bullying, Education Research 52 
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1. Introduction 53 
 54 
Bullying is the aggressive activity that a person purposefully engages in repeatedly to cause hurt or 55 
distress to another person one perceives as weaker (Olweus, 2003; Tedeschi & Felson, 1994). In the 56 
school context, bullying occurs when a student or a group of students uses their influence to hurt 57 
other people or other groups through social exclusion, physical harm, verbal abuse, psychological 58 
harm, sexual abuse, and cyberbullying (Aidomojie et al., 2022; Hanci & Akça, 2020; O'Higgins et al., 59 
2022). School bullying has become a common type of violence in modern society and is becoming 60 
more universally recognised as a significant global issue (Ahmed, et al., 2022; O'Higgins et al., 2022). 61 
Education policymakers around the world are becoming more concerned about bullying (Nansel et 62 
al., 2004; Rigby, 2007; Rivara et al., 2016), despite the fact that the prevalence of bullying has been 63 
shown to differ greatly between countries (Craig et al., 2009; Kallciu et al., 2020; Nansel et al., 2004). 64 

Numerous reviews on school bullying have provided an overview of the issue or focused on 65 
specific aspects. In 2015, the American Psychologist released a special issue on bullying and 66 
victimisation in schools that concentrated on definitional and assessment concerns in the field 67 
(Hymel & Swearer, 2015). Other reviews concentrated on causes (Fulga et al., 2020); risk factors 68 
(Farrington & Baldry, 2010; Alvarez-Garca et al., 2015); impact (Hanci & Akça, 2020; Bochaver, 2021; 69 
Espelage & Swearer, 2003; Jiménez-Barbero et al., 2020); and prevention (Smith et al., 2003). 70 
Assessing school bullying's characteristics and the intellectual framework on which it is built is 71 
crucial, given the significance and volume of study on the subject that has recently emerged. Many 72 
articles give broad overviews of various elements of bullying in schools, but only a few (Fuentes 73 
Cabrera et al., 2019, Peker & Yalcin, 2022, Cretu & Morandau, 2022) have looked at state-of-the-art 74 
from a bibliometric point of view. 75 

In contrast to most previous literature reviews that focused on single aspects of school bullying, 76 
this study contributes to a more systematic and updated analysis to better understand the landscape 77 
of school bullying research. Specifically, this paper addressed the following research question: 78 

RQ1: What is the trend of research on school bullying published to date?  79 
RQ2: Which countries contribute significantly to the study of school bullying? 80 
RQ3: Who are the most prolific authors on school bullying?  81 
RQ4: What are the most influential publications on school bullying?  82 
RQ5: What are the main keywords of scientific research on school bullying? 83 
 84 

2. Literature Review 85 
 86 
Bibliometric analysis is a quantitative method for reviewing and analysing previously published works 87 
(Ellegaard & Wallin, 2015). Researchers can utilise this methodology to evaluate academic studies in a 88 
particular field or subject area. Furthermore, this process encompasses a quantitative and unbiased 89 
evaluation of secondary data collected from digital databases such as Scopus and Web of Science 90 
(Verma & Gustafsson, 2020). Thus, by implementing a systematic, transparent, and replicable review 91 
process (Fahimnia et al., 2015; Linnenluecke et al., 2020; Klarin, 2019), this analysis can raise the 92 
review's reliability and quality (Dalpé, 2002).  93 

In recent years, bibliometric analysis has been used in educational research to assess the body of 94 
literature published to date and measure research performance. Examples include online learning (Chen 95 
et al., 2021; Omar et al., 2021; Shen & Ho, 2020); educational leadership (Hallinger & Kovacevic, 2021); 96 
learning strategy (Song et al., 2019; Kushairi & Ahmi, 2021); and ethics (Ali et al., 2021; Poje & Zaman 97 
Groff, 2021). These studies have made it possible for academics and practitioners to better understand 98 
the state of the art of research and predict the future growth of a particular research topic. 99 

Focusing on school bullying research, Table 1 shows bibliometric studies addressing the topic 100 
(Fuentes Cabrera et al., 2019; Peker & Yalcin, 2022; Cretu & Morandau, 2022). A bibliometric analysis 101 
was used in an earlier representative piece of bullying literature in the Scopus database, but it focused 102 
on bullying research based on race or ethnicity (Fuentes Cabrera et al., 2019). Recently, Peker and 103 
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Yalcin's (2022) bibliometric analysis was limited to cyberbullying publications. In the same year, the 104 
bibliometric analysis performed by Cretu & Morandau (2022) maps the landscape of bullying and 105 
cyberbullying research in the Education and Educational Research category from Clarivate's Web of 106 
Science only. Moreover, Cretu and Morandau (2022) also remarked on the importance of expanding 107 
future bibliometric analyses of bullying to other databases, such as Scopus, for the broadest possible 108 
coverage. Concerning data from different databases, the results of any bibliometric evaluation 109 
exercises may differ (Singh et al., 2021). 110 
 111 
3. Methods 112 
 113 
This bibliometric study examined the publications collected in the Scopus science database, 114 
compared to the previous bibliometric study of scientific journals, books, and conference 115 
proceedings, which has made extensive use of Scopus (e.g., Faruk et al., 2021; Kipper et al., 2020; 116 
Malanski et al., 2021). Scopus enables data access through the Search, Discover, and Analyse options 117 
to download 43 research publications' data fields, such as source title, abstract, author keywords, year 118 
of publication, research area, affiliation, and document type. Additionally, the Scopus platform is 119 
frequently regarded as one of the largest curated databases (Singh et al., 2021; Leydesdorff et al., 120 
2010). The recently revised (August 2020) Scopus content coverage guide indicates that it currently 121 
contains over 1.7 billion cited references. Hence, this database can provide a comprehensive overview 122 
of the world's scientific research output. 123 
 124 
3.1 Search strategy  125 
 126 
Bibliometric analysis was performed by the Scopus database as of August 2022. The search query TITLE 127 
("school bullying" OR "school-based bullying") has been performed in the Scopus database to search for 128 
relevant publications in any language. As titles serve as the first thing that readers see (Zakaria et al., 2021), 129 
we use a title-only search strategy to ensure that the found publications are related to school bullying as 130 
the key topic and to prevent a high publication drop-out rate (Kücher & Feldbauer-Durstmüller, 2019). 131 
Figure 1 shows our search strategy. The search retrieved an initial sample of 634 publications. 132 
 133 

 134 
 135 
Figure 1: Flow diagram of the search strategy. 136 
Source: Zakaria et al. (2021) 137 
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3.2 Data analysis 138 
 139 
We performed performance analysis in bibliometric studies (Donthu et al., 2021) to describe the 140 
trends in publication (RQ1) and the contributing countries (RQ2), publications (RQ3), sources (RQ4), 141 
and keywords (RQ5) of research on school bullying. The frequency and percentage of each 142 
publication, as well as the creation of the necessary graphs, were generated using Microsoft Excel. 143 
Meanwhile, the citation metrics were calculated using Harzing's Publish and Perish application. 144 
Additionally, we enhanced our investigation by performing a science mapping analysis using 145 
VOSviewer (version 1.6.18). Note that VOSViewer is a free software tool to extract citation 146 
information, bibliographical information, and keywords to perform network visualisation of co-147 
authorship and co-citation among authors. Furthermore, the same tool was utilised to map the 148 
intellectual structure of school bullying through keyword co-occurrence analysis and bibliographic 149 
coupling analysis of documents. 150 
 151 
4. Results 152 
 153 
In this section, we present the research we did to figure out the status of publications about school 154 
bullying in the Scopus database. 155 
  156 
4.1 Trends in Publication 157 
 158 
Figure 2 presents the number of publications on school bullying. The initial study was published in 159 
1996, and then there was an emerging slow-increasing trend till 2002. After 2003, the number of 160 
school bullying publications began to grow rapidly. The increase in prevalence indicates the 161 
awareness of bullying is widespread in school contexts, and academic communities of educational 162 
research have gradually recognised the importance of bullying research (e.g., Solberg & Olweus, 2003; 163 
Espelage & Swearer, 2003; Smith et al., 2004). Interestingly, the sharp rise in publications happened 164 
in 2011 (n = 46) when research on school bullying grew by 170% compared to the year before (n = 17). 165 
Overall, an accelerated growth rate was discovered in the second decade of the millennium, in which 166 
528 papers, or 82.97% of all publications, were accounted for. 167 
 168 

 169 
 170 
Figure 2: Trend in the publication of school bullying research (1996 - 2022). 171 
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This study also sought to determine where school bullying documents were published by analysing 172 
document types and language data. Table 1 shows the different types of documents where 173 
publications on school bullying have been published. As can be seen, the majority of the publications 174 
are journal articles, with 505 articles (79.65% of the total documents). Following the articles, it is a 175 
review paper (n = 53, 8.36%), a book chapter (n = 36, 5.68%), and a book (n = 13, 2.05%). For other 176 
publications (editorial, letter, note, short survey, and erratum), each has made up under 1% of all 177 
documents. As demonstrated in Table 2, 88.96% (n = 580) of the school bullying publications have 178 
been written in English, making it the language of preference for most academic research.  179 
 180 
Table 1: Document Type 181 
 182 

Document Type Total Publications (TP) Percentage (%) 
Article 505 79.65 
Review 53 8.36 
Book Chapter 36 5.68 
Book 13 2.05 
Conference Paper 13 2.05
Editorial 6 0.95
Letter 3 0.47
Note 2 0.32 
Short Survey 2 0.32 
Erratum 1 0.16 
Total 634 100.00 

 183 
Table 2: Languages 184 
 185 

Language Total Publications (TP)* Percentage (%) 
English 580 88.96% 
Spanish 22 3.37% 
French 17 2.61% 
Portuguese 12 1.84% 
Russian 5 0.77% 
Greek 3 0.46% 
Turkish 3 0.46% 
Chinese 2 0.31%
Italian 2 0.31%
Croatian 1 0.15% 
Czech 1 0.15% 
Hungarian 1 0.15% 
Korean 1 0.15% 
Lithuanian 1 0.15% 
Macedonian 1 0.15% 
Total 634 100.00 

 186 
4.2 Publications by Countries 187 
 188 
Table 3 indicates the top 20 countries where most school bullying publications originated. The 189 
United States (26.06%) had the leading position, followed by the United Kingdom (11.67%) and China 190 
(10.09%). The top three contributors were diversified to three continents – North America, Europe 191 
and Asia. The remaining distribution of author national affiliations represented less than 10% and 192 
spread worldwide, indicating that school bullying is a global issue.  193 
 194 
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Table 3: The top 20 Countries contributed to the publications 195 
 196 

Country Continent TP % 
United States North America 169 26.66% 
United Kingdom Europe 74 11.67% 
China Asia 64 10.09% 
Australia Oceania 50 7.89% 
South Korea Asia 34 5.36%
Canada North America 33 5.21%
Spain Europe 30 4.73% 
Sweden Europe 30 4.73% 
Italy Europe 24 3.79% 
Taiwan Asia 24 3.79% 
Hong Kong Asia 23 3.63% 
Brazil South America 21 3.31% 
France Europe 20 3.15% 
Finland Europe 15 2.37% 
Germany Europe 15 2.37%
Ireland Europe 13 2.05%
Portugal Europe 11 1.74%
Turkey Europe 11 1.74% 
Japan Asia 10 1.58% 
Israel North America 9 1.42% 

Notes: TP=total number of publications; NCP=number of cited publications; 197 
TC=total citations; C/P=average citations per publication; C/CP=average citations 198 
per cited publication; h=h-index; and g=g-index. 199 

 200 
Apart from that, the co-authorship analysis examines the formal collaborations between the affiliated 201 
countries (Donthu et al., 2021), which resulted in the relationship among countries contributing to 202 
the greater clarity and insights of the research area. At the same time, it can be used to justify and 203 
spark new research among scholars in the underrepresented region. The overlay visualisation 204 
generated via VOSviewer in Figure 3 maps the collaboration across the two-year interval scale, 205 
starting from 2012. The United Kingdom (purple node) is the most active country contributing to 206 
school bullying publications during the early stages and is linked to Japan and Norway. During the 207 
green phase (2014 to 2016), the United States emerged as the most collaborative country. Recently, 208 
authors have reached out their collaboration to China, Sweden and Brazil, as indicated in the yellow 209 
node. As can be seen, the collaborations among authors in specific affiliated countries are diversified 210 
across various continents. 211 
 212 
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 213 
 214 
Figure 3: Overlay visualisation of the co-authorship by countries 215 
 216 
4.3 Publications by Authors 217 
 218 
The most productive scholars involved in publications on school bullying are listed in Table 4. Note 219 
that only those who have published at least 10 documents are included in the list. The most 220 
productive author is Peter K. Smith (17 publications), affiliated with the University of London, United 221 
Kingdom. Meanwhile, Dorothy Lynn Espelage from The University of North Carolina in the United 222 
States and David P. Farrington from the University of Cambridge in the United Kingdom are tied for 223 
second place on the list of authors who have contributed the most, with 16 works each.  224 
 225 
Table 4: Top authors contributing to school bullying research 226 
 227 
Author's Name Affiliation Country TP NCP TC C/P 
Smith, P.K. University of London United Kingdom 17 16 1120 65.88 
Espelage, D.L. The University of North Carolina United States 16 13 1738 108.63 
Farrington, D.P. University of Cambridge  United Kingdom 16 16 1269 79.31 
Thornberg, R. Linköpings Universitet  Sweden 14 14 459 32.79 
Ttofi, M.M. Institute of Criminology  United Kingdom 12 12 1058 88.17 
Horton, P. Linköpings Universitet  Sweden 11 10 121 11.00 
Chen, L.M. National Sun Yat-Sen University Taiwan 10 9 201 20.10 
Kubiszewski, V. Université Bourgogne Franche-Comté, France 10 8 136 13.60 
Yen, C.F. National Pingtung University of Science and Technology Taiwan 10 10 203 20.30 

Notes: The authors of the top contributing authors with more than five published articles on school bullying. 228 
TP=total number of publications; NCP=number of cited publications; TC=total citations; C/P=average citations 229 
per publication. 230 
 231 
Figure 4 depicts the authorship relationship in school bullying documents, with three distinct groups 232 
denoted by different colours. These clusters indicate connections among authors who work on 233 
similar topics, although cross-cluster relationships exist. The nodes represent the number of citations 234 
and the link, the co-citation relation. Furthermore, this analysis shows that the red cluster is the 235 
largest, with 77 authors at the top of the figure, centred on Salmivali C., Espelage D.L., Farrington 236 
D.P, Gini G., Ttofi, M.M., and Swearer, S.M. It is also important to note that Salmivalli, C., Smith, 237 
P.K., Farrington, D.P., Ttofi, M.M. are among the most productive authors in the school bullying 238 
research (refer to Table 4), highlighting the quality of the publications in school bullying. The green 239 
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cluster contains 59 authors, and the most influential authors are Wolke, D. and Nansel, T.R. Other 240 
authors include Simons-Morton, B.G., Guerra, N.G., and Losel, F. Other than that, the blue group 241 
contains 49 authors and is dominated by the most influential authors in school bullying. The blue 242 
cluster is led by Dan Olweus, the author with the highest total link strength of 77767, followed by 243 
Peter K. Smith with a total link strength of 113948. Notably, Smith P.K. is also the most prolific author 244 
in the field of school bullying. This cluster also includes other influential authors, which are Rigby, K., 245 
Cowie, Hslee, P.T., and Craig, W.M. 246 
 247 

 248 
 249 
Figure 4: Network visualisation map of the author's co-citation analysis 250 
 251 
4.4 Publications by Source Titles and Documents 252 
 253 
Table 5 lists 12 journals that published at least seven papers in the field of school bullying once we 254 
restricted our analysis to document types classified as articles (n = 505). Note that the most 255 
productive source journal is The Journal of School Violence (n = 16,488 citations). Subsequently, the 256 
titles of the most active sources, each with 14 articles published, were the International Journal of 257 
Bullying Prevention (138 citations), the International Journal of Environmental Research and Public 258 
Health (171 citations), and the Journal of Interpersonal Violence (187 citations). These four sources of 259 
publications, which collectively publish 9.15% of all articles, can be regarded as the most active 260 
journals for research on bullying in schools. However, further investigation of the most active source 261 
titles indicated that the Journal of Adolescent Health received the highest number of citations (n = 262 
7,1947), followed by Aggressive Behavior (n = 10,1624) and School Psychology Review (n = 7,1176). This 263 
finding illustrates these three journals' major contributions to the research area of bullying in 264 
schools.  265 
 266 
 267 
 268 
 269 
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Table 5: Most active source titles 270 
 271 

Source Title TP TC Publisher 
Cite 

Score 
2021 

SJR 
2021 

SNIP 
2021 

Journal of School Violence 16 488 Routledge 4.0 0.94 1.864 
International Journal of Bullying Prevention 14 138 Springer Nature 3.9 0.823 1.550 
International Journal of Environmental 
Research And Public Health 14 171 MDPI AG 4.5 0.814 1.440 

Journal of Interpersonal Violence 14 187 SAGE Publications Inc. 4.5 0.908 2.529 
Children and Youth Services Review 13 134 Elsevier Ltd 3.3 0.803 1.229 
Aggressive Behavior 10 1624 John Wiley and Sons Inc. 4.5 0.931 1.423 
School Psychology International 10 430 SAGE Publications Ltd 3.4 0.771 1.439 
Aggression and Violent Behavior 8 964 Elsevier Ltd 6.8 1.243 2.157 
Journal of Adolescence 7 735 Academic Press 5.5 1.235 1.655 
Journal of Adolescent Health 7 1947 Elsevier Inc. 7.1 1.888 2.124 
Research Papers in Education 7 133 Routledge 4.8 0.802 1.850 
School Psychology Review 7 1176 Routledge 3.7 0.731 1.272 
Notes: TP=total number of publications; TC=total citations; CiteScore = average citations received per 272 
document published in the source title; SJR = SCImago Journal Rank measures weighted citations received by 273 
the source title; SNIP = source normalised impact per paper measures actual citations received relative to 274 
citations expected for the source title's subject field. 275 

 276 
To determine the most influential documents in the school bullying research area, we list the top 10 277 
most cited publications in Table 6. Note that a research-based article conducted via a national survey 278 
by Wang et al. (2009) pertaining to school bullying behaviours among US adolescents is the most 279 
cited article with 1179 citations. In addition, the article by Wang et al. (2009) and Ybarra et al. (2007) 280 
were published in the Journal of Adolescent Health as the most cited source in school bullying 281 
research. The second highest citation, with 1109 citations, is an article focusing on the psychometric 282 
evaluation of the school bullying questionnaire by Solberg and Olweus (2003).  283 
 284 
Table 6: Top 20 highly cited articles 285 
 286 

No. Authors Title Total 
Citations 

Cites 
per Year 

1 Wang, Iannotti, and Nansel 
(2009) 

School Bullying Among Adolescents in the United States: 
Physical, Verbal, Relational, and Cyber 1179 90.69 

2 Solberg and Olweus (2003) Prevalence Estimation of School Bullying with the Olweus 
Bully/Victim Questionnaire 1109 58.37 

3 Espelage and Swearer (2003) Research on School Bullying and Victimization: What Have 
We Learned and Where Do We Go From Here? 697 36.68 

4 Olweus (2013) School bullying: Development and some important challenges 575 63.89 

5 Schneider, O'donnell, Stueve, 
and Coulter (2012) 

Cyberbullying, school bullying, and psychological distress: A 
regional census of high school students 530 53.00 

6 Merrell, Gueldner, Ross, and 
Isava (2008) 

How Effective Are School Bullying Intervention Programs? A 
Meta-Analysis of Intervention Research 474 33.86 

7 Ybarra, Diener-West, and Leaf 
(2007) 

Examining the Overlap in Internet Harassment and School 
Bullying: Implications for School Intervention 470 31.33 

8 Swearer, Espelage, Vaillancourt 
and Hymel (2010) 

What can be done about school bullying? linking research to 
educational practice 389 32.42 

9 Salmivalli (1999) Participant role approach to school bullying: Implications for 
interventions 352 15.30 

10 Polanin, Espelage, and Pigott 
(2012) 

A meta-analysis of the effects of school-based bullying 
prevention programs on bystander intervention behaviour 339 33.90 

 287 
 288 
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4.5 Top Keywords 289 
 290 
To identify the main keywords of scientific research, we present the co-occurrence analysis of the 291 
author's keywords. "adolescents" (84 occurrences, 146 total link strength), "bystanders" (33 citations, 292 
66 total link strength), "cyberbullying" (33 occurrences, 64 total link strength), and "victims" (31 293 
occurrences, 70 total link strength) frequently appeared in all the author keywords, which are 294 
considered to be the central issues in school bullying research. Table 7 lists the top 20 author 295 
keywords. 296 
 297 
Table 7: Top author's keywords 298 
 299 

Author Keywords Total link strength Occurrences 
bullying 417 277 
school bullying 188 167 
adolescents 146 84 
victimisation 122 61 
schools 113 50
bystanders 66 33
cyberbullying 64 33
victims 70 31 
violence 37 24 
intervention 50 22 
school violence 38 20 
children 34 17 
moral disengagement 33 17 
empathy 31 15 
prevention 40 15 
depression 33 13
school climate 22 12
aggression 25 11
mental health 22 11 
peer victimisation 27 11 

 300 
Figure 5's overlay visualisation indicates which author's school bullying keyword is most popular and 301 
can describe research hot areas. Due to the non-unity of single and plural keywords and synonyms in 302 
some publications, we changed some of the author keywords in the CSV format file, such as unifying 303 
"adolescence" as "adolescents", "bully" as "bullying", "bystander" as "bystanders", and "cyber bullying" 304 
as "cyberbullying" so these terms would be accurately represented in the data analysis. Moreover, in 305 
the purple phase, "victims," "violence," "aggressive," and "self-esteem" were utilised more. In the 306 
green phase (2016–2017), "cyberbullying" and "bystanders" occurred more often, and "suicidal 307 
thoughts," "empathy," and "prevention" in the light green phase (2017–2018). Meanwhile, in recent 308 
years (yellow phase), terms like "mental health," "adolescent health," "moral involvement," "peer 309 
aggression," "stigma," "bullying perpetration," and "self-control" (which are covered by the node of 310 
bullying victimisation) have been used more often, showing that research on school bullying has 311 
shifted its focus. 312 
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 313 
 314 
Figure 5: Overlay visualisation of the author's keywords 315 
 316 
5. Discussion  317 
 318 
School bullying is defined as violence against other individuals. It occurs in schools when the power 319 
of an individual student or a group of students is used to harm others or other groups. Bullying in 320 
schools is a global issue featuring detrimental effects on students' physical and mental health and 321 
subjective well-being. In addition, school bullying will cause a significant psychosocial issue due to its 322 
long-term negative impacts on adolescents' school functioning and adjustment. 323 

This study focuses on 634 publications extracted from the Scopus database on school bullying. 324 
Note that the first Scopus study on school bullying was published in 1996 and gradually increased 325 
until 2002, which resulted in academic communities noticing the surge in bullying awareness and 326 
research since 2003. The most intriguing finding was a 170% increase in publications in 2011 over the 327 
previous year. A recent bibliometric study on bullying and cyberbullying in education from the WOS 328 
database showed a similar trend (Cretu & Morandau, 2022). However, the number of publications fell 329 
in 2022 since this research was conducted in August.  330 

The United States (26.06%) led the top 20, followed by the United Kingdom (11.67%) and China 331 
(10.09%). The VOSviewer overlay visualises collaboration starting in 2012, with the United Kingdom 332 
being the most active in the early phase (2012-2014), linking to Japan and Norway. Note that the US 333 
was the most collaborative country during the second phase (2014-2016). Recently, (2018 onward), 334 
authors have collaborated with China, Sweden, and Brazil. As seen, author collaborations across 335 
continents are diverse. However, research from underrepresented countries is required to better 336 
comprehend the phenomenon and inform educational policy and practice, as school bullying is a 337 
global issue. 338 

Concerning the third research question, which aimed to identify the most prolific authors on 339 
school bullying, a co-citation analysis was performed. Peter K. Smith and Dorothy Lynn Espelage are 340 
the most prolific authors in the field of school bullying, followed by David P. Farrington. Co-citation 341 
analysis shows three clusters of school bullying authors, with the first cluster, including Salmivali C., 342 
Espelage D.L., Farrington D.P, Gini G., Ttofi, M.M., and Swearer, S.M.. It is interesting to note that 343 
Salmivalli, C., Smith, P.K., Farrington, D.P., Ttofi, M.M are some of the most prolific researchers on 344 
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school bullying, highlighting the quality of school bullying publications. Meanwhile, Wolke and 345 
Nansel are notable second-cluster authors. Finally, the third cluster is led by Dan Olweus, the author 346 
with the highest total link strength, followed by Peter K. S. Smith, the most productive author on 347 
school bullying.  348 

We also identify the most productive sources and the most highly cited document with the 349 
most productive source journals for school bullying research, which are the Journal of School 350 
Violence, the International Journal of Bullying Prevention, the International Journal of 351 
Environmental Research and Public Health, and the Journal of Interpersonal Violence. Other than 352 
that, the most cited article in school bullying research is a study conducted by Wang, Iannotti, and 353 
Nansel (2009) among adolescents in the United States. 354 

Finally, school bullying's top keywords are "Adolescents," "bystanders", "cyberbullying", and 355 
"victims". "Cyberbullying" showed how technology affects students, and "victims" and "bystanders" 356 
showed that the research focused on the person involved. In addition, "prevention" and 357 
"intervention" focused on school bullying efforts. Co-occurrence analysis via overlay visualisation 358 
drawn in proportion to years shows that "victims", "violence", "aggression", and "self-esteem" were 359 
early publication keywords (2014–2015). "Cyberbullying" and "bystanders" were popular in the second 360 
phase (2016–2017), and ""suicidal ideation"", "empathy", and "prevention" in the third phase (2017–361 
2018). Terms such as "mental health," "adolescent health," "moral engagement," "peer aggression," 362 
and "stigma," as well as "bullying perpetration" and "self-control," have become more commonly used 363 
in recent years, indicating a shift in research focus in school bullying. 364 

The findings of this paper map the trend and contribute to the academic discourse on the 365 
collective knowledge of school bullying by examining the most productive authors, sources, and 366 
documents. In addition, the results show how knowledge is evolving over time based on the use of 367 
keywords that can serve as a foundation for future research. However, this study has several limitations. 368 
Limiting the search to "school bullying" and "school-based bullying" within titles, the search result may 369 
not include all Scopus-indexed studies on school bullying. Therefore, the results should be 370 
contextualised within this category. Furthermore, the objective was not to analyse the quality of the 371 
content of the documents, which could be the subject of future research, but rather to perform a 372 
descriptive quantitative analysis of the occurrence of the concept of school bullying in selected 373 
databases. As a means of expanding the research, it would be intriguing to add additional bases to the 374 
comparative study and conduct an analysis of citations similar to those conducted in other fields. 375 

 376 
6. Conclusion  377 
 378 
Based on 634 publications in the Scopus database, this study gave an overview of the trends in 379 
research on bullying in schools. Publication growth has been expanding for the last 20 years and is 380 
expected to continue to increase. We discovered that countries (e.g., the United States, the United 381 
Kingdom, and China) and authors (e.g., Smith and Espelage) have many publications and strong 382 
international collaborations. Hence, these entities can be an opportunity for researchers from other 383 
countries to broaden their research collaborations. The Journal of School Violence and the 384 
International Journal of Bullying Prevention are the most active journals, and the Journal of 385 
Adolescent Health and Aggressive Behavior are the most cited journals. Meanwhile, the most cited 386 
article was written by Wang et al. in 2009 and published in one of the most cited journals. We have 387 
discovered some new areas of research, such as mental health, peer aggression, bullying, and self-388 
control, which could be studied further in the future. 389 
 390 
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This study aims not only to verify ‘the experiential learning–entrepreneurial mindset relationship’, but also to 40 
test which entrepreneurial characteristics (i.e., innovativeness, risk-taking propensity, need for achievement, 41 
and proactiveness) moderate ‘the experiential learning–entrepreneurial mindset relationship’. The data were 42 
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propensity did not moderate that relationship. This study provides theoretical implications in extending the 48 
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1. Introduction 53 
 54 
In Indonesia, the number of graduates with diploma and bachelor’s degree are growing rapidly (e.g., 55 
Amalia & von Korflesch, 2021). However, in February 2022 the Indonesia’s unemployment rate was 56 
5.83 percent, of which “almost 14 percent were graduates of diploma and bachelor’s degree” (Unair, 57 
2022). A solution to this high unemployment problem is entrepreneurship, which drives job creation 58 
to reduce the unemployment rate (e.g., Decker et al., 2014; Zamrudi & Yulianti, 2020; Amalia & von 59 
Korflesch, 2021; da Fonseca, 2022; Global Entrepreneurship Monitor, 2022; Sukardi et al., 2022). This 60 
is the reason why in the context of universities, entrepreneurship has become a compulsory or 61 
elective subject in many undergraduate programs (e.g., Ahmad, 2015; Ahmad et al., 2018), including in 62 
Indonesia (e.g., Zamrudi & Y0ulianti, 2020; Amalia & von Korflesch, 2021). In addition, the 63 
government also promotes the Program of Kampus Merdeka that provides the entrepreneurship 64 
education program for undergraduate students, namely Wirausaha Merdeka (Kemdikbudristek RI, 65 
n.d.). 66 
Entrepreneurship education is intended not only to improve cognitive skills but also non-cognitive 67 
skills (e.g., Huber et al., 2014; Moberg, 2014; Rodriguez & Lieber, 2020). Non-cognitive skills are best 68 
developed for individuals at an early age (Huber et al., 2014), and they are most associated with the 69 
entrepreneurial mindset (Rodriguez & Lieber, 2020). In turn, entrepreneurial mindset is a good 70 
predictor for future career success (Rodriguez & Lieber, 2020). To foster non-cognitive skills, 71 
entrepreneurship education is conducted by using enterprise education (Lackéus, 2014; Moberg, 2014; 72 
Rodriguez & Lieber, 2020) or entrepreneurial education (Lackéus, 2014; Rodriguez & Lieber, 2020), in 73 
which entrepreneurial education is conducted by using experiential learning (Lackéus, 2014; Hägg & 74 
Gabrielsson, 2020; Rodriguez & Lieber, 2020). 75 
The recent studies found the positive relationship between experiential learning and entrepreneurial 76 
mindset (e.g., Rodriguez & Lieber, 2020; Jackson et al., 2021; Lane & Roberts, 2021; Reynolds, 2021). 77 
Similarly, previous studies in Indonesia (e.g., Handayati et al., 2020; Karyaningsih et al., 2020; 78 
Saptono et al., 2020; Wardana et al., 2020) also found the positive relationship between 79 
entrepreneurial education and entrepreneurial mindset. However, these studies did not verify the 80 
moderating effect of entrepreneurial characteristics on the positive relationship between 81 
entrepreneurial education (i.e., experiential learning) and entrepreneurial mindset. Therefore, this 82 
study aims to provide an insight to fill the gap, which is beyond to verify ‘the experiential learning–83 
entrepreneurial mindset relationship’, this study also tests which entrepreneurial characteristics 84 
moderate ‘the experiential learning–entrepreneurial mindset relationship’. 85 
 86 
2. Literature Review and Development of Hypotheses 87 
 88 
2.1 Experiential Learning and Entrepreneurial Mindset 89 
 90 
Experiential learning describes “the role of learning in entrepreneurship” (Rae & Carswell, 2000, p. 91 
221), in which learning is “the process whereby knowledge is created through the transformation of 92 
experience” (Kolb, 2015, p. 51). Experiential learning is rooted in the experiential learning theory, in 93 
which “knowledge results from the combination of grasping and transforming experience” (Kolb, 94 
2015, p. 51). Grasping experience consists of two modes, namely, concrete experience and abstract 95 
conceptualization, while transforming experience includes two modes, namely reflective observation 96 
and active experimentation (Kolb, 2015). These four modes refer to experience learning process which 97 
is portrayed as the Kolb’s experience learning cycle successively including concrete experiences, 98 
reflective observation, abstract conceptualization, and active experimentation (Kolb, 2015). Based on 99 
Kolb’s experience learning cycle (Kolb, 2015), “concrete experiences form the basis for reflective 100 
observation; those reflections help learners conceptualize the experience; these abstract concepts are 101 
then applied and actively tested to create new experiences” (Lee, 2020, p. 11). 102 
Entrepreneurial mindset refers to a way of thinking related to entrepreneurship (McGrath & 103 
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MacMillan, 2000; Cui et al., 2021; Pidduck et al., 2021; Bernardus et al., 2022), while the essence of 104 
entrepreneurship is related to entrepreneurial opportunities (Shane & Venkataraman, 2000), i.e., new 105 
venture opportunities (Wang et al., 2013). Specifically, entrepreneurial mindset generates 106 
entrepreneurial behavior (i.e., new venture creation) to pursue entrepreneurial opportunities 107 
(Pidduck et al., 2021). Mathisen and Arnulf (2013) categorize the entrepreneurial mindset into two 108 
forms including elaborating mindset and implementing mindset. Elaborating mindset refers to a why 109 
question [i.e., why should I start my own business?], while implementing mindset refers to a how 110 
question [i.e., how can I start my own business?] (Mathisen & Arnulf, 2013). In addition, 111 
entrepreneurial mindset is rooted in Dweck’s implicit theory of intelligence, in which the 112 
entrepreneurial mindset is recognized as the growth mindset instead of the fixed mindset (e.g., 113 
Vsetecka, 2018; Bernardus et al., 2022). 114 
Individuals with a high involvement in experiential learning have a strong tendency to engage 115 
directly in tasks and solve problems based on their own experiences and the experiences of others in 116 
real-world contexts (Reynolds, 2021) and also to “apply their knowledge and skills in real-world 117 
contexts” (Flores et al., 2021, p. 3). We expect that their involvement in experiential learning might 118 
encourage them to attain their performance (Leal-Rodriguez & Albort-Morant, 2019), i.e., their way of 119 
thinking to behave entrepreneurially (McGrath & MacMillan, 2000; Cui et al., 2021; Pidduck et al., 120 
2021; Bernardus et al., 2022) in terms of ‘why they should start their own business’ [i.e., elaborating 121 
mindset] as well as ‘how they can start their own business’ [i.e., implementing mindset] (Mathisen & 122 
Arnulf, 2013). Entrepreneurial mindset can be updated, improved, and shaped through learning (Cui 123 
et al., 2021; Pidduck et al., 2021), i.e., experiential learning as found in previous studies (e.g., 124 
Rodriguez & Lieber, 2020; Jackson et al., 2021; Lane & Roberts, 2021; Reynolds, 2021). Based on the 125 
preceding discussion, we hypothesize the following: 126 
H1a. Experiential learning is positively related to elaborating mindset. 127 
H1b. Experiential learning is positively related to implementing mindset. 128 
 129 
2.2 Moderating Role of Entrepreneurial Characteristics 130 
 131 
Entrepreneurial characteristics refer to psychological characteristics which distinguish between 132 
entrepreneurs and non-entrepreneurs (Koh, 1996) and also important for successful entrepreneurs 133 
(e.g., Koh, 1996; Gürol & Atsan, 2006; Sánchez, 2013; Huber et al., 2014; Huarng & Yu, 2021). In this 134 
study, four entrepreneurial characteristics, namely innovativeness, risk-taking propensity, need for 135 
achievement, and proactiveness (e.g., Koh, 1996; Gürol & Atsan, 2006; Sánchez, 2013; Huber et al., 136 
2014) were examined as the moderator variables on the positive relationship between experiential 137 
learning and entrepreneurial mindset. 138 
Innovativeness. Innovativeness refers to the individuals’ tendency to think and act in new and unique 139 
ways (Koh, 1996; Mueller & Thomas, 2001; Aldahdouh et al., 2020; Bernardus et al., 2020) as well as to 140 
accept changes and to try new things or create something new (Hendarman & Cantner, 2018; 141 
Aldahdouh et al., 2020) in order to fulfil the unsatisfied needs (Hyrsky & Tuunanen, 1999). As their 142 
innovativeness level increases, their thought and action in new and unique ways also increase. 143 
Therefore, individuals with a high innovativeness are stronger to behave entrepreneurially compared 144 
to the ones with a low innovativeness (Koh, 1996; Gürol & Atsan, 2006). 145 
Risk-taking propensity. Risk-taking propensity refers to “the propensity of an individual to exhibit risk 146 
taking or risk avoidance when confronted with risky situations” (Gürol & Atsan, 2006, p. 30) or with 147 
possibility of failure (Sánchez, 2013). Individuals with a high risk-taking propensity have a lower 148 
degree of risk avoidance than the ones with a low risk-taking propensity (Huber et al., 2014). In the 149 
realm of entrepreneurship (i.e., identifying opportunities [Shane & Venkataraman, 2000]), individuals 150 
high in risk-taking propensity are more inclined to identify the opportunities (Cui et al., 2021; 151 
Bernardus et al., 2022). They are also more likely to start a business (Rauch & Frese, 2007). Therefore, 152 
individuals with a high risk-taking propensity are more likely to behave entrepreneurially compared 153 
to the ones with a low risk-taking propensity (Koh, 1996; Gürol & Atsan, 2006; Sánchez, 2013). 154 
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Need for achievement. Need for achievement refers to “psychological driving force behind human 155 
action” (Koh, 1996, p. 14) or “desire to be successful” (Koh, 1996, p. 14) as well as “desire to do well” 156 
(Huber et al., 2014, p. 84). Individuals with a high need for achievement prefer “to solve problems 157 
themselves and not dependent on others, set goals and strive for these goals through their own 158 
efforts, exhibit a higher performance in challenging tasks and are innovative in looking for new and 159 
better ways to improve performance” (Gürol & Atsan, 2006, p. 29). Therefore, individuals with a high 160 
need for achievement are more likely to behave entrepreneurially compared to the ones with a low 161 
need for achievement (Koh, 1996; Gürol & Atsan, 2006). 162 
Proactiveness. Proactiveness refers to the relationship between individuals and their environment, in 163 
which how individuals alter their situation and environment (Bateman & Crant, 1993). Proactiveness 164 
can be defined as “the tendency to initiate and maintain actions that directly alter the surrounding 165 
environment or context” (Bateman & Crant, 1993, p. 105; Sánchez, 2013, p. 450). Individuals with a 166 
high proactiveness prefer to “scan for opportunities and act on them, show initiative, take action, 167 
persevere until they have made a significant change” (Bateman & Crant, 1993, p. 105; Sánchez, 2013, p. 168 
451), and “anticipate and prevent problems before they occur” (Sánchez, 2013, p. 451). Therefore, 169 
individuals with a high proactiveness are more likely to behave entrepreneurially compared to the 170 
ones with a low proactiveness (Sánchez, 2013). 171 
Overall, individuals with high entrepreneurial characteristics have a strong tendency to behave 172 
entrepreneurially (Koh, 1996; Gürol & Atsan, 2006; Sánchez, 2013), while individuals with a strong 173 
entrepreneurial mindset have a strong action-oriented way of thinking to behave entrepreneurially in 174 
order to pursue the entrepreneurial opportunities (McGrath & MacMillan, 2000; Cui et al., 2021; 175 
Pidduck et al., 2021; Bernardus et al., 2022). Experiential learning plays a role in sharpening the 176 
entrepreneurial mindset (e.g., Rodriguez & Lieber, 2020; Jackson et al., 2021; Lane & Roberts, 2021; 177 
Reynolds, 2021). Based on the preceding discussion, we hypothesize the moderating effect of 178 
innovativeness, risk-taking propensity, need for achievement, and proactiveness on the positive 179 
relationship between experiential learning and entrepreneurial mindset, both elaborating mindset 180 
and implementing mindset: 181 
H2a.  Innovativeness strengthens the positive relationship between experiential learning and 182 
elaborating mindset. 183 
H2b.  Risk-taking propensity strengthens the positive relationship between experiential learning 184 
and elaborating mindset. 185 
H2c.  Need for achievement strengthens the positive relationship between experiential learning 186 
and elaborating mindset. 187 
H2d.  Proactiveness strengthens the positive relationship between experiential learning and 188 
elaborating mindset. 189 
H3a. Innovativeness strengthens the positive relationship between experiential learning and 190 
implementing mindset. 191 
H3b.  Risk-taking propensity strengthens the positive relationship between experiential learning 192 
and implementing mindset. 193 
H3c.  Need for achievement strengthens the positive relationship between experiential learning 194 
and implementing mindset. 195 
H3d.  Proactiveness strengthens the positive relationship between experiential learning and 196 
implementing mindset. 197 
 198 
Figure 1 summarizes the proposed conceptual model of this study. 199 
 200 
 201 
 202 
 203 
 204 
 205 
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Figure 1: The Proposed 223 Conceptual Model 
 224 
 225 
3. Method 226 
 227 
3.1 Data collection and respondents 228 
 229 
The data was collected from undergraduate students who have already taken an entrepreneurship 230 
course. They came from four universities in East Java province of Indonesia. Four hundred and fifty 231 
questionnaires were sent to the respondents and 350 questionnaires were received. As 37 232 
questionnaires were incomplete, 313 questionnaires were used for the analysis. Among the 233 
respondents, 124 (39.6%) were males, whereas 189 (60.4%) were females. 140 respondents (44.7%) 234 
were aged 20 years old and younger, and 173 respondents (55.3%) were older than 20 years old. 156 235 
students (49.8%) were from a public university, while 157 students (50.2%) were from three private 236 
universities. 237 
 238 
3.2 Measures 239 
 240 
Experiential learning was assessed using 15 items taken from Chavan (2011). Elaborating mindset and 241 
implementing mindset were each measured using four items taken from Mathisen and Arnulf (2013). 242 
Innovativeness, risk-taking propensity, need for achievement, and proactiveness were measured 243 
using four items taken from Mueller and Thomas (2001), four items taken from Zhang et al. (2019), 244 
five items taken from Lang and Fries (2006), and five items taken from Bateman and Crant (1993), 245 
respectively. In the survey, respondents indicated the extent of their agreement using a five-point 246 
Likert scale. All items are listed in the Appendix. Further, we included three control variables (i.e., 247 
gender, age, origin of university [see Bernardus et al., 2022]). The control variables were measured as 248 
nominal scales, in which coded as 1 for “male” and 2 for “female”, coded as 1 for “20 years old and 249 
younger” and 2 for “older than 20 years old”, and coded as 1 for “public university” and 2 for “private 250 
university” (see Bernardus et al., 2022).  251 
The survey was conducted in Bahasa Indonesia. To translate the original items that were in English, 252 
we employed the translation and back-translation procedure (Brislin, 1970; Bernardus et al., 2022). 253 
The English version was translated into Bahasa Indonesia by the researchers. The translated version 254 
was then back-translated into English by other translators. Further, the English and back-translated 255 
versions were compared to refine the items (Bernardus et al., 2022). 256 
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3.3 Data analysis 257 
 258 
We performed confirmatory factor analysis (CFA) to evaluate the overall goodness-of-fit of 259 
measurement model of construct as well as the construct validity (i.e., convergent validity) and 260 
reliability. Following Bernardus et al. (2020), we utilized hierarchical regression analysis to 261 
statistically test the moderating effects of innovativeness, risk-taking propensity, need for 262 
achievement, and proactiveness on the: (1) positive relationship between experiential learning and 263 
elaborating mindset, and (2) positive relationship between experiential learning and implementing 264 
mindset. Firstly, we included three control variables. Secondy, we added experiential learning. 265 
Thirdly, we added the four moderator variables. Fourthly, we included the interaction terms to 266 
evaluate the moderating effects of the four moderating variables. Referring to Jöreskog et al. (2016), 267 
the hierarchical regression analysis was based on the latent variable scores which had been generated 268 
by the CFA. 269 
 270 
4. Results 271 
 272 
4.1 Measurement model of construct 273 
 274 
Table 1a indicates that the chi-square statistic was unacceptable, while the ratio of chi-square to 275 
degrees of freedom was acceptable (e.g., Hair et al., 2019; Bernardus et al., 2022). The remaining 276 
indices (i.e., CFI, NFI, NNFI, RMR, and RMSEA) were acceptable in concordance with the 277 
recommended cut-off value (Hair et al., 2019; Bernardus et al., 2022). Therefore, the overall goodness-278 
of-fit of measurement model was a good fit (Hair et al., 2019; Bernardus et al., 2022). 279 
Convergent validity was tested by examining the p-value of factor loading (e.g., Anderson & Gerbing, 280 
1988; Hair et al., 2019; Bernardus et al., 2022). As reported in Table 1a, all factor loadings were positive 281 
and statistically significant at 0.01 level. This provided the statistical evidence of the convergent 282 
validity (e.g., Anderson & Gerbing, 1988; Hair et al., 2019; Bernardus et al., 2022). The convergent 283 
validity was also tested by examining the p-value of phi coefficient (e.g., Schumacker & Lomax, 2016; 284 
Bernardus et al., 2022). As reported in Table 1b, all phi coefficients were positive and significant at 285 
0.01 level. This also provided the evidence of the convergent validity (e.g., Schumacker & Lomax, 286 
2016; Bernardus et al., 2022). As also shown in Table 1a, the AVE of each construct, except 287 
innovativeness, exceeded the acceptable value of 0.50. It also indicated that the convergent validity of 288 
each construct is satisfactory (Fornell & Larcker, 1981; Hair et al., 2019; Bernardus et al., 2022). 289 
However, the AVE of innovativeness was unacceptable but close to 0.50, and therefore the 290 
convergent validity of innovativeness was adequate (Fornell & Larcker, 1981; Bernardus et al., 2022). 291 
The reliability of each construct was tested by using composite reliability (CR) and Cronbach’s alpha 292 
(Fornell & Larcker, 1981; Bagozzi & Yi, 1988; Hair et al., 2019; Bernardus et al., 2022). As shown in 293 
Table 1a, the CR and Cronbach’s alpha of each construct were greater than the recommended 294 
acceptable value of 0.70. They indicated that the reliability of each construct is satisfactory (Fornell & 295 
Larcker, 1981; Bagozzi & Yi, 1988; Hair et al., 2019; Bernardus et al., 2022). 296 
 297 
 298 
 299 
 300 
 301 
 302 
 303 
 304 
 305 
 306 
 307 
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Table 1: Measurement model of construct (n = 313) 308 
(a) Factor loading, composite reliability, Cronbach’s alpha, and average variance extracted 309 
Construct and 
associated items 

Factor 
loading 

t-value Composite 
reliability 

Cronbach’s 
alpha 

Average variance 
extracted 

Experiential Learning 0.950 0.949 0.562 
EL1 0.740 15.076    
EL2 0.784 16.402    
EL3 0.799 16.864    
EL4 0.745 15.229    
EL5 0.664 13.085    
EL6 0.760 15.671    
EL7 0.783 16.367    
EL8 0.689 13.683    
EL9 0.715 14.395    
EL10 0.764 15.799    
EL11 0.821 17.558    
EL12 0.800 16.882    
EL13 0.701 14.022    
EL14 0.735 14.935    
EL15 0.727 14.732    
Elaborating Mindset 0.817 0.816 0.528 
ELAM1 0.710 13.301    
ELAM2 0.736 13.953    
ELAM3 0.738 13.999    
ELAM4 0.721 13.578    
Implementing Mindset 0.884 0.882 0.658 
IMPLM1 0.775 15.739    
IMPLM2 0.731 14.488    
IMPLM3 0.878 19.002    
IMPLM4 0.851 18.095    
Innovativeness 0.791 0.785 0.490 
INNOV1 0.731 14.163    
INNOV2 0.818 16.548    
INNOV3 0.586 10.659    
INNOV4 0.644 11.987    
Risk-Taking Propensity 0.900 0.899 0.693 
RISK1 0.770 15.680    
RISK2 0.866 18.741    
RISK3 0.856 18.384    
RISK4 0.834 17.644    
Need for Achievement 0.893 0.892 0.627 
NACH1 0.736 14.654    
NACH2 0.774 15.735    
NACH3 0.821 17.179    
NACH4 0.859 18.442    
NACH5 0.762 15.406    
Proactiveness 0.870 0.868 0.573 
PROACT1 0.729 14.383    
PROACT2 0.810 16.739    
PROACT3 0.718 14.102    
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PROACT4 0.745 14.818    
PROACT5 0.780 15.847    
Notes. Overall goodness-of-fit: chi-square = 1534.082 (p = 0.000, degrees of freedom = 758), chi-310 
square/degrees of freedom = 2.024, RMSEA = 0.057, RMR = 0.056, NFI = 0.953, NNFI = 0.974, and CFI 311 
= 0.976. All t-values were greater than 2.6, therefore all factor loadings were significant at 0.01 level.  312 
 313 
(b)  Phi coefficient of inter-construct correlation 314 
 Experien

tial 
Learning 

Elaborat
ing 
Mindset 

Implemen
ting 
Mindset 

Innovati
veness 

Risk-
Taking 
Propensi
ty 

Need for 
Achieve-
ment 

Proactiv
eness 

Experiential 
Learning 

1.000       

Elaborating 
Mindset 

0.518** 1.000      

Implementing 
Mindset 

0.504** 0.427** 1.000     

Innovativeness 0.426** 0.422** 0.684** 1.000    
Risk-Taking 
Propensity 

0.278** 0.173** 0.517** 0.636** 1.000   

Need for 
Achievement 

0.387** 0.492** 0.466** 0.662** 0.427** 1.000  

Proactiveness 0.331** 0.223** 0.531** 0.757** 0.742** 0.581** 1.000 
Note. **t-value was greater than 2.6 (the significance was at 0.01 level). 315 
 316 
4.2 Test of Hypotheses 317 
 318 
The hypothesized positive relationship between experiential learning and elaborating mindset (H1a) 319 
was supported as shown in Table 2 (b = 0.375, p < 0.01). H1b which predicted a positive relationship 320 
between experiential learning and implementing mindset was also supported as shown in Table 3 (b = 321 
0.239, p < 0.01). The H2a, H2b, H2d proposed that innovativeness, risk-taking propensity, and 322 
proactiveness would strengthen the relationship between experiential learning and elaborating 323 
mindset, but these hypotheses were not supported as shown in Table 2 (b = -0.08, p = 0.32 for H2a; b 324 
= 0.045, p = 0.501 for H2b; b = -0.027, p = 0.748 for H2d). H2c predicted that need for achievement 325 
would act as a positive moderator between experiential learning and elaborating mindset. The finding 326 
was significant, but in the opposite direction as also shown in Table 2 (b = -0.123, p = 0.043). 327 
We then depicted a pattern of interaction (e.g., Frazier et al., 2004; Jose, 2013; Bernardus et al., 2020) 328 
to explain how need for achievement moderates the positive relationship between experiential 329 
learning and elaborating mindset. In order to produce a pattern of interaction, we computed means 330 
of the moderating effect of need for achievement by hand computation guided by Jose (2013). Based 331 
on four mean scores in Table 4, we plotted the pattern of interaction, presented in Figure 2. High 332 
need for achievement (1 SD above the mean) was indicated by the solid line, whereas low need for 333 
achievement (1 SD below the mean) was indicated by the dash line (Jose, 2013; Bernardus et al., 2020). 334 
Furthermore, we conducted simple slope analysis (Jose, 2013; Bernardus et al., 2020) to test the 335 
pattern of interaction (i.e., solid line and dash line in Figure 2). To conduct the simple slope analysis, 336 
we followed the hand computation suggested by Jose (2013). The solid line in Figure 2 shows that the 337 
positive relationship between experiential learning and elaborating mindset was weaker among 338 
individuals with a high need for achievement (b = 0.252, SE = 0.085, p < 0.01), whereas the dash line 339 
shows that the positive relationship between experiential learning and elaborating mindset was 340 
stronger among individuals with a low need for achievement (b = 0.498, SE = 0.071, p < 0.01). 341 
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H3a, H3b, H3c proposed that innovativeness, risk-taking propensity, and need for achievement would 342 
positively moderate the relationship between experiential learning and implementing mindset, but 343 
these hypotheses were not supported as shown in Table 3 (b = 0.101, p = 0.16 for H3a; b = -0.005, p = 344 
0.938 for H3b; b = -0.065, p = 0.231 for H3c). H3d predicted that proactiveness would act as a positive 345 
moderator between experiential learning and implementing mindset. The finding was significant, but 346 
in the opposite direction as also shown at Table 3 (b = -0.162, p = 0.035). 347 
As previously mentioned, we then computed means of the moderating effect of proactiveness as also 348 
shown in Table 4 and plotted a pattern of interaction as shown in Figure 3. High proactiveness (1 SD 349 
above the mean) was indicated by the solid line, whereas low proactiveness (1 SD below the mean) 350 
was indicated by the dash line (Jose, 2013; Bernardus et al., 2020). According to the simple slope 351 
analysis in Figure 3, the solid line shows that the positive effect of experiential learning on 352 
implementing mindset was weaker among individuals with a high proactiveness, but it was not 353 
statistically significant (b = 0.077, SE = 0.049, p > 0.05), whereas the dash line in Figure 3 shows that 354 
the positive relationship between experiential learning and implementing mindset was stronger 355 
among individuals with a low proactiveness (b = 0.401, SE = 0.038, p < 0.01). 356 
 357 
 358 
 359 
 360 
 361 
 362 
 363 
Table 2: Hierarchical Linear Regression on Elaborating Mindset (n = 313) 364 

 Step 1 Step 2 Step 3 Step 4 
Control Variables     
Gender -0.024 0.002 0.027 0.103 
Age -0.367 -0.216 -0.133 -0.128 
Origin of university -0.154 -0.183 -0.146 -0.141 
     
Focal Independent Variable     
Experiential Learning -- 0.513** 0.370** 0.375** 
     
Moderator Variables     
Innovativeness -- -- 0.273** 0.231** 
Risk-Taking Propensity -- -- -0.048 -0.019 
Need for Achievement -- -- 0.342** 0.328** 
Proactiveness -- -- -0.264** -0.226** 
     
Moderating Effects     
Experiential Learning x Innovativeness -- -- -- -0.080 
Experiential Learning x Risk-Taking Propensity -- -- -- 0.045 
Experiential Learning x Need for Achievement -- -- -- -0.123* 
Experiential Learning x Proactiveness -- -- -- -0.027 
Constant     
 0.840 0.607 0.383 0.323 
F 1.709 28.692** 26.386** 20.303** 
R Square 0.016 0.271 0.410 0.448 
R Square Change -- 0.255** 0.138** 0.038** 

*p < 0.05; **p < 0.01. 365 
 366 
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 367 
Table 3: Hierarchical Linear Regression on Implementing Mindset (n = 313) 368 

 Step 1 Step 2 Step 3 Step 4 
Control Variables     
Gender -0.295** -0.272** -0.046 -0.020 
Age -0.154 -0.014 0.037 0.022 
Origin of university 0.324 0.298 0.160 0.161 
     
Focal Independent Variable     
Experiential Learning -- 0.475** 0.258** 0.239** 
     
Moderator Variables     
Innovativeness -- -- 0.516** 0.499** 
Risk-Taking Propensity -- -- 0.162** 0.180** 
Need for Achievement -- -- -0.006 -0.005 
Proactiveness -- -- -0.079 -0.040 
     
Moderating Effects     
Experiential Learning x Innovativeness -- -- -- 0.101 
Experiential Learning x Risk-Taking Propensity -- -- -- -0.005 
Experiential Learning x Need for Achievement -- -- -- -0.065 
Experiential Learning x Proactiveness -- -- -- -0.162* 
Constant 0.227 0.011 -0.224 -0.206 
     
F 9.010** 32.812** 44.647** 31.259** 
R Square 0.080 0.299 0.540 0.556 
R Square Change -- 0.218** 0.241** 0.015* 

*p < 0.05; **p < 0.01. 369 
 370 
 371 
 372 
Table 4: Means Generated by Hand Computation (Jose, 2013; Bernardus et al., 2020) of the 373 
Moderating Effects of Need Achievement and Proactiveness 374 
 Low Experiential Learning High Experiential Learning 

High Need for Achievement 0.400 0.904 

Low Need for Achievement -0.504 0.493 

Dependent Variable: Elaborating Mindset 

   

High Proactiveness -0.323 -0.169 

Low Proactiveness -0.567 0.235 

Dependent Variable: Implementing Mindset 

 375 
 376 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 116

 377 
Figure 2: Relationship between Experiential Learning and Elaborating Mindset at High and 378 
Low Levels of Need for Achievement 379 
 380 
 381 

 382 
Figure 3: Relationship between Experiential Learning and Implementing Mindset at High 383 
and Low Levels of Proactiveness 384 
 385 
5. Discussion, implications, and limitations 386 
 387 
5.1 Discussion 388 
 389 
As expected, our findings confirmed that experiential learning is positively related to elaborating 390 
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mindset (H1a) and implementing mindset (H1b), which is in line with the findings of previous studies 391 
(e.g., Rodriguez & Lieber, 2020; Jackson et al., 2021; Lane & Roberts, 2021; Reynolds, 2021). Those 392 
findings indicated that individuals with a high involvement in experiential learning are better able to 393 
improve their entrepreneurial mindset. 394 
However, our results of the hierarchical regression analysis (testing of H2 and H3) revealed surprising 395 
findings, which is similar with the findings of previous studies (e.g., Duffy & Lilly, 2013; Eschleman et 396 
al., 2015; Kim et al., 2015). They found a number of insignificant moderator variables as well as a 397 
number of significant moderator variables but in unexpected direction. We found the insignificant 398 
moderating effect of innovativeness, risk-taking propensity, and proactiveness on the relationship 399 
between experiential learning and elaborating mindset as well as the insignificant moderating effect 400 
of innovativeness, risk-taking propensity, and need for achievement on the relationship between 401 
experiential learning and implementing mindset. We also found the significant moderating effect of 402 
need for achievement on the relationship between experiential learning and elaborating mindset as 403 
well as the significant moderating effect of proactiveness on the relationship between experiential 404 
learning and implementing mindset, but both in the unexpected direction. 405 
Innovativeness and risk-taking propensity did not have a significant moderating effect on the 406 
relationship between experiential learning and elaborating mindset, and between experiential 407 
learning and implementing mindset (H2a, H2b, H3a, and H3b were not supported). It indicates that 408 
innovativeness and risk-taking propensity mute those two relationships, in which the experiential 409 
learning may not develop the entrepreneurial mindset for individuals with a high innovativeness and 410 
a high risk-taking propensity (see Duffy & Lilly, 2013). This study found that the percentage of 411 
individuals with a high innovativeness was higher than those with a low innovativeness (54% vs 412 
46%), similarly, the percentage of individuals with a high risk-taking propensity was higher than 413 
those with a low risk-taking propensity (55% vs 45%). Referring to the discussion from previous 414 
studies regarding the insignificant moderating effect (e.g., Duffy & Lilly, 2013; Eschleman et al., 2015), 415 
a possible reason for such a finding could be that the entrepreneurial mindset may not be a viable 416 
option for them because their innovativeness and their risk-taking propensity were already high. 417 
Therefore, high innovativeness and high risk-taking propensity may not moderate the relationship 418 
between experiential learning and entrepreneurial mindset, both elaborating mindset and 419 
implementing mindset.  420 
Another possible reason that innovativeness and risk-taking propensity are “the most distinctive 421 
entrepreneurial characteristics” (p. 238) which distinguish between entrepreneurs and non-422 
entrepreneurs (Hyrsky & Tuunanen, 1999). Those two entrepreneurial characteristics have also been 423 
the focus of previous studies (e.g., Hyrsky & Tuunanen, 1999; Mamun et al., 2017; McCarthy et al., 424 
2018). Our study also found a relatively strong correlation between innovativeness and risk-taking 425 
propensity (see Table 1b). That is why, when innovativeness was found to have no moderating effect, 426 
similarly, risk-taking propensity did not have a moderating effect. 427 
Proactiveness and need for achievement did not have a significant moderating effect on the 428 
relationship between experiential learning and elaborating mindset, and between experiential 429 
learning and implementing mindset, respectively (H2d and H3c were not supported). Similarly, it 430 
indicates that the experiential learning may not encourage the elaborating mindset for individuals 431 
with a high proactiveness, and the implementing mindset for individuals with a high need for 432 
achievement, respectively (see Duffy & Lilly, 2013). This study found that the percentage of 433 
individuals with a high proactiveness was higher than those with a low proactiveness (55% vs 45%), 434 
similarly, the percentage of individuals with a high need for achievement was higher than those with 435 
a low need for achievement (58% vs 42%). As previously mentioned regarding the insignificant 436 
moderating effect (e.g., Duffy & Lilly, 2013; Eschleman et al., 2015), a possible explanation could be 437 
that the entrepreneurial mindset may not be a viable option for them because their proactiveness and 438 
their need for achievement were already high. Therefore, high proactiveness and high need for 439 
achievement may not moderate the relationship between experiential learning and elaborating 440 
mindset, and between experiential learning and implementing mindset, respectively. 441 
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The moderating effect of need for achievement was not in the expected direction; there was a 442 
stronger positive relationship between experiential learning and elaborating mindset among 443 
individuals with a low need for achievement compared to individuals with a high need for 444 
achievement (H2c was partially supported). Referring to the discussion from previous studies 445 
regarding the unexpected direction of the moderating effect (e.g., Duffy & Lilly, 2013; Eschleman et 446 
al., 2015), a possible reason for such a finding could be that it may be due to individuals with a low 447 
need for achievement. They are persons with a low achievement-oriented (see Duffy & Lilly, 2013; 448 
Huber et al., 2014; Eschleman et al., 2015). They are not motivated to be successful (Koh, 1996) or not 449 
to do well (Huber et al., 2014). Specifically, they are not encouraged to improve their skills, to 450 
complete their tasks, and to meet their challenges (Duffy & Lilly, 2013). Therefore, they may tend not 451 
only to improve their elaborating mindset with a high involvement in experiential learning but also 452 
to focus on enhancing their skills, completing their tasks, and meeting their challenges. Specifically, 453 
for individuals with a low need for achievement, experiential learning may play a role to encourage 454 
both elaborating mindset and need for achievement. 455 
The moderating effect of proactiveness was also not in the expected direction; the positive 456 
relationship between experiential learning and implementing mindset was stronger only for 457 
individuals with a low proactiveness (H3d was partially supported). As previously mentioned 458 
regarding the unexpected direction of the moderating effect (e.g., Duffy & Lilly, 2013; Eschleman et 459 
al., 2015), a possible reason for such a finding could be that it may be due to individuals with a low 460 
proactiveness. They are relatively passive, in which “they react to, adapt to, and are shaped by their 461 
environments” (Bateman & Crant, 1993, p. 105). They fail to identify opportunities and to anticipate 462 
and prevent problems (Bateman & Crant, 1993; Sánchez, 2013). Therefore, they may tend not only to 463 
improve their implementing mindset with a high involvement in experiential learning but also to 464 
focus on identifying opportunities, and anticipating and preventing problems. Similarly, specifically 465 
for individuals with a low proactiveness, experiential learning may play a role to encourage both 466 
implementing mindset and proactiveness. 467 
 468 
5.2 Theoretical and practical implications 469 
 470 
This study extends the literature of experiential learning theory (Kolb, 2015) and Dweck’s implicit 471 
theory of intelligence (e.g., Vsetecka, 2018; Bernardus et al., 2022) for the context of higher education 472 
students who participate in entrepreneurship education. The synthesis of the two theories might be 473 
useful to understand the link between experiential learning and entrepreneurial mindset. In the 474 
context of entrepreneurship, the experiential learning is an important predictor of entrepreneurial 475 
mindset (see Bernardus et al., 2020). This study also extends the literature of entrepreneurial 476 
characteristics (Koh, 1996; Huarng & Yu, 2021) for the context of university, in which: (1) need for 477 
achievement moderates the positive relationship between experiential learning and elaborating 478 
mindset, and (2) proactiveness moderates the positive relationship between experiential learning and 479 
implementing mindset. Therefore, the presence of need for achievement and proactiveness is really 480 
considered in order to moderate (i.e., to weaken) the effect of experiential learning on 481 
entrepreneurial mindset. 482 
Although innovativeness and risk-taking propensity did not moderate the positive relationship 483 
between experiential learning and entrepreneurial mindset, they are still possible to be re-examined 484 
in the future studies (see Bernardus et al., 2020). In addition, the entrepreneurial characteristics (i.e., 485 
innovativeness, risk-taking propensity, need for achievement, and proactiveness) also have a 486 
possibility to be verified as the dependent variables, whereas the entrepreneurial mindset, both 487 
elaborating mindset and implementing mindset to be tested as the moderator variables.  488 
This study has practical implications for entrepreneurship educators who are interested helping their 489 
students to develop the entrepreneurial mindset. Our study informs that their instructional design 490 
should be based on the experiential learning. Our study also provides an insight for entrepreneurship 491 
educators in identifying students who are more suitable to be involved in experiential learning 492 
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program according to the entrepreneurial characteristics of their students (i.e., low need for 493 
achievement and low proactiveness). 494 
 495 
5.3 Limitations and future research directions 496 
 497 
There are limitations to this study and directions for future studies. First, our study used the cross-498 
sectional design, in which the positive relationship between experiential learning and entrepreneurial 499 
mindset does not indicate the cause-and-effect relationship (Sekaran & Bougie, 2016; Bernardus et al., 500 
2020). Therefore, the factorial design (Sekaran & Bougie, 2016) is needed to verify the cause-and-501 
effect relationship between experiential learning and entrepreneurial mindset, in which the factorial 502 
design examines the main effect of experiential learning on entrepreneurial mindset as well as the 503 
interaction effects (i.e., the effects of experiential learning multiplied by each moderator variable) on 504 
entrepreneurial mindset. Second, the sample consisted of the students from four universities in East 505 
Java province of Indonesia. Therefore, the external validity of the findings needs to be examined 506 
among students from other universities and other provinces in Indonesia. 507 
 508 
6. Conclusion 509 
 510 
This study provides valuable insights about the significant moderating effect of entrepreneurial 511 
characteristics on the positive relationship between experiential learning and entrepreneurial 512 
mindset. Overall, the findings have partially supported the research hypotheses. We found the 513 
positive relationships between experiential learning and elaboration mindset, and between 514 
experiential learning and implementing mindset. However, need for achievement and proactiveness 515 
(i.e., low proactiveness) successfully acted as moderator variables, while innovativeness and risk-516 
taking propensity were not successful. 517 
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Appendix:  Construct and associated items, mean, and standard deviation (SD) 714 
 715 
Experiential Learning (Chavan, 2011) Mean SD 
EL1 Interesting. (Saya merasa senang dalam mengikuti perkuliahan entrepreneurship.) 4.489 0.641 
EL2 Satisfying. (Saya merasa puas dalam mengikuti perkuliahan entrepreneurship.) 4.348 0.736 

EL3 Informative, obtained pertinent knowledge. (Perkuliahan entrepreneurship yang saya ikuti adalah informatif [misalnya, memberikan pengetahuan yang 
saya perlukan terkait entrepreneurship].) 4.428 0.686 

EL4 Applicable to the real world and my own life. (Perkuliahan entrepreneurship yang saya ikuti dapat diterapkan dalam kehidupan sehari-hari.) 4.323 0.735 
EL5 Learning processes were simple. (Proses perkuliahan entrepreneurship yang saya ikuti adalah sederhana dan mudah dimengerti.) 4.252 0.718 

EL6 Helped to develop my professional skills. (Perkuliahan entrepreneurship yang saya ikuti dapat membantu saya untuk mengembangkan keterampilan 
saya.) 4.371 0.740 

EL7 The learning process was pertinent to my self-development. (Proses perkuliahan entrepreneurship yang saya ikuti adalah relevan atau cocok untuk 
pengembangan diri saya.) 4.281 0.749 

EL8 I felt active and involved. (Dalam menempuh perkuliahan entrepreneurship, saya terlibat secara aktif.) 4.099 0.832 

EL9 I felt the course challenged me. (Perkuliahan entrepreneurship yang saya ikuti memberikan tantangan kepada saya [misalnya, tantangan untuk 
menemukan peluang bisnis]). 4.399 0.705 

EL10 I liked participating in these activities. (Saya merasa senang untuk berpartisipasi dalam proses perkuliahan entrepreneurship.) 4.367 0.709 

EL11 Observed internal changes in confidence levels and knowledge. (Perkuliahan entrepreneurship yang saya ikuti dapat meningkatkan pengetahuan dan 
rasa percaya diri saya.) 4.272 0.738 

EL12 Experiential activities helped in integrating course material. (Aktivitas-aktivitas dalam perkuliahan entrepreneurship membantu saya dalam 
mengintegrasikan materi perkuliahan.) 4.211 0.721 

EL13 I felt the course required me to exercise independent judgment in evaluating text book theories. (Perkuliahan entrepreneurship yang saya ikuti dapat 
melatih saya untuk menilai secara mandiri buku teks atau bahan perkuliahan [misalnya, buku teks yang dibutuhkan dan yang tidak dibutuhkan].) 3.984 0.857 

EL14 I learned things from this activity that I did not know earlier. (Dalam perkuliahan entrepreneurship, saya mempelajari sesuatu yang sebelumnya tidak 
saya ketahui.) 4.364 0.761 

EL15 I am glad I took the course. (Saya merasa senang karena telah memprogram dan menyelesaikan perkuliahan entrepreneurship.) 4.447 0.697 
Elaborating Mindset (Mathisen & Arnulf, 2013) Mean SD 

ELAM1 I’m considering whether I have the time to run my own business. (Saya mempertimbangkan apakah saya mempunyai waktu, ketika saya memulai untuk 
menjalankan suatu bisnis.) 4.374 0.682 

ELAM2 I’m considering whether I have the opportunity financially to start my own business. (Saya mempertimbangkan apakah saya mempunyai peluang secara 
finansial [misalnya, ada dukungan keuangan dari keluarga/kolega/lembaga keuangan], ketika saya memulai untuk menjalankan suatu bisnis.) 4.342 0.748 

ELAM3 I consider whether the timing to start my own business is right. (Saya mempertimbangkan kapan waktu yang tepat, ketika saya memulai untuk 
menjalankan suatu bisnis.) 4.383 0.703 

ELAM4 I’m looking for both positive and negative information about starting my own business. (Ketika saya memulai untuk menjalankan suatu bisnis, saya 
mencari informasi baik positif maupun negatif mengenai bagaimana menjalankannya.) 4.511 0.641 

Implementing Mindset (Mathisen & Arnulf, 2013) Mean SD 
IMPLM1
  I have decided to start my own business. (Saya telah memutuskan untuk memulai menjalankan suatu bisnis.) 4.019 1.000 

IMPLM2 When I perceive an opportunity, I will size up the opportunity and start my own business. (Ketika saya menemukan suatu peluang bisnis, saya menilai 
peluang itu dan menindaklanjuti dengan menjalankan bisnis itu.) 4.157 0.815 

IMPLM3 I have a plan/strategy for when to start my own business. (Saya sudah menyiapkan rencana/strategi kapan waktu yang tepat untuk menjalankan suatu 
bisnis.) 3.994 0.961 

IMPLM4 I have a plan/strategy for how to start my own business. (Saya sudah menyiapkan rencana/strategi bagaimana menjalankan suatu bisnis.) 4.058 0.932 
Innovativeness (Mueller & Thomas, 2001) Mean SD 
INNOV1 I often surprise people with my novel ideas. (Saya sering mengejutkan orang-orang lain dengan ide-ide baru saya.) 3.719 0.879 

INNOV2 People often ask me for help in creative activities. (Orang-orang lain sering meminta saya untuk membantu mereka dalam kegiatan yang kreatif 
[misalnya, menemukan peluang bisnis].) 3.789 0.937 

INNOV3 I prefer work that requires original thinking. (Saya lebih suka pekerjaan yang membutuhkan pemikiran original.) 3.978 0.810 

INNOV4 I like to experiment with various ways of doing the same thing. (Dalam mengerjakan hal yang sama, saya suka bereksperimen dengan mencoba berbagai 
cara.) 4.038 0.808 

Risk-Taking Propensity (Zhang et al., 2019) Mean SD 
RISK1 Taking risks is an important part of my life. (Mengambil risiko adalah bagian penting dalam hidup saya.) 3.760 0.942 
RISK2 I commonly make risky decisions. (Saya biasanya membuat keputusan yang berisiko.) 3.546 0.993 
RISK3 I am a believer of taking chances. (Saya yakin terhadap tindakan mengambil risiko.) 3.719 0.953 
RISK4 I am attracted, rather than scared, by risk. (Saya tertarik pada risiko, bukannya takut terhadap risiko.) 3.610 1.023 
Need for Achievement (Lang & Fries, 2006) Mean SD 
NACH1 I like situations, in which I can find out how capable I am. (Saya menyukai situasi, di mana saya dapat mengetahui seberapa mampu saya.) 4.230 0.728 

NACH2 When I am confronted with a problem, which I can possibly solve, I am enticed to start working on it immediately. (Ketika saya dihadapkan pada suatu 
masalah yang mungkin bisa saya pecahkan, saya terpacu untuk segera memecahkannya.) 4.252 0.762 

NACH3 I enjoy situations, in which I can make use of my abilities. (Saya menikmati situasi di mana saya dapat menggunakan kemampuan saya.) 4.288 0.738 
NACH4  I am appealed by situations allowing me to test my abilities. (Saya tertarik dengan situasi yang memungkinkan saya untuk menguji kemampuan saya.) 4.147 0.779 
NACH5 I am attracted by tasks, in which I can test my abilities. (Saya tertarik dengan tugas, di mana saya dapat menguji kemampuan saya.) 4.096 0.791 
Proactiveness (Bateman & Crant, 1993) Mean SD 
PROACT1 I enjoy facing and overcoming obstacles to my ideas. (Saya senang untuk menghadapi dan mengatasi rintangan yang menghalangi ide-ide saya.) 3.930 0.867 
PROACT2 I excel at identifying opportunities. (Saya unggul dalam mengidentifikasi peluang.) 3.639 0.866 

PROACT3 If I believe in an idea, no obstacle will prevent me from making it happen. (Jika saya percaya pada sebuah ide, tidak ada halangan yang menghalangi 
saya untuk mewujudkannya.) 3.821 0.895 

PROACT4 I love to challenge the status quo. (Saya suka menantang status quo [kondisi yang ada atau berlangsung saat ini].) 3.431 0.853 
PROACT5 I can spot a good opportunity long before others can. (Saya bisa melihat peluang yang bagus jauh sebelum orang lain melihatnya.) 3.530 0.895 

Note. Sentences in brackets are the items in the Indonesian adaptation. 716 
 717 
 718 
 719 
 720 
 721 
 722 
 723 
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Abstract 28 

 29 
The second screening activity has become practice media use among many students. Especially on political 30 
issues, someone tends to look for more information received through television with access to social media-31 
related issues simultaneously. This study wants to see the effect of a second screening on political efficacy 32 
directly or indirectly. The involvement of students in the political process is needed in democratic life; 33 
moreover, Indonesia is facing a global world crisis. The research used a survey method to distribute 34 
questionnaires through social media platforms with a sample of 385 college students who live in Jakarta. The 35 
results showed that the second screening has a direct effect on the political efficacy of students, and there is 36 
also an indirect effect with the mediation of online discussion-related politics. The second screening activity, 37 
with information sources from television and social media as well as interaction with other users, is a 38 
learning process student for more involved in the political process. The practice of second screening can be 39 
applied to design learning to get student involvement in democratic lives. 40 
 41 

Keywords: Second screening, Political efficacy, Political learning, Online discussion, Incidental learning  42 
 43 
 44 
1. Introduction 45 
 46 
Previous media use studies are divided into traditional and internet-based media. Studies showed 47 
that the two media use simultaneously accompanied interaction with other users, often called a 48 
second screening. The urgency of this study is conducting television use as well as social media has 49 
the largest user in Indonesia. The reality showed that viewers were watching television while social 50 
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media were accessing to know more information from television. The second screening activates 51 
television users with the interactions that take place through social media, at least more active in 52 
meaning. Previously, television has been done while reading, writing, or other social activity. 53 

Zúñiga & Liu (2017) stated that young people are more active in second screening compared to 54 
those who are older and are often taking second screening activities and tend to be more expressive 55 
in politics through social media. Mcgregor, Mourao, Neto, & Angelucci  (2017) show that Brazilian 56 
students more often do a second screening compared to students in America, and those who interact 57 
through social networks tend to perform a second screening. The prevalence of social networking 58 
confirms that human communication remains the primary source of enrichment in people's daily 59 
lives (Alcaraz, 2022). In Indonesia, study related to second screening is rarely done; these research 60 
results illustrate second screening activity among students. 61 

Some studies have evaluated the connection among second screening activities carried out by 62 
someone with an attitude the politics or political efficacy. Second screening correlates positively with 63 
political efficacy; the more often the second screening activity is carried out by somebody, it will tend 64 
to increase political efficacy through social media (Liu, Zhou, & Zhang, 2020). Barnidge, Zúñiga, & 65 
Diehl (2017) stated that a second screening could open reception to increase political opinions 66 
through social media interaction referring to the news. Indonesian politics today bring up a variety of 67 
opinions related the government policies. Discourse-related 2024 elections have already been 68 
discussed in various media, including television and social media. Young people, especially students, 69 
need involvement in politics. The urgency of this study is that the second screening activity as a 70 
learning process will grow the level of political efficacy among students. 71 

Bruce (2018) found that second screening activity can increase discussion, expression, and 72 
political information accessed through social media. Discussing through social media is one of the 73 
dimensions of the second screening besides searching for information; both simultaneously to 74 
respond to news or other programs (Wohn & Na, 2011). D'heer & Courtois (2016) stated that a second 75 
screening provides room for discussing related politics. The second screening involves users on media 76 
content and describing it through discussion or other forms of political involvement. 77 

Social media is an effective platform for multimedia education, sharing content, discussion, and 78 
collaboration Edwards, Aris, & Shukor (2015). The reality that social media is designed especially for 79 
social networks than scholarly communication no negates the benefits for students. Second screening 80 
activities can be practiced on the designer's instructions with considering the principle of cognitive 81 
load theory, that every material learning cause burden on cognitive memory (Sweller, 2011). Exposing 82 
rich information from a source of television and social media interactions does not make the 83 
information received becomes saturated. Social media's characteristics can be utilized to enhance 84 
student motivation and engagement with the related issue. 85 

The studies aim to see the effect of a second screening on political efficacy and identify the 86 
existence of mediation of online discussion related to politics among students. Results show that 87 
online discussion as mediation influences the second screening activity of political efficacy 88 
confirmed. Second screening activities can increase political efficacy through discussion between 89 
social media users and reinforce learning. 90 
 91 
2. Material and Method 92 
 93 
The population in this study is college students who live in Jakarta. Sampling was carried out in June 94 
2022 through the link distribution of questionnaires by various social media platforms such as 95 
WhatsApp Group, Line, Bio Instagram, and others. The number of samples is 385 Jakarta college 96 
students; the Lemeshow formula calculates the number of samples with a significance level of 5%. 97 
The criteria of respondents who filled out the questionnaire are students who have experience with 98 
second screening activities and data analysis using Structural Equation Model (SEM) with AMOS 24. 99 
 100 
 101 
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2.1 Measurement 102 
 103 
The following are measurement variables where the activities carried out by respondents related to 104 
instrument questions in the last six months. 105 

Second Screening. Respondents were asked to answer six questions about the frequency of 106 
accessing social media activities related to political issues or current events as a reinforcement of 107 
relevant topics on television (second screening). Questions included the frequency of using social 108 
media in second screening activities, watching political discussions, expressing opinions about news 109 
and political discussions, and being involved in news and political discussions. The answer choices 110 
are graded from never (1) to always (5). 111 

Online discussion. Respondents conducted online discussions about political issues as part of 112 
the second screening activity. The question looks at the frequency with which respondents conduct 113 
discussions related to political issues or current events; that are carried out together with people who 114 
have the same perspective, with people who have different views, with friends, with family, and with 115 
people who have not known before (strangers). The answer choices range from 1 = never to 5 = 116 
always. 117 

Political efficacy. Political efficacy looks at respondents' beliefs about being involved in political 118 
participation. Questions include confidence to influence government policies, ownership of 119 
qualifications to participate, and an understanding of important political issues in Indonesia. The 120 
answers to the questions ranged from strongly disagree (1) to strongly agree (5). 121 
 122 
2.2 Hypothesis 123 
 124 
H1: Second screening has a direct effect on online discussion related to politics 125 

H2: Online discussion related to politics has a direct effect on political efficacy  126 
H3: Second screening has a direct effect on political efficacy  127 
H4: Online discussion mediates the effect of second screening on political efficacy  128 
 129 

2.3 Validity and Reliability  130 
 131 
In the analysis of the Structural Equation Model (SEM), the validity test uses a Confirmatory Factor 132 
Analysis (CFA) technique. Figure 1 shows the measurement model for CFA testing. The validity of the 133 
measurement is met if the measurement model confirms the three measurement criteria of the fit 134 
model. The fit model criteria are met through the fulfillment of predetermined standards of three 135 
types of categories (Zainudin, 2012). In the absolute fit category, the GFI (Goodness of Fit Index) 136 
index is .967 (> .90), and the RMSEA (Root Mean Square of Error Approximation) is .052 (< .08); both 137 
have met the specified criteria. In the Incremental fit category, four indices meet the established 138 
criteria, namely AGFI (Adjusted Goodness of Fit) of .926 (> .90), CFI (Comparative Fit Index) of .988 139 
(> .95), TLI (Tucker-Lewis Index) of .977 (> .95) and NFI (Normed Fit Index) of .977 (> .90). In the 140 
Parsimonious fit category, the Chi-square/df index of 2.044 (< 3.0) also meets the specified criteria. 141 
The index of each of the three categories has been met; this indicates that the construct validity is 142 
met. These results indicate that the measurement measures the variable to be measured. The second 143 
screening variable has six indicators, online discussion has five indicators, and political efficacy has 144 
three indicators. 145 

The reliability test results with an indication of the Cronbach alpha value show that the three 146 
variables have a value of more than .8 each, which is included in the criteria for satisfactory construct 147 
validity and internal consistency (Taber, 2018). The Cronbach alpha value for the second screening is 148 
.906, online discussion is .901, and political efficacy is .850. 149 
 150 
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 151 
 152 
Figure 1: Measurement model 153 
 154 
3. Result 155 
 156 
The study was conducted on 385 college students who live in Jakarta, consisting of 120 (31.17%) males 157 
and 265 (68.83%) females. Their average age was 19.98 years, with SD = .077. 158 

Figure 2 shows the frequency of each activity in the second screening. Most students often 159 
watch news television while accessing social media related to the same issues, giving an opinion and 160 
discussion related to that news. Besides, students often watch political discussions on television and, 161 
at the same time, access social media-related topics, discuss politics, give an opinion, and join in 162 
political discussions. Watching the news on television while accessing related topics via social media 163 
is always conducted by students; this activity has the highest frequency compared to other second 164 
screening activities. The activity with the highest frequency of students does not once conduct 165 
watching television while joining in political discussions on social media. 166 
 167 

 168 
 169 
Figure 2: Second Screening Activity 170 
 171 
Figure 3 illustrates students' online discussion in the second screening. Related to an online political 172 
discussion, students often conduct it with friends, with people who have the same views, and with 173 
family. Most discussions not conducted by a student are discussed with strangers. 174 
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 175 
 176 
Figure 3: Online Discussion Activity 177 
 178 
Three indicators illustrate student political efficacy as in Figure 4. Agreement answers by students 179 
mark a high level of political efficacy. Indicators with the highest frequency are a good understanding 180 
of current political issues faced by Indonesia, followed by the confidence of ownership qualification 181 
to engage in politics, and finally, confidence to influence policy government. 182 
 183 

 184 
 185 
Figure 4: Students Political Efficacy 186 
 187 
The measurement description of each variable has been listed in Table 1. Variables consisted of the 188 
second screening with a mean of 3.302 (SD = .995), online discussion with a mean = 2.856 (SD = 189 
1.039), and political efficacy with a mean = 8.621 (SD = 3.028). 190 
 191 
 192 
 193 
 194 
 195 
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Table 1: Variable Description  196 
 197 

Variable Minimum Maximum Mean Std. Deviation
Second Screening 
Online Discussion 
Political Efficacy 

1 
1 
3 

5 
5 
15 

3.302
2.856
8.621

.995 
1.039 
3.028 

 198 
Source: Field research. N=385 199 
 200 
Figure 5 shows the model of the influence of the second screening on political efficacy either directly 201 
or mediated by online discussion. The analysis of validity from the model of the influence of the 202 
second screening on political efficacy can be seen in Table 2. The model analysis results have met the 203 
standards of each of the three Goodness of Fit Indexes. Absolute fit, Incremental fit, and 204 
Parsimonious fit have met the Good Fit criteria (Wheaton, Muthen, Alwin, & Summers, 1977; Hu & 205 
Bentler, 1999; McQuitty, 2004). 206 
 207 

 208 
 209 
Figure 5: The Model of Second Screening Effect on Political Efficacy 210 
 211 
Table 2: Model Fit Summary 212 
 213 

The goodness of Fit Index Cut off Value Default Model Criteria 

Absolute fit 
-The goodness of Fit Index (GFI) 
-Root Mean Square of Error Approximation (RMSEA) 
Incremental fit 
-Adjusted Goodness of Fit (AGFI) 
-Comparative Fit Index (CFI) 
-Tucker-Lewis Index (TLI ) 
-Normal Fit Index (NFI ) 
Parsimonious fit 
-Chi-square/df 

 
> .90 
< .08 

 
 

>  .90 
>  .90 
>  .90 
>  .90 

 
<  5 

 
.953 
.057 

 
 

.917 
.982 
.972 
.967 

 
2.248 

 
Good Fit 
Good Fit 

 
 

Good Fit 
Good Fit 
Good Fit 
Good Fit 

 
Good Fit 

N=385. 214 
 215 

Table 3 shows the estimated value of each effect of variables. The analysis showed that the second 216 
screening directly affects online discussions with a value of .789 and a significance value of .00 (< .05); 217 
this finding is the basis for accepting H1 that there is a direct effect of the second screening on online 218 
discussions. Online discussion has a direct effect on political efficacy with a value of .507, and a 219 
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significance value of .00 (< .05); these results support the acceptance of H2 that online discussion has 220 
a direct effect on political efficacy. Furthermore, the second screening also directly affects political 221 
efficacy with a value of .176 and a significance value of .006 (< .05); these findings become the basis 222 
for accepting H3 that the second screening has a direct effect on political efficacy. The evaluation of 223 
the mediation role of online discussion on the relationship between second screening and political 224 
efficacy uses the Sobel Test, which was described in Figure 4 (Soper, 2022). The results of the Sobel 225 
test explained that online discussion was significant (p < .05) as a mediating variable, this result 226 
supports the acceptance of H4 that online discussion functions as a mediating variable on the 227 
relationship between the effect of the second screening on political efficacy. Calculating the 228 
significance of the Sobel Test involves estimation score of direct influence and standard error of the 229 
effect of second screening on online discussion and the effect of online discussion on political 230 
efficacy. 231 

The findings showed that the direct effect of the second screening on political efficacy (.229) 232 
was considerable compared to the indirect effect through online discussion mediation (.831 x .626 = 233 
.019). The existence of online discussion completed the effect of the second screening on political 234 
efficacy. The second screening activity covers other forms of social interaction from social media 235 
users. 236 

 237 
Table 3: Regression Weight of Model 238 
 239 

Variable Estimate SE Estimate 
Standard P 

SecondScreeningOnline Discussion 
Online Discussion Political Efficacy 
Second Screening Political Efficacy 

.789* 

.507* 
.176* 

.049 

.074 

.064 

.831 
.626 
.229 

.000 

.000 

.006 
N=385 240 

 241 

 242 
 243 
Figure 6: Sobel Test 244 
 245 
Based on Table 4, the most significant contribution to the second screening is expressing opinions 246 
through social media related to issues that have been watched on television news. Second, students 247 
accessed the latest news through social media related to news watched on television, as well as 248 
joining online discussions on social media related to news issues watched on television. 249 
 250 
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Table 4: Regression Weight of Variables' Indicator 251 
 252 

Variable Indicators Regression Weight 

Second screening 
(social media) 
 
 
 
 
Online discussion 
 
 
 
 
 
Political Efficacy 

Watch the latest news 
Watching political discussions 
Express your opinion regarding the latest news 
Join the discussion regarding the latest news 
Expressing opinions regarding political discussions 
Join the political discussion 
People who have the same view 
People with different views 
Family 
Friend 
Previously unknown person (stranger) 
government policy 
Participating qualification 
Understanding the latest political issues 

.845 

.833 

.874 

.844 

.686 

.628 

.839 

.807 

.834 

.843 

.732 

.723 

.742 

.882 
 253 
Online discussion activities related to politics or current events carried out by students are mostly 254 
performed with friends, people with the same views, and family. The most considerable component 255 
of political efficacy places students' belief in understanding current political issues; the next is that 256 
they believe they have the qualifications to participate in politics. Finally, they believe they could play 257 
a role related to government policies. 258 
 259 
4. Discussion 260 
 261 
This study wants to confirm the existence of the direct effect of second screening on political efficacy 262 
and the indirect effect mediated by online discussion. Study findings show that second screening 263 
directly affects political efficacy, and online discussion-related politics confirm the function as a 264 
mediation variable. Social media presence used by students for expressing their opinion-related news 265 
has been watched on television. The existence of social media allows users to interact with other 266 
people not owned by television. The desire to get more knowledge or learning not only enough 267 
obtained from the television, with simpler use of social media for accessible and characteristic 268 
interactivity, brings up a second screening phenomenon among students. 269 

Intyaswati, Maryani, Sugiana, & Venus (2021) stated that various types of social media platforms 270 
became a source of political learning for students, and implications could integrate social media in 271 
learning design for related courses to facilitate political discussion among students. Learning politics 272 
through online political discussion could increase student political efficacy. Studies on students in 273 
China showed that the use of social media became WeChat as a source of political information and 274 
growing discussion among them. It was also found that information needs predict political efficacy 275 
(Pang, 2018). The previous study showed that social media could become a source of political 276 
information, and second screening activities, including interaction with other users, will strengthen 277 
the learning process. The discussion was related to politics functions as a predictor of political 278 
efficacy that political discussion with some people possibly somebody gets trust for involved in the 279 
political process (Lin, 2006), discussion about political issue help somebody get much information 280 
and grow involvement in the political process (Hardy & Scheufele, 2006). 281 

Study Ardèvol-Abreu, Trevor, & Zúñiga (2019) show that using social media with multiple 282 
platforms, both intentional and incidental exposure, will affect internal political efficacy with 283 
mediated political discussion with weak ties. In these study findings, political discussion as a 284 
mediating variable is seen as many discussions conducted with a different partner in a network 285 
owned by students. Miller, Bobkowski, Maliniak, & Rapoport (2015), based on their study, explains 286 
that students use friendship campus networks to discuss politics, online discussions are conducted 287 
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with safe interaction that minimizes social risks, and they apply privacy setting networks for guarding 288 
their political expression. Online discussion of politics among Indonesian students is conducted 289 
through Social Networking Sites (SNS) and social media, with the uniqueness of each platform (Saud, 290 
Ida, Abbas, Ashfaq, & Ahmad, 2020). This study complemented research related to online discussion 291 
among students, which is not only using social media as a source of information and interaction but 292 
also using television to source information on the topic simultaneously. 293 

Findings related to online political discussion partners show that students often discuss with 294 
friends and family. Levinsen & Yndigegn (2015) studied young Danes and found similar results; 295 
gender differences are less pronounced between the youth in political engagement, and the father 296 
still has the most choices as a discussion partner. Based on traditional gender roles, the fathers 297 
suggest an information source of social issues. The role of the media in students' engagement in 298 
political discussions should not be underestimated. There is a significant correlation between media 299 
use and students' political discussions. Previous studies in communication and political psychology 300 
proposed that someone tends to escape social situations if there are people with political 301 
disagreements. Algan, Dalvit, Do, & Zenou (2018) found that friendship significantly reduces the gap 302 
among friends' political judgments and impacts the same politically-inclined partnership. Friendship 303 
has been shown to reduce extremist opinions surrounding students while not imposing conformism. 304 
Regarding further studies, it could specify political events and policy issues conducted discussions 305 
matters, supposed could be identified the impact on different partner communication patterns. 306 

Some second screening studies among students have already been carried out; the second 307 
screening impacts students' attitudes and political activities (Bruce, 2018). The findings align with the 308 
previous study, where second screening activities impact students' political efficacy (attitude). 309 
Political efficacy is a form of attitude related to politics close to online and offline political 310 
engagement. Political efficacy is divided into two dimensions that are external and internal. The 311 
external dimension concerns involved in the political process-related aspects outside of self; this 312 
confidence could contribute to policy government. Student external political efficacy belongs to the 313 
lowest contribution compared to other dimensions in growing political efficacy. Student political 314 
efficacy has a higher level on the internal dimensions, i.e., confidence in understanding currently 315 
important political issues faced by Indonesia and belief that they have suitable qualifications for 316 
participation in politics. 317 

Involvement of students in the political process is urgently needed in democracy live  318 
(Intyaswati, Maryani, Sugiana, & Venus, 2021b); it found that a student's discussion of politics 319 
through social media networks generates political learning and involvement in politics. Political-320 
related learning incidentally through social media is a student experience that can be integrated into 321 
school instructional design. A second screening is activities that facilitate learning through social 322 
media interactions. Independent learning policy with the teacher's support has been seen as a scheme 323 
that frees education from political restraints and pressures; this perspective leads to the concept of 324 
freedom of learning and critical pedagogy (Thohir, Ma'arif, Junaedi, Huda, & Ahmadi, 2021). Gleason 325 
& Gillern (2018) study showed that students practice digital citizenship outside school; the two 326 
dimensions of digital citizenship (traditional citizenship education in schools and activities involving 327 
civilians outside school) can be facilitated by social media through an integrated curriculum. Sweet-328 
Cushman (2019) found that social media learning generates media literacy for students, will help 329 
them get involved in civil dialogue, understand public policy, and identify all aspects of the problem, 330 
which becomes more potential civilian involvement. Social media may play an essential part in 331 
students' lives outside and inside the classroom; therefore, higher education institutions must include 332 
it in their systems (José, Serpa, Ferreira, & Santos, 2020). 333 

The findings consider how second screening activities that explore political information from 334 
social media interaction and television could complement instructional design references at school 335 
and increase student involvement in democracy. 336 
 337 
 338 
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5. Conclusion 339 
 340 
This study aims to evaluate the effect of a second screening on political efficacy, both directly or 341 
through the mediation of online discussion. The second screening activity that uses television and 342 
social media at the same time, in general, will get more diverse and rich information. The findings 343 
showed that the second screening has a direct effect on the political efficacy of students. Second 344 
screening activities involving interaction with other users on the social network allow a growing 345 
understanding of the latest issue and confirm information received from television as a mainstream 346 
media. The majority of students often practiced second screening, and the most frequently conducted 347 
is access to social media-related current news that was seen on television. 348 

Online discussion related to politics is a mediating variable from the effect of the second 349 
screening on students' political efficacy. Students practice online political discussion while 350 
performing a second screening. Online political discussion identifies the frequency of conversation 351 
conducted by students with their partners, and political discussion with friends has the highest 352 
frequency, followed discuss with people with the same view and discussions with family. This finding 353 
is in line with previous studies that political discussion is often conducted with close people with the 354 
same view. 355 

The second screening activity provides political involvement learning for a student. Study 356 
results show a positive relationship between second screening and political efficacy, meaning second 357 
screening activities carried out intensively will increase the political efficacy of students. The second 358 
screening activity is outside class; the teacher or instructor could combine this activity in the 359 
designed instructional for student political engagement learning. 360 
 361 
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Abstract 16 

 17 
Technology is considered as a very important tool in learning foreign languages, it is very convenient and 18 
easy to access, students love it and find it very challenging, playful and has many positive aspects, but 19 
unfortunately it has some negative drawbacks. Anyway, generally it is considered innovative and helpful. 20 
New technologies are made possible with less expenses because avoid printed materials, which could be 21 
expensive. With the help of modern technologies there are standard books and classes that have made it less 22 
expensive for students to get the education or exam preparation that they need. Before technology, the only 23 
teaching tools were simple tools. Now for educators was easier to include images, videos and different 24 
graphics during the instructions and also to share that lesson. Different websites, programs and apps help 25 
teachers to change the way how to provide instructions in a better way. Thanks to technology is possible to 26 
create an exciting learning environment that increases interest in the educational system in general. 27 
 28 

Keywords: technology, computers, learning skills through technologies, online learning, laptops, tablets, 29 
smartphones  30 

 31 
 32 
1. Introduction 33 
 34 
1.1 Positive impact of technology in learning, developing communication, writing skills through 35 

technology 36 
 37 
Technology has a considerable influence on our lives, actually, it has reshaped the way we live. Living 38 
has changed for better thanks to the application of technology. The introduction of technology in 39 
educational area has made the procedure of language acquisition more operational. The greatest 40 
impact of technology on education is the change in our view towards the world. The extraordinary 41 
change is thinking from local to global and all this can be assisted by technology. Its impact is 42 
personal, national, global and in many ways, unlimited. Technology, such as tablets, laptops, and 43 
smartphones allow learners to attend classes online and to engage in exam operations wherever and 44 
whenever they want. Additionally, mobile media options allow learners to select the medium (video, 45 
eBooks, interactive quizzes) that suits best for their learning style. Communication is a very 46 
important skill for every modern student to own and prosper. The online programs developed to 47 
facilitate the online meetings have proved to be effective. On the online classes during the pandemic 48 
times it was necessary to show that communication skills were a must for students. Teachers also 49 
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tried to make sure that students were acquainted with the information in the same way as if they 50 
were in the class. Three components of communication skills such as reading, writing and listening 51 
that are considered the most essential components for students were enforced even though 52 
sometimes these skills are taken for granted because they sound too common, teachers urged 53 
students to keep their cameras on so they can see their students while they were working online. In 54 
this sense technology was playing a supportive role because it is increasing student’s communication 55 
skills. During this period is observed that students can increase both their written and oral 56 
communication skills by using technology under the management of their teacher. Many studies 57 
showed that learners have the easiest and best time to express their thoughts and feeling when they 58 
write down on the computer. Having access to Wikis, Blogs chats and using them to write allows 59 
students to express their feeling without hesitating about what others can think or say aloud in the 60 
classroom. Having such a large variety of resources of our learners to improve their abilities to write 61 
good texts.  62 

Some of the benefits of technology include: 63 
Motivation and Accountability: The more proficient the learners become, the more motivated 64 

they stay. This same characteristic also keeps learners accountable. They cannot underperform their 65 
work because their assignment is automatically recorded and graded. 66 

Convenience: Most of the adults do not have time to attend their courses during the day because 67 
they are at work and thanks to asynchronous learning they have the possibility to attend the lesson 68 
whenever they have time. The internet has made this possible. Their testing online has proved to be 69 
effective too.  70 
 71 
2. The Use of Technology by Students with Special Needs and Gifted Students  72 
 73 
An indispensable use has seen the internet to facilitate the work of students with disabilities to break 74 
barriers and enable students to have access to convenient educational program, by using suitable 75 
hardware and software which help them to learn through modern education and get the information 76 
in due time. They are not left behind the class making it possible to attend classes, get the 77 
information, and feel themselves comfortable with the instructions of the teachers. Thanks to 78 
technology teachers can use different technical tools for human speech recognition and synthesizing 79 
to avoid papers and pen in the lesson. The adaptive computing technology allows utilizing digital 80 
equipment to bypass challenging duties. Screen reader program such as JAWS together with Braille 81 
keyboards permit visibly dared students using the computer. For students with speech problems 82 
augmentative communication system is suitable to beat communication barricade. This system 83 
contains books, picture charts, and specialized computers offering functions of word-prediction for 84 
efficient communication. But the classroom technology can help toward gifted students to boost their 85 
knowledge, it can make learning fun for them.  Classroom technology can make learning 86 
personalized and unique to each gifted student. With helpful technologies, the teacher can make 87 
possible to their gifted students with the higher-level subject material, differentiated learning 88 
experiences, and differentiated instruction to understand their learning needs and keep them 89 
challenged and motivated. Technology can help gifted students to generate their interest in 90 
knowledge and encourage them to be independent self-directed learners so they can take control of 91 
their own educational experiences. When gifted students become self-directed learners they gain 92 
valuable life skills, which makes them powerful in solving problems, thinking critically and deciding 93 
abilities of self-awareness. 94 
 95 
3. The Advantages of Teachers from the Use of the Technology  96 
 97 
The breaking of pandemic in the world has seen a major use of technology and internet. Teachers all 98 
over the world made the net and smart devices part of their everyday work. Expressions like “imagine 99 
if this pandemic happened 10 or 15 years ago, it would have been completely impossible to develop 100 
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classes” were common. The use of technology primarily was made to fill the gap of teaching in the 101 
classroom and secondly to encourage the development of new teaching methods: Teachers can now 102 
use these high tech materials to make conferences and use online equipment for communication. For 103 
those who have struggles or special needs, technology is there to help teachers and those students by 104 
presenting universal tools to all types of students.  105 

Find free materials: A good advantage of teachers is that online teachers can find plenty of 106 
helpful information in every moment, even if they are busy or they need to lesson plans in minutes. 107 
Another good thing is that they do not have to pay for workbooks. 108 

Teachers save time: Before the use of technology, teachers used to spend a lot of time creating 109 
lesson plans and grading papers. Now they can find lesson plans prepared. There are apps and 110 
programs designed to grade student's work that can save even more time. Teachers have more time 111 
for classroom discussions and mini activities. Also save time for the non-writing on the board as in 112 
the traditional way, because they can share to students the lesson and essential resources online, but 113 
unfortunately the online learning and classroom technology has some drawbacks and problems 114 
mostly considered as side effects. These problems will probably find a solution in the future when the 115 
online learning will create solid grounds and becomes more of a clear science and a part of school’s 116 
curricular program. But regardless good and positive aspects of technology, there are some negative 117 
aspects.  118 
 119 
4. Negative Impact of Technology in Learning  120 
 121 
As it was mentioned above many scholars have given their views to the problems that they have 122 
encountered during online classes or online learning. Courville K, (99-120) shows an overview of the 123 
problems caused by the use technology in the class and warns against its negative effects on 124 
achievements of students. He shows that information technology (IT) includes shallow processing of 125 
information and confesses that handwriting and reading are damaged by typing. Because of this, 126 
Google Books, printed books and magazines do not teach a lot of students. Likewise, Wolf, M. M. 127 
(2011) charges technology for making our brains "shallow" and claims that those who read texts that 128 
are linear have a better understanding and a stronger memory from students who work on the 129 
Internet. Using technological devices such as smartphones, tablets, PCs and laptops to write, Strain-130 
Moritz (2016) claims that texting has impacted negatively on student's capability to write full 131 
sentences, without fragmentation or punctuation so they do not respect orthography rules. Bolkan, J. 132 
(2012) also determines that technology in the class drastically affect student's abilities in all four 133 
skills, reading, writing, listening and speaking, but according to him technology may bring about a 134 
feeling of isolation caused by virtual or distance learning because the relationship between teachers 135 
and students is too weak, not enough collaborative as it should be in 2010. This kind of isolation is 136 
connected with the dehumanizing effect of technology due to the feeling of loneliness. Heitner, K. L., 137 
& Jennings, M. (2016) evoke the case of Quebec children being distracted during learning because 138 
they have it sure that they will find the lesson later in their tablets. To conclude, students often forget 139 
there are classmates and they can cooperate with each other, they prefer to depend on digital 140 
technology than with their teachers and other students which leads to isolation and loneliness. 141 
Furthermore, some critic views of online learning have stated that technology makes possible the 142 
opportunity to explore a virtual world which is without limits of the real world. A negative element is 143 
that contains information without taking into consideration the age of students. A student can either 144 
unintentionally or purposely find content that is disturbing, explicit, or inappropriate when he works 145 
on the net, that is why it is necessary to be supervised and guided. Of course, we are aware that we 146 
might confront online content at some stage that is not going to have long-term damage. We have to 147 
understand that the problems happen at the moment when those inappropriate materials are 148 
constant and are not discussed with the parent who can take care of choosing the right information. 149 
For children and teenagers, some problematic contents include eating problems or self-damaging 150 
programs. A big problem are young people with mental health problems such as depression or eating 151 
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disorders, because inappropriate materials create for them an environment to get used with their 152 
state, as it is mentioned before eating problems, self-damaging or depression and many more 153 
problems. Pay attention to your children because young people search for these websites and will find 154 
them very easily. A lot of disturbing websites are not considered illegal and this means that is left to 155 
parent to monitor and manage the websites that their children check. The internet is considered as a 156 
large city so it is easy to imagine your children in a large city, in the middle of the night and alone. 157 
The city has both good and bad things and a child need to be monitored. And we can understand also 158 
that curiosity and exploration are the same for every generation, and internet makes possible to 159 
search for everything we want. Times have changed, children today search on Google for any word 160 
which can appear with picture describing the word. But an important side effect of the internet and 161 
technology is the health damages caused by net and devices used such as hand held tablets, 162 
computers, cell phones etc.    163 
 164 
4.1 Negative effect of technology on student's health 165 
 166 
Eyestrain: Using technologies, such as handheld tablets, smartphones, and computers, attracts a 167 
person's attention for a long time. This might cause problems with the eyes. Some symptoms may 168 
include problems with the eyes such as blurred vision and dry eyes caused due to viewing too close or 169 
too far away, poor sitting posture and underlying vision issues. A good alternative to reduce the 170 
likelihood of eyestrain is to take regular breaks away of the screen. The 20-20-20 rule for digital 171 
viewing: The American Optometric Association has recommended using the 20 rule when we use any 172 
kind of digital screens for a long period of time. Those who stay a lot of time in front of screens to 173 
work for 20 minutes and to take a 20 seconds break or to keep any home appliances such as TV about 174 
20 feet far. This rule helps to eliminate tension in the eyes from looking at the screen for a continuous 175 
period of time without detaching. 176 

Poor posture: Over a period of time, bad posture may cause musculoskeletal problems. Lots of 177 
technologies seek a "down and forward" user standing, looking down at the screen. This causes 178 
unnecessary pressure and possible deformations on the neck and spine. Of course that improving the 179 
posture and the strength in the core, neck and back, during the use of technology means to correct 180 
posture problems. A good way is to have short breaks and walk around the office or class, so you can 181 
activate your muscles and prevent tension and inappropriate posture. 182 

Sleep problems: Using technology right before bedtime it creates problems with sleeping. The 183 
reason in that the blue light of the cell phones, e-readers, and computers, provokes the brain. The 184 
problems that might cause are difficulties to fall asleep or to make the person less vigilant for 185 
tomorrow. It is suggested not using electronic devices with blue light one hour or two hours before 186 
sleep, so the big influence of blue light in our brain is avoided. 187 
 188 
4.1.1 The disadvantages of teachers from the use of technology  189 
 190 
In general, the progress is seen as something good, but there might be some disadvantages. There is 191 
always a way how to overcome them. Some disadvantages that technology has for teachers are 192 
mentioned below. With the progress of technology not all teachers are trained the same, to have the 193 
same and right performance for their students. So, users of technology operate in it rather than 194 
obtaining cognition from it. Both teachers and students might be completely drawn on technology, 195 
and inquiry-based learning is considered as the best way to make user's brain keep working. As we 196 
mention the progress of technology that gives us the possibility to know and control everything with 197 
just a click, we know also that so many changes create possibility to cheat. And cheating is easier with 198 
all reserves involved in technology. This is a disadvantage for teachers because students can cheat 199 
without getting caught, e.g. in exam students might utilize their smartphones to cheat and find the 200 
right answers on the net easy and quickly. Another disadvantage is wasted time on technical 201 
problems. Teachers are pressured to manage every minute of the time for lesson. Sometimes happens 202 
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that teachers are not sterling with technology in the class and that precious time that can be used to 203 
explain is often wasted on technical problems. Another venture for the teachers is to have a class 204 
which has students from all different skill levels. This makes even more the control of the class when 205 
they use technology because some students might not know to use the computer, some others use 206 
very well that can find games during lesson. In the following text you will have clarified the 207 
methodological aspects of research on the positive and negative impacts of technology on online 208 
education. During the first phase of the work it is paid attention to the determination of main issues 209 
that would be realized later. One of the first tasks is researching and analyzing the impact of 210 
technology on education and its use during teaching and learning. This phase of work has started 211 
with a reflection of the existing criteria and studies, on the impact of technology on education. This 212 
has been achieved by studying literature and other sources related to education and technologies. 213 
The study was conducted in primary schools, lower secondary education, and upper secondary 214 
education, public and nonpublic schools. Questionnaires were prepared as study instruments, while 215 
the survey of teachers and students was used as a technique. Questionnaires for students were 216 
distributed online and completed online by teachers and students.  217 
 218 
5. Conclusions 219 
 220 
As it was seen there are many positive and negative aspects regarding the use of technology. From the 221 
surveys made with teachers and students it was seen that regardless the problems and faults they 222 
found and encountered the majority of them were supporting the use of the internet and technology. 223 
Of course further investigation and surveys need to be carried on, but what is for sure they support 224 
and want the use of technology. As it was seen from the surveys taken below with students and 225 
teachers about the use of technology. The research conducted on these teachers and students is a 226 
quantitative study, which is a special way of collecting, organizing and analyzing data. The purpose of 227 
this study was to gather comprehensive, systematic and in-depth information on each case of 228 
interest-study. The research was conducted in primary schools, lower secondary education, and 229 
upper secondary education, in public and nonpublic schools. By doing the study in these schools we 230 
will see how the technology impacts the students in motivation, interaction, cooperation, in sitting 231 
for a long time, increasing the interest to learn, etc. Also, will be noticed how the technology impacts 232 
the teachers in the way of explanation, the methods they use, in saving time to prepare the plans, etc. 233 
Through this study it is intended to identify the positive and negative impacts of the use of 234 
technologies in online learning. In order to get as comprehensive information as possible and to have 235 
a more realistic picture, the research includes teachers who teach primary schools, lower secondary 236 
education, and upper secondary education, in public and nonpublic schools and students of grades 237 
V-XII. Sample size with students: 2000 students where 1600 of them study in public school and 400 of 238 
them study in private schools. The research was conducted through questionnaires, which is 239 
intended as the most appropriate method for data collection and to obtain general results. Methods 240 
that have been used are descriptive, comparative, and statistical methods. The questionnaires were 241 
designed to teachers and students, and the questions were closed. The questions for the teachers 242 
were different from the questions drafted for the students. The necessary time to complete the 243 
questionnaires was a maximum of 10 minutes. The questionnaire method was thought to be the best 244 
method for extracting the data needed for this study.  245 
 246 
5.1 Data collection procedure 247 
 248 
The survey through questionnaires was used to collect data for this study. The questionnaires were 249 
designed with closed questions. Quantitative data analysis was done through closed-ended questions 250 
(via the Google Forms program). The study is related to the research of the positive and negative 251 
impact of technology during online education. Before the survey a scientific literature was studied 252 
related to the positive and negative impact of the technology in the education process and then 253 
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questions were asked. Participants were given instruction on how to complete the questionnaire and 254 
the goal of data observation.  255 
 256 
5.1.1 Data analysis procedure  257 
 258 
After the completion of the questionnaires by all teachers and students, it became possible to report 259 
online responses through Google Forms. The questionnaires were analyzed using an empirical 260 
analysis approach. Primary attention of the analysis was paid to the content and the response that the 261 
participants gave, as a way to derive the results of this research. This mode of analysis is performed to 262 
ensure reliability in data analysis. To report the findings, the statistical-quantitative method and the 263 
descriptive method were used. To properly analyze this problem, the statistical method is used too. 264 
The statistical method is used to find the results that were presented through graphs and tables using 265 
Excel program. To report the results of the questionnaires is used the statistical method because it is 266 
the most useful method for data collection, as it helps in calculating the percentage of questionnaires. 267 
All the results from the questionnaires were presented through graphs and tables depending on each 268 
question. Based on the data collected from the questionnaires, the results are presented and analyzed 269 
in percentage and graphics. In this study participated in total 2000 students and 130 teachers.  270 
 271 
5.1.2 Data obtained from the use of research instrument 272 
 273 
The first question of the questionnaire was to know the grades of each participant. The sample of the 274 
students represents 5% of the students were in the fifth grade, 10% of the students were in the sixth 275 
grade, 10% of the students were in the seventh grade, 20% of the students were in the eighth grade, 276 
10% of the students were in the ninth grade, 20% of the students were in the tenth grade, 10% of the 277 
students were in the eleventh grade, 15% of the students were in the twelfth grade.  278 

In the second question of the questionnaire the students were asked in what school they learn 279 
and that to select one of the two alternatives proposed which were 'Public' and 'Non-Public' school.  280 

From the questionnaires students stated that (1600 students) learn in public schools and (400 281 
students) learn in non-public school. In the third question of the questionnaire the students were 282 
asked about how much knowledge they have to use technology and gave their assessment by 283 
choosing one of the proposed alternatives which were: Very good, Good, Not at all.  284 
 285 
Table 1: Knowledge of the use of technology 286 
 287 

Knowledge Student 
Very good 50%
Good 40%
Not at all 10% 

 288 
50% of the students declared that they know to use Very good the computer, laptop and tablet. 40% 289 
of the students declared that they know to use Good the computer, laptop and tablet and 10% said 290 
that they have no knowledge in computer usage.  This percentage shows us that the level of the 291 
knowledge of technology tools is at very satisfactory level. This means that every student that 292 
participated on the survey is interested and engaged in using technology, which creates many 293 
opportunities for them to make learning more effective. In the fourth question of the questionnaire 294 
students were asked about the use of electronics platform to learn and gave their assessment by 295 
choosing one of the proposed alternatives which were: TV - RTSH Shkolla, Youtube - Kanali MASR, 296 
Akademia.al, WhatsApp, E-mail, Zoom, Skype, Facebook, Instagram and Others.  297 
 298 
 299 
 300 
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 301 
 302 
Graphic 1: Electronic platforms that students use to learn 303 
 304 
With the help of these electronic platforms students were able to learn, to share their knowledge. We 305 
notice that students use more WhatsApp to learn than other programs and this is because is easy to 306 
use, cheaper and more comfortable because they have it in their phone and can use in every moment. 307 
I can say also that is friendlier to use WhatsApp so they can make the learning process with more 308 
desire. Also, Zoom is the other program from the use of 30% of the participants that take lessons from 309 
it. Zoom is helpful for live video chat, like WhatsApp, is easy screen-share during the call, use the 310 
recording feature to save and document the sessions. Even though, nowadays, everyone has a TV in 311 
their homes students do not use it very much to see the educational programs. They declared that 312 
10% of the students see TV-RTSH SHKOLLA to learn. It is believed that the reason why students are 313 
not so engaged to learn from TV is because they want a live communication and to have the 314 
opportunity to ask for unclear things. Only a few of them declared that use as Facebook, Academia.al 315 
and for learning, and they do not use at all Instagram, Skype and other programs to learn. The other 316 
results of this study will be presented based on research questions, which will help us to validate the 317 
hypothesis. The research question 1: Are students motivated when they learn through technology? 318 
For the answer of this question It is used the fifth and the sixth questions of the questionnaire. 319 
Students gave their assessment by choosing one of the proposed alternatives. 320 
 321 

 322 
 323 
Graphic 2: I like online learning as I like to learn independently  324 
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As it is showed in the graphic 10% of the participant gave the answer that 'totally disagree', 15% of the 325 
participants gave the answer 'disagree', 25% of the participants gave the answer 'partly agree' for 326 
liking online learning and learning independently. These students are those who like to work in 327 
group, collaborate with others because they enjoy being surrounded with other people, talking with 328 
others and teacher to share their opinion but these students can communicate constantly with their 329 
peers and teachers. 30% of the participants gave the answer 'agree', 20% of the participants gave the 330 
answer 'totally agree' for liking online learning and learning independently. These are those students 331 
who learn better on their own, without distraction from others, absorb material fully, keep 332 
educational goals on track and are shy.  333 
 334 

 335 
 336 
Graphic 3: I am adapted well to online learning 337 
 338 
According to the adaption of online learning 10% of the participants stated that 'totally disagree', 20% 339 
of the participants stated that 'disagree', 10% of the participants stated that 'partly agree', 40% stated 340 
that 'agree', and 20% stated that "totally agree". We got the percentage of the students that know to 341 
use technology which was very pleasant, we got the percentage of students that like to learn online 342 
because they learn independently and the results almost half of them disagreed and half of them 343 
agreed. But this doesn't mean that students are not adopted with online learning. It is the opposite, 344 
students are adapted with online learning because they have good abilities to use computer and this 345 
makes them easier to use the electronic programs to learn, to find extra material. Also, they are 346 
adapted with the 21st century education which makes them being more prepared for the future. From 347 
the answer of these questions “Are students motivated when they learn through technology?' which is 348 
'yes, students are motivated to learn through technology because their ability to use computer, 349 
laptop, iPod increases motivation to use technology during learning. Because of both introverts and 350 
extroverts students creates opportunities to learn on their own, without distraction from others, to 351 
absorb material fully, to keep educational goals on track and can communicate and interact with 352 
their peers and teachers constantly. Students can find valuable information to expand their 353 
knowledge according their leaning styles'.  354 

The research question 2. Is technology helping to increase the knowledge of students and 355 
collaboration with others? 356 

For the answer of this question it is used the seventh and the ninth questions of the 357 
questionnaire. Students gave their assessment by choosing one of the alternatives:  358 
 359 
 360 
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 361 
 362 
Graphic 4: I actively communicate with other students and teachers. 363 
 364 
These results of participants whom 0% 'totally disagree', 25% 'disagree', from here we understand that 365 
most of those students who said that learn better on their own thanks to technology have 366 
communicated with other students and teachers, and this may have been for some lessons they did 367 
not understand, or to give something new that they had found on the internet. 15% of the 368 
participants 'partly agree', 45% of participants 'agree', 15% of participants 'totally agree'. We have it 369 
clear that communication skills are a must for students because makes them brilliant contest in 370 
colleges and workplaces, also a benefit in digital media. Those students that do not like to 371 
communicate actively with others are introverts one because learn better on their own without being 372 
necessary to talk with others.  373 
 374 

 375 
 376 
Graphic 5: My learning outcomes have increased by the use of technology in education. 377 
 378 
 0% disagree, 15% party agree, 45% of them agree and 40% totally agree. The combination of 379 
technology with education has a huge impact on students and brings a lot of benefits. The most 380 
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important for technology in education is to help students to learn and to increase their results. This 381 
study shows better the positive effect of technology on outcomes of students where more than 80% of 382 
the students stated that their outcomes have increased by the use of technology in education. In 383 
traditional learning sometimes is hard for students to get some concepts and technology can help 384 
students to understand better different disciplines, get known with the wonders of the modern world, 385 
and understanding even the hardest concepts through strategic manner by including different types 386 
of text, activity model, and interactive controls for students.  387 

From the answer of these questions “Is technology helping to increase the knowledge of 388 
students and collaboration with others?' which is 'yes, technology is helping to increase the 389 
knowledge of students and collaboration with others because technology makes possible to 390 
understand the hardest concepts, definitely to improve the lesson in text, in games, in song, in 391 
quizzes. Also, it is increasing the collaboration with others to share their knowledge by making them 392 
in the future brilliant contest in colleges and workplaces, even though there are introvert students 393 
that do not like to collaborate with others'.  394 

The research question 3. Do students use technology more to learn or to play? 395 
For the answer of this question it is used the eight and the tenth questions of the questionnaire. 396 

Students gave their assessment by choosing one of the proposed alternatives:  397 
 398 

 399 
 400 
Graphic 6: I manage study time effectively during online learning.  401 
 402 
Participants of the study showed that effectively management of the time during online learning with 403 
these figures: 45% totally agree, 55% agree, and others alternatives were 0%. Managing effectively the 404 
time of study enables students to determine the time it takes to learn, to communicate with others, 405 
to spend on social media. The more they focus on learning when they use technology, the more 406 
effective their results will be. The participants stated that during learning they use technology only 407 
for learning purpose and these data make us understand that their results were really increased by 408 
the use of technology, as they stated in the eighth question.  409 

The research question 4: Does technology have negative effects on student's health? 410 
For the answer of this question the eleventh question of the questionnaire is used. Students 411 

gave their assessment by choosing one of the proposed alternatives:  412 
 413 
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 414 
 415 
Graphic 8: Are health problems noticed from the use of technology 416 
 417 
Totally agree 55%, Agree 30%, Partly agree 10% , Disagree 5%, Totally disagree 0%. 418 

With such results we understand that technology is not having negative effect on student's 419 
health. To have the right stand on the chair, to have a distance from the screen, take regular breaks 420 
away from the screen, to not use electronic devices with blue light one hour or two hours before sleep 421 
are some good steps that everyone should take care to follow, in order to not have health problems 422 
from the technology. From the answer of this question 'Does technology have negative effects on 423 
student's health?' which is 'no, as our participants states, technology is not causing problems on 424 
student's health and showing caution with usage time and screen distance.  425 
 426 
References 427 
 428 
Al-Aufi, A., & Crystal, F. (2015). Impact of social networking tools on scholarly communication: A cross-429 

institutional study. The Electronic Library, 33(2), 224–241. 430 
Allen, I. E., & Seaman, J. (2019). Changing course: Ten years of tracking online education in the United States. 431 

Sloan Consortium. 432 
Ashong, C. Y., & Commander, N. E. (2012). Ethnicity, gender, and perceptions of online learning in higher 433 

education. MERLOT Journal of Online Learning and Teaching, 8(2) 434 
Baker, W. M., Lusk, E. J., & Neuhauser, K. L. (2012). On the use of cell phones and other electronic devices in the 435 

classroom: Evidence from a survey of faculty and students. Journal of Education for Business, 87, 275–289 436 
Balakrishnan, B. (2014). Online computer supported collaborative learning (CSCL) for engineering students: A 437 

case study in Malaysia. Computer Applications in Engineering Education, 1–11. 438 
Biasutti, M., & EL-Deghaidy, H. (2012). Using Wiki in teacher education: Impact on knowledge management 439 

processes and student satisfaction. Computers & Education, 59(3), 861– 872. 440 
Bryer, T., & Zavattaro, S. (2011). Social media and public administration: Theoretical dimensions and introduction 441 

to symposium. Administrative Theory & Praxis, 33(3), 327– 340. 442 
Corbin, J. M., & Strauss, A. L. (2007). Basics of qualitative research: Techniques and procedures for developing 443 

grounded theory. Sage. 444 
Creswell, J. W. (2011). Research design: Qualitative, quantitative, and mixed methods approaches (2nd ed.). Sage. 445 
Bolkan, J. (2012, September 13). Report: Schools not meeting students’ technology needs. The Journal. 446 
Courville, K. (2011). Technology and its use in education: Present roles and future prospects. Paper presented at 447 

the Recovery School District Technology Summit, Baton Rouge, LA.  448 
Eckstein, M. (2009). Enrichment 2.0: Gifted and talented education for the 21st century. Gifted Child Today, 32(1), 449 

59–63. 450 
Edwards, B. (2009, October 25). Classic PCs vs. new PCs: Their true cost. Technologizer.  451 
Egbert, J. (2009). Supporting learning with technology: Essentials of classroom practice. 452 
Ernst, J. V., & Moye, J. J. (2013). Social adjustment of at-risk technology education students. Journal of Technology 453 

Education, 24(2), 2–13. 454 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 146

Flanagan, S., Bouck, E. C., & Richardson, J. (2013). Middle school special education teachers’ perceptions and use 455 
of assistive technology in literacy instruction. Assistive Technology, 25, 24–30. 456 

Frahm, R. (2014, October 19). Education: A matter of choice, technology.  457 
Futurelab. (2009). Using digital technologies to promote inclusive practices in education.  458 
Gensburg, R., & Herman, B. (2009). An analysis of the theory of constructivism as it relates to pre-service and in-459 

service teachers and technology.  460 
Donnelly, D. F., & Boniface, S. (2013). Consuming and creating: Early-adopting science teachers’ perceptions and 461 

use of a wiki to support professional development. Computers & Education, 68, 9–20. 462 
Duran, E., & Amandi, A. (2011). Personalized collaborative skills for student models. Interactive Learning 463 

Environments, 19(20), 143–162. 464 
Eikenberry, A. M. (2012). Social networking, learning, and civic engagement: New relationships between 465 

professors and students, public administrators, and citizens. 466 
Heitner, K. L., & Jennings, M. (2016). Culturally responsive teaching knowledge and practices of online faculty. 467 
Jonassen, D. (2006). Modeling with technology: Mindtools for conceptual change (3rd ed.).  468 
Kim, K. J., & Bonk, C. J. (2002). Cross cultural comparisons of online collaboration.  469 
Martin, F., & Bolliger, D. U. (2018). Engagement matters: Student perceptions on the importance of engagement 470 

strategies in the online learning environment. 471 
Miyazoe, T., & Anderson, T. (2010). Learning outcomes and students’ perceptions of online writing simultaneous 472 

implementation of a forum, blog and wiki in a EFL blended learning setting.  473 
Petersen, J. (2015). Honoring diversity in an online classroom: Approaches used by instructors engaging through 474 

an LSM. 475 
Roblyer, M. D., & Doering, A. H. (2010). Integrating educational technology into teaching (5th ed.). 476 
Saltz, J., & Heckman, R. (2020). Using structured pair activities in a distributed online breakout room. 24(1), 227–477 

24. 478 
Wolf, M. M. (2012). Using social media for collaboration about industry news in higher education. 479 
Gross, B., Jochim, A., & Nafziger, D. (2013). New challenges, new mindsets, new disciplines: Transforming the SEA 480 

into a modern performance organization. 481 
Heafner, T. (2004). Using technology to motivate students to learn social studies. Contemporary Issues in 482 

Technology and Teacher Education, 4, 42–53. 483 
Housand, B. C., & Housand, A. M. (2012). The role of technology in gifted students’ motivation.  484 
Mulrine, C. F. (2007). Creating a virtual environment for gifted and talented learners.  485 
 486 
 487 
 488 
 489 
 490 
 491 
 492 
 493 
 494 
 495 
 496 
 497 
 498 
 499 
 500 
 501 
 502 
 503 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 147

. 1 

 

Research Article

© 2023 Okojide et al.
This is an open access article licensed under the Creative Commons

Attribution-NonCommercial 4.0 International License 
(https://creativecommons.org/licenses/by-nc/4.0/)

 2 
Received: 15 July 2022 / Accepted: xx month 2022 / Published: xx month 2022 3 

 4 
 5 

Psychological Well-being as a Predictor of Marital Stability among 6 
Employed Women in Lagos State, Nigeria 7 

 8 
Angela Okojide1 9 

 10 
Olujide A. Adekeye1* 11 

 12 
Gbadebo O. Adejumo1 13 

 14 
Olufunke Chenube2 15 

 16 
Florence Omumu2 17 

 18 
Sussan O. Adeusi1 19 

 20 
Emmanuel Amoo3 21 

 22 
Ayo Elegbeleye1 23 

 24 
Ben Agoha1 25 

 26 
1Department of Psychology, 27 

Covenant University,  28 
Ota, Nigeria 29 

2Department of Counselling Psychology,  30 
University of Delta, Agbor, Nigeria 31 

3Demography & Soc. Stats,  32 
Covenant University,  33 

Ota, Nigeria 34 
*Corresponding Author 35 

 36 
DOI: https://doi.org/10.36941/jesr-2023-xxxx 37 
 38 
Abstract 39 

 40 
One of the globally acclaimed means of strengthening family relationship is marital stability. It is viewed as a 41 
very important n essential element in sustaining the growth of societal and engendering sustainable national 42 
development. Globally, marriage as an institution is facing unmatched instability, which is a threat to family 43 
life.  Some elements have been acknowledged as prognosticators of marital stability. While some have been 44 
empirically tested, some are mere theoretical postulations. Therefore, this study explored the degree at which 45 
psychological well-being predicts marital stability among women in the study location. The study made use 46 
of the survey design. For data collection, a questionnaire form labeled Psychological Well-Being and Marital 47 
Stability Scale was use with 540 married female secondary school teachers and married female commercial 48 
bank workers randomly selected for the study. One research question and two research hypotheses were 49 
raised. Findings revealed a more occurrence of psychological well-being among employed women and a 50 
significant influence of psychological well-being on marital stability (R=.184, R2=0.034, F=3.104, p<0.005. in 51 
addition, there was no significant difference in participants’ marital stability. Recommendations were made 52 
in line with the findings. We concluded that positive relation with others as an indicator of psychological 53 
well-being is positively related to marital stability. Also, the 69.8% prevalence of marital stability and 30.2% 54 
instability, as shown in the study, calls for public concern. 55 
 56 

Keywords: marital stability, predictor, psychological well-being, employed women 57 
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1. Introduction 58 
 59 
Marriage is the most essential and fundamental human relationship. It provides the basic structure 60 
that establishes a family relationship and raises the next generation (Nadar, 2018). Marriage is defined 61 
in this study as a close and intimate relationship between the man and female gender to transform to 62 
husband and wife. Cumming, Marrilee and George (2010) described marriage as a deliberate intimate 63 
relationship integrally ordered to procreation and sharing of family life, which calls for permanence 64 
and exclusive commitment in whatever way the couple decides. A good and stable marriage is a 65 
marital relationship based on love, mutual respect and the couple’s satisfaction with the relationship 66 
(Karney & Bradbury, 2020). Healthy living is achieved due to stability in marriage. A Stable marriage 67 
is thus one of the preconditions necessary for having and nurturing responsible children (Lawrence, 68 
Rogers, Zajacova and Wadsworth, 2019). However, marriage becomes unstable when couples cannot 69 
manage conflicting issues that arise in the union. Approaches used by couples to handle marital 70 
challenges positively or negatively influence the intimate life (Shakarami, Zahrakar & Mohsenzadeh, 71 
2016). Some factors such as education, age of marriage, employment status, physical health, and 72 
psychological well-being have been identified as predictors of marital stability (Adejori, Okolie, Musa 73 
& Shehu, 2019). The life of human beings consists of both physical and mental states. Therefore, an 74 
individual's health and well-being are dependent on the inter-relationship between the psychological 75 
and physical state (Kolappa, Henderson & Kishore, 2013). Scholars have proposed that marriage 76 
promotes general well-being and that psychological well-being promotes marital stability, giving a bi-77 
directional relationship (Hazarika, 2019; Shmerling, 2016).  78 
 79 
2. Statement of the Problem 80 
 81 
As noted by Dammaraju and Agadjanian (2018); Udom, Annabuk & Umana (2022), separation, 82 
divorce and widowhood are common social issue caused by high incidence of marital instability. 83 
Findings (Whiteford, Degenhart, Rehm, Baxter, Ferrari, Erskine, Charlson, et al., 2013; World Health 84 
Organisation, 2020) show that more women than men experience depression and anxiety. Eaton, 85 
Kann, Kinchen, Shanklin, Flint, and Hawkince (2012) also indicated that women are prone to mood 86 
and anxiety disorders. Comez-Ikican et al. (2020) reported that women who suffer depressive 87 
symptoms show decreased marital satisfaction and experience challenges with sexual function. 88 
Studies have also indicated that marital stability affects psychological well-being. It is common in the 89 
literature, but can the psychological well-being of individuals affect their marital stability? The thrust 90 
of this study is to explore the influence of psychological well-being on marital stability. 91 
 92 
3. Research Question 93 
 94 
What is the prevalence of psychological well-being among the study sample? 95 
 96 
4. Research Hypotheses 97 
 98 

1. There will be no statistically significant influence of psychological well-being on marital 99 
stability of participants 100 

2. There will be no statistically significant difference in marital stability of the study sample 101 
based on place of work 102 

 103 
5. Literature Review 104 
 105 
5.1 The Concept of Marital Stability 106 
 107 
The term stability is the quality, state of being consistent, and firmly established. Marital stability is a 108 
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concept that shows whether a marriage relationship stayed intact or not (Stanley, Amato, Johnson, & 109 
Markman, 2006). Marital stability is continuing being legally married. This indicates a scenario 110 
devoid of both physical or legal separation and divorce (Mitchel and Plauche, 2016). Marital stability 111 
thus presents when couples stay together, engage in tasks and endlessly sustain one another. Dubose 112 
(2015) opines that if partners do not make a conscious effort to make their relationship successful, 113 
they may face the risk of being neglected. Therefore, a stable relationship is achieved by the positive 114 
contribution of both couples. The marital relationship's stability leads to a well-functioning and 115 
balanced family life, which consequently leads to a well-adjusted and progressive society (Ajayi, 116 
Olakunle, Ahmed & Adegunrin, 2021; Adekeye, Gesinde & Abimbola, 2014)). Marital stability is 117 
different from but closely related to marital quality and marital satisfaction. Marital satisfaction leads 118 
to marital stability. It is a crucial part of family life and life satisfaction, and couples who have stable 119 
and fulfilled marriages are healthier, happier, and enjoy longevity (Whisman, Gilmour & Salinger, 120 
2018).  121 
 122 
5.2 The Concept of Psychological Well-Being 123 
 124 
The World Health Organization (WHO, 2019) posits that good mental health is psychological wellbeing. 125 
It defines psychological well-being as a state where an individual can accomplish a task, cope with life’s 126 
challenges, being productive at work, and contributes to the growth and development of one’s 127 
community. The term psychological well-being is used synonymously with mental health. It is defined 128 
from the eudaimonic approach's philosophy, which defines psychological well-being as the optimal 129 
functioning of individual and social life (Huppert, 2017; Keyes et al., 2002). Ryff examined the meaning 130 
of psychological well-being and perceived that well-being would be more meaningful when broken into 131 
six components viz mastery of the environment, personal growth, possessing autonomy, displaying 132 
good and positive relationship, having a clear commitment to life and learning to accept the self. 133 

They are briefly explained as follows: 134 
 135 
5.2.1 Autonomy 136 
 137 
Autonomy means the ability to be in control of one’s behaviour. A fully functioning person can assess 138 
and evaluate his or her achievements and not depending on the judgment of other people. He/she 139 
must be well behaved, make personal decisions, and not be carried away by other people’s ideas. 140 
 141 
5.2.2 Personal Growth 142 
 143 
Personal growth refers to the capacity to grow and develop oneself in various areas of human 144 
endeavours, be self-actualised, achieve a set goal, excel in one’s field of career, and arrive at a point of 145 
being a productive, fully functioning person. Personal growth requires a continuous struggle to solve 146 
life ‘s problems, leading to increased acquisition of skills and knowledge. 147 
 148 
5.2.3 Environmental Mastery 149 
 150 
Environmental mastery is an individual’s ability to manipulate one’s environment through mental 151 
and physical activities (Ryff & Keyes, 1995). A person who can control his or her situation, interact 152 
effectively with different people in different situations, adjust to other demands, and face life 153 
challenges is a psychologically healthy person. 154 
 155 
5.2.4 Purpose in Life 156 
 157 
In this perspective, an individual who knows the reason for his or her existence, set achievable goals 158 
and works towards the actualisation of this goal to live a meaningful and productive life is 159 
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psychologically well. When somebody realises his purpose in life, he makes a self-directed effort and 160 
intentional moves to achieve the same goal. Having a purpose in life is critical for implied 161 
psychological well-being. 162 
 163 
5.2.5 Positive Relation with Others 164 
 165 
Positive relationships with others is a crucial element in building a trusting and long-lasting 166 
relationship and, at the same time, getting involved in communication and support networks. When 167 
an individual can work with others, trust, love, care, calm and polite in his or her approaches, 168 
effective communication and interpersonal relationship with others are promoted. 169 
 170 
5.2.6 Self-acceptance 171 
 172 
Self-acceptance is a basic form of mental health and the fundamental power of ideal functioning. It is 173 
the most common expression of psychological well-being. An individual who expresses self-174 
acceptance is optimistic, generally happy, and satisfied with life (Ryff 1989). These six dimensions 175 
cover a broad level of wellness, which is summarized as the outright assessment of oneself, being 176 
determined, focused, having an excellent inter-personal relationship, emotional intelligence, having a 177 
sense of purpose, and meaningful life (Ryff, 1985).  178 
 179 
5.3 Psychological Well-being and Marital Stability 180 
 181 
One of the crucial factors that promote marital stability is the couples' ability to know the state of 182 
their psychological health because poor psychological well-being reduces the chance of marital 183 
satisfaction (Ghazivakili, Norrouzinia, Kabir, & Karimi (2014). Randall & Bodenmann (2017) 184 
postulated that people who had poor psychological well-being experienced stressful situations and 185 
engaged in hostile conversations with their spouses, and this could lead to marital crisis, instability, 186 
and reduced psychological well-being. This is earlier supported by Oginyi, Ofoke, and Francis (2015), 187 
who found a correlation between marital stability and psychological wellbeing. Similarly, Azimain, 188 
Piran, Jahanihashem, and Dehshankar (2017) found that depression (p<0.012) and anxiety (p<0.001) 189 
had a significant relationship with marital satisfaction. A study reported a correlation between 190 
marital satisfaction and psychological well-being, and that 64% of participants had marital 191 
satisfaction (Azimian, Piran, Jahanihashem, and Dehshankar, 2017). On the other hand, Mamun, 192 
Clavarino, Najman, Williams, Callaghan, and Bor (2009) found a strong bidirectional relationship 193 
between depression and matrimonial relationships among women. Women who reported depressive 194 
symptoms reported poor marital relationships, while those without depressive symptoms reported 195 
high-quality marital relationships.  196 

On the contrary, Katagulle et al. (2017) reported no correlation between marital satisfaction and 197 
psychological wellbeing. In support of this finding is Kamp-Dush, Taylor, and Kroeger's (2008) study, 198 
which found that the respondents who had poor marital happiness had the highest psychological 199 
well-being level. Yadav and Kumar’s (2015) found that female banker, compared to the teachers, 200 
especially those in their early adulthood, experience more instability at home and poor psychological 201 
well-being, particularly in economically disadvantaged areas. Teachers were also found to have better 202 
mental health when compared to bankers. Similarly, a study by Goel, Narang, and Koradia (2013) 203 
show there was no significant variation in mental health and marriage adjustment of study 204 
participants.  205 
 206 
5.4 Prevalence of Psychological Well-being 207 
 208 
As note by the Mental Health Leadership and Advocacy Programme (2012), the prevalence of poor 209 
psychological well-being is about twenty per cent. African Polling Institute and EPIAFRIC, 2020) also 210 
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reported that 20%-30% of Nigerian Population suffer from one mental disorder or the other. In a 211 
study on exploring the elderly in Nigeria, Ibitoye, Sanuade, Adebowale, and Ayeni (2014) found that 212 
more than half of the respondents (53.3%) had poor psychological well-being. A more significant 213 
number of them were women (65.20%), and (71.3%) were married. Similarly, Ghayas, Shamim, 214 
Anjum, and Hussan's (2014) study found that the prevalence of depression was (53.43%) for males and 215 
(61%) for females. In the same vein, Bakare, Ibrahim, Isah, and Yunusa (2017) reported that 54,2% of 216 
participants were psychologically distressed, and 38.7% reported little fulfilment as it relates to their 217 
psychological wellbeing. Adejuwon et al. (2015) noted that women have the ability to derive strength 218 
from the family and others in order to manage stressful events and maintain positive wellbeing. In a 219 
study by Velmuuruugan and Maheswari (2015), it was revealed that most of the women (63.5%) had 220 
an average level of psychological well-being, 27.1 % had a low level, while 9.4% had a high level of 221 
psychological well-being. Molina, Fialho, Bach, Amaral, Rocha, and Souza's (2017) study found a high 222 
prevalence of psychological well-being among the teachers. Out of 575 teachers, 460 (79.5%) 223 
experienced good psychological well-being. On the other hand, Pandey and Srivastava (2003) found 224 
that teachers had a moderate psychological well-being level than the bankers.  225 
 226 
6. Methods 227 
 228 
The current study used a descriptive survey research design. The study sample consisting of 540 229 
women was drawn from a population of 22,025 married women working in secondary schools and 230 
commercial banks. The location and respondents for this study were selected through the multi-stage 231 
sampling process. Data was collected through the administration of a two-section structured 232 
questionnaire. The 18-item Psychological Well-being scale (Ryff and Keyes, 1995), covering the six 233 
dimensions of well-being with a reliability coefficient of .81-.88, and the 25-item Marital Stability 234 
scale, with a reliability coefficient of .912 were used for data collection. The questionnaire satisfied the 235 
prescriptions of Odukoya, Adekeye, Igbinoba & Afolabi (2018). Frequency counts and percentages 236 
were used to answers the research question while simple linear regression and independent sample t-237 
test were used to test the hypothesis. 238 
 239 
7. Results 240 
 241 
7.1 Research Question 242 
 243 
What is the prevalence of psychological well-being among women in Lagos State? 244 
 245 
Table 1: Frequency distribution of the Prevalence of Psychological Well-being among women in 246 
Lagos State 247 
 248 

Psychological well-being Frequency (F) Percentage (%) 
High 535 99.1 
Low 5 0.9 
Total 540 100 

 249 
This question investigated the prevalence of psychological well-being among the participants. The 250 
result shows that 535(99.1%) out of 540 respondents score high on the psychological well-being scale, 251 
and 5(0.9%) score low. It indicates that most women had good psychological well-being, accounting 252 
for a high prevalence of psychological well-being. 253 

Hypothesis One states that there is no significant influence of psychological well-being on 254 
women's marital stability in Lagos State.  255 
 256 
 257 
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Table 2: Influence of Psychological Well-Being on the Marital Stability of Female Teachers and 258 
Bankers in Lags State 259 
 260 
 261 

Selected Variables  
Unstandardized Coefficients Standardized Coefficients 

t Sig. B Std. Error Beta 

1 

(Constant) 53.538 3.222  16.618 .000 
Autonomy .350 .229 .077 1.529 .127 
Environmental Mastery -.408 .240 -.086 -1.702 .089 
Personal Growth .249 .252 .048 .989 .323 
Positive Relation -.549 .224 -.134 -2.449 .015 
Purpose in Life -.256 .234 -.058 -1.093 .275 
Self-Acceptance .324 .260 .065 1.247 .213 

R=.184, R2=0.034, F=3.104, p=0.005
 262 
The hypothesis tested the influence of psychological well-being on marital stability. The dependent 263 
variable is marital stability, while six indicators were used as an index of psychological well-being. 264 
The results show that mastery of the environment, having good relations with others and purposeful 265 
life are negatively related to marital stability. However, relations with others are statistically 266 
significant to marital stability at (β=-.549, p=0.015). Notwithstanding, autonomy, personal growth, 267 
and self-acceptance are positively related to marital stability, but the three components are not 268 
statistically significant (p>0.005). Overall, those six components of psychological well-being would 269 
exert a 3.4% change on marital stability, implying that all other things being equal, the combination 270 
of all psychological well-being would only bring about a 3.4% change in marital stability. Hypothesis 271 
one was therefore rejected (R = .184, R2 = 0.034, F = 3.104, p >0.05). 272 

Hypothesis 2 states that there is no significant difference in the marital stability of teachers 273 
and bankers. 274 
 275 
Table 3: Independent Sample t-test showing the Difference in the Marital Stability of Teachers and 276 
Bankers in Lagos State 277 
 278 

Variable Group N Mean SD SE T Df P 
 Teachers 291 52.531 9.336 .54730    
Marital Stability 2.751 538 0.03 
 Bankers 249 50.261 9.889 .62671   

 279 
In table 3, t. test for the independent sample was performed to determine the differences in the 280 
marital stability of female married teachers and bankers. The result revealed a higher mean score of 281 
teachers (M = 52.54, SD = 9.34), than bankers (M = 50.26, SD = 9.89). The hypothesis which states 282 
that there is no significant difference in the marital stability of female married teachers and bankers 283 
was retained ({t (538) =2.751, df = 538; p=0.030). This implies that there is no significant difference in 284 
the marital stability of teachers and bankers.   285 
 286 
8. Discussion 287 
 288 
The result of the research question shows that out of 540 participants, 535 (99.1%) have high 289 
psychological well-being, while 5(0.9%) have low psychological well-being. This implies a high 290 
prevalence of psychological well-being. This present finding agrees with Molina, Fialho, Bach, 291 
Amaral, Rocha and Souza (2017), who reported a high prevalence of psychological well-being among 292 
teachers. The study revealed that out of 575 teachers, 460 (80%) experienced psychological well-293 
being. In a similar survey by Srimathi and Kumar (2010), it was reported that women in the teaching 294 
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profession showed the highest score in psychological well-being, followed by bankers who had 295 
moderate scores and women in industries who had lower psychological well-being scores. On the 296 
contrary, Bakare, Ibrahim, Isah and Yunusa (2017) reported that 54.2% of the study participants were 297 
psychologically distressed, and 38.7% had low satisfaction with their psychological well-being. 298 
Similarly, Somoye, Babalola and Adebowale (2015) showed the prevalence of anxiety disorder and 299 
major depressive symptoms among the bankers in southwest Nigeria. The first hypothesis, which was 300 
tested using linear regression analysis was rejected (R=.184, R2=0.034, F=3.104, p=0.005). The results 301 
show that the combination of the six dimensions of psychological well-being influenced marital 302 
stability. The finding agrees with earlier studies (Okojide, Adekeye, Adejumo, Osore, Adeusi, 303 
Odukoya et al., (2020); Okojide, Adekeye, & Adejumo, 2021). Also, Roslan, Ahmad, Nabilla and 304 
Ghiami (2017) found a high level of psychological well-being among the participants and Khajeh, 305 
Goodarzi and Soleiman (2014) found a significant correlation between psychological well-being and 306 
marital stability.  307 

However, this result is not consistent with Karagulle et al. (2019), who found that psychological 308 
well-being had no significant relationship with marital satisfaction. The second hypothesis, which 309 
was tested using the independent sample t-test, was accepted {t (538) = 2.751, p>.05. It implies that 310 
teachers and bankers do not significantly differ in their marital stability. The study's result is in 311 
agreement with Sinha (2016) also found no significant difference between marital adjustment of 312 
college teachers and school teachers but contradicts Yadav and Kumar (2015) reported that female 313 
bankers experienced higher marital instability compared to the teachers. 314 
 315 
9. Conclusion and Recommendation 316 
 317 
The study concluded that positive relations with others as an indicator of psychological well-being is 318 
positively related to marital stability. Psychological well-being and family life programmes should be 319 
incorporated into organizations’ policies through counselling interventions to improve the well-320 
being, marital life and job satisfaction of women in Lagos State. Differences in the marital stability of 321 
participants could be explained by different coping strategies, which the women have devised to 322 
manage their work roles and family responsibilities. 323 
 324 
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Abstract 18 

 19 
This paper contributes to the burgeoning field of research investigating the educational effects of COVID. A 20 
questionnaire with both open and closed questions was administered to female takers of an Academic 21 
English Reading course at a Saudi university, eliciting responses about aspects of the quality of delivery of 22 
that course before and after the onset of COVID. From this quantitative and qualitative student evaluation of 23 
traditional class teaching (TCT) versus emergency remote teaching (ERT), some findings emerged that 24 
echoed those in the few comparable studies in the West. For example, certain features like the greater 25 
autonomy of the student in ERT than TCT were liked by some students but not others, while features such as 26 
the superiority of teacher-student communication in TCT were more uniformly approved. Furthermore, 27 
predictions from the literature such as that favouring TCT would be associated with greater self-efficacy, or a 28 
greater perceived degree of transactional interaction between student and teacher were not supported in the 29 
context of this study. Analysis of suggestions for ERT improvement leads to the conclusion that, at present, 30 
it may be that students need training to exploit the existing ERT, rather than that the ERT to be altered. 31 
 32 

Keywords: autonomy, communication, covid, emergency remote teaching, English reading, traditional 33 
classroom teaching 34 

 35 
 36 
1. Introduction 37 
 38 
All over the world, school and university teaching has changed, probably forever, due to the COVID 39 
pandemic. After the turmoil of those months, naturally it is vital for researchers and teachers to take 40 
stock and study and fully understand the changes, and their effects. Only then can it be detected 41 
what has changed for the better, and what might be having negative effects and be in need of further 42 
change. Some have hailed COVID as a catalyst for change in teaching and learning practices that was 43 
long overdue but not happening in normal times (Zhao, 2020). Others however see dangers in a move 44 
to totally online teaching and prefer a hybrid approach (Bashir et al., 2021). 45 

As a consequence of this uncertainty, a great deal of work is being done studying the changes in 46 
many contexts. This paper is a small contribution to that effort, focusing on just one course in one 47 
university in one country as a case study. It is hoped that evaluating one case in some depth through 48 
the eyes of the students will provide insights that larger scale studies relying only on closed item 49 
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questionnaires may miss.  50 
At my Saudi Arabian university, in January 2020, semester long courses began as usual with weekly 51 

three-hour sessions in lecture rooms on campus. However, with the heightening world crisis over the 52 
Coronavirus, the decision was made by the authorities to switch to fully online distance teaching in 53 
week eight. In a short space of time, traditional classroom teaching (TCT) was replaced by what has 54 
been called emergency remote teaching (ERT) (Bashir et al., 2021). As some experts have emphasized, 55 
such a move is quite different from the orderly and well-planned move that some institutions had 56 
already made to online teaching, such as the Open University in the UK (Hodges et al., 2020). 57 

In Saudi Arabia, every course has a comprehensive syllabus document called the Course 58 
Specification (CS), which is decided in advance by higher authorities in the university, including the 59 
Quality Unit, rather than by the course teacher, who is required to follow it. The parts of the CS that 60 
concerned objectives/outcomes, required textbooks and the list of topics to be covered week by week 61 
were not affected by the COVID-related change. However, there were radical changes to the delivery 62 
of the courses, their sources of support, and their assessment methods, and these changes had to be 63 
made in a hurry and without the sort of lead-in training or preparation time that normally precedes 64 
any radical change to methods of instruction.  65 

In this paper we take as an example the Academic Reading course taught in the second year 66 
(level three or four) of the BA English at Qassim university (female section). Most Saudi universities 67 
teach a course similar to this. Areas of similarity and change due to COVID are summarised in Table 68 
1. It should be noted that there was a small online element already present in what we call traditional 69 
classroom teaching (TCT) prior to the move. Furthermore, efforts were made to keep as much as 70 
possible the same with respect to the delivery and assessment of the course. For example, the exams 71 
were still conducted as supposedly closed book 50 minute only exams, despite being taken online. 72 

 73 
Table 1. The second year English Reading course before and after the move online  74 
 75 

 
Before COVID 19 
7 weeks from January 18th to March 8th 
Traditional classroom teaching (TCT) 

After onset of COVID 19 
6 weeks from March 16th to April 27th 
Emergency remote teaching (ERT) 

CS topics covered 
• Unit one: previewing 
• Unit two: making inferences 
• Unit three: understanding paragraphs 

• Unit four:  patterns of organisation 
• Unit five: reading longer passages effectively 
• Unit six: skimming 

CS assessment conducted  • Portfolio assessment 
• Weekly peer assessment 

• Midterm exam 10 % 
• One quiz 5% 
• Final exam 20% * 4 

Management 

• Class announcements in lectures 
• Blackboard for announcements and to share 
materials  
• MyU application for communication 

• Students use email to communicate 
• MyU application for announcements and for 
communications between teacher and students 
• Blackboard for announcements and to share materials  

Synchronous classes (students 
and teacher together at the 
same time) 

• On campus face to face 
• Three hours a week for 50 minutes each 
• Based around textbook 
• Integrated by PowerPoint slides 
• Some group and pair work 

• Virtual (Zoom/Blackboard meetings) 
• Three hours a week for 50 minutes each  
• Based around textbook 
• Integrated by PowerPoint slides 
• Some interaction with students 

Attendance at synchronous 
sessions • Mandatory • Mandatory  

Asynchronous learning time 
expected per week outside of 
synchronous classes 

• Homework and preparation for classes two to 
three hours per week 

•Homework and preparation for classes two to four 
hours per week 

Resources available/used 

• Reading textbook as hard copy Book (projected 
for the whole class when needed) 
• Library hardcopy resources 
• Blackboard used to share information such as 
copies of PowerPoint slides put online 
 

• Reading textbook distributed as eBook/ the students 
have their hard copy books  
•  (Library lacks electronic online resources) 
• Blackboard used to share information such as copies of 
PowerPoint slides put online 
• Blackboard displays class tasks to work on 
• Recordings of Blackboard/ Zoom sessions for students 
to watch again 
• Recommended websites to visit 

Assignments/ homework, not 
part of course assessment 

• In class tasks with peer and teacher feedback 
• Self-graded homework activities 
• Peer and group live discussions in class   
 

• In class tasks with teacher feedback 
• Self-graded homework activities  
• Instructor graded homework and classroom activities. 
• Weekly assignment and discussion on Blackboard 
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Before COVID 19 
7 weeks from January 18th to March 8th 
Traditional classroom teaching (TCT) 

After onset of COVID 19 
6 weeks from March 16th to April 27th 
Emergency remote teaching (ERT) 

Assessed quizzes and mid and 
final exams 

• Offered at one set time and administered by the 
teacher in a classroom on campus 
• 50 minutes 
• One-time access 
•Types of question: 
reading passage with comprehension questions; 
vocabulary building 

• Offered at one set time and administered by the 
teacher via Blackboard 
• 50 minutes 
• One-time access 
• Types of question: 
reading passage with comprehension questions; 
vocabulary building 

Student responsibilities 

• Check blackboard/MyU before coming to class. 
• Read the classroom announcements published 
in Blackboard/MyU app 
• Attend classroom meetings  
• Complete classroom activities in class. 
• Complete homework activities online  
• Listen or read grade notifications 
• Reach out for help contacting teachers, 
attending office hours or contacting Tech support 
when having technical issues with Blackboard 

• Check Blackboard/MyU daily 
• Read the classroom announcements published in 
Blackboard 
• Attend virtual classroom meetings  
• Complete assigned activities (homework and classroom 
activities) online 
• Review grade notifications 
• Participate in the Q/A discussion board in Blackboard 
• Reach out for help contacting teachers, attending 
online office hours or contacting Tech support when 
having technical issues with Blackboard 

Teacher responsibilities 

• Send announcements via Blackboard and MyU 
to help students prepare for the class if needed 
• Answer emails within 24 hours 
• Provide regular feedback 
• Hold office hours 

• Send announcements via Blackboard/MyU to help 
students prepare for the class  
• Answer emails within 24 hours 
• Provide regular feedback on grading within a week 
• Hold online office hours 
 

 76 
2. Literature Review 77 
 78 
Change is of course common in education, and indeed in the wider world of business and 79 
government administration, as well as in ordinary individuals' lives.  Hence there is much literature 80 
and a multitude of theories in this area, devoted to understanding the causes and effects of 81 
innovation/change and its processes and benefits/disadvantages.  Some such research focuses 82 
specifically on technological innovation, although in the present instance it is clear from the start 83 
(e.g., Table 1) that the new or greatly increased use of online audio conferencing software, such as 84 
Zoom or Blackboard, that accompanied ERT around the world is far from constituting the whole 85 
story of what changed. Hence, this review is not limited to that literature.  86 

Two major strands of relevant literature may be identified, devoted respectively to the 87 
evaluation of change and to the study of acceptance/rejection of change. In summary, the first of 88 
those targets the change (including any technological element in it) and asks whether it is good or 89 
bad and so needing improvement. Evidence for the answer often comes from those most affected by 90 
it as well as many other sources. The second, however, targets the people affected and asks whether, 91 
and why, they accept the change/new technology or not. In the latter case, it is those people who are 92 
usually seen as potentially needing 'improvement' (e.g., through training or incentives), rather than 93 
the innovation itself (Venkatesh et al., 2016; Mohamad et al., 2019).  We initially adopt the former 94 
(evaluation) stance, since it is far more prominent in accounts of the educational effects of COVID, 95 
and seems desirable: in the present rather fluid state of higher education delivery, it seems plausible 96 
to suppose that the solution to any deficiency in online delivery lies in improving that delivery rather 97 
than in trying to enable students to cope with that deficiency (however, see further the Conclusion). 98 

We may note from the start that neither of those literatures is, in the realm of education, strong 99 
in respect of change that comes suddenly imposed by unexpected outside forces: the main focus has 100 
been on changes that are planned or chosen by researchers, teachers, administrators or a Ministry of 101 
Education. While in a discipline such as economics, unplanned changes often occur due to 102 
unavoidable factors, e.g., the world banking crisis of 2008 or the current war in Ukraine, and are 103 
often referred to as 'shocks' to the economy, such occurrences are not a commonplace of education, 104 
where the COVID shock was a complete novelty. One consequence of this is that, hitherto, many 105 
studies of educational change have obtained parallel data from participants just before and just after 106 
the planned change, in order to make a fair comparison of performance or attitude (Cohen et al., 107 
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2007). However, due to the suddenness of pedagogical change due to COVID, we have not found any 108 
TCT-ERT studies of that sort. Reports emerging at present either focus just on the period after the 109 
change (ERT) or, like the present study, have to rely non-optimally on participants' current memory 110 
of the pre-COVID situation in order to make any comparison. With the above in mind, four 111 
informative articles are now presented from the literature that was consulted. 112 

Pre-COVID, Gavrilis et al. (2020) investigated a distance program at university level in Greece. 113 
Its main focus was on transactional interaction, which is seen as a defining feature of distance 114 
teaching in contrast with TCT (Moore, 1993) since physical distance inevitably changes, and perhaps 115 
reduces, the kind of interpersonal interaction that can occur. From a student questionnaire, it was 116 
found that interaction with the teacher was rated as stronger than that with other students (3.8 117 
compared with 3.3, on a 1-5 scale).  Furthermore, distance teaching was found more satisfactory by 118 
students who perceived transactional distance between the student and other students, and the 119 
teacher, as low (r=-.101, -.335 respectively). The implication suggested from this was that teachers 120 
should work on improving student-student interaction on the program. However, this program was 121 
chosen by participants rather than imposed on them, was planned rather than emergency, and there 122 
was no comparison drawn with what they would have said about interaction in a corresponding TCT 123 
program.  Hence it will be interesting to see if the present ERT study obtains similar findings. 124 

Hannah et al. (2022), by contrast, undertook a COVID ERT study at university in the UK. Their 125 
focus was on evaluating different types of online learning and assessment that had been tried, given 126 
that research has shown that TCT, with traditional time limited, closed book, invigilated exam 127 
assessment, often has a negative impact on student well-being (Durning et al., 2016). From a 128 
questionnaire and focus groups they did not find a simple overall picture: "Whilst some students 129 
experienced online learning and assessment as more effortful and less rewarding, others identified 130 
beneficial flexibility, inclusivity and accessibility supporting academic self-efficacy and alleviating 131 
examination stress". Based on that, they recommended that university staff must ensure that what is 132 
expected, and when, in online study and assessment should be clearly stated and reflected in the 133 
scaffolding provided by course syllabuses, and supported by suitable resources available to all 134 
students. 135 

Bashir et al. (2021) also conducted a COVID study in the UK, using a mixed closed and open 136 
response instrument such as the present study uses.  Their participants included a number of 137 
Muslims, which makes their findings perhaps more relevant to the present study than many in the 138 
literature. Again, they focused more on ERT than previous TCT, and report the following main 139 
findings. Online assessment was a worry for some, in terms of insufficient preparation for the novel 140 
open book exams and what was regarded as too limited exam duration (12 hours). Some students felt 141 
the Zoom classes were not interactive enough; however, at the same time, some did not want to be 142 
expected to turn their cameras on. Students also found it hard to concentrate at home where they did 143 
not have a dedicated work space free from interruptions. 144 

Finally, from the technology acceptance literature, Chen (2014) in Taiwan draws attention to the 145 
connection between self-efficacy and adoption and use of new technology: "students who showed an 146 
active interest in taking VLE <virtual learning environment> courses have higher self-efficacy in 147 
technology and course content" (p35). Self-efficacy has been defined as a person's belief in their 148 
capability to successfully perform a task (Bandura, 2000). In the context of the present study of 149 
course students had no choice but to be taught by ERT, with its reliance on audio conferencing 150 
technology, regardless of what course they take, after the onset of COVID. Nevertheless, it might be 151 
expected that an effect of self-efficacy would be seen in participants with greater English reading self-152 
efficacy giving more favourable evaluations of ERT compared with TCT than those with lower self-153 
efficacy.  154 
 155 
3. Research Questions 156 
 157 
From a review of the literature, it can be seen that although some studies of ERT following the arrival 158 
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of COVID have been conducted, they are mostly in western contexts rather than Saudi Arabia and do 159 
not directly compare the TCT and ERT experiences of the same individuals. Hence, in the interests of 160 
broadening our understanding of ERT and how it could be improved, the present study investigates 161 
how far some of the findings mentioned above apply in the context of a typical Saudi provincial 162 
university.  Three research questions were posed with respect to the Academic Reading course level 163 
three of BA English at Qassim university (female section): 164 

RQ1: What kinds of difference in quality do students perceive between the pre and post COVID 165 
conduct of the course? (Answered.  quantitatively and qualitatively) 166 

RQ2: Are students' perceptions of the change related to their English reading self-efficacy or to 167 
perceived transactional distance between students and teacher? (Answered quantitatively) 168 

RQ3: What do students suggest to improve the post-COVID (ERT) delivery? (Answered 169 
qualitatively) 170 
 171 
4. Method 172 
 173 
4.1 Participants 174 
 175 
Participants were 28 female undergraduates, mostly Saudi nationals, who agreed to participate, from 176 
a class of 60 students taking the Academic Reading class. The students were from levels 3 and 4, so in 177 
the second year of their English major undergraduate program. Apart from one student, they rated 178 
themselves average or above average in reading ability compared with their peers, which implies 179 
perhaps that it was the more able students who chose to respond. 180 
 181 
4.2 Instrument 182 
 183 
Students responded to a questionnaire in Arabic eliciting background information (including self-184 
reported English reading ability), and, on the course related teaching/learning issues, responses to 185 
both open response questions and closed response questions (three-point response scale).  The open 186 
response items elicited qualitative data to help answer RQ 1 and 3. The closed items yielded 187 
quantitative data and served RQ 1 and 2. Items effectively asked for comparisons between TCT and 188 
ERT, in respect of a range of aspects mentioned in the literature. Closed items included one item 189 
concerning which they thought overall better and twelve on specific qualities:  learning benefit (2), 190 
communication and involvement (2), autonomy and motivation (2), affect (2), ease (4). 191 
 192 
4.3 Data Analysis 193 
 194 
The qualitative data from open response items was submitted to content analysis by rereading and 195 
extracting pertinent themes. The quantitative data was processed in SPSS version 25. Since the data 196 
was on rating scales with three ordered categories, nonparametric statistics were used for significance 197 
tests, such as the binomial test to assess how far students showed a clear preference for TCT versus 198 
ERT, and the Spearman rho to test for relationships between variables. 199 
 200 
5. Results and Discussion 201 
 202 
5.1 Research Question One. 203 
 204 
What kinds of difference in quality do students perceive between the pre and post COVID conduct of 205 
the course? (Answered quantitatively and qualitatively) 206 

Overall, the course was rated significantly better before than after the change. The majority was 207 
11 to 1 (binomial test p=.006) among those who expressed a preference, although the majority of 208 
students (16) reported no difference. In open responses this was reflected in the fact that a number of 209 
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positive points were mentioned for both TCT and ERT. However, ERT also attracted a number of 210 
negative points, TCT hardly any. 211 

The 12 specific aspects that were asked about in the closed, quantitative, items fell into two 212 
groups, based on the results: five related to concomitants of learning/teaching that students claimed 213 
did not significantly differ between before and after, and seven related to things that were reported as 214 
significantly more evident in TCT before COVID (Table 2). Notably, nothing here was claimed to 215 
have been significantly more present in ERT than TCT, though two features (items 6,11) were reported 216 
non-significantly more present in ERT. 217 

 218 
Table 2. Mean responses on the 12 attitude change items, in order from more prominent in ERT to 219 
more prominent in TCT 220 
 221 

Item 
number 

More true 
1=before   2=no difference   3=after Mean Std. 

Deviation 
Binomial 

p 
6 I felt more in charge of my own learning of English reading 2.13 .850 .629 

11 I had fewer problems using unfamiliar technology on the Reading 
course 2.08 .654 .754 

5 There was more learner participation in the Reading course 1.83 .702 .388 
8 I felt less anxious about reading in English 1.78 .801 .238 

10 There were fewer malfunctions of technology on the Reading 
course 1.74 .656 .092 

9 I felt more confident about my ability to read in English 1.67 .555 .012 
7 I put more attention and effort into learning English reading 1.62 .752 .031 
3 The Reading course helped me learn more successfully 1.56 .712 .013 
12 Overall the Reading course was easier 1.56 .641 .004 
1 Studying on the Reading course was more convenient for me to do 1.44 .507 .002 

4 The Reading course allowed better communication between 
students and teacher 1.38 .647 .001 

2 The Reading course was more suited to my learning needs 1.28 .458 <.001 
 222 
The item which came closest to being voted as significantly better in ERT than TCT concerned 223 
students feeling in charge of their own learning. This increase in perceived autonomy was also 224 
indicated by a few students spontaneously in the open responses. It has been suggested by other 225 
studies as a common feature of distance learning, associated with transactional distance, especially 226 
where there is no scheduled synchronous component: the student is free to autonomously decide 227 
when she works on this or that, for how long, and in what way, provided she meets any set deadlines 228 
(Gavrilis et al., 2020). In the context of the present study in fact the scheduled online classes in 229 
Blackboard and the fixed exam times meant that in ERT freedom was far from total. Perhaps for that 230 
reason only two students cited 'being more responsible' (s11, s21) as a good feature of the post COVID 231 
arrangements. This shows that there was some recognition of the point made by experts that distance 232 
learning puts the onus more on students to take ownership of their own learning rather than rely 233 
totally on the teacher to deliver it. Clearly to the few students who mentioned it, this autonomy was a 234 
welcome feature.   235 

However, there was also mention of the negative side of this freedom in ERT, voiced by a 236 
student who said frankly 'It is about being in the house, that makes us lazy for our lectures' (s6). We 237 
may also note here that item 7 showed attention and effort (i.e., motivational intensity) as being 238 
significantly more a feature of TCT. Students then mostly felt they needed the pressure of a teacher 239 
led regime to force them to work. Possibly this was in the mind of a student who said of ERT:  'We 240 
have to be good and focused listeners all the time' (s1). In other words, it was being on campus that 241 
made these students focus better on study: at home, the responsibility they had to take for 242 
themselves was hard to deal with.  243 

The second highest feature that was (nonsignificantly) more prominent in ERT was lack of 244 
problems with unfamiliar technology. Possibly this was due to ERT relying largely on Blackboard that 245 
students were broadly familiar with pre-COVID, and perhaps being able to transfer some skills from 246 
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their personal smartphone communication experience. It is notable that lack of problems due to 247 
malfunction was (nonsignificantly) rated as more a feature of TCT, perhaps because its pre-COVID 248 
use was peripheral (e.g., to access official messages or information) while it was central to ERT. As 249 
one said of ERT: 'Sometimes the site or the device got stuck so it kicked me out of the session then 250 
made me absent' (s19).  251 

Responses to item 5 about student participation showed this was judged slightly more the case 252 
in TCT, but in fact many students judged it the same in TCT and ERT, which slightly goes against the 253 
literature (Gavrilis et al., 2020). Communication specifically with the teacher (rather than peers), 254 
which is a key part of participation, was however much more decisively rated as significantly better in 255 
TCT than ERT, which accords better with what others studies state.  The qualitative data gave some 256 
clues to why this was so, although it tended to indicate TCT as better for communication with other 257 
students as well as the teacher. The key point in favour of TCT was the inherent fact that the classes 258 
were in person not virtual.  This meant first that there was 'easy communication with students 259 
together also with a doctor <=lecturer>' (s19) and good participation (s5). As one said, in TCT 'We can 260 
get the idea from the teacher quickly and easily' (s1).  261 

What seemed to be important to be able to communicate ideas more easily in TCT was 'that we 262 
can see each other ' (s3): 'face to face lectures and clarity' (s21) was valuable, especially for discussion 263 
(s10).  A reason for this was given as 'when the doctor pronounce some words, very clear to see how 264 
she moved her lips' (s28). Interestingly however one said something similar of ERT: 'we can hear the 265 
reader clearly and pronounce the word better' (s22).  The explanation probably lies either just in 266 
individual student preference or in the fact that the reference here is not just to understanding the 267 
teacher speaking but to the student reading aloud (see further point about affect below). 268 

Items 8 and 9 about less anxiety and more confidence both concern affect or emotion, which is 269 
less often considered in the literature. Anxiety was judged not significantly greater in either teaching 270 
mode while confidence was greater in TCT. The qualitative data showed a number of reasons why 271 
perhaps lack of anxiety was more prominent than confidence in ERT. Predictably one concerned 272 
time: 'that we have much time to read' (s1). This presumably reflects that reading was left to be done 273 
outside the Blackboard sessions whereas pre COVID it was done within the classroom sessions, so 274 
constrained by a time limit which could generate anxiety. Others commented that 'the exam became 275 
more easier' (s3). That could have been due to the availability at home of resources not available in 276 
exam conditions on campus.  Another however said 'exams were less-complicated I think' (s9) which 277 
suggests the content of the exam was also easier in ERT than TCT, due to either an intentional or 278 
inadvertent policy of the teacher setting the exams. Nevertheless, there was also evidence of some 279 
'stress over online exams' (s21), in one case, although that could be due simply to unfamiliarity. Since 280 
students were encountering online exams for the first time, some might naturally have been afraid 281 
that they might be difficult even though they proved to be easier. 282 

With respect to anxiety, most telling was the evidence of a student who said of ERT 'When I 283 
read a mistake, no one can look at my facial expressions' (s26). In other words, while the real 284 
classroom might be judged as better for understanding the teacher speaking, because the teacher can 285 
be seen clearly (as noted above), the online class was regarded as better for the student reading 286 
aloud, because she could not be easily seen. Thus, she felt less exposed when making mistakes so was 287 
less anxious. This is because, in Saudi Arabia, it is the norm for female teachers and students to keep 288 
their camera off in such a situation. 289 

In the bottom five places in Table 2, where the features that were significantly judged much 290 
more prominent in TCT are located, we find two items about ease/convenience (other than 291 
technology related) and two about learning benefit. 292 

Ease is also highlighted in the open response data: we have already mentioned ease due to 293 
seeing the teacher better in TCT and so understanding being easier. As another said, ‘we can read 294 
comfortably' (s27). Interestingly however, some responses about ERT offered direct comparisons with 295 
what was said about the pre COVID TCT. For instance, some claimed that in ERT it was 'more 296 
comfortable to participate' (s9) ... 'more comfortable courses' (s25).  This suggests that there may be 297 
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individual differences between students in whether they find in person or online meetings more 298 
comfortable. 299 

Finally, learning benefit, and specifically meeting student needs, was the feature most 300 
prominently judged to be associated with TCT and not ERT. Aside from aspects already noted, TCT 301 
was regarded as superior for attention 'I can focus more than now' (s16) and interest 'the courses were 302 
more interesting' (s25). With respect to assessment, a couple also said that post COVID 'the test is 303 
not interesting like in the classroom' (s18). Possibly this is a consequence of what we saw above as 304 
regarded as an advantage by some students, that the exams were easier online. In other words, an 305 
easier text to read can be boring.  306 

Asked about negative features of pre COVID TCT teaching, most said there was nothing bad. 307 
Just a couple noted however that 'sometimes conversations took us out the course, which has pros 308 
and cons' (s24, s25). This illustrates that there was more opportunity in face-to-face classes to 309 
elaborate and go beyond the bare requirements of the syllabus, which is in fact not necessarily a bad 310 
feature. 311 

By contrast, ERT had its own learning benefits, as we have already noted, to which may be 312 
added making it easier not to miss a class: 'I attended on the time, I wasn't late' (s19), implying that 313 
maybe she had trouble being on time for campus classes but this was not a problem for Blackboard 314 
sessions at home.  However, ERT was reported as having some harmful features. Among these we 315 
have not yet mentioned that some students surprisingly said 'The time is short for reading' (s22, s27), 316 
possibly because they had not grasped that in ERT there is an onus on students to do more on their 317 
own outside of the synchronous lessons. Otherwise, in the online class sessions alone there was 318 
indeed often too little time.  319 

A more avoidable ERT learning issue raised by a few was 'That we didn't know what is the next 320 
step' (s3) or 'not having an obvious plan' (s24) and that may have contributed to a few saying 'Cannot 321 
understand it well' (s5).  Possibly this arose due to the hurried nature of the implementation of ERT. 322 
Clearly teachers were initially to some extent 'making it up as they went along' with respect to timing 323 
of classes and tests, and that could easily come across to students as lack of a clear plan, even though 324 
the schedule of the Course Specification was still being followed.  325 

Overall, this account clearly adds valuable detail to that in literature such as we cited above. 326 
Furthermore, it demonstrates that TCT is on average clearly preferred to ERT in the context studied, 327 
which other studies that do not make a direct comparison cannot do.  It also supports the finding of 328 
Hannah et al. (2022) that some aspects that are liked by some about ERT are also disliked by others: 329 
e.g., students differed on whether TCT or ERT is more interesting, easy or comfortable, or affords 330 
more reading time. To some extent then, the evaluation of ERT or TCT as preferable is a matter of 331 
individual difference. Furthermore, there were some signs of a possible distinctively Saudi or perhaps 332 
Muslim cultural feature, with respect to reluctance to use the camera in ERT synchronous sessions 333 
(cf. Bashir et al., 2020).  334 
 335 
5.2 Research Question two 336 
 337 
Are students' perceptions of the change related to their English reading self-efficacy or to perceived 338 
transactional distance between students and teacher? (Answered quantitatively) 339 

There was no significant relationship between student judgment as to whether the course was 340 
overall better after or before the changes and self-efficacy (self reported English reading proficiency): 341 
rho=.096, p=.626. Hence there was no suggestion that the differences between TCT and ERT overall 342 
suited stronger students differently than weaker ones. That is a good result pedagogically, since one 343 
would not want changes of mode of course delivery to favour students of different ability unequally. 344 
The result however does not accord with literature such as Chen (2014), which suggests that 345 
individuals with higher self-efficacy handle change better than those with lower. Possibly the reason 346 
is that there are many kinds of self-efficacy of which we only considered one. For instance, we did not 347 
take into account self efficacy in the form of self-rated IT competence or self-rating of resistance to 348 
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change.  349 
Among the twelve individual features of the teaching modes that were quantified, again there 350 

were low and nonsignificant relationships with self-efficacy except for one belief, which showed a 351 
highly significant positive relationship (rho=.583, p=.003). This was the belief about change in quality 352 
of communication between students and teacher: students with greater self efficacy (claiming above 353 
average reading ability) were closer to reporting that there was no difference (rating = 2) in quality of 354 
communication between students and teacher after COVID than before (mean rating 1.78); lower 355 
self-efficacy students however saw the communication as clearly better in TCT before than in ERT 356 
after (mean 1.14). It seems then that possibly less able students may have suffered by the change in 357 
this one respect.  358 

The reasons for this we can speculate about as follows. It is possible that in live classrooms the 359 
closeness of students to the teacher created a more intimate atmosphere in which the teacher felt it 360 
natural to relapse into Arabic when necessary, and was more able to give responses suited to 361 
individual students. Those features would of course help the less able students more than the more 362 
able ones. In the exclusively online fora after COVID, however, it was less easy to address individuals 363 
separately, and the greater distance may have prompted a more public and formal feel to the 364 
communication which meant that it was usually felt as needing to be done in English without resort 365 
to Arabic.  366 

The other specific expectation from the literature that was tested was that illustrated in Gavrilis 367 
et al. (2020), that distance teaching was found more satisfactory by students who perceived 368 
transactional distance between the student and other students, and the teacher, as low, especially the 369 
latter. This was tested first by correlating how far TCT was preferred over ERT in general with how far 370 
it was believed to be better in student teacher communication.   There was no significant relationship 371 
(rho = .107, p=.619). However, the correlation of overall preference with perceived student 372 
participation was significant (rho=.442, p=.031). Since student participation presumably 373 
includessstudent-student as well as student-teacher interaction, this suggests that Saudi students 374 
perhaps value communication with peers above communication with the teacher as a criterion of 375 
quality of course delivery. This in turn could possibly be assigned to Saudi culture being more 376 
collectivist in nature than the culture of many Western countries such as the US (which is highly 377 
individualist) where much research is conducted (Hofstede, 1991). Collectivism, versus individualism, 378 
of a culture leads to greater value being place on activity in a group. 379 
 380 
5.3 Research Question Three 381 
 382 
What do students suggest to improve the post-COVID (ERT) delivery? (Answered qualitatively) 383 

One of the open questions given to students was 'If COVID precautions continue and the 384 
Reading course is given remotely again next semester, without meetings on campus, what would you 385 
suggest is changed about it?' There was a wide range of opinion. One said 'To attend the College even 386 
if there is COVID, or cancel the term' (s4), implying that to have no course was better than an ERT 387 
one. On the other hand, several echoed s6 who said 'Nothing, there was not a huge difference'. In 388 
between there were students who seemed to imply that something could be improved in the ERT but 389 
did not seem able to make a clear suggestion as to what, e.g. 'I don't know, but I hope we can make it 390 
more useful and enjoyable' (s22). A few echoed s25 who gave detailed suggestions 'Use slides, learn 391 
details, mention the advanced level vocab'. The teacher was in fact already using slides more 392 
extensively in ERT than TCT because there seemed to be fewer technical problems with slides in 393 
Blackboard than when projected in a live class. This comment then seems to be a call for even more 394 
use of slides in order to understand the details of the text more fully and help learn the difficult 395 
vocabulary. 396 

However, when it came to the question 'Ideally would you like the course to eventually return 397 
to how it was before COVID? Why/Why not?', the students were far more decisive and there were 398 
fewer missing responses. There was almost complete agreement that it should revert to TCT. 399 
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Together with the answer to RQ1, this seems to indicate that the students think that the 400 
university/teacher implemented ERT pretty much as well as it could be done, but that ERT has 401 
inherent disadvantages that are impossible to overcome, due to its nature.  Hence it will always be 402 
inferior to TCT.  403 

The reasons they gave for preferring TCT support this, since they are for the most part features 404 
that ERT by its nature cannot be altered to deliver, at least with today's technology.  They largely 405 
echo the responses cited in coverage of RQ1 above. One aspect was the clarity of face-to-face meeting 406 
'when we see the doctor in front of us, we feel what she want or what she satisfy exactly from her 407 
facial expressions' (s19); '...better to learn in that way <TCT>, clear and comfortable' (s11).   408 

Another said honestly that in 'the online learning I can play with my phone and I do everything 409 
without anybody knowing about it, but in college I would feel shy due to the teacher if I did this...'  410 
(s6).  She admits to the fact that certain bad practices that are visible in TCT are inevitably not visible 411 
in ERT.  Another said 'because I can't continue studying well, a lot of things are distracting me from 412 
that, so I want our lives before <COVID>' (s26). 413 

Additionally, affective reasons were given. It was suggested that greater interest was generated 414 
by classmates in person: 'I'm bored of online studying' (s4); in TCT 'I feel like I'm really study without 415 
any nervousness or forgetting my homework or the lectures' (s16). 416 

Thus, on the one hand, our data provides a richer list of things that students see as deficient in 417 
ERT than that for example in Hannah et al. (2022). However, on the other hand, most of them are 418 
features that cannot be changed (at present). For instance, they depend on the students and teacher 419 
being all physically present in the same room, which of course does not exist in ERT.  420 
 421 
6. Implications and Conclusion 422 
 423 
This study has shown that, while many Saudi students see little difference in merit between TCT and 424 
ERT in their English reading class, those that do, on average, prefer TCT. That preference is largely 425 
unrelated to their self-rated English reading ability but it is related to the value they place on 426 
participation. TCT is also seen as providing greater ease and learning benefit than ERT. 427 
Improvements in ERT that they would like to see involve some details of the teaching content, but 428 
mostly aspects that would make it more like TCT, but which it is difficult to change because of the 429 
inherent nature of ERT (i.e., at a distance).  430 

The implication for researchers is perhaps that asking students to compare ERT with TCT is a 431 
plausible research method that produces credible results and could be more widely used in post-432 
shock educational studies. Further studies are however need to extend the findings of this Saudi 433 
study to other contexts around the world to establish more fully what attitudes to post-COVID ERT 434 
are in fact universal.  435 

The practical implications for teachers, students and universities, however, are less clear. 436 
Superficially, the study suggests that, in the Saudi context at least, they should revert as soon as 437 
possible to full TCT. Nevertheless, there were some advantages found, perceived by some students at 438 
least, in ERT, so an alternative, which is in fact being widely adopted, is to return to a ‘hybird’ 439 
solution, where some TCT is reinstated but an ERT element also continues. In that way also the 440 
individual preferences of students can be better served.   441 

The reason for ERT being less preferred was found to be due not to it having no perceived 442 
benefits compared with ERT, but to it having more negative aspects than TCT. Therefore, we also 443 
need to think how to tackle those negative points.  Some of them were features that did not depend 444 
on its nature and so should be easy to improve. In this study they included some aspects of how the 445 
subject matter (in our case English reading) was taught, and some understandable confusion over 446 
details of course arrangements and timing after the onset of COVID. Many of them however related 447 
to the fact that, by its nature, ERT does not operate with students and teacher all physically together. 448 
That was felt to have consequences for teacher-student and student-student interaction, visibility of 449 
what the teacher was trying to communicate, and the like. We may think of two possible solutions to 450 
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that. First, a technological one which is probably already possible but far too expensive and disruptive 451 
to implement, is to use virtual or augmented reality, exploiting maybe avatars or holographic figures 452 
to create a much more lifelike experience for each student or teacher in their own home, so that they 453 
experience sitting in their sitting room as exactly like sitting or standing in their usual place in the 454 
TCT classroom with students / teacher around them and all able to see each other life-size in three 455 
dimensions and speak to each other. This can potentially be done using either wall-sized screens or 456 
virtual reality headsets in the home. Getting closer to the real-life experience of being in a room with 457 
other people like that, i.e., making ERT more like TCT, would surely remove many of the 458 
shortcomings of today's TCT limited to what Zoom or Blackboard displays on a small screen.  459 

The other solution, which is easier to implement immediately, is that of not attempting to 460 
improve the innovation but to improve the users (students and teachers). In other words, we follow 461 
what work in the acceptance model often suggests, that users simply have to be trained or 462 
incentivised to exploit the innovation successfully. This would mean sessions familiarising students 463 
fully with the relevant software so they do not experience difficulties, and in a wider way alerting 464 
them to the benefits of taking charge of their own learning and guiding them in how to do it. In the 465 
context of the present study, the university had in fact made available online extensive training 466 
materials for using Blackboard and other recourses. However, students had not been required to 467 
make use of them.  468 
 469 
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Appendix: Student Questionnaire about the Reading course you took with Manal last semester. 505 
 506 
I am interested in your views about the English Reading I course that you took last semester. Please 507 
help me to improve it for next time. 508 

As you know, it had to change radically part way through, so I am asking you to compare how it 509 
was before the changes with how it was after them. Before the COVID precautions you were learning 510 
by what we might call traditional classroom teaching (TCT). After the precautions came into force, 511 
you had what we might call emergency remote teaching (ERT) online at a distance.  512 

Part 1. About you 513 
Did you take the Reading I course in 2019-2020?  yes / no 514 
Gender  m / f 515 
Level  1 2 3 4  516 
How would you rate your English reading ability?   517 
1 below most of my classmates   -  2 around the average of my classmates  -  3 betterthan most  518 

of my classmates 519 
Part 2. About the Reading course 520 
Please remember when we refer to the Reading course we include not only the classes with the 521 

teacher but all other work you do for the course, and the textbook and the exams etc. 522 
1. What were the best and worst things about the Reading course before the COVID related 523 

changes? 524 
......... 525 

2. What were the best and worst things about the Reading course after  the COVID related 526 
changes? 527 
.......... 528 

3. Was there anything good or bad about the Reading course that did not really change much 529 
due to COVID?? Please say......... 530 

4. For each of the following please circle either  1,  2  or  3 531 
1. The course was better pre-COVID (TCT) 532 
2. There was not much difference in quality between before and after the change 533 
3. The course was better post-COVID (ERT)  534 

Studying on the Reading course was more convenient for me to do.....  535 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 536 
The Reading course was more suited to my learning needs .....  537 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 538 
The Reading course helped me learn more successfully.....  539 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 540 
The Reading course allowed better communication between students and teacher.....  541 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 542 
There was more learner participation in the Reading course.....  543 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 544 
I felt more in charge of my own learning of English reading .....  545 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 546 
I put more attention and effort into learning English  reading  .....  547 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 548 
I felt less anxious about reading  in English .....  549 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 550 
I felt more confident about my ability to read in English....  551 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 552 
There were fewer malfunctions of  technology on the Reading course ....  553 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 554 
I had fewer  problems using unfamiliar technology on the Reading course ....  555 
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1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 556 
Overall the Reading course was easier ....  557 
1 before the COVID related changes, ...2 no difference, ...3 after the COVID related changes 558 
5. What were the main difficulties you encountered due to the COVID related changes in the 559 

course? 560 
......... 561 

6. If COVID precautions continue and the Reading course is given remotely again next 562 
semester, without meetings on campus, what would you suggest is changed about it? 563 
............... 564 

7. Ideally would you like the course to eventually return to how it was before COVID? 565 
Why/Why not? 566 

Overall.... 567 
1. The course was better pre-COVID (TCT) 568 
2. There was not much difference in quality between before and after the change 569 
3. The course was better post-COVID (ERT) 570 

8. Anything else you would like to  say about this topic?........ 571 
 572 
 573 
 574 
 575 
 576 
 577 
 578 
 579 
 580 
 581 
 582 
 583 
 584 
 585 
 586 
 587 
 588 
 589 
 590 
 591 
 592 
 593 
 594 
 595 
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Abstract 18 

 19 
As the population continues to diversify, and English is used as the universal language, providing 20 
opportunities for our students to learn about language diversity is considered critical. One way to achieve 21 
that is through the study of language’s structure, history, and meaning of words. Linguists use this 22 
knowledge to understand how language works and how it can be used to communicate effectively. The 23 
concept of World Englishes is particularly important for English teachers and educators, who need to be 24 
aware of the existence of different English dialects spoken and that these varieties are becoming increasingly 25 
important as global communication increases. Although the concept of World Englishes is relatively new, 26 
studying different varieties of English is not. Cross-cultural communication is essential for any institution 27 
that has diverse operations or plans to expand internationally. Linguistic barriers include differences in 28 
spoken and written language, as well as differences in the way that language is used in different cultures. 29 
Anyone can learn cross-cultural communication since it is a skill. With a little effort, anyone can become 30 
competent in communication skills. Understanding the aspects of Cross-cultural communication, language 31 
diversity, and World Englishes is the main focus of this study. 32 
  33 

Keywords: World Englishes, Language diversity, Cross-cultural communication 34 
 35 
 36 
1. Introduction  37 
 38 
Language diversity is a topic that does not get a lot of attention. Societies around the world are 39 
comprised of different cultures and languages, which is what makes people unique. However, such 40 
diversity creates the challenge of communicating with one another since there are multiple languages 41 
spoken in diverse regions, and only a negligible percentage of people can understand and speak 42 
multiple languages or understand multiple cultural practices. In many cases, language diversity can 43 
potentially hinder communication, but in the case of World Englishes, language diversity enhances it. 44 
World Englishes refers to different language standards worldwide, all based on English (Alogali, 45 
2018). Language standards are essential for effective communication but can also lead to 46 
discrimination and oppression within societies (Berns, 2019). This paper explores the connection 47 
between language diversity, cross-cultural communication (CCC), and World Englishes to 48 
understand better how this relationship can impact communication. The discussion traces how the 49 
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diffusion of World Englishes and the evolution of intercultural communication practices, as well as 50 
the impact that these two cultural spheres have had on each other, have shaped the nowadays global 51 
communities and the course of World Englishes since its inception. The threads that run through 52 
these communities are numerous and complex, with many points of contact. This essay steps back 53 
from these wider relationships to focus on the particular connections between World English and 54 
intercultural communication. 55 
 56 
2. Language Diversity: Cultural Diversity  57 
 58 
Language diversity is a large aspect of cultural diversity. Through languages people communicate 59 
their ideas, feelings, and needs. The history of every language tells the story of the people who speak 60 
it. Languages are acquired and lost over time as groups migrate and split apart. Therefore, language 61 
diversity is a topic that can be approached from many angles. UNESCO identified language diversity 62 
as one of the world’s most challenges. Language diversity can be defined as the number of different 63 
languages spoken in a particular area or country. This number can be quite large, like in India, where 64 
there are over 1,600 different languages spoken (De Costa & Crowther, 2018). Language diversity can 65 
also impact language development. It is essential to provide opportunities for students to learn about 66 
language diversity and to celebrate the different languages spoken in their community. 67 

There are many ways to approach language diversity. One is to look at it as a challenge. It is 68 
important to preserve language diversity in a world with over 7,000 languages. One way to do that is 69 
to understand, appreciate, recognize, and respect all languages that different communities speak. 70 
This gives freedom to individuals and communities to speak their language without infringing with 71 
the freedom of other language speakers. Failure to do so can endanger the existence of languages, and 72 
they may eventually disappear if no one learns them as a second language (De Costa & Crowther, 73 
2018). Languages can disappear when their speakers die out, migrate to another region, or are forced 74 
to switch to another, more dominant language. Many languages have already disappeared, and 75 
linguists estimate that many more are on the verge of becoming extinct by the end of this century. 76 

Language diversity can have many negative effects on society. One of the most obvious is the 77 
difficulty in communication. When people cannot communicate with each other, it can lead to 78 
misunderstandings and conflict. Additionally, a lack of communication can also lead to a feeling of 79 
isolation and exclusion. On the contrary, language diversity can also affect society positively. It can 80 
promote creativity and innovation, as people are exposed to different ways of thinking. It can also 81 
help to preserve cultural heritage. When people speak different languages, they are more likely to 82 
maintain their own unique culture and traditions. 83 
 84 
3. World Englishes: English Used Worldwide  85 
 86 
World Englishes is a term that refers to the English language as it is spoken, written, or heard around 87 
the world. It includes all of the various ways in which the language is used. While English has always 88 
been spoken worldwide, in the past, it was primarily spoken by people who had migrated from 89 
English-speaking countries to other regions of the world. However, for years now, more and more 90 
non-native speakers have started to learn English (Bayyurt, 2018). As a result, the way English is used 91 
in different regions has changed. There are many reasons for the increased popularity of learning 92 
English among individuals for whom English is not the native language. For instance, English has 93 
spread to many different regions worldwide, making it more accessible within those regions. Also, the 94 
language is increasingly used in global interactions, making communication more important. 95 
Moreover, colonization by English-speaking countries, especially Britain, contributed immensely to 96 
the spread of the English language and culture in the colonies. Additionally, English is becoming an 97 
increasingly important communication tool since many regions worldwide are now using it as a 98 
formal communication language. In addition, English is also adopted for new ways to communicate 99 
with people worldwide. For example, social media platforms, including Twitter and Facebook, are 100 
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being used more often to communicate with others. The way English is used in various regions of the 101 
world has changed due to the increased popularity of the language. 102 
 103 
4. Cross-Cultural Communication 104 
 105 
Cross-cultural communication, an information-sharing process across diverse social groups and 106 
cultures, commonly applies to the interaction of people who practice different cultures. Cross-107 
cultural communication is essential in the contemporary world, which is becoming increasingly 108 
connected, and people from all corners of the globe now have the opportunity to communicate. 109 
Cross-cultural communication aims to find common ground between people from different cultures. 110 
It involves mediation, negotiation, and exchanging ideas across cultural spheres to accomplish one’s 111 
goals or objectives. It is a form of global communication, with wide array of communication 112 
processes and networks through which people gather information and interact daily. It also involves 113 
recognizing and understanding the similarities and differences in the way communication messages 114 
are expressed, interpreted, and understood by different cultural groups to communicating effectively 115 
across cultures.  116 

Cross-cultural communication is essential for modern communication and teaching fields 117 
(Galloway & Numajiri, 2020). Further, involves understanding the differences in how people from 118 
different cultures communicate and behave. Cross-cultural communication is essential for modern 119 
businesses and education as the world is becoming increasingly connected. The internet and social 120 
media have made it possible for people globally to interact with each other and share information. 121 
This has led to a need for individuals to be able to communicate across cultures. Communicating 122 
with people from other cultures is one of the most important and challenging skills an individual can 123 
learn. In today’s increasingly globalized world, it is more important than ever to be able to 124 
communicate effectively across cultures. Whether it is a student abroad or a business professional 125 
working with international clients, one must know how to interact with other cultures. The good 126 
news is that with a little effort, anyone can learn to do so.  127 

Studies have shown that cross-cultural communication is essential for any business that has a 128 
diverse workforce or plans to expand internationally. Linguistic barriers include differences in spoken 129 
and written language, as well as differences in the way that language is used in different cultures. 130 
Non-linguistic barriers to cross-cultural communication can include differences in customs, values, 131 
and beliefs, all of which can lead to misunderstandings and miscommunications. Cultural differences 132 
can also create different expectations about communication. In some cultures, it is not allowed to 133 
make direct eye contact, while in others, it is considered a sign of respect. 134 

Cross-cultural communication can be both challenging and rewarding. When done effectively, 135 
it can lead to a better understanding between people from other cultures and help build strong 136 
relationships. When done poorly, it can cause misunderstandings and conflict. One important aspect 137 
of cross-cultural communication is understanding and respecting cultural differences. Different 138 
cultures adopt different ways of communicating, and individuals should try to communicate in a way 139 
that is respectful of the other person’s culture. Communication styles need to be adjusted 140 
accordingly. Additionally, people should learn about the ways that other cultures communicate and 141 
be alert to their cultural assumptions and biases when communicating with individuals from other 142 
cultures. We all communicate differently, and what may be considered polite or respectful in one 143 
culture may not be seen as such in another. One important thing to remember is that there is no one 144 
right way to do it. The best way to learn how to communicate effectively is by experience. There are 145 
many resources available to help one learn about cross-cultural communication. This makes cross-146 
cultural communication both challenging and rewarding. 147 
 148 
5. Significant Connection Between Language Diversity and World Englishes 149 
 150 
Language diversity has increased due to globalization, which has stimulated people from different 151 
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nations to travel and settle in new lands (Galloway & Numajiri, 2020). The English language, being 152 
the world’s dominant language, has spread into all corners of the globe and has been adopted as a 153 
non-native language by many people. English has become a global language serving many purposes, 154 
including international communication. In the past decade, the study of World Englishes (WEs) has 155 
attracted considerable attention from scholars in various disciplines, such as applied linguistics, 156 
anthropology, sociology, education, and literature (Lee & Drajati, 2019). Language diversity is a topic 157 
that has long been of interest to linguists, sociolinguists, and laypeople. Various factors contribute to 158 
language diversity, including geography, history, and cultural identity. Recently, language diversity 159 
has been studied in the context of English and its global use. Non-English speakers have adopted it 160 
gradually, and it has been shown to change in acculturation. 161 

The term World Englishes (WEs) was first coined by Braj Kachru in his 1985 book, where he 162 
described a process used to introduce English in India, commonly referred to as “The Indianization” 163 
(Kachru, 2019). Kachru proposed a three-circle model representing the spread of English, with the 164 
innermost circle showing the countries with native English, the outermost circle depicting the non-165 
native English-speaking countries, and the middle circle representing the countries with adopted 166 
English. Kachru’s model has been criticized for oversimplifying the complex reality of English usage 167 
worldwide, but it remains a useful starting point for understanding the World Englishes 168 
phenomenon. English is not the only language to have undergone this process, as all languages are 169 
susceptible to the forces of globalization. However, English has been adopted much wider than any 170 
other language, partly because many countries, including New Zealand, Australia, the United States 171 
of America, the United Kingdom, and their former colonies, speak English as their official language.  172 

The correlation between language diversity and World Englishes can also be seen from the 173 
modifications the original English language has undergone due to its adoption and interaction with 174 
other languages and cultures. The English language, as some other ones, has changed in the 175 
acculturation process, which has not only led to its modification but also influenced the other 176 
languages it has interacted with. This is evident from the number of languages that have borrowed 177 
words from English. For example, the Japanese word for computer is “pasokon,” a combination of the 178 
English words personal and computer (Dogancay-Aktuna & Hardman, 2018). Other languages have 179 
also influenced English, which is a hybrid language with roots in both Germanic and Romance 180 
languages. The Germanic influence has been witnessed in borrowing words from German, such as 181 
Kindergarten and Zeitgeist. The Romance influence has led to borrowing words from French, such as 182 
cuisine and ballet (Chaiyasat, 2020). 183 

In recent years, the study of World Englishes has expanded to include research on the 184 
relationships between language diversity and social and economic factors. For example, scholars have 185 
investigated the English’s role in the globalization of the media, the economy, and education. 186 
Additionally, research findings show that the interaction of English with other languages has 187 
significantly impacted language diversity. While the spread of English has had some positive effects 188 
on language diversity, it also brought negative consequences. For example, the spread of English has 189 
led to the decline of many other languages since speakers of minority languages often switch to 190 
English to communicate more effectively with others. Interestingly, the spread of English has not led 191 
to the disappearance of other languages, as the number of languages spoken in the world has 192 
increased in recent years.  193 
 194 
6. Significant Connection Between Language Diversity and Cross-Cultural Communication 195 
 196 
Having already examined how language diversity can complicate action-taking, misunderstanding, 197 
and miscommunication, we need to understand how language diversity correlates with cross-cultural 198 
diversity. The connection between the two strong, and language diversity in the classroom implies 199 
that (CCC) is often necessity in the school to understand the students. Employing effective CCC 200 
enhances the student’s learning experience and improves the teacher’s and teaching staff’s overall 201 
CCC competence (Berns, 2019). The role of CCC in the classroom is not a new topic. It has been 202 
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studied extensively by sociologists and educators. However, many questions remain about how best 203 
to use cross-cultural communication in the classroom. One such question is whether cross-cultural 204 
communication is necessary for students to be successful. Many sociologists and educators believe 205 
that CCC is crucial for developing relationships, particularly ones built on trust. While cultural 206 
differences may affect how we negotiate and understand one another, we also need to understand 207 
how historically marginalized groups fare in cross-cultural settings.  208 

Cross-cultural communication is an essential skill for teachers and students. To effectively teach 209 
students from various cultural and linguistic backgrounds, it is essential to have a strong 210 
understanding of CCC. The impact of language diversity on cross-cultural communication is vast, 211 
affecting both learners and teachers. It can be used in various ways to help both groups understand 212 
each other or help them build and strengthen their cross-cultural communication skills to help 213 
everyone feel more comfortable in a cross-cultural setting. In addition to technical competence, CCC 214 
requires high technical and interpersonal skills (Berns, 2019). Appropriate gender roles and cultural 215 
differences in values, expectations, and behaviors to communicate effectively with students from 216 
diverse backgrounds are necessary to understand key cultural differences, such as power differentials. 217 
The practice of cross-cultural communication can be broken down into two main components: 218 
culture/society matching and translational/interpretive skills acquisition/transfer. Communication 219 
requires the ability to empathize with someone else and use this ability to better understand the 220 
speaker’s perspective and provide a meaningful response to be considered by the other person.  221 

As teachers, the cultural backgrounds of the students we serve can be very diverse. For example, 222 
rural and urban students in West Virginia may have very different cultural perspectives about gender 223 
roles. Our primary concern is to help non-native English speakers feel comfortable and at home in 224 
our classrooms. To be effective as a communicator, an individual needs to recognize how their life 225 
experiences and cultural upbringing affect their communication. Using various tactics and strategies 226 
can help effectively build rapport and trust with the audience, conveying warmth and friendliness. It 227 
requires active listening, observing, and engaging in nonverbal communication, as well as identifying 228 
and using cultural idioms in both the source and target languages to communicate effectively. It also 229 
demands the ability to judge the impact of one’s words both on the listener and the speaker. The 230 
issue of culture in CCC is very complex, and it cannot be discussed or resolved in one paragraph. It is 231 
a multi-layered issue revolving around the person and their culture, family (including their parents), 232 
and peers, as well as the classroom culture and the institution. Connecting with a diverse audience is 233 
an essential skill for all educators.  234 

 235 
7. Significant Connection Between Cross-Cultural Communication and World Englishes 236 
 237 
CCC and World Englishes have a complicated relationship. With both of them evolving, their 238 
connection is demonstrated by how world Englishes has affected cross-cultural communication 239 
practices. Cultural communication researchers in World Englishes and CCC have been using the term 240 
"culture" to mean a wide assortment of elements of a society that are not purely biological but 241 
socially constructed according to power relations (Baker & Ishikawa, 2021). Ethnography, critical 242 
theory, and cultural studies have all used the term to refer to the historically constructed and 243 
culturally embedded aspects of human behavior, including music, religion, sports, food, and politics. 244 
The intersection between these two is complex, and much more research is needed to understand it 245 
better. However, the relationship between the two is dynamic and undergoing a transformation.  246 

World Englishes, which first emerged in the late nineteenth century, is a form of English 247 
influenced by multiple cultures. The diffusion of WEs, the evolution of intercultural communication 248 
practices, and the impact these two cultural spheres have had on each other have shaped the global 249 
community which, in turn, then affected the course of World Englishes since its inception. The 250 
numerous threads running through modern communities are complex and have many points of 251 
contact. This essay steps back from these wider relationships to focus on the particular connections 252 
between World Englishes and the world of intercultural communication in the United States. 253 
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There is a strong connection between the way World Englishes and CCC have evolved. World 254 
Englishes has profoundly impacted both spheres, shaping them in different ways. Since World 255 
Englishes is used in many formal contexts, it has impacted how cross-cultural communication is 256 
conducted. It has also had a significant impact on the way people communicate. The connection 257 
between World Englishes and CCC is clear, as demonstrated by the way World Englishes has affected 258 
cross-cultural communication. The intersection between the two is complex, and more extensive 259 
research is needed on it. Though World Englishes has impacted cross-cultural communication, it is 260 
still unclear exactly how and to what degree. World Englishes’ impact on cross-cultural 261 
communication is complex and multi-layered. Diffusion of World Englishes, the evolution of 262 
intercultural communication practices, and the way these two spheres have shaped global 263 
communities have all impacted the development of World Englishes. Many people perceive World 264 
English as a language often spoken by people who do not originate from the United Kingdom or the 265 
United States. However, World English is not limited to these two countries. World English has 266 
impacted cross-cultural communication practices worldwide. 267 
 268 
8. Researchers and Educators’ Conceptions of Language Diversity, Cross-Cultural 269 

Communication, and World Englishes 270 
 271 
Linguistic diversity is traditionally associated with a language being used by a different number of 272 
people and in a different region. Language is used for various purposes, including expressing ideas 273 
and thoughts, communicating with others, building relationships, and expressing feelings. However, 274 
linguistic diversity is also a property of the communication systems themselves. For instance, a 275 
telephone network has different languages in different parts of the United States and other countries. 276 
The multilingual world contains more than 300 languages spoken by over 500 million people 277 
worldwide and is home to various cultures and ethnicities. This diversity is often overlooked, but one 278 
of the global community’s fundamental features is that people from all over the world can learn to 279 
speak other languages as fluently as their mother tongue. Globally, English is spoken by over 462 280 
million native speakers and almost half a billion non-native ones, all of which are spread around in 281 
nearly every country worldwide. Most English speakers are native speakers in the US; however, 282 
English is the second most frequently used language after Spanish throughout the rest of the world, 283 
with more than 2.5 billion speakers (De Costa & Crowther, 2018). The language of the telephone 284 
network is a linguistic homogenization, and diversity in that language leads to diversity in the phone 285 
network as a whole. Research shows that more than 7,000 languages are spoken today (Baker & 286 
Ishikawa, 2021), and each one has its unique grammar rules, vocabulary, and pronunciation.  287 

The research on the interaction between language diversity, CCC, and World Englishes is 288 
significantly expanded in the University of Chitral, a public university located in the Chitral province 289 
of Pakistan. The university was founded in 1974 and had an enrollment of about 5,000 students 290 
(Ahmad & Ghani, 2021). The Chitral region is famous for its beauty and rich history. Research studies 291 
about language diversity, World Englishes, and cross-cultural communication have rapidly expanded 292 
in recent years. Notably, such studies at the University of Chitral, Pakistan, are important because 293 
they help us better understand the relationships among people, languages, and cultures. Language 294 
diversity in Chitral involves the number, variety, and distribution of languages spoken in a given area. 295 
World Englishes is the variety of English used by people worldwide. Cross-cultural communication 296 
refers to the ability to communicate with people from different cultures. The University of Chitral, 297 
Pakistan, is a prestigious university that offers a variety of courses in different fields of study. The 298 
Chitral region is famous for its beauty and rich history. The Chitral people reside in the Chitral Valley 299 
in the northeast of Pakistan and are a linguistically diverse society. The University of Chitral, 300 
Pakistan, has about 5,000 students.  301 

The languages of the World Englishes range from regional languages, like Italian and Spanish, 302 
to languages that are more widely spoken, like English and French, to languages that are often much 303 
less widely spoken, like Arabic and Chinese (Chaiyasat, 2020). The most widely spoken World 304 
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Englishes are those of Australia, the US, and the U.K., but other widely spoken languages are also 305 
used, such as Spanish, Portuguese, Russian, and Chinese (Fang, 2019). The United Kingdom has the 306 
largest number of English speakers and thus dominates the English language market. 307 

Indonesians have a long tradition of oral communication. Malay is a South-East Asian language 308 
and the primary language spoken in Malaysia, Indonesia, Brunei, the Maldives, and Singapore. More 309 
than half of the population speaks it as their first language. Malay has over 26 million speakers and is 310 
the sixth most widely spoken language worldwide, with almost 1 billion speakers. It is closely related 311 
to the Malay dialects of Johor and Semarang, spoken in the state of Johor, as well as the Minangkabau 312 
and Malay dialects in West Java. These dialects are the most diverse ones. Malay is a South Asian 313 
language spoken by more than 225 million people (Lee at al., 2019). It belongs to the Austronesian 314 
language family and is closely related to Javanese, Tagalog, and Filipino, spoken in the archipelago 315 
country of Indonesia, the Philippines, and West and South China. The Indonesian and Malay 316 
languages are related as part of the Austronesian family of languages, which also includes the 317 
languages of the Philippines, Taiwan, and Polynesia. Indonesians are generally bilingual, speaking 318 
both Bahasa Indonesia and the Malay language. Indonesian is written with Latin letters, an 319 
adaptation of the traditional Arabic script.  320 

There is a growing interest in studying language diversity because of its relationship with World 321 
Englishes, cross-cultural communication, and national identity. Although Thailand has a long and 322 
rich history, the spoken Thai language is relatively new, dating back only to the 18th century 323 
(Boonsuk et al., 2021). English, meanwhile, is the modern world language, and it has had a significant 324 
impact on Thai. As a result, Thai has increasingly been subjected to contact with English, resulting in 325 
Thai becoming a hybrid language with features of both English and Thai. Thailand has a rich culture 326 
with many language varieties (Boonsuk & Ambele, 2021).  327 
 328 
9. Significance of the Connection between Language Diversity, World Englishes, and Cross-329 

Cultural Communication to English Language Teaching 330 
 331 
Many researchers have explored the importance of language diversity, CCC, and World Englishes in 332 
teaching English. First, language diversity is important in providing students with various linguistic 333 
contexts to learn from. Second, World Englishes are a valuable resource for teaching English among 334 
non-native English speakers. Third, cross-cultural communication is essential for students to 335 
understand other cultures (Eslami et al., 2019). While all three factors are crucial, language diversity 336 
is the most important one when teaching the English language. Linguistic diversity is an important 337 
part of the globalized world. In addition to its intrinsic value, linguistic diversity is significant in 338 
cross-cultural communication.  339 

The online community has been struggling with the issue of language diversity for a long time. 340 
The most prominent of these have been debates regarding the importance of linguistic diversity in 341 
teaching English and the challenge that diversity may pose for learning English (Ahmad & Ghani, 342 
2021). These debates have been sparked by many sources, including the concern to promote the 343 
language and bring out the best in it, the desire to ensure that all students are afforded equal 344 
opportunities, the identification of challenges with what is being taught in the classroom, and the 345 
desire to promote linguistic diversity. The idea of encouraging diversity is emphasized in English 346 
teaching (Galloway & Numajiri, 2020). There are three major forms of diversity: linguistic, cultural, 347 
and socioeconomic. Linguistic diversity is the most prominent one and comes in various forms. For 348 
example, the English language is used by millions in the United States while Spanish is widely spoken 349 
in many countries worldwide. 350 

Linguistic diversity can be experienced as a range of linguistic behaviors that emerged in 351 
different parts of the world over different epochs and were spread by human contact and migration. 352 
Thus, language diversity can be analyzed at two levels: that of the individual language speaker, and 353 
that of the society. Yet, conveying this diversity effectively in the classroom is a big challenge for EFL 354 
teachers. Diversity is defined as the quantity of variation within a given population. It refers to the 355 
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existence of two or more languages in a given community, geographic region, or country. Diversity is 356 
considered from two perspectives: within groups and between groups. Diversity in language use is 357 
most apparent in the EFL classroom and presents a challenge for the EFL teacher. How to convey 358 
diversity effectively is also a challenge for the EFL teacher. The most obvious form of language 359 
diversity is the differences between the language used by the teacher and the language used by the 360 
students. The students can experience this form of diversity as a range of "languages" spoken at 361 
different times and places within the class. Thus, language diversity can be viewed as a multiplicity of 362 
"languages" spoken in different contexts. EFL teachers can use this form of diversity to help students 363 
get used to different language combinations in the classroom, handle awkward situations, and form 364 
effective intercultural communication. 365 
 366 
10. Future Trends  367 
 368 
In the 21st century, the world’s English languages are more diverse than ever, with this diversity being 369 
noticed in many dialects, varieties, and languages found in the geographical locations where they are 370 
spoken. The World Englishes are also the most geographically diverse languages in the world, with a 371 
total of more than 100 languages, dialects, and varieties. In the world of English languages, there are 372 
more than 6,500 dialects or varieties from more than 50 different languages across over 170 countries. 373 
If we suppose that we want our current learners to use these new literacies effectively in the future, 374 
the next stage of pedagogy is to help them develop the capacity for higher-order thinking, 375 
independent critical reasoning, and adaptable learning strategies. 376 

With the advent of digital communications, the capability to exchange information in new ways 377 
has become widespread but without fundamentally changing the way we communicate. If anything, 378 
it has amplified existing trends, making them more pronounced. It has also allowed new trends, such 379 
as communication between people with different first languages. To use the languages that we have 380 
available to us in the most effective way, we need to be able to think critically and exchange 381 
information in a variety of ways. This can be achieved by using world languages, which are becoming 382 
increasingly diverse. 383 

Nowadays, people are constantly communicating with individuals from all over the world. This 384 
increasing diversity has led to the rise of world languages, which are now the most geographically 385 
diverse group. There are more than 100 languages, dialects, and varieties in World Englishes. This 386 
makes World Englishes the most diverse language in the world. The next stage of pedagogy for 387 
learners of WEs is to help them develop the capacity for higher-order thinking, independent critical 388 
reasoning, and adaptable learning strategies.  389 

The internet has had a significant impact on the way that we communicate. It has allowed us to 390 
learn from each other and share information more efficiently. It has also led to the rise of world 391 
languages. World languages are now the most geographically diverse languages in the world. The 392 
technology has also impacted the way we communicate significantly, both within and across cultures. 393 
It has allowed us to learn from each other and exchange information in ways that were not possible 394 
before. This has allowed for the developing of new and more powerful ways of thinking and adaptable 395 
learning strategies. The impact of the internet on communication has been profound, not just for 396 
those who use it for personal purposes. The internet has had a significant impact on the way that we 397 
learn and communicate, and it is only going to continue to do so in the future. With the emergence 398 
of the internet, people from all over the world can connect with and learn from each other. The 399 
internet was long seen as a place of racial difference. For instance, the internet has shaped people’s 400 
racial identity, sense of belonging, and political commitments and affected their position within and 401 
outside the African American community.  402 
 403 
11. Conclusion 404 
 405 
Linguistic diversity, or language variation, is the phenomenon where people of different social and 406 
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cultural backgrounds use two or more languages or varieties of the same language. This occurs when 407 
two or more communities speak different languages but use the same dialect. Researchers have been 408 
interested in language diversity, World Englishes, and cross-cultural communication for a long time. 409 
Language diversity refers to the number, variety, and distribution of languages spoken in a given area. 410 
World Englishes refers to the variety of English used by people worldwide. Cross-cultural 411 
communication describes the ability to communicate with people from different cultures. The most 412 
significant impact of internet technology has been its ability to create new and more powerful ways of 413 
communicating between people. We can exchange ideas and information in ways that allow us to 414 
learn from each other and share information much more efficiently. Rising global connectivity has 415 
transformed the way societies communicate, leading to the rise of new platforms, communities, and 416 
markets that have disrupted existing ways of doing business.  417 
 418 
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Abstract 27 

 28 
The first president of Vietnam, Ho Chi Minh always emphasizes building the ideal student model and 29 
considers it an important factor for the development of the country. The research focused on the analysis of 30 
Ho Chi Minh's thoughts and foreign research documents on the problem of building an ideal student model. 31 
This study surveyed the building of the ideal student model at universities in Vietnam to have an objective 32 
view to give the most general view. The research was also based on the main author’s experience in building 33 
the ideal student model at Khanh Hoa University, where he is working. The works selected for research are 34 
documents of Ho Chi Minh and some typical works of other authors on student models. The number of 35 
students selected for the survey is 1500 second-year students from 10 universities in Vietnam. An analytical 36 
approach to Ho Chi Minh's thought in building an ideal student model at universities in Vietnam today is a 37 
very necessary job. The survey will be a scientific basis for administrators at universities in Vietnam to have a 38 
more objective and comprehensive view in developing their training strategies.   39 
 40 

Keywords: Model, students, ideal, Ho Chi Minh, university, Vietnam 41 
 42 
 43 
1. Introduction 44 
 45 
Students are the driving force behind the development of each nation's intellectual assets. In the age 46 
of the information economy, science, and technology, they are the primary resource and are crucial 47 
to the growth of the nation. Students have a significant social role in every historical era, shaping the 48 
future and helping to create and protect the nation. Even while sitting on the chair of universities, 49 
students also have a certain role to play in influencing society. In the majority of these cultures, 50 
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students take political engagement even before they complete their studies, taking national, tribal, 51 
and municipal politics into the institution in a pretty straightforward approach. In a lot of less 52 
developed nations, the number of students is relatively small (in comparison to the total population), 53 
but the fact that governments in many of these countries dispute with students or push them to 54 
accept their policies, or that students may push their demands on their governments, demonstrating 55 
the potential power of educated young generation (Roucek, 1967). 56 

In the process of leading the Vietnamese nation, Ho Chi Minh always had complete trust in 57 
students. He considers training students in universities a matter of survival because they are the 58 
future of the country. Ho Chi Minh considers students an important part in the policy of national 59 
construction, protection and development. Today, the Vietnamese government also emphasizes that 60 
in order to develop the country, it is necessary to build a strong knowledge team. In order to have 61 
high-quality human resources to meet social needs, it is essential to build an ideal student model in 62 
universities. 63 

Daily ideal models are often used to describe dreams and aspirations such as the ideal man, the 64 
ideal house model, family role model. Most people have an idea of building their own model to their 65 
liking. However, the ideal model is often given to meet the requirements of the majority of people in 66 
society. 67 

The term “ideal model” was coined by an American sociologist, Robert King Merton (1910-2003) 68 
in a research project at Columbia University focusing on medical students’ socialization. The phrase 69 
emerged from his notion of reference groups, which are social groups that people may compare 70 
themselves to without necessarily belonging to them. According to Merton, society is the central part 71 
and there instead of just assuming a role and status, it can assume a set of roles and statuses in the 72 
social structure associated with it, a whole set of expected behaviors (Calhoun, Craig Jackson 2011). 73 

The word “ideal” is defined as “an idea or standard that seems perfect, and worth trying to 74 
achieve or obtain” or “a person or thing that you think is perfect” (Oxford Learner’s Dictionaries, 75 
n.d.). To put it another way, an ideal might be thought of as a vision or aim that is significantly 76 
influenced by earlier or current experiences, information, attitudes, or ideas. We do not mean 77 
perfection or the best when we describe the "ideal" university student. What is expected of students 78 
in higher education is something we wish to emphasize. These expectations are ideals because they 79 
represent our goals or aspirations, even if they may be challenging to achieve in reality (Stemplowska, 80 
2008). 81 

To study the ideal student model, we have conducted research based on the study of Weber 82 
(2009). Weber argues that the ideal is a necessary foundation in society that every individual in it 83 
must follow. Model building is a method to operate society, helping society to have stability. The 84 
members of society can add criteria to make the ideal model more and more perfect. Like society, 85 
building an ideal student role model in the university will help society evaluate and understand the 86 
role and quality of the university. Through the criteria to build the ideal student model, the employer 87 
will have a more objective view of the training quality. Moreover, Stemplowska (2008) points out that 88 
ideal types can help society’s normalcy operate by being a component of the socialization process, 89 
which gives us the disposition to understand, react, and respond to the intricacies of ordinary life 90 
experiences. 91 

The ideal student model is given to build a perfect image for all students in the school to look at 92 
to practice in all aspects. Consequently, Burr (2003) states that the ideal student model is diffused 93 
first at the individual level, then at the social level, and is probably included in prevailing discourses. 94 

Building a foundation for society requires universities to point out the Strengths, Weaknesses, 95 
Opportunities and Threats of each student while they are studying. Establishing clear criteria for the 96 
ideal student role model is better than thousands of lectures. The building of an ideal student model 97 
in universities is not only aimed at training high-quality human resources to provide for society but 98 
also contributes to reducing inequality. Through building the ideal student role model, every student 99 
will be given the same opportunity. This reduces ambiguity when teachers evaluate students and 100 
forces teachers to abandon emotional assessment to rational assessment using scales. 101 
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In addition, Brown and Carasso (2013) argue that the idea of the "perfect" university student has 102 
the ability to reduce gaps and control lecturers' and students' expectations, which have grown in 103 
scope as a result of consumerism and rising student demands. With this idea, we can see that we have 104 
a more thorough understanding of the university student model. 105 

The research on the ideal student model in the world so far is not much. Its cause can be traced 106 
back to the idea that setting an ideal model is often behind the movement of society. According to 107 
our research, the study of the ideal student model includes the following scientists: The "ideal" 108 
student was discussed in the 1950s by Becker (1952), who also noted that instructors tended to respect 109 
children from middle-class families and their ideals. Academic ability and aptitude were the primary 110 
foundation of an "ideal" student in higher education, according to surveys conducted in the 1960s by 111 
Brown and Torrance on the personality attributes of the perfect student. In general, the works of the 112 
above authors have studied the ideal student model and focused on predictors of scholarly 113 
achievements including planning, trust, inspiration, studying style and execution.    114 

In Vietnam, the ideal student model has been mentioned in the views of Phan Chu Trinh and 115 
Ho Chi Minh. In recent years, the Vietnamese government has mentioned many necessary things to 116 
build an ideal student role model in universities. 117 

In this article, we will focus on answering the following questions: Firstly, what has Ho Chi 118 
Minh contributed to in building the ideal student model at universities in Vietnam today? Secondly, 119 
why is it important to build an ideal student role model? Thirdly, what criteria is the building of the 120 
ideal student model in universities in Vietnam today based on? Fourthly, are the criteria set forth to 121 
build the ideal student model out of date with the movement of society? 122 
 123 
2. Materials and Methods 124 
 125 
We conducted a survey of 1500 second-year students from 10 universities in Vietnam, including 4 126 
national universities, 2 regional universities, 2 private universities and 2 local public universities. To 127 
conduct the survey, we determined that the participants were students studying in the second year, 128 
semester 1 in the academic year 2021-2022 at these universities. The questions were developed to 129 
conduct the survey focusing on 12 criteria including having revolutionary ideals, steadfast bravery, 130 
rich in patriotism, ethical purity, cultural lifestyle, compliance with the law, pioneering action, 131 
creating endlessness, continuous learning, good health, appropriate skills, and aspiration to rise. For 132 
the survey method, the research team directly met the participants to conduct the survey. After 133 
finishing the survey, we processed the data using SPSS (Statistical Package for the Social Sciences) 134 
software, a computer program for statistical analysis. 135 

The document analysis method was used through contact with available documents that grasp 136 
Ho Chi Minh's points of view on building an ideal student model. We collected documents from 137 
domestic and foreign sources to analyze the strengths and weaknesses of previous works and point 138 
out gaps for development. 139 

In addition to the two main methods mentioned above, in this paper, other methods were also 140 
used such as historical - logical method, which is based on the historical method to study events and 141 
scientific issues. On the basis of historical data, we drew out the constancy of the movement and 142 
growth of building the ideal student model. For the method of literature study, when we learned 143 
about and investigated scientific topics, we adhered to the works' original texts. At the same time, we 144 
learned the text's origin, and compared the text to analyze and clarify the criteria to build an ideal 145 
student model. We also used the method of comparison to compare the results obtained from the 146 
survey with reality. 147 
 148 
3. Results 149 
 150 
Ho Chi Minh made a great contribution to building the ideal student model at universities in 151 
Vietnam today. Ho Chi Minh (1890-1969) was the greatest leader of Vietnam. Faced with the basic 152 
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and urgent requirements of Vietnam's reality and on the basis of inheriting and selectively absorbing 153 
traditional national values and the quintessence of human culture, Ho Chi Minh focused on training 154 
students and considered this as one of the important factors for the development of the Vietnamese 155 
nation. 156 

According to Ho Chi Minh's point of view, students are important resources for the 157 
development of the country. Ho Chi Minh appreciated their role and position. In order to have an 158 
ideal student model, Ho Chi Minh gave the criteria as possessing both political integrity (originally in 159 
Vietnamese as "pink" - “hồng”) and professional competence (originally in Vietnamese as 160 
"specialized" – “chuyên”). "Pink" means a person who lives with revolutionary ideals, has political and 161 
moral qualities, and a pure lifestyle; this person is not afraid of difficulties and hardships, and is 162 
striving and willing to sacrifice for the nation. “Specialized” means a person with wisdom and 163 
professional capacity; has a culture; master science and technology. These two criteria have a 164 
dialectical relationship with each other and the "pink" criterion is considered more important. Ho Chi 165 
Minh (2011) says "we must take care of educating them in revolutionary morality, training them to 166 
become heirs to build socialism that is both "pink" and "specialized" (p. 15). 167 

In order to have an ideal student model, Ho Chi Minh paid special attention to building a 168 
lifestyle with ambition, dreams, energy and aspiration with high ideals, having the virtue of 169 
sacrificing himself for great goals. The education was to awaken patriotism, national self-reliance, 170 
fostering revolutionary ideals and ambitious lifestyles for students. Consequently, having ideal 171 
models is an urgent task. The way to achieve the ideal model is that first of all, students must have a 172 
good lifestyle, know how to endure hardships, overcome all difficulties, and be determined to achieve 173 
the set goals. 174 

Ambition is an important motivator for each student to achieve his or her ideal student model. 175 
Ambition is the desire to master knowledge to put into practice. It is also an important tool for 176 
personal development. In order to have great ambitions, students need to study, practice ethics, and 177 
participate in experiential activities. Administrators in universities need to set goals and help 178 
students make plans to achieve these goals. 179 

Students must pursue the values of life, have faith, love for people and responsibility for the 180 
country. To do that, students must have dreams, strong will and actions that are creative, strong, 181 
enthusiastic, energetic, determined and confident. Ho Chi Minh also strongly criticized young people 182 
who only care about their own interests, are greedy for material things, love to be happy, avoid 183 
hardship, be lazy, despise labor, luxury, and arrogance. Ho Chi Minh (2011) advised students “Do not 184 
put too broad programs and plans, which sound good but cannot be implemented. The plan needs to 185 
match the reality. The work must be from small to large, from easy to difficult, from low to high” (p. 186 
5). 187 

For intellectual enhancement, in order for students to become ideal role models, they must 188 
constantly improve their intelligence. From the point of view of society's development, today's youth 189 
is an important link in the operation of tomorrow's machinery. Ho Chi Minh stressed that studying is 190 
not only a right but also an obligation to society and a moral obligation of young people. To improve 191 
their intelligence, students must summarize human experiences, synthesize natural and social 192 
knowledge accumulated in the historical process. Once you have mastered the theory, you must 193 
apply it to practice to see its correctness because practice is the measure of truth. “It is necessary to 194 
combine scientific theory with practice, try to study advanced theory and science of other countries, 195 
combine with the practice of Vietnam” (Ho Chi Minh, 2011, p. 186). 196 

For physical enhancement, human health is the most precious capital, a source of social wealth. 197 
Ho Chi Minh (2011) highlights that every unhealthy citizen implies that the entire nation is 198 
unhealthy, and every healthy citizen implies that the entire nation is healthy. Students must 199 
constantly exercise to become ideal models. If you are healthy, you will have enough strength to 200 
participate in a flexible and persistent way in work that benefits the country and the people. Health is 201 
one of the important weapons to make dreams come true. 202 

By absorbing and selecting different perspectives on building an ideal model in society and 203 
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derived from the characteristics and requirements of Vietnam's social reality, Ho Chi Minh has given 204 
his views and standards specific criteria to build the ideal student model. 205 

The ideal of life is understood as a good goal that every human being wants to achieve. The 206 
ideal of life is a great motivation to help people overcome difficulties and challenges in life to realize 207 
their dreams and ambitions. A person with a high ideal life is a person who always has strong will to 208 
rise and move towards positive things, to improve and develop himself. People with ideal life always 209 
bring joy, happiness and meaning to their lives, bring pride to their families, and at the same time 210 
help the development of society. People with high ideals of life are always recognized and respected 211 
by society. 212 

Building an ideal student role model in universities in Vietnam is a necessary job to create 213 
spillover for the young generation. Its purpose is to promote transparency, and clarity of what society 214 
wants about a student. 215 

Inheriting Ho Chi Minh's thought, the Government of Vietnam always focuses on creating a 216 
new generation of individuals who live with culture and thankfulness. They are rich in patriotism and 217 
real international spirit, and possess lofty goals, a feeling of civic responsibility, knowledge, excellent 218 
health, and decent work. The Vietnamese Government also encourages Vietnamese youth to nurture 219 
great ambitions, national resilience, dynamism, creativity, mastery of new science and technology, 220 
rise to par with the times, and stand shoulder to shoulder with young people from other countries 221 
around the world. The Government insisted on forming an elite class of young men and women who 222 
are politically stable, steadfast in the socialist path, typical for the young generation, becoming good 223 
leaders, managers, business people, professionals, outstanding scientists in all aspects of social 224 
activities, erudite intellectuals occupy the heights of science (Communist Party of Vietnam, 1993). It 225 
is expected to build an ideal student role model in universities with "Pure heart - Bright mind - Great 226 
ambition" based on 12 criteria, including: having revolutionary ideals, steadfast bravery, rich in 227 
patriotism, ethical purity, cultural lifestyle, compliance with the law, pioneering action, creating 228 
endlessness, continuous learning, good health, appropriate skills, and aspiration to rise. 229 

The criteria for building an ideal student model have also been concretized into the Law on 230 
Education of Vietnam. According to Article 5 of the Law on Higher Education, the purpose of higher 231 
education is to develop human resources, increase people's knowledge, and nurture their talents. It 232 
also aims to advance scientific and technological research, produce new knowledge and godos to 233 
meet the needs of socioeconomic development, and ensure the national defense and security of the 234 
country as well as global integration. The Law on Higher Education also have regulations to develop 235 
students' political and moral character, as well as their knowledge, professional practice skills, and 236 
capacity for scientific and technological research and development appropriate to their level of 237 
training, as well as their physical health, creativity, and professional responsibility, as well as their 238 
ability to adapt to their working environments. 239 

At universities in Vietnam, there are 5 standards for training students to become ideal models. 240 
Standard 1. Good ethics. The criteria to be achieved include: the average training score for the 241 

school year is 80/100 points or more; do not violate the law and the school's rules and regulations, 242 
local and community regulations; participate in faculty and school activities. 243 

Standard 2. Studying well. The criteria to be achieved include: the average score of the school 244 
year to be achieved is 7/10 or higher and there is no debt for the course in the school year; participate 245 
in regular activities at least 01 academic club; participate in scientific research; participate in creative 246 
idea contests. 247 

Standard 3. Good fitness. The criteria to be achieved include: join at least 01 sports club; 248 
participate in at least 01 sport; 249 

Standard 4. Participating in community activities. The criteria to be achieved inclide: participate 250 
in at least 03 community activities; 1 time of blood donation. 251 

Standard 5. Good integration. The criteria to be achieved include: participate in community 252 
activities with 01 foreign organization; participate in 01 activity to practice foreign languages; be 253 
proficient in computer science. 254 
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In order to assess the training status of students to reach the ideal model in universities in 255 
Vietnam, we conducted a survey of 1500 students studying in their second year at 10 universities in 256 
Vietnam. The number of female students is 798 students while the number of male students is 711. 257 
For the age of students surveyed, there are 1230 19-year-old students, 140 20-year-old students, 70 21-258 
year-old students, and 60 students from 22 to 25 years old. The survey was conducted based on 5 259 
standards including ethics, study, exercise, participating in community activities, integration. The 260 
results obtained are as follows: 261 

Standard 1. Good ethics. 262 
Criterion 1: The average training score of 80/100 points or more has 1368 students, accounting 263 

for 91.2%, below 80 points are 132 students, accounting for 8.8%. 264 
Criterion 2: Violating the law and the school's rules and regulations, local and community 265 

regulations, 1497 students did not violate, accounting for 99.8%; 03 students violated, accounting for 266 
0.2%. 267 

Criterion 3: Participating in faculty and school activities, 975 students participated in at least 268 
one activity, accounting for 65%; 525 students did not participate in any activities, accounting for 269 
35%. 270 

Standard 2. Studying well 271 
Criterion 1: The average score for the school year to be achieved is 7/10 or higher and there is no 272 

debt for the course in the school year. There are 450 students with the average score of 7 points or 273 
higher in the school year, accounting for 30%; from 5 to under 7 are 960 students, accounting for 274 
64%; The average score below 5 has 90 students, accounting for 6%. 275 

Criterion 2: Participating in regular activities at least 01 academic club. There were 1290 students 276 
participating, accounting for 86%; 210 students did not participate, accounting for 14%. 277 

Criterion 3: Participating in scientific research. There were 345 students participating, 278 
accounting for 23%; 1155 did not participate, accounting for 77%. 279 
 280 
4. Discussion   281 
 282 
The criteria given above to build the ideal student model are backward compared to the movement of 283 
society or not. The survey demonstrated students' interest in striving to become an ideal role model 284 
in universities in Vietnam today. Whether the development of standards and criteria based on the 285 
development of Ho Chi Minh's thought is still relevant or not, it is shared and discussed. According 286 
to Wong and Chiu (2018), being ideal as a student may also entail making improvements or making 287 
progress in the future, therefore being perfect in the sense of faultlessness is not the same as being 288 
ideal. Research shows that students are very interested in the standards and criteria set by 289 
universities. Their desire comes from the subjective and objective conditions to reach the ideal they 290 
set, and at the same time, the subject has strong feelings and will towards the goal, with that 291 
exemplary image of the person. This makes the ideal different from the dream. The dream only stops 292 
at setting goals but has not been deeply aware of the difficulties and obstacles in the process of 293 
achieving the goal and has not made any efforts to the end, like the emotional desire to get there. 294 
However, dreams can be the basis for the formation of noble ideals later. 295 

Through the survey, we found that students were eager to develop themselves to become useful 296 
citizens. They were self-aware of the need to spend time on studying, practicing ethics and 297 
appropriate skills. They were also willing to build a role model for themselves. The majority of 298 
students wanted to become an ideal model, to be able to achieve standards in life and work in the 299 
future, to become an example for friends, colleagues and people around to follow. Thus, this is a 300 
remarkable point about the students' eagerness to learn, progress, and enthusiasm. There are 301 
measures to encourage students to train themselves to become an ideal model. They would like to 302 
have “Clear mind - Bright mind - Great ambition". They would also like to become a person with 303 
"Ethical standards - Solid knowledge - Good skills - Confident integration". 304 

Through the survey, we found that in order to build an ideal model, students at universities in 305 
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Vietnam are currently facing the following issues that need to be discussed: 306 
Firstly, the distribution of study and leisure time is not really reasonable. Through the survey, 307 

we found that only a small percentage of students did not like to spend a lot of time studying or 308 
practicing skills; they also did not like working in groups. The status of working alone during school 309 
hours, preferring simple entertainment instead of joining academic clubs... still exists. 310 

Second, some students lacked knowledge and skills in international integration. The students' 311 
independence, initiative, creativity, and post-training practice capacity were still weak. 312 

Third, students did not understand the relationship between tradition and modernity. Many 313 
students mistakenly believed that the modern lifestyle was a way of absorbing the entire culture of 314 
developed countries. This misconception has pushed students to lead a self-indulgent lifestyle that 315 
forgets the traditional cultural values of the Vietnamese nation. 316 

To have an ideal student model in universities in Vietnam, it is necessary to promote education, 317 
propaganda and training to become an ideal model. Building a model of students who achieve "Moral 318 
standards - Solid knowledge - Good skills - Confident integration" is really important. Families need 319 
to accompany and share with the school in order to help students practice to become an ideal model. 320 

It is also crucial to build an ideal student model that is both realistic and romantic. It should be 321 
realistic because ideals are always built from many real "flavors and materials" in real life. However, 322 
the ideal is a model image that has not yet existed in reality or in life; it is something that can only be 323 
achieved in the future through our best efforts in the present. The ideal reflects the development 324 
trend of people, directs people to that noble goal, and urges people to perform and act. 325 
 326 
5. Conclusion 327 
 328 
Through the research process, we found that Ho Chi Minh has made a great contribution to building 329 
the ideal student model at universities in Vietnam today. This paper was drawn from the project of 330 
building an ideal student model at Khanh Hoa University, Vietnam from 2021 to 2022. In this study, 331 
research, investigation and analysis of the current situation were conducted based on the criteria of 332 
training the ideal student model at universities to make judgments about what has been achieved and 333 
issues to be discussed. The study also identified the causes affecting that process and showed the 334 
practical meaning of building an ideal model for students. At the same time, the research offered a 335 
system of solutions to be effective in the process of building an ideal model for students. 336 

In addition, the ideal model will help students have a basis and general orientation to train 337 
themselves effectively. However, it must also be emphasized that students who have not yet reached 338 
their ideal model are not good students. The study of the ideal student model is aimed at spreading 339 
the desired effect of a good model desired by society. 340 

We emphasize that building an ideal student model based on the criteria set by universities in 341 
Vietnam now takes time to perfect and compliment. However, in order to implement these criteria 342 
well, we believe that it is necessary to develop a specific and detailed training plan right from the 343 
beginning of the course. There should be close coordination between units in the university. To have 344 
an ideal student role model, learners need to practice the factors of physical strength, mentality, 345 
morality, skills and ideals. Universities and all staff members might then take a proactive and 346 
cooperative approach to help students develop the variety of recognized student traits that are 347 
essential in their particular situations (Johnston, 2010). The University needs to specify criteria to 348 
form a routine for students, set clear regulations, and have inspection, supervision and evaluation by 349 
functional units, in order to create complete human resources according to the public commitment 350 
to training quality of the higher education institution. 351 

The purpose of the ideal student role model is to provide learners with opportunities to 352 
consider and make their own decisions about training to serve their purposes upon graduation. The 353 
building of an ideal model is one of the important factors in training new people. It is also a key 354 
factor that promotes the spirit of national self-reliance and the aspiration to develop a prosperous 355 
and happy country. 356 
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Abstract 17 

 18 
The continuous quest for effective and global best practice in curriculum design to promote appropriate 19 
learning and teaching experiences is still not without some conundrums, particularly in the context of higher 20 
institutions of learning in Nigeria. The current study pursues the argument that curriculum design has major 21 
implications for students’ learning experience in the post-COVID-19 era in Nigeria. Remarking on the 22 
discourse of curriculum studies, not much attention has been given to the nexus between curriculum design 23 
and students’ learning experience in post-COVID-19 era in Nigeria. A total of 16 undergraduate students were 24 
recruited purposely and conveniently for interview from the Faculty of Management Science of the Lagos 25 
State University, Nigeria. NVivo (v.12) qualitative software was employed to identify themes and sub-themes 26 
which were analysed with content qualitative analytical tool. Expert contributions, quality assurance, 27 
practical knowledge and innovative contents were shown as global trends in curriculum design. In terms of 28 
the role of curriculum design in students’ learning experience, stimulating environment and the creation of 29 
higher thinking and learning experience were revealed, and the implications of curriculum design for higher 30 
education development in post-COVID-19were found to include improved e-learning and teaching experience 31 
and improvement in technology and innovation-aided teaching and learning. The study calls for the 32 
overhauling of Nigeria’s higher education curriculum in tandem with global best practices for innovative 33 
students’ learning experience.  34 
 35 

Keywords: Curriculum, students, education, knowledge, university, COVID-19 36 
 37 
 38 
1. Introduction  39 
 40 
The changing nature of curriculum design has long remained a crucial discourse among faculty 41 
members, stakeholders and university administrators (Adiaha et al., 2019). The recent focus of this 42 
discussion has been the extent of teaching and learning disruptions provoked by the emergence of 43 
the COVID-19 pandemic that has seen a drastic curriculum amendments and reorganisation among 44 
many universities globally (Bao, 2020). The teaching and learning delivery emanating from this 45 
amendments has remained a subject of controversy in students’ learning experience (Baanqud et al., 46 
2020). Curriculum design and restructuring in higher institutions of learning have relished the 47 
enormous benefits of information and communication technology and the accompanied methods of 48 
teaching and learning instructions as well as the stretching of the physical classroom away from ts 49 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 187

four walls (Arkorful & Abaidoo, 2015). These new curriculum modes of teaching and learning delivery 50 
have been criticised by some as a threat to the existing curriculum and instructions of teaching and 51 
learning policy with the propensity to disrupt and alter students learning experience in post-COVID-52 
19 era.  53 

With the high incidence of disruptions caused by the emergence of the COVID-19 pandemic, 54 
higher institutions of learning are transiting from the use of conventional to innovative curriculum 55 
that dovetails with the realities of the post-OVID-19 era for students’ learning experience, skills 56 
development and capacity building. The required skills and students learning experience needed to 57 
compete in today’s changing world is tied to the effectiveness and efficacy of curriculum in terms of 58 
its design and implementation (Bai et al., 2020). For instance, in this post-COVID-19, curriculum 59 
design should be tailored to how to stimulate appropriate students learning experience in the areas of 60 
transformational skill development and knowledge. According to Brown and Livstrom (2020, p. 13) 61 
the push for curriculum design will continue to form public debates in teaching and learning best 62 
practice, particularly in a quest to align with global trends and demands. The envisaged curriculum is 63 
expected to stimulate students with rich knowledge content and understanding for higher education 64 
development (Chugh, Ledger & Shields, 2017). Importantly, the array of these experiences has further 65 
echoed the significance of having a well-designed and structured curriculum for best teaching and 66 
learning outcomes.  67 

The assemblage of the challenges that have continued to affect curriculum design and 68 
implementation in Nigeria calls for serious scrutiny with untold effect on the knowledge acquisition 69 
of students and their learning experience (Igbokwe, Mezieobi & Eke, 2014). For instance, a number of 70 
the curricular employed by higher education in Nigeria are devoid of critical experts’ opinion and 71 
contributions leaving students with awkward learning experience (Emeh et al., 2011). In other words, 72 
the gamut of these challenges have continued to wreak havoc on the development of higher 73 
education in Nigeria (Igbokwe, Mzieboi & Eke, 2014).  74 

In general, it is explicit that the roles and functionality of the Nigerian higher education 75 
curriculum are being grossly impacted by the disruptions of the COVID-19 pandemic (Adiaha et al., 76 
2019). For instance, learning and teaching instructions were more impacted negatively leaving 77 
options to e-learning, teaching aided modes and the quest to upscale existing technology and 78 
innovative measures for the effective transmission of knowledge and teaching while the pandemic 79 
last. In contrast, the argument has been that the COVID-19 pandemic has engendered severe 80 
implications for students’ learning experience with the concern of teaching and learning engendering 81 
negative outlook in the post-COVID-19 era.  82 

According to Cunningham et al., (2019, p.430), curriculum changes and adjustment in the post- 83 
COVID-19 pandemic has a number of consequential impacts on the learning experience of students, 84 
particularly with the sparsity and poor utility of appropriate e-learning instructions and innovation-85 
aided teaching technology. These issues, no doubt, convey severe implications for students’ learning, 86 
skills development and knowledge acquisition (Ocean, Tukwasibwe & Oketch, 2021). The argument, 87 
therefore, in this paper is premised on the locus that the events that characterised the COVID-19 88 
pandemic have led to major shake-off in the existing curriculum with explicit implication of the 89 
learning experience of students in post-OVID-19 pandemic era.   90 

There have been a number of studies on curriculum design in Nigeria. For example, Igbokwe, 91 
Mezieobi and Eke (2014) interrogated teachers’ attitude to curriculum change and implementation 92 
for inclusive education; Izuagba and Atuobi’s (2009) thesis examined quality education through 93 
innovation in Nigeria’s higher institution; Ogar and Awhen’s (2015) study examined teachers’ 94 
perceived problems of curriculum implementation in tertiary institutions and Emeh et al., (2011) 95 
curriculum review and stakeholders’ reactions. From this array of available studies, hardly has there 96 
been any study that interrogated curriculum design and students’ learning experience in post 97 
COVID-19 era in Nigeria. This chasm identified the originality of this study and the intended pursuit 98 
to address the literature gap. The objectives of this paper are in three folds: to ascertain innovative 99 
global trends in the design of curriculum in higher institution of learning; identify the roles of 100 
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curriculum design in students’ learning experience and the implications of curriculum design for 101 
higher education development in post- COVID-19 era.  102 

The research contribution is the interrogation of the implication of curriculum design on 103 
students’ learning experience in Nigeria, particularly in a post-COVID-19 era. It is an incontestable 104 
fact that existing studies on curriculum design have examined the discourse through the prism of 105 
teachers’ perception, inclusiveness, implementation and development leaving issues on students 106 
learning experience, drawing emphasis from the post COVID-19 narratives. By examining this 107 
discussion, the study hopes to ignite fresh debates and discussions on curriculum design and 108 
students’ learning experience narratives. The paper, after a brief explanation of the twin concepts of 109 
curriculum and curriculum design, proceeds to review curriculum design and students’ learning 110 
experience. What follows is the explicit explanation of the different methodological approaches 111 
employed in the study.  112 
 113 
2. Conceptualising Curriculum and Curriculum Design  114 
 115 
The conceptual understanding of curriculum espouses a variety of definitions and meanings. The 116 
challenge of arriving at a single definition cannot be unconnected from the range of diverse 117 
perceptions and opinions held about the concept by different stakeholders including students, 118 
researchers, educators and allied administrators (Doering, 2006). Thus, the challenge of consistency 119 
clearly exudes the complexity of the concept of curriculum. With this in mind, it is instructive to 120 
conceptualise the term “curriculum” before attempting to conceptualise “curriculum design”. The 121 
conceptual meaning of curriculum explicates an embodiment of knowledge, skills and attitude that 122 
are impacted on persons through the school administration system (Jia, Zhou & Zheng, 2021). By 123 
“knowledge”, is meant the integration of all facts, postulations, philosophies and rules required to be 124 
attained for an individual/student to be certified as competent in a chosen area of study.  125 

By implication, a curriculum is a set of scheduled activities planned to implement a specific 126 
educational goal in terms of the content of what is to be impacted (Johnson, Hornik & Salas, 2018). 127 
Curriculum can be defined as a planned and guided learning activities proposed by the school, 128 
irrespective of whether such learning activities are executed with an individual or group, or within or 129 
outside the school premises (Kim, 2012). On a more concise ground, a curriculum represents an 130 
agreement between the educational administrators and the State on the mode of learning contents 131 
and instructions learners should take for a specific period of their learning lives (Adiaha et al., 2019).  132 

Curriculum design can be construed as the administrative process involved in the maintenance 133 
of precision and ensuring up-to-date information about a curriculum (Li, Zhang, Dai & Hu, 2021). 134 
Thus, it can be conceptualised as an academic exercise, management and instructional supervision of 135 
the school business, not omitting learning and other teaching procedures (Igbokwe, Mezieobi & Eke, 136 
2014). With this in mind, it is instructive to argue that curriculum design and management is a 137 
comprehensive learning activities that shoulder the involvement of other relevant stakeholders in 138 
order to engender the successful implementation of the curriculum intentions (Brown & Livstrom, 139 
2020). The academic exercise of curriculum design does not abrogate an existing curriculum with a 140 
new one, rather it connotes addressing a specific teaching and learning experience (Westbury, 2016).  141 

Curriculum design represents a procedure that can be swift, elastic and responsive with the 142 
intention of attaining a more productive teaching and learning experience. This procedure can be 143 
undertaken through two systemic methods including the educational design and institutional process 144 
(Izuagba & Atuobi, 2009). The educational design entails the contribution of experts in the design of 145 
students’ learning experiences and the associated institutional learning processes, while institutional 146 
process captures the design of curriculum through market research and quality assurances (Izuagba 147 
& Atuobi, 2009). Curriculum content and design, particularly at the level of higher education is 148 
organized in a fixed time frame. For example, the COVID-19 global pandemic and the accompanying 149 
lockdown conundrums have vastly coxswained educators and university managers to reconsider the 150 
appropriate teaching and learning practices that dovetail with the trends and events that 151 
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characterised the COVID-19 global pandemic (Arkorful & Abaidoo, 2015). However, the post-COVID-152 
19 era is now integrating and synergizing the in-person and distance education with the expectations 153 
to see some changes in the existing curriculum. These expected changes have seen a number of 154 
innovative proposals for addressing the challenges in the new learning experiences in the post- 155 
COVID-19 era.  156 
 157 
3. Curriculum Design and Students’ Learning Experience 158 
 159 
Curriculum design, no doubt, represents a tenuous academic exercise, especially among educators 160 
who are saddled with the initiation, design and ensuring its implementation for effective students 161 
learning experiences. There are many discrepancies among stakeholders as to who is more fitting to 162 
lead the planning, priorities and contents of curriculum design (Li, Zhang, Dai & Hu, 2021). The task 163 
of curriculum design represents an educational planning exercise where the implementation of 164 
educational experience signposts important measures for evaluating students’ development and 165 
learning experience (Bümen & Holmqvist, 2022; Ndou, 2008). The heights of disagreement between 166 
stakeholders on who to pilot the responsibility of curriculum design reflect a disheartening narrative, 167 
especially when a lower level of thinking dominates the design and implementation of the 168 
programme (Reese, 2015). This argument portrays the risk of low learning experience on the part of 169 
students (Ogar & Awhen, 2015).  170 

Curriculum design creates a roadmap that incites the knowledge and rich understanding 171 
connected with higher thinking that stimulates a challenging and intellectual environment for 172 
students (Bladh, 2020; Arkorful & Abaidoo, 2015). The two most important components of any 173 
curriculum design are the communication of knowledge in an active mode and how students 174 
comprehend it (Tokgöz & Bümen, 2021; Shawer, 2017; Asebiomo, 2009). There have been several 175 
arguments on the need for evaluating students’ learning experience. For instance, Baanqud et al., 176 
(2020) argue that it is the responsibility of educators to ask “what has changed in the students 177 
learning experience” as a result of the curriculum design and implementation. Thus, an operational 178 
curriculum must be able to create a student-friendly environment for learning. All of the exertions of 179 
curriculum design are not unconnected to providing effective learning instructions to the students 180 
(Adu & Ngibe, 2014). The members of curriculum design group must be grounded and knowledgeable 181 
in the intricacies of curriculum design and implementation. This is in addition to having explicit 182 
objectives of the curriculum programmes. According to Leeman and Wardekker (2011, p.31), the 183 
appropriate question that ensues from a well-designed curriculum should reflect the threshold of the 184 
acquired knowledge.  185 

Higher institution of learning during the COVID-19 global pandemic adjusted to distance 186 
learning method of teaching and learning and the implementation of the online mode of teaching 187 
and learning delivery (Muller, 2022; Li eta l., 2021). A number of universities adopted different 188 
learning tools and approaches for this purpose. According to Yao & Guo (2018, p. 1920), these tools 189 
include online classes, simulation and e-learning teaching and learning methods. Swart et al., (2014) 190 
argued that these developments ensued with significant effects on the learning experiences of 191 
students. The application of these learning approaches are no doubt distinct from the everyday class-192 
room teaching and learning approaches (Singh, 2012). For example, the adoption of the online 193 
teaching and learning processes demand a thorough and careful adaptation from the perspective of 194 
the educators and learners for a stimulating learning experience (Deng, 2022; Wilson, 2008).  195 

The curriculum engagement and design that have seen alteration from the conventional in-196 
person to an online teaching and learning mode will plausibly modify the perception of students in 197 
connection with their learning experience and how they are likely to amend in the post-OVID-19 era 198 
(Adiaha et al., 2019). These modifications possess serious implications for the development of higher 199 
education (Rawling, 2022; Bevan et al., 2015). The understanding of curriculum design encompasses 200 
several important characteristics. For example, in the perspectives of teacher and student, it means 201 
setting certain standard for curricula which is related to a specific knowledge area. The extended 202 
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period of school closure during the COVID-19 pandemic has steered austere obstructions for 203 
students’ learning experience with drastic curriculum changes and amendments (Alderson, 2020; 204 
Bouiheres et al., 2019). McCaw (2017) argued that during the lockdown, higher institutions of learning 205 
were perplexed with alteration and pursuit of covering the annual curriculum permitted within the 206 
academic year. This experience has continued to reflect on the learning experience of students (Jang 207 
et al, 2020; Izuagba & Atuobi, 2009).  208 

The curriculum-related challenges that arose during the lockdown include the lack of time for 209 
the completion of the current academic year with negative outlook on the development of higher 210 
education. Several arguments have been advanced on the significance of curriculum design for a 211 
positive students’ learning experience (Tan et al., 2017). According to Lunenberg (2011, p.60), teachers 212 
are expected to shoulder more of a facilitator character and employ a strand of teaching modes. 213 
Hendry and Winfield (2013) conceptualised problem-based learning as focused, experiential 214 
knowledge with an emphasis on examination, clarification and meaningful resolution of conflicts. 215 
The students, on the other hand, are expected to play a more dynamic role towards learning. 216 
Conclusively, the discourse of curriculum design must be tailored towards ensuring that students 217 
attain sustainable learning experience. 218 
 219 
4. Methodology  220 
 221 
The philosophical assumption of this study is grounded on the interpretivist research philosophy. 222 
The assumption of this approach is aimed at unearthing a deep qualitative understanding of 223 
curriculum design and its implication on students learning experiences in post-COVID-19 era. It 224 
affords the opportunity to explore, understand and interpret the implication of curriculum design on 225 
students’ learning experiences through respondents’ real world perspectives (Saunders, Lewis & 226 
Thornhill, 2009). Similarly, it offers the incorporation of the human elements into a study, the 227 
meanings emanating from such study and how these meanings can be understood in any research 228 
situation (Sekaran & Bougie, 2016). For this study, the human elements of students’ were interrogated 229 
to understand the implication of curriculum design on their learning experiences for policy 230 
enhancement in post-COVID-19 era.  231 

The assumption of the exploratory design is borrowed to situate the research blueprint. This is 232 
justified to expand the limits of the existing knowledge on the themes of curriculum design and 233 
students’ learning experiences in post-COVID-19 era (Creswell, 2014). For instance, the interrogation 234 
of the literature hardly showed any research on curriculum design and students’ learning experiences 235 
in a post-COVID-19 era in Nigeria. Thus, the presupposition of the exploratory design becomes 236 
apposite to advance this research chasm. The population of the study were selected students from the 237 
Lagos State University, Nigeria. The selected respondents were undergraduates selected from the 238 
departments of Accounting, Finance, Business Administration, Marketing and Industrial Relations 239 
and Personnel Management (IRPM) of the Faculty of Management Sciences (See Table 1 for sample 240 
distribution). The sample size consists of total of 16 undergraduate students. This sample size is 241 
appropriate and justified to unearth deep and exploratory research findings in a qualitative study 242 
(Shields & Rangarajan, 2013). In other words, a sample size within the range of 10-20 is appropriate for 243 
a qualitative study (Yin, 2016).  244 

The students were strategically recruited on purposive and convenient grounds.  For instance, 245 
students were recruited based on their understanding and exposure to the subject matter. This was 246 
realised through referrals from the faculty manager of the university. What followed was the 247 
intentional selection of students who were ready and comfortable with the timing and structure of 248 
the interview. The total number of students who met this criteria culminated into a total of 16 249 
undergraduate students. The semi-structured interview type was employed as the data collection 250 
instrument. This method is justified to allow for the enquiry of follow-up questions and responses, 251 
especially in the instance when the questions or responses are ambiguous (Quinlan, 2011).   252 

An interview guide was employed during the interview process to allow for an unhindered flow 253 
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of questions and responses. The conventional challenges known with the interview method of data 254 
collection such as ambiguity in language and responses and the possibility of misunderstanding the 255 
questions and responses were adequately addressed by ensuring that the questions were worded in 256 
English language and easy to comprehend by all the respondents. The total duration of the interview 257 
was for a period of four months; from 13 December, 2021 to 23 July February, 2022. The range of 258 
questions interrogated addresses innovations and global trends in curriculum design in higher 259 
institutions of learning; the roles of curriculum design in students’ learning experiences and the 260 
implication of curriculum design for higher institution development in post-COVID-19 era 261 
respectively.  262 

The quality of the data was ascertained with the adoption of the Trochim and Donnelly’s (2007) 263 
four stages of ensuring the reliability of qualitative data viz; credibility, transferability, dependability 264 
and confirmability respectively. The credibility of the data was pursued by ensuring that the data 265 
reflected the view of the respondents. The transferability was attained by allowing for the 266 
transferability of the findings to other research context. Dependability was certified by ensuring strict 267 
compliance to all ethical considerations in the data collection and report of findings. For 268 
confirmability, a nexus between the data and results was ensured. The NVivo (v.12) qualitative 269 
software was used in the identification of themes and sub-themes from the interview scripts. The 270 
content qualitative analytical tool was thereafter employed to make sense of the themes and sub-271 
themes. The data engender a crucial insight on the narrative of curriculum design and its implication 272 
on students learning experiences. The post-COVID-19 discourse makes important case on the 273 
question of university development through curriculum design and implementation. The limitations 274 
of the methodology were issues around accessing students for a face-to-face interview.  275 
 276 
Table 1: Students demographic distribution 277 
 278 

  Respondents            Gender Department Year of Study Age 
Respondent 1 Female Business Administration 4 25 
Respondent 2 Female Marketing 4 24 
Respondent 3 Male IRPM  2 21 
Respondent 4 Male Finance   4 25 
Respondent 5 Male Business Administration 4 24 
Respondent 6 Male IRPM 3 22 
Respondent 7 Female Marketing 3 22 
Respondent 8 Female Accounting 4 26 
Respondent 9 Male Marketing 4 24 
Respondent 10 Female Finance  2 23 
Respondent 11 Female IRPM 3 23 
Respondent 12 Male Business Administration 4 26 
Respondent 13 Male Accounting 4 25 
Respondent 14 Male Marketing 3 24 
Respondent 15 Female Accounting 4 24 
Respondent 16 Male Finance 4 25 

 279 
Source: Data analysis  280 
 281 
5. Analysing and Interpretation of Findings  282 
 283 
5.1 Global trends in the design of curriculum  284 
 285 
The importance of curriculum design remains a sacrosanct debate for educators and related 286 
stakeholders within the academia, particularly as a measure for building a sustainable educational 287 
sector. These concerns are robustly supported by the desire to adopt global trends in the design of 288 
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curriculum in Nigeria’s higher institutions of learning. The contents and structure of the Nigerian 289 
curriculum across the three tiers of education, particularly the higher education, do not reflect global 290 
trends and innovative metrics with evidence of obsolete and ambiguous contents. This narration has 291 
continued to significantly impact the quality and effectiveness of the Nigerian universities’ course 292 
content delivery at higher institutions (Tan et al., 2018). From the analysis, majority of the 293 
respondents explained that a number of innovative and global trends required in the design of 294 
curriculum include the need for expert contributions, emphasis on quality assurance, skills and 295 
practical knowledge and innovative contents and learning instructions respectively.  296 

The place of expert contributions cannot be over-stretched. The respondents argued that this 297 
has been lacking within the Nigerian setting where educators and appropriate expert contributors are 298 
excluded in the design and implementation of curriculum. This situation has further led to the 299 
corruption in the administration of effective and quality education through robust and 300 
implementable curriculum design in Nigeria. The Nigeria educational space requires a high level 301 
expert contribution to overhaul the moribund curriculum that does not dovetail with global 302 
standard. This intention can be attained by bringing in innovative trends into the existing curriculum 303 
for better results. One of the respondents agreed with this and explained below:  304 

We should start engaging expert contributions when it comes to curriculum design. This is 305 
important to ensure that we align with global trends as we cannot to be in isolation. The design of the 306 
Nigerian curriculum is presently lacking this important metrics and I am afraid we cannot get the 307 
best. I believe we should start inculcating and making use of expert contributions and educators 308 
when it comes to curriculum design and start doing away with the use of those without the 309 
appropriate expertise and knowledge. This is the only way we can start talking about comparing our 310 
curriculum with global innovation and trends.  311 

The importance of quality assurance also remains crucial in the narrative of curriculum design. 312 
It was explained by the majority of the respondents that the existing curriculum and course contents 313 
employed in teaching and learning was devoid of quality assurance on all grounds. This argument 314 
reflects a background of Nigeria’s culture of quality assurance where projects and policies are not 315 
effectively given the desired quality attention for best performance. According to the respondents, 316 
the poor quality of monitoring on the part of those saddled with the responsibility of ensuring 317 
effective curriculum design is manifested in the poor implementation of curriculum and course 318 
content in many Nigerian universities. One of the respondents echoed similar conclusion as follows: 319 

The Nigerian attitude of poor quality assurance has remain a concern for effective curriculum 320 
design. This is so as the Nigeria situation does not give detail attention to policy implementation. I 321 
will argue that for innovation and global best practices to be inculcated into the higher education 322 
curriculum, the government through the ministry of education must be willing to dedicate a high 323 
level of quality assurance. Otherwise, higher education curriculum design will continue to suffer 324 
setback in terms of quality and innovation.  325 

The Nigerian curriculum has continued to undergo criticism for lacking in appropriate skills 326 
and practical knowledge initiatives. One of the essentials of any curriculum design is the ability to 327 
transmute it into appropriate skills and practical knowledge hub for the overall interests of the 328 
students. The large majority of the respondents agreed that the current curriculum is not designed to 329 
engender skills and practical knowledge in tandem with global trends and innovation. As explained, 330 
the curriculum and course content does not reflect basic features of skills development and 331 
appropriate practical and knowledge development characterised as innovations globally. One of the 332 
respondents argued in support of this narratives as follows: 333 

One thing I have to talk about is the fact that the Nigerian higher education curriculum is 334 
precisely lacking the required skill development initiatives and knowledge. We are only rehearsing 335 
what I call memorisation rather than skills development and the inculcation of knowledge as it 336 
obtains in other parts of the world. In other word, our curriculum and its design need appropriate 337 
restructuring in such a way that skills development initiatives will be added, without which we will 338 
continue to have a situation of less of skill development initiatives in our curriculum. 339 
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The significance of innovative contents and learning instructions was averred by another 340 
respondent as critical to determining the innovativeness of curriculum design in this epoch of 341 
technological advancement. Majority of the respondents canvass for the adoption of innovative 342 
contents and learning instructions such that students can become conversant with global trends. This 343 
position was echoed by a respondent in the following lines: 344 

We need to do more in terms of having an innovative content and learning instructions. The 345 
Nigerian higher education curriculum is strictly lacking in these areas. We have a learning instruction 346 
that does not reflect any measure of innovation and our course content is not innovation-driven 347 
either. I believe a lot has to be done in this area in order to push towards global trends and 348 
innovation when it comes to curriculum design.  349 
 350 
5.2 Role of curriculum design in students’ learning experience 351 
 352 
Curriculum design plays an important role in students’ learning experience in the areas of cognition, 353 
thoughts and ability to stimulate learning and teaching into a positive outlook. The significance of 354 
curriculum design cannot be separated from the educational fulfilment of students. The different 355 
roles of curriculum design in students’ learning experiences were identified by the majority of the 356 
respondents to include knowledge and rich understanding of course contents, stimulating learning 357 
environment for students, creation of higher thinking and learning experience and the evaluation of 358 
students’ development and learning experience.  359 

Knowledge and rich understanding of the course content were argued as fundamental to 360 
evaluating the significance of curriculum design in students’ learning experience. For instance, 361 
majority of the respondents contended that it is not out of place to link a well-developed and 362 
designed curriculum to the rich knowledge and understanding of course content on the part of 363 
students. Thus, the quality of curriculum and syllabus employed has a role to play on how students 364 
become knowledgeable in the understanding of the course contents. Majority of the respondents held 365 
the view that the state of their learning experience was nothing to write home about as the present 366 
curriculum is not well taught especially in the areas of inculcating global trends and innovative 367 
contents. This position again, explains the situation of Nigeria’s higher education curriculum. One of 368 
the respondents explained his learning experience as follows: 369 

Curriculum design has a huge role to play in students learning experience. One of such role is 370 
the importance of knowledge and rich understanding of course content. I mean students can become 371 
more knowledgeable in a subject matter when the curriculum is well designed in tandem with 372 
realities. Otherwise, it can be expected that students will be lacking in the appropriate knowledge 373 
needed to compete globally. So I will conclude by saying that our learning experience is nothing 374 
compared to our expectation. Our curriculum is outdated and there is no where we can grasp the 375 
appropriate knowledge and understanding of the contents.  376 

The concern of creating a culture of student- thinkers is also critical in the evaluation of 377 
students’ learning experience. This was argued by majority of the students as important to students’ 378 
development and ability to solve problems. It was further argued that if there is a well-developed and 379 
designed curriculum in place, teaching and students’ learning experience will not only be developed, 380 
but their capacity to think and solve problems will equally be enhanced. This position was explained 381 
below: 382 

I will argue that curriculum design is critical to enhancing and creating a higher thinking and 383 
learning experience for students. My position is the fact that if the curriculum is well structured and 384 
the contents are designed for students thinking capacity and their ability to solve problems, we would 385 
have enough students with high problem solving skills as graduates in Nigeria.  386 

The majority of the respondents argued that curriculum design plays a vital role in the 387 
evaluation of students’ development and learning experience. It suffices to argue that the evaluation 388 
of students’ academic progress and development is closely related to the nature and content of the 389 
curriculum design being employed in teaching and learning. The majority of the respondents argued 390 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 194

against the effectiveness of the curriculum design in evaluating students’ development and learning 391 
experience. One of the students recounted as follows: 392 

We have a situation before us that majority of the students are not being evaluated on their 393 
learning development and experience because of the shortfalls in the existing curriculum. The 394 
contents of the curriculum are not designed in such a way that they can be used to measure and 395 
evaluate students’ leaning progress and experience. The curriculum is not often fine-tuned to meet 396 
up with this reality and this is not in the best interest of the students. 397 

 398 
5.3 Curriculum design and higher education development in post-COVID-19 era 399 
 400 
The future of higher education in Nigeria, with the trends and events around curriculum 401 
development, looks uncertain. The post-COVID-19 experience has ushered in many higher institution 402 
with staggered and unstructured curriculum which indicate a recipe for poor development and 403 
performance. For curriculum design and implementation to be employed for integrated higher 404 
education development, a number of strategic measures must be introduced in this post-COVID-19 405 
era. These measures include improved e-learning and teaching experience, improvement in 406 
technology and innovation-aided teaching and learning and the quest for structural changes and 407 
amendment to teaching and learning. For instance, it was argued by the majority of the respondents 408 
that the COVID-19 pandemic has welcomed e-learning and teaching experience with major flaws in 409 
its utility. The contention, however, was the advocacy for the improvement of positive teaching and 410 
learning experience outlook. One of the respondents argued further as follows: 411 

We have seen major disruptions of the teaching and learning space with the emergence of the 412 
COVID-19 pandemic. These disruptions have necessitated teaching and learning measures such as 413 
the introduction of e-learning and teaching experience in universities of learning. In my opinion, this 414 
measure has not yet yielded the desired metrics for higher education development. I think we must 415 
improve this through curriculum design for better students and enhanced students learning and 416 
teaching experience.  417 

The analysis also reflects on the importance of technology and innovation-aided teaching and 418 
learning. These arguments explain the significance of technology- aided measures as critical 419 
components required of any curriculum for teaching and learning practices. Majority of the 420 
respondents agreed that the use of technology and other innovative measures were lacking in 421 
teaching instructions, and canvassed for the inculcation and utility of appropriate technology- aided 422 
measures for positive results. This analysis was further explained by one of the respondents:  423 

We have been lacking greatly in the areas of technology and innovation-aided teaching and 424 
learning instructions. These important measures are missing in our existing curriculum and I am of 425 
the opinion that we should start thinking about these things if we want to see changes in terms of the 426 
development of higher education in Nigeria. We need to begin the process of ensuring technology 427 
teaching aided practices are well included in the curriculum of teaching and learning and by 428 
extension ensure that students are developed through these measures. The post- COVID-19 pandemic 429 
has presented us with the need to be proactive and we must ensure that technology is given priority 430 
to ensure the best teaching and learning experience for higher education development.  431 

Improvement in teaching and learning can only be actualized with the over-hauling and 432 
structural changes to the curriculum and teaching instructions in higher education in Nigeria. This 433 
conclusion was agreed to by majority of the respondents as one critical pathway to the realisation of 434 
sustainable development in Nigeria’s higher education.  435 

I think we should start this campaign of curriculum design for university development through 436 
major structural changes and clear amendment to our existing curriculum. We need to take a step of 437 
revamping the existing curriculum if we are truly interested in changing the tide of our educational 438 
system. From bottom to top, there is a need for a major check-up and change.  439 
 440 
 441 
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Table 2: Matrix of major themes  442 
 443 

Research questions Major themes 
What are the innovative global trends 
in the design of curriculum in higher 
institution of learning? 

Experts contributions, quality assurance, skills and practical 
knowledge and innovative contents and learning instructions  

What are the roles of curriculum 
design in students learning 
experience? 

Knowledge and rich understanding of course content, stimulating 
learning environment, creation of higher thinking and learning 
experience and the evaluation of students development and learning 
experience  

What are the implications of 
curriculum design for higher education 
development in post COVID-19 era? 

Improved e-learning and teaching experience, improvement in 
technology and innovative teaching and learning, structural changes 
and amendment to teaching and learning  

 444 
Source: NVivo Analysis  445 
 446 
6. Discussion of Findings  447 
 448 
The motivation for this study has been to understand the implications of curriculum design in 449 
students’ learning experience in a post COVID-19 era. The crux is to appreciate the importance of 450 
curriculum design beyond the narrative of students’ academic development to a more substantive 451 
discourse of students’ learning experience. The aftermath of the COVID-19 pandemic instigates a rich 452 
empirical ground for understanding the changes and amendments in curriculum and what these 453 
portend for students’ learning experience in higher education. Curriculum design and 454 
implementation have been argued as one of the critical components of higher education 455 
development. Thus, its significance cannot be over-stretched in the discourse of understanding 456 
students’ learning experience.  457 

As shown from the findings, several innovative trends and practices were identified in the 458 
design of curriculum including expert contributions and opinion, quality assurance, skills and 459 
practical knowledge, and innovative content and learning instructions respectively. The findings 460 
show that curriculum design requires stout expert contributions for a positive students’ learning 461 
experience. These findings reveal a contrary situation in the Nigerian context where the contributions 462 
of experts are ignored in curriculum design and policy implementation. In other words, several of the 463 
public policies on education have continued to suffer severe setbacks. To attain skills and practical 464 
competence requires global attention, the Nigerian higher education curriculum must pursue 465 
innovation in curriculum design for a rewarding students’ learning experience. These findings 466 
support existing studies (Li et al., 2021; Leeman & Wardekker, 2011).  467 

The findings show the critical role of curriculum design in stimulating students’ learning 468 
experience, including the enablement of knowledge and rich understanding of course content, 469 
stimulating learning environment, creation of higher thinking and learning and the evaluation of 470 
students’ development and learning experience. A well-structured designed curriculum can provoke 471 
stimulating knowledge and understanding of learning and teaching. This knowledge can be 472 
transmuted into a rewarding learning experience for students. Clearly, developing an expert-based 473 
curriculum possesses so much importance for the learning experience of students and the 474 
development of higher education. What is not clear, however, is the extent of the significance of the 475 
existing curriculum in Nigeria’s higher institutions of learning to engender suitable students learning 476 
experience (Adiaha et al., 2019).  477 

The findings also highlights the implication of curriculum design for higher education 478 
development in post-COVID-19 era. These implications include the need for improved e-learning and 479 
teaching experience, improvement in technology-aided teaching and structural changes and 480 
amendment to teaching and learning. The emergent of the COVID-19 pandemic has engendered 481 
different disruptions in the manner at which learning and teaching are delivered. In order to ensure a 482 
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positive outlook of the curriculum, there is a need to improve on the use of e-learning for enhanced 483 
students’ learning experience. Technology aided teaching and learning measure must be enhanced in 484 
the curriculum as a measure of reducing the impact of the COVID-19 pandemic on higher education 485 
development. In a nutshell, the existing higher education curriculum requires a thorough structural 486 
amendment through practical revamping for improved students’ learning experience and higher 487 
education development in this post- COVID-19 era (Bai et al., 2020; Bouiheres et al., 2019; Brown & 488 
Livstrom, 2020).   489 
 490 
7. Conclusion, Recommendations and Suggestion for Future Study  491 
 492 
The interrogation of the discourse of curriculum design beyond the narrative of students’ academic 493 
development to important themes of implication on students learning and higher education 494 
development offers new research debates in the canon of curriculum literature. The study concludes 495 
that curriculum design and implementation are not offered the required global innovative support. 496 
This has culminated into poor students’ learning experiences. On this premise, it is important to 497 
commence a dialogue on how crucial innovative trends and practice can be invoked into curriculum 498 
design and implementation in Nigeria’s higher education. Appropriating this dialogue will clearly 499 
exude the role and transformational agenda of curriculum design in engendering robust students’ 500 
learning experience and enhanced higher education development. While these measures remain 501 
sacrosanct, the study concludes on the need for the inculcation of expert opinion for widely accepted 502 
curriculum design that can stimulate positive students’ learning experience in post-COVID-19 503 
pandemic.  504 

Overall, the study recommends an urgent need for the overhauling of Nigeria’s higher 505 
education curriculum in tandem with global best practices. This can be actualised through robust 506 
stakeholders’ contribution at the design and implementation stage. Major structural changes must be 507 
introduced in the delivery of teaching and learning for inclusive and enhanced students’ learning 508 
experience. This recommendation becomes salient owing to the disruptions caused by the emergence 509 
of the COVID-19 pandemic. For a positive students’ learning experience in post-COVID-19 era, all 510 
hands must be on desk with the aim of revitalising the existing higher education curriculum for good. 511 
Further studies can explore and compare the learning experience of multiple universities in Nigeria, 512 
since the current study is limited to a single case.  513 
 514 
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Abstract 19 

 20 
The COVID-19 pandemic has caused many changes in educational settings which have been quite 21 
demanding. Shifting to online education has resulted in many erratic changes for students, which could have 22 
threatened their learning motivation. Therefore, this study examined perceived challenges, learning 23 
motivation and academic procrastination during the COVID-19 pandemic among 458 students of public and 24 
non-public universities in Albania, and the data were collected through online questionnaires. The findings 25 
reveal a strong relationship between academic procrastination, perceived challenges and learning 26 
motivation. Furthermore, a multiple linear regression model revealed that academic procrastination was 27 
influenced by perceived challenges and motivation. Sociodemographic variables, such as age and gender, 28 
were examined. The results are relevant for understanding learning motivational processes and critical 29 
variables that influence students’ procrastination, academic achievement and adjustment.  30 
 31 

Keywords: Perceived COVID-19 challenges, learning motivation, procrastination, gender, Albanian students 32 
 33 
 34 
1. Introduction 35 
 36 
The COVID-19 pandemic has brought many challenges in learning settings, and this transition has 37 
been critical for students. This study aims to investigate the link between students’ perceived 38 
challenges, learning motivation and procrastination during the COVID-19 pandemic. In general, 39 
pandemic periods are characterised by increased anxiety, stress, feelings of depression and loneliness 40 
(Husky et al., 2020; Savitsky et al., 2020). The COVID-19 pandemic has increased the prevalence of 41 
depressive symptoms, anxiety and sleep disturbance (Deng et al., 2021); thus, two needs that emerged 42 
in education during the pandemic were to foster motivation and to manage procrastination. 43 
Particularly, the pandemic has substantially influenced learning and teaching routines and created 44 
insecurities in everyday life (Besser, Flett, & Hill, 2022). Many students have faced different 45 
challenges during this period, and coping with the new demands of education, resources and 46 
environments could have had a toll on motivation and procrastination. Shifting to online learning has 47 
evoked stronger negative emotions, higher social isolation and loneliness (Besser et al., 2022), which, 48 
combined with environmental and physical changes to adapt to online learning, could lead to 49 
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procrastination and failure (Unda-Lopez et al., 2022). Students have reported less learning and more 50 
difficulties in their motivational processes during the COVID-19 pandemic (Besser et al., 2022; Li & 51 
Che, 2022; Tulaskar & Turunen, 2022). Several studies have focused on perceived challenges in 52 
behaviour, affective-cognitive processes in students and their coping and managing stress (García-53 
Ros et al., 2022; Pavin Ivanec, 2022; Tulaskar & Turunen, 2022). In addition, studies have emphasised 54 
the challenges that students face in relation to needed resources, learning environment, use of 55 
technology, attention and distraction (Pelikan et al., 2021; Tulaskar & Turunen, 2022). Many of the 56 
COVID-19 challenges students face in online learning – particularly students in developing countries 57 
– are related to resources and an adequate environment for distance learning, such as low internet 58 
connection, less knowledge in applying technology and programmes for online learning platforms, 59 
difficulties in the provision of materials requiring applications for video editing or difficulties in 60 
providing the required tools for accessing online platforms (Maatuk et al., 2021). One of the critical 61 
factors for student achievement is adapting to an online learning environment and perceiving 62 
learning as effective (Li, & Che, 2022; Pye et al., 2015). Thus, many of the perceived challenges of 63 
students for learning during the COVID-19 pandemic, could be related to external factors, such as an 64 
adequate learning environment, Internet access and the required technology, which could be a threat 65 
to the students’ sense of self-control. In contrast, during the COVID-19 pandemic, motivated learners 66 
were more successful in managing challenges, adapting to the new requirements of learning, having 67 
higher confidence in performing tasks, achieving their academic goals and showing more resilience 68 
(Rahiem, 2021); however, students with decreased motivation in online learning settings reported 69 
higher levels of procrastination (Melgaard et al., 2022). Procrastination could be a huge threat to 70 
academic achievement because of the continuous delay in completing tasks, which in an online 71 
environment can be particularly challenging due to less learning interaction, less engagement and 72 
less clear behavioural learning in online course platforms (Melgaard et al., 2022). Studies have found 73 
that procrastination is linked to negative feelings about learning experiences (Sirois & Pychyl, 2013; 74 
Sirois & Pychyl, 2016), perceived ineffectiveness of online teaching, and could be a risk factor for 75 
students dropping out (Hong, Lee, & Ye, 2021). Therefore, it could be of relevance to examine the role 76 
of motivation and perceived COVID-19 challenges during online learning on students’ 77 
procrastination.  78 

The current study examines the process of learning motivation and perceived COVID-19 79 
challenges on procrastination outcomes in Albanian students. This extends the current literature on 80 
learning motivation mechanisms during the COVID-19 pandemic in Albania. In the current study, the 81 
sociodemographic variables of age and gender were tested to measure the potential links with learning 82 
motivation, perceived COVID challenges and procrastination. Many studies have reported different 83 
findings regarding the relevance of gender in motivational processes in different cultural contexts 84 
(Ajlouni et al., 2022; Yu & Deng, 2022). Therefore, the following research questions guided this study:  85 

1. Is there a significant correlation between motivation, perceived COVID-19 challenges and 86 
procrastination in Albanian students? 87 

2. Is there a significant correlation between age and motivation, perceived COVID-19 challenges 88 
and procrastination in Albanian students? 89 

3. Is there a gender difference between motivation, perceived COVID-19 challenges and 90 
procrastination? 91 

4. Do motivation and perceived COVID-19 challenges influence procrastination in Albanian 92 
students? 93 

 94 
2. Methods 95 
 96 
2.1 Participants 97 
 98 
A total of 438 undergraduate (68.3%) and graduate (31.7 %) students from Aleksandër Moisiu 99 
University, Beder College University, the Medical University of Tirana and Tirana University 100 
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participated in the study. Approximately half of them were from public universities (50.2%), and 101 
49.8% were from private universities.  102 

The students’ average age was 21.49 years (SD = 4.26); 354 participants were female, and 84 103 
(19.2%) were male.  104 
 105 
2.2 Procedure 106 
 107 
A Google online platform was created, and a link was sent to all participating students via email. 108 
Consent was obtained, and afterwards, students started to fill in the online questionnaires. Students 109 
reported their demographic information and completed the required instruments, which were back 110 
translated in this study. The data were collected during April–May 2020, a period of COVID-19 111 
lockdown in Albania. Students acknowledged the goals of the study and read a brief description of 112 
the instruments used before answering the online questionnaire. All ethical requirements related to 113 
data collection, including voluntary participation and anonymity, were met.  114 
 115 
2.3 Measures 116 
 117 
In this study, students reported intrinsic motivation, procrastination and perceived COVID-19 118 
challenges. All instruments used in this study were taken from the list of instruments used by 119 
Schober et al. (2020). 120 

A 3-item scale adopted from Thomas et al. (2018) and Pelikan et al. (2021a/b) was used to 121 
measure intrinsic learning motivation. A Likert scale was used to rate each item on a 5-point scale (1 = 122 
totally agree to 5 = absolutely disagree; items were recoded when statistical analyses were conducted). 123 
The intrinsic learning motivation scale sample items included ‘Currently, doing work for the 124 
university is really fun’ and ‘Currently, I find studying for university really exciting’ (Pelikan et al., 125 
2021a/b). Cronbach’s alpha was .84. 126 

For procrastination, a 3-item scale taken from Göckner-Rist et al. (2014) and Pelikan et al. 127 
(2021a/b) was used. Similar to the motivation scale, a 5-point Likert scale was used to rate each item. 128 
Samples of procrastination items include ‘In the current home-learning situation, I postpone tasks 129 
until the last minute’ and ‘In the current home-learning situation, I often do not manage to start a 130 
task when I set out to do so’ (Göckner-Rist et al., 2014, Pelikan et al., 2021a/b). The Cronbach’s alpha 131 
for the scale was .82. 132 

A 5-item instrument was used to assess perceived challenges during the COVID-19 pandemic 133 
(Schober et al., 2020). It measured the perceived challenges that students faced in planning, 134 
perceived challenges in managing their activities, perceived challenges in technical limitations, 135 
perceived challenges related to the learning space and perceived challenges in keeping the focus on 136 
learning and not being distracted. Sample items of the instrument included ‘In the current home-137 
learning situation, I find it especially challenging to plan my day’, ‘In the current home-learning 138 
situation, I find it especially challenging that so many things distract me’ and ‘In the current home-139 
learning situation, I find it especially challenging that I have technical limitations’. Cronbach’s alpha 140 
for the instrument was reported to be .79.  141 
 142 
3. Results 143 
 144 
Analyses were performed using correlations, independent-samples t-tests and linear multiple 145 
regression. First, descriptive statistics and correlations were used to test for significant relationships 146 
between variables. The sample did not meet the criteria for normality; thus, Spearman rank 147 
correlations were used. Second, an independent-samples t-test was used to test for gender differences 148 
in perceived COVID-19 challenges, motivation, and procrastination. Third, a linear regression model 149 
was performed with perceived COVID-19 challenges and motivation as predictors and procrastination 150 
as potential outcomes. Statistical Package for the Social Sciences Version 26 (SPSS26) was used to 151 
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perform statistical analyses.  152 
 153 
3.1 Descriptive statistics, correlations and independent t-test results 154 
 155 
The average age of students was M = 21.49, SD = 4.26. Of the 458 participants, 370 were female 156 
(80.2%) and 88 male (19.8%). The average perceived COVID-19 challenges scores reported were M = 157 
3.71, SD = 1.01, indicating a high level of perceived challenges during the COVID-19 pandemic. For 158 
motivation, the average scores reported were M = 3.11, SD = 1.15; for procrastination, they were M = 159 
3.06, SD = 1.25. Table 1 shows the descriptive statistics and Spearman rank correlations. The 160 
sociodemographic variable of age was positively correlated with motivation, r (458) = .132, p = .005, 161 
while no significant results were reported for perceived COVID-19 challenges and procrastination. 162 
Perceived COVID-19 challenges were positively correlated with procrastination, with r (458) = .429, p 163 
< .001, and negatively correlated with motivation, with r (458) = -.365, p <.001. In addition, motivation 164 
was negatively correlated with procrastination, with r (458) = -.471, p < .001. 165 

The correlation findings revealed that older students tended to have a higher level of 166 
motivation; however, the association was low. Students who experienced higher perceived COVID-19 167 
challenges tended to procrastinate more often and were less motivated. The degree of the association 168 
was statistically significant. In addition, motivated students tended to procrastinate less than 169 
students with less motivation. The degree of the association was moderate (Table 1).  170 
 171 
Table 1: Descriptive Statistics and Correlations 172 
 173 

Variables n M SD 1 2 3 
Age 458 21.49 4.26    
Perceived COVID-19 Challenges 458 3.71 1.01 .10   
Motivation 458 3.11 1.15 .132** -.365**  
Procrastination 458 3.06 1.25 -.030 .429** -.471** 
Note. M = Mean, SD = Standard Deviation. **p < 0.01; *p < 0.05 174 

 175 
To test the role of gender on perceived COVID-19 challenges, motivation and procrastination, an 176 
independent-samples t-test was conducted. Table 2 reveals significant mean differences in 177 
motivation, with t (456) = 3.15, p < .005. The findings showed that female students reported higher 178 
levels of motivation (M = 3.18, SD = 1.14) than male students (M = 2.76, SD = 1.11). Cohen`s d was 0.37, 179 
indicating a medium effect size. The findings revealed non-significant mean differences in perceived 180 
COVID-19 challenges, with t (456) = .74, p > .005, and procrastination, with t (456) = 1.21, p < .005. 181 
The value of Cohen’s d was 0.09 for perceived COVID-19 challenges and 0.15 for procrastination, 182 
indicating small effect sizes. 183 
 184 
Table 2: Mean Comparison of Gender on Motivation, Perceived COVID-19 Challenges and 185 
Procrastination 186 
 187 

 Females Males    
Variables M SD M SD t (456) p Cohen’s d 
Perceived COVID-19 Challenges 3.73 1.04 3.64 .91 .744 .457 .09 
Motivation 3.18 1.14 2.76 1.11 3.15 .002 .37 
Procrastination 3.02 1.26 3.21 1.21 -1.28 .202 .15 

 188 
3.2 Linear multiple regression results 189 
 190 
A multiple linear regression was calculated to test if perceived COVID-19 challenges and motivation 191 
significantly predicted procrastination among students. The results of the regression model indicated 192 
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that the R2 value of .31 showed that the predictors explained 31% of the variance in the outcome 193 
variable, with F (2, 455) = 102.14, p < .001. The effect size of the regression analysis was Cohen’s f 2 = 194 
0.45, which suggests a large effect size. The findings revealed that perceived COVID-19 challenges (β 195 
= .39, p < .001) and motivation (β = -.38, p < .001) predicted procrastination. Students’ perceived 196 
COVID-19 challenges and motivation contribute significantly to their levels of procrastination (see 197 
Table 3).  198 
 199 
Table 3: Linear Multiple Regression Results for Motivation and Perceived Challenges on 200 
Procrastination 201 
 202 

Variables B SE t p 95% CI 
Constant 2.79 .29 9.68 .000 [2.22, 3.36] 
Perceived COVID-19 Challenges .39 .05 7.47 .000 [.288, .494] 
Motivation -.38 .46 -8.18 .000 [-.469, -.287] 

Note. CI = Confidence Interval 203 
 204 
4. Discussion 205 
 206 
During the COVID-19 pandemic, many studies have explored the processes of motivation and 207 
transition to online learning in students in many different countries, giving valuable insight into 208 
factors of motivation, adjustment and achievement of students all around the world. The current 209 
study aims to contribute to the existing literature by examining the relationships between 210 
motivation, perceived COVID challenges, procrastination and sociodemographic factors of age and 211 
gender of students in the Albanian context.  212 

The results revealed that motivation was negatively linked with perceived COVID-19 challenges 213 
and procrastination, while perceived COVID-19 challenges and procrastination were positively 214 
correlated. Highly motivated students showed lower levels of perceived challenges and 215 
procrastination and vice versa. Furthermore, the results of the study revealed that motivation and 216 
perceived COVID-19 challenges impacted students’ procrastination levels. Students showing higher 217 
levels of motivation and lower levels of perceived COVID-19 challenges were less likely to 218 
procrastinate on their academic tasks. These findings are supported by other empirical studies that 219 
suggest that maintaining learning motivation during challenging times protects students from 220 
maladaptive mechanisms, such as procrastination (Maatuk et al., 2022; Melgaard et al., 2022; Pelikan, 221 
Lüftenegger et al., 2021a/b; Tulaskar & Turunen, 2022). Based on the theory of self-determinism (Deci 222 
& Ryan, 2000; Ryan & Deci, 2000), students who perceive challenges as out of their control in the 223 
COVID-19 pandemic could be more prone to procrastination because it may threaten their autonomy 224 
and consequently could have detrimental effects on learning motivation. In the current study by 225 
Holzer et al. (2021), the findings revealed that supporting students’ autonomy in online learning 226 
decreased their procrastination tendencies. On the other hand, students who perceived COVID-19 227 
challenges as being within their control could be more autonomous in their learning processes and 228 
more motivated toward achieving goals, consequently showing less procrastination. Perceived 229 
COVID-19 challenges may have the role of mediator in the relationship between motivation and 230 
procrastination. In a study, Pavin Ivanec (2022) reveals that perceived challenges caused by the 231 
COVID-19 pandemic are a mediating factor in learning difficulties and adjustment to online studying. 232 
However, in this study, we did not account for the self-control and autonomous feelings of students 233 
when facing learning challenges during the COVID-19 pandemic, and further studies could test this 234 
hypothesis.  235 

In the current study, the sociodemographic factors of age and gender were relevant with regard 236 
to learning motivation but not with regard to perceived COVID-19 challenges and procrastination. 237 
First, age was positively related to motivation, suggesting that older students tend to have higher 238 
motivation; this could be interpreted by considering the theory of self-determinism, specifically the 239 
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role of goal commitment in motivation (Ryan & Deci, 2000). Older students may have stronger goal 240 
commitments that younger students (see Kroger, Martinussen, & Marcia, 2010), and they could be in 241 
a more established state of identity formation, which subsequently enhances their motivation for goal 242 
achievement. However, future studies are needed to examine age and learning motivation with 243 
regard to goal commitment and the identity process to better understand this relationship.  244 

Second, gender differences revealed that female students reported higher learning motivation 245 
than male students. The current literature shows mixed results regarding gender differences in 246 
learning motivation. Some studies have revealed that male students have higher learning motivation 247 
than female students, specifically in courses such as mathematics, physics, and those that are more 248 
stereotyped for men than women (Eddy & Brownell, 2016; Liou et al., 2021). For example, in a 249 
longitudinal study by Marshman et al. (2018), females reported lower motivational characteristics 250 
than males in a physics course. Nevertheless, other studies have reported gender differences between 251 
males and females on motivation in maths courses but not in other courses (e.g. language; Hyeder, 252 
Weidinger, & Steinmayr, 2021), while in a recent meta-analysis study which examined gender 253 
differences in motivation in e-learning settings across many countries, no significant results were 254 
found in e-learners’ motivation (Yu & Deng, 2022). Furthermore, a recent study examining gender 255 
differences in motivation during the COVID pandemic among Jordanian students revealed that 256 
females had higher intrinsic motivation than male students (Ajlouni et al., 2022). The results of the 257 
current study suggest the same trend: females showed higher learning motivation than males. The 258 
students in the current study came from different programmes and disciplines, and female students 259 
were representative of mathematics, electronics and natural sciences programmes. During the 260 
COVID-19 pandemic, male students could have experienced higher demotivation than female 261 
students. These results could reflect a trend related to the COVID-19 pandemic with regard to gender 262 
differences (see Hsiao, 2021) or changes in different cultural contexts (see Yu & Deng, 2022), and 263 
gender differences in motivation could be sensitive to the cultural context. Future studies could 264 
examine the role of gender in the context of culture, the COVID-19 pandemic and the drastic changes 265 
related to this period or to distance learning, which may motivate female and male students 266 
differently. One of the limitations of this study is the underrepresented number of male students 267 
compared with that of female ones. Future studies, particularly in Albania, should consider a more 268 
representative sample of male students. However, in Albanian Universities, the number of female 269 
students is much higher than that of male students, and it is therefore challenging to have a 270 
representative sample of male students.  271 
 272 
5. Conclusions 273 
 274 
This study extends the literature on learning motivation during pandemics in different cultural 275 
contexts. The findings are relevant to examine influential factors such as motivation and perceived 276 
COVID-19 challenges on procrastination and explore further hypotheses for students’ motivational 277 
process by taking into consideration age and gender factors. The findings support practices in 278 
services and interventions in education settings that are sensitive to the COVID-19 pandemic effects 279 
on students’ motivation and promote resilience when facing transitions during unstable times.  280 
 281 
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Abstract 23 

 24 
Through this study, we are going to explore the importance of mathematization in physics problem-solving 25 
according to teachers’ views and observations in the region of Fez-Meknes Morocco. Data collection was 26 
based on a questionnaire for 141 teachers. The results obtained have shown. Firstly, physics mathematization 27 
problem-solving is important, but the implementation of this situation remains difficult to apply by 28 
Moroccan teachers in their classroom practices. Second, professional interaction and pedagogical 29 
collaboration among Moroccan teachers on ways to integrate mathematics into physics problem-solving are 30 
sorely lacking. Third, the mathematization of problems can influence students' interest in physics. 31 
 32 

Keywords: Interest, Physics Mathematization, Secondary students, Teachers’ views, Morocco 33 
 34 
 35 
1. Introduction 36 
 37 
Research on problem-solving has long been an ongoing, sustained and continuous activity in all the 38 
fields of science education and training (Soh et al., 2010). First, (Huffman, 1997) pointed out that 39 
problem-solving is the teaching of students to use more advanced techniques to solve a specific 40 
problem situation. In this context, various researchers justify this by the fact that problem-solving is 41 
not only about finding the right answer but also about taking steps that cover the mental abilities to 42 
be mobilized to find a solution to an everyday problem (Altun, 2002). Second, (Wolff, 2020) has 43 
shown that a good understanding of a scientific domain generally depends on the application of this 44 
knowledge in solving real and practical problems. So, the scientific literature has identified several 45 
disciplinary fields that emphasize problem-solving. 46 

Problem-solving in physics has therefore proved to be an interesting research topic to be 47 
studied. On the one hand, physics education generally involves rigorous problem-solving (Pal & 48 
Rinki, 2022). On the other hand, physics is a context where students are allowed to demonstrate their 49 
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cognitive and intellectual abilities to solve a physics problem situation (Gräber, 2011; Naki ERDEMİR, 50 
2009).  51 

One of the most fundamental characteristics of physics is its relationship with mathematics 52 
because physics is full of abstraction and mathematical representations (Kabil, 2015; Pal & Rinki, 53 
2022). Indeed, physics and mathematics are two disciplines deeply linked in the long history of 54 
science (Meli et al., 2016; Vinitsky-Pinsky & Galili, 2014) and often physics phenomena are explained 55 
via mathematical models (Bain et al., 2019; Hu et al., 2019; Kim et al., 2018; Zeidmane, 2013).  56 

Physics mathematization can have an impact on students in several ways. Firstly, cognitive 57 
structures can be modified by finding solutions for practical issues (Haeruddin et al., 2020) and the 58 
general learning environment can enrich education around mathematics (Capone, 2022). That is to 59 
say, each physics’ situation can be learnt in the suitable mathematical context. Secondly, students’ 60 
interest can be oriented by developing knowledge, skills, and positive attitudes toward students’ 61 
physics problem-solving in secondary school (Balta et al., 2016; Hasni & Patrice Potvin, 2015; Naki 62 
ERDEMİR, 2009). 63 

That’s why, students should take part in the development and construction of their knowledge 64 
and adapt to an interest towards physics mathematization problem-solving because, in Morocco, we 65 
are lacking the physics mathematical practical integration. To clarify, Moroccan physics teaching 66 
instructions focus only on the informative and injunctive styles and neglecting its practical side (El 67 
Moussaouy et al., 2014). Therefore, teachers are still facing the problem of implementing 68 
interdisciplinary education (Reverdy, 2016) in their classroom practices (Başkan et al., 2010). For this 69 
reason, the interaction between mathematics and physics is difficult for problem-solving. 70 

This research aims to analyze the views, opinions, and observations of Moroccan secondary 71 
school teachers on the effect of mathematics in physics. The specific issue is not only about physics 72 
problem-solving but also on Moroccan secondary school students’ interest. To achieve the objectives 73 
of this work, we have tried to provide elements of an answer to our general question of this research: 74 
is the interdisciplinarity of mathematics and physics taken into consideration in the Moroccan 75 
educational system?  76 

This question drives other research questions as follows: 77 
 What is the effect of mathematics on the difficulty of physics problem-solving? 78 
 How can mathematics in problem-solving influence the physics interest of Moroccan 79 

students? 80 
In this paper, we have conducted an empirical study through a questionnaire administered to 81 

physics teachers in the region of Fez-Meknes, Morocco. This investigation has been done. Firstly, to 82 
analyze the teachers' views on physics mathematization problem-solving. Secondly, to highlight the 83 
teachers' views on the student’s interest and attitudes in physics mathematization problem-solving. 84 
 85 
2. Conceptual Framework 86 
 87 
Conceptual frameworks and scientific models in terms of problem-solving are very diverse, 88 
depending on the context of the research carried out. On the one hand, Docktor et al., (2016) have 89 
developed a well-known framework for problem-solving. It consists of five steps focusing on science 90 
in general and physics in particular: (1) a useful description of the problem; (2) an appropriate 91 
principled physics approach; (3) a specific application of the physics concept adaptable to the 92 
conditions of the situation; (4) an application of the particular mathematical procedure; and (5) an 93 
organized, goal-oriented logical progression that guides the solution process.  94 

So, the model of (Docktor et al., 2016) left the mathematization stage as the penultimate stage 95 
of problem-solving. This situation leads us to the fact that the interpretation and application of 96 
physics concepts, laws, and/or notions are the crucial steps of physics problem-solving and 97 
mathematization is only a tool to help in problem-solving and is not the final goal. 98 

Indeed, regarding the relationship between mathematics and physics problem-solving, (Jensen 99 
et al., 2017) have shown that problem-solving is a skill that needs to be developed and trained around 100 
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two important phases: the first is physicalization and the second is the practice of mathematics. So, 101 
for (Jensen et al., 2017) mathematization is a real goal in physics problem-solving. 102 

The model of (Jensen et al., 2017) starts with the student having a special mental capacity to 103 
solve non-formalized problems. After that, students need to focus on the formalization skill that 104 
transforms the problem from non-formal to formal. Moreover, the experience of (Jensen et al., 2017) 105 
shows that the problem formalization stage requires students to have some mathematics knowledge 106 
no matter what type of formalization it is.  107 

It should be noted that affective qualities such as students' interests and attitudes toward 108 
physics, which are not generally evident in these two selected models. This is the importance of the 109 
present research about the mathematization of physics problem-solving. 110 

 111 
3. Methodology 112 
 113 
3.1 Data collection 114 
 115 
To reach our research objective, the present study is based on a paper-pencil questionnaire consisting 116 
of 12 questions (12 items). Indeed, we have built essentially multiple-choice questions oriented to 117 
determine the teachers' point of views on the difficulty of physics mathematization problem-solving 118 
as well as identify the impact of mathematization on students’ interest and teaching pedagogy. 119 

In our questionnaire, we have adopted a four-point Likert scale for majority of questions: 120 
Strongly Disagree (SD); Disagree (D); Agree (A); Strongly Agree (SA). The remaining questions are 121 
multiple choice items. 122 

Afterwards, the questionnaire has been distributed to a group of 141 teachers of high school in 123 
the region of Fez-Meknes, Morocco. This population represents more than 17% of physics teachers in 124 
the whole region. When answering the questionnaire, the teachers took between 10 to 20 minutes to 125 
fill in the entire questionnaire. The teachers were told that the questionnaire was anonymous. 126 
 127 
3.2 Questionnaire validation  128 
 129 
The validation of the items consists of a test to ensure the reliability of our questionnaire. To test the 130 
internal consistency and reliability of the questions, we have calculated Cronbach's Alpha values. The 131 
Cronbach's alpha score of our questionnaire is higher than 0.85, confirming the good reliability of the 132 
constructs in previous studies (Bagozzi & Yi, 1988; Manis & Choi, 2019; Peterson, 1994; Schweizer, 133 
2011), which indicates the validity of our questionnaire. 134 

Before its release to our sample, the questionnaire was validated with 50 teachers who were not 135 
participating in the survey. During this validation, teachers were asked to provide any comments they 136 
might have regarding the comprehensibility of the questions and to indicate the time required to 137 
complete the questionnaire. 138 
 139 
3.3 Treatment of results  140 
 141 
The data collected from the questionnaire is presented in the form of percentage figures by Microsoft 142 
Excel software.   143 
 144 
4. Results 145 
 146 
4.1 Teachers' views on physics mathematization problems 147 
 148 
Question 1: Mathematization is an attempt to reconstruct physics knowledge.  149 

The results obtained highlight the relationship between physics and mathematics. The majority 150 
of the physics teachers questioned (63%) agreed (32%) or strongly agreed (31%) that mathematization 151 
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is an attempt to reconstruct physics knowledge (Fig.1). This is in contrast to 37% of the teachers who 152 
disagree (24%) and strongly disagree (13%) (Fig.1). 153 

 154 

 155 
 156 
Figure 1: Percentages of teachers' responses regarding physics mathematization. 157 
 158 
Question 2: Physics mathematization generally depends on the problem studied. 159 

For the data of this question, we found that 51% of the teachers agree and they state that the 160 
mathematization of physics generally depends on the problem studied. Also, 24% of the teachers 161 
strongly agreed with this view (Fig.2). On the other hand, 25% disagreed with this view (20% 162 
disagreed and 5% strongly disagreed (Fig.2)). 163 
 164 

 165 
 166 
Figure 2: Percentages of teachers' responses regarding the relationship between mathematics and 167 
physics problems-solving. 168 
 169 
Question 3: Physics mathematization is an important part of problem-solving. 170 

The results obtained showed us that 27% of the teachers questioned strongly disagreed that 171 
physics mathematization is an important part of problem-solving (Fig.3). In the same context, 35% of 172 
the teachers disagree (Fig.3). However, 38% of the teachers disagreed with this statement (28% 173 
agreed and 10% strongly agreed (Fig.3)). 174 

 175 

 176 
 177 

Figure 3: Percentages of teachers' responses regarding the importance of mathematization in physics 178 
problem-solving. 179 
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Question 4: Mathematization is only a method of physics problem-solving.  180 
The results obtained show that 42% of the teachers agree that mathematization is only a 181 

method of physics problem-solving (Fig.4). Similarly, 11% of the teachers strongly agreed that 182 
mathematization is not the major part of problem-solving (Fig.4). However, 47% of the teachers 183 
disagreed with this statement (33% disagreed and 14% strongly disagreed (Fig.4)). 184 
 185 

 186 
 187 
Figure 4: Percentages of teachers' responses regarding the implementation of physics 188 
mathematization in problem-solving. 189 
 190 
4.2 Teachers' views on mathematization problem-solving difficulty 191 
 192 
Question 5: Mathematization is a real difficulty in physics problem-solving. 193 

For this question, 75% of the teachers surveyed agreed (19%) or strongly agreed (56%) that 194 
mathematization is a real difficulty in physics problem-solving. On the other hand, 25% of these 195 
teachers disagreed (18%) or strongly disagreed (7%) (Fig.5). 196 

 197 

 198 
 199 

Figure 5: Percentages of teachers' responses regarding the difficulty of mathematization in physics 200 
problem-solving. 201 
 202 
Question 6: Do your students find physics mathematization problems difficult (yes or no)?  203 

This question was asked in a way that teachers were allowed to answer with Yes or No. The 204 
results of this question (Q6) showed us that almost all teachers said that their students find physics 205 
mathematization problems difficult. 92% of the teachers answered Yes and only 8% answered No. 206 
The question is followed by a clarification for those teachers who answered Yes: 207 

The response data showed that 29% of the teachers are lying for *(1): The symbols used in 208 
physics, unlike in mathematics, are not chosen arbitrarily, but they represent certain physics 209 
quantities (Fig.7), 32% for *(2): Students fail to attach physics meanings to mathematical symbols, 210 
equations, and formulae (Fig.6). 34% for *(3): Symbols, equations, and mathematical formulas are 211 
meaningless to students (Fig.6). 5% for *(4): Teachers are lying to others (Fig.6) and they specified 212 
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their choices which we are going to discuss in the following part of this article. 213 
 214 

 215 
 216 

Figure 6: Percentages of responses given by teachers concerning the types of difficulties found in 217 
physics mathematization problem-solving. 218 

*(1): The symbols used in physics, unlike in mathematics, are not chosen arbitrarily, but they 219 
represent certain physics quantities. 220 

*(2): Students fail to attach physics meanings to mathematical symbols, equations, and 221 
formulae  222 

*(3): Symbols, equations, and mathematical formulas are meaningless to students  223 
*(4): Teachers are lying to others and they specified their choices which we discuss in the 224 

following part of this article. 225 
 226 
4.3 Teachers' views on students' problem-solving interests 227 
 228 
Question 7: Students' interest develops during mathematization problem-solving. 229 

According to the results obtained, 51% of the teachers agreed (7%) or strongly agreed (44%) that 230 
Students' interest develops during mathematization problem-solving (Fig.7). On the other hand, 49% 231 
disagreed with this view, since (28%) disagreed and (21%) strongly disagreed (Fig.7). 232 

 233 

 234 
 235 
Figure 7: Percentages of teachers' responses regarding the relationship between students' interest 236 
and physics mathematization problem-solving. 237 
 238 
Question 8: Mathematization problem-solving can influence students' attitudes. 239 

For this question (Q8), the majority of the teachers surveyed ((84%) agreed (59%) or strongly 240 
agreed (25%)) that the change in the teaching practice of physics mathematization can influence 241 
students' interests and attitudes (Fig.8). On the other hand, 16% of these teachers disagreed (11%) or 242 
strongly disagreed (5%) (Fig.8). 243 
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 244 
 245 
Figure 8: Percentages of teachers' responses regarding the influence of problem-solving 246 
mathematization on students' attitudes. 247 
 248 
Question 9: In your experience, a mathematical reminder is mandatory for physics problem-solving.  249 

The results obtained showed that 79% of the teachers questioned affirmed that a mathematical 250 
reminder is compulsory for physics problem-solving (Q9) since 47% of the teachers agreed or 251 
strongly agreed (32%) (Fig.9). This is in contrast to 21% of teachers who disagreed (13%) or strongly 252 
disagreed (8%) (Fig.9). 253 
 254 

 255 
 256 
Figure 9: Percentages of teachers' responses regarding mathematical reminder in physics problem-257 
solving. 258 
 259 
Question 10: Mathematical reminders can influence students' interest and attitudes towards physics 260 
problem-solving.  261 

The data obtained highlights the impact of mathematical reminders on students' interests and 262 
attitudes towards physics problem-solving. Moreover, 87% of the physics teachers surveyed agreed 263 
(62%) or strongly agreed (25%) that physics problem-solving requires mathematical reminders 264 
(Fig.10). In contrast, 13% of the teachers disagreed (9%) and strongly disagreed (4%) (Fig.10). 265 

 266 

 267 
 268 
Figure 10: Percentages of teachers' responses regarding the impact of mathematical reminders on 269 
students' interest and attitudes towards physics problem-solving. 270 
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4.4 Teachers' views on physics problems mathematization processes 271 
 272 
Question 11: Success in physics teaching requires a unified teaching pedagogy for physics 273 
mathematization.  274 

The results obtained for this question (Q11) showed us that 54% of the teachers agreed and 26% 275 
strongly agreed (Fig.11) that success in physics teaching requires a unified teaching pedagogy for 276 
physics mathematization. On the other hand, 20% disagreed (14% disagreed and 6% strongly 277 
disagreed (Fig.11)); 278 

 279 

 280 
 281 
Figure 11: Percentages of teachers' responses regarding the unified teaching pedagogy for physics 282 
mathematization. 283 
 284 
Question 12: Physics mathematization becomes essentially a project of teaching and learning the 285 
subject. 286 

The results obtained showed us that 17% of the teachers questioned strongly disagreed that 287 
physics mathematization is essentially becoming a project for teaching and learning the discipline. In 288 
the same direction, 27% of the teachers disagreed with the project of physics mathematization 289 
(Fig.12). However, 56% of the teachers disagreed with this statement (38% agreed and 18% strongly 290 
agreed (Fig.12)). 291 

 292 

 293 
 294 
Figure 12: Percentages of teachers' responses regarding the project of physics mathematization in the 295 
teaching and the learning of the subject. 296 
 297 
5. Discussion 298 
 299 
The analysis of the questions (Q1, Q2, Q3, Q4) allowed us to see that physics teaching is a field for 300 
practicing mathematization (Balta et al., 2016; Bing & Redish, 2009; De Cock, 2012; J. Tuminaro & E. F. 301 
Redish, 2007; Kim et al., 2018), i.e. to consider mathematization as an attempt to reconstruct physics 302 
knowledge, especially in problem-solving (Q1). But, in another context, physics teachers should focus 303 
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on physics concepts and notions but not on mathematical calculations (J. Tuminaro & E. F. Redish, 304 
2007). This is seen in the teachers questioned in this research. 62% (Fig.3) of the teachers are sure 305 
that mathematization is not an important part of physics problem-solving (Q3) and 53% (Fig.4) of 306 
them assert that mathematization is only a process of physics problem-solving (Q4) or (Reverdy, 307 
2016) concluded in her research that mathematics is a "tool-matter" at the service of physics i.e., 308 
physics mathematization always requires adaptation to the problem-situation (Q2) (Gustafsson et al., 309 
2015; Huffman, 1997). Because problem-solving is a grouping of all the mental capacities that must be 310 
mastered and mobilized to find the right solution to a problem (Abdullah et al., 2009; Altun, 2002; 311 
Han & Gezer, 2006) or the right formalization to a problematic situation (Jensen et al., 2017). 312 

Although the relationship between the physics and mathematics in problem-solving was the 313 
objective of many scientific research (Bain et al., 2019; Ceuppens et al., 2019; Haeruddin et al., 2020; 314 
Hu et al., 2019; Lucas & Lewis, 2019; Meli et al., 2016; Rodriguez et al., 2018), little research has defined 315 
where the difficulty of physics mathematization problem-solving lies. Indeed, the scientific literature 316 
has shown that many teachers of physics in secondary education take into account the difficulty of 317 
mathematization in their classroom practices (Meli et al., 2016). In this sense, the analysis of the 318 
teachers’ views highlighted the obstacle of mathematization in problem solving (Q5), and they have 319 
divided this obstacle into three major difficulties in problem solving (Q6) as follows: Firstly, the 320 
symbols used in physics, unlike in mathematics, are not chosen arbitrarily, but they represent certain 321 
physics quantities (Q6), Secondly, students fail to attach physics meanings to symbols, equations and 322 
mathematical formulas (Q6) (Zeidmane, 2013). So, the analysis of these results has shown us that 323 
Moroccan students have difficulty in problem-solving, especially if the situation requires 324 
mathematics (Q5). This confirms the findings of Redish, (2005) and Tuminaro, (2004) who 325 
demonstrated that many secondary school physics teachers emphasize the difficulties of students to a 326 
lack of mathematical knowledge in their daily practice (Q5). 327 

Now that we have portrayed and weighed the importance of mathematization in the physics 328 
curriculum according to the views of Moroccan secondary school teachers, let us now examine the 329 
views of these teachers on students' interests and attitudes toward physics problem-solving ((Q7) and 330 
(Q8)), as they are the key players who will put the programs to the test. Thus, their opinions on 331 
students’ interests and attitudes during their classroom practices will be an opportunity to enhance 332 
the value of the discipline in the Moroccan secondary science curriculum. Indeed, the present work 333 
allowed us to conclude that physics problem-solving has a deep relationship with students' affective 334 
qualities such as interest, attitudes, and motivation, which are generally not evident in the scientific 335 
literature, as they are not assessed by the models chosen in this work.  336 

However, teachers are still appreciative of the problem of the relationship between physics and 337 
mathematics due to the lack of possibilities for a unified pedagogy between teachers in this area 338 
(Q11), which is an obstacle to problem-solving in classroom practices (Başkan et al., 2010). 339 
Furthermore, the teachers questioned in the present work state that they are always obliged to go 340 
through mathematical reminders to physics problem-solving(Q9). However, interdisciplinary 341 
education (Reverdy, 2016) is insufficient for the interaction between mathematics and physics 342 
problem-solving. For this reason, 87% (Fig.10) of the surveyed physics teachers agree (62%) (Fig.10) or 343 
strongly agree (25%) (Fig.10) that good science education in physics problem-solving requires 344 
mathematical reminders (Q10). 345 

We can conclude at the end of this discussion that the informative and injunctive style is 346 
dominant in physics problems. Thus, Moroccan secondary school students often need mathematical 347 
reminders to exploit problem-solving successfully ((Q9) and (Q10)). Therefore, success in physics 348 
teaching requires innovation in the physics mathematization curriculum (Q12) by applying for 349 
example information and communication technologies (ICT) (Drigas & Kontopoulou, 2016; El 350 
Azzouzi et al., 2022) or a STEM-based methodology (Zaher & Damaj, 2018). 351 

In the same way, the views of several Moroccan teachers, the dominant form of thinking among 352 
Moroccan secondary school students towards physics problem-solving is an analogy with similar 353 
problems, where students try to remember whether they have seen this type of problem before or 354 
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not. Indeed, Moroccan students believe that the general rule of problem-solving is to memorize as 355 
many problems and situations as possible to develop a sense of autonomy and self-reflection for their 356 
learning throughout the teaching and learning of the discipline (Hammoumi et al., 2020). However, 357 
the problem-solving approach is the complete opposite: On the one hand, according to Capone, 358 
(2022) problem-solving is a student-centered conceptual approach to the discipline and is often 359 
associated with mathematics. On the other hand, the approach used is then compatible with the fact 360 
that science teaching is based on both practice and interpretation. It is therefore connected to real 361 
life and requires cooperation, which should facilitate problem-solving practices. In addition, several 362 
researchers have focused on problem-solving methods, which is a difficulty in most science 363 
disciplines. This research indicates that teacher-directed and self-directed problem-solving strategies 364 
have significantly impacted the development of secondary students’ physics interests and positive 365 
attitudes (Gustafsson et al., 2015; Naki ERDEMİR, 2009). 366 

 367 
6. Conclusion 368 
 369 
Our results are discussed in four main areas. The first axis undertakes an analysis of teachers' views 370 
on the physics mathematization problems. The second axis is a study that continues the analysis of 371 
teachers' opinions, but the study is dedicated to showing the difficulty of physics mathematization 372 
problem-solving. The third axis is devoted to the teachers' views on students’ interests during 373 
problem-solving. Thus, an innovation in the physics mathematization curriculum can influence 374 
students' physics interest on the one hand, and the teaching and learning of the subject on the other. 375 
Several findings related to our empirical study follow from this investigation. Firstly, physics 376 
mathematization problem-solving is important, but the implementation of this situation remains 377 
difficult to apply by Moroccan teachers in their classroom practices. Second, professional interaction 378 
and pedagogical collaboration among Moroccan teachers on ways to integrate mathematics into 379 
physics problem-solving are sorely lacking. Third, the mathematization of problems can influence 380 
students' physics interests and attitudes. Hence, physics mathematization becomes essentially a 381 
project for teaching and learning the subject. 382 
 383 
7. Recommendation 384 
 385 
The present research is not a study on pedagogies or working methodologies in physics teaching and 386 
learning but just a summary of Moroccan physics teachers' opinions, views, and observations. Indeed, 387 
this study emphasized the difficulty of physics mathematization in the Moroccan curriculum of the 388 
discipline by trying to overcome it with future physics teachers. 389 
 390 
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Abstract 19 

 20 
The Constitution of the Republic of South Africa pledges in its preamble that “every citizen must equally be 21 
protected by the law, and further foster the quality of life of all citizens”. Thus, as a way of fostering the 22 
quality of life of all citizens, the Constitution in the Bill of Rights embodies a concoction of rights that enable 23 
citizens to exercise in nurturing their livelihood. In the midst of these rights, section 29 affords everyone the 24 
right to basic education. Against this backdrop, South Africa has failed for some time to resolve the 25 
electricity crisis infamously dubbed “load shedding”. Consequently, the load-shedding crisis confronting the 26 
country adversely impacts, and to some extent violates the Constitution in particular, section 29. In the same 27 
breath, media reports further ignite the reality that some learners during the examination period could not 28 
access, write or even attend to other educational activities due to load shedding. Therefore, the electricity 29 
crisis summonses the researchers to explore the degree of violation of section 29 and the effects that load 30 
shedding has on education and its infrastructure. Apart from that, the paper examines the role of load 31 
shedding apropos to the right to basic education by demonstrating that load shedding is severally and jointly 32 
liable for some challenges confronting the education sector. Finally, the paper establishes through judicial 33 
and legislative jurisprudence the State’s duty to afford everyone adequate access to basic education in South 34 
Africa. 35 
 36 

Keywords: Electricity, Educational Pedagogics, Load shedding, Right to Education, Modern Education 37 
 38 
 39 
1. Introduction  40 
 41 
Nelson Mandela once said “Education is the great engine of personal development. It is through 42 
education that a daughter of a peasant can become a doctor, the son of a mineworker can become 43 
head of the mine, and the child of a farm worker can become the president of a great nation. It is 44 
what we make out of what we have, not what we are given, that separates one person from another” 45 
(Beiter, 2005: 1). Proceeding from this maxim, it is important to note that the right to basic education 46 
is classified under second generational rights that seek to foster socio-economic development (The 47 
Constitution, 1996: s 29). In accord, Churr submits that education since the beginning of time has 48 
and always been a way that a society passes its acquired knowledge from one generation to the next 49 
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(Churr, 2015: 2405). Further, Churr reiterates that education as a human right is justified and if the 50 
State fails to progressively realise it, the concerned and affected individuals may approach the court 51 
for remedial actions. Finally, Churr concludes that education is also about equipping the learners 52 
with the abilities and skills for a meaningful occupation and by so doing furnishes them with dignity, 53 
self-respect and self-assurance. In the immediate, it is noted that the right to basic education is not 54 
only exclusive to South Africa but is universally observed (Churr, 2015: 2406). Conversely, section 29 55 
of the Constitution unequivocally affords everyone the right to access basic education. It provides 56 
that: 57 

 58 
“(1) Everyone has the right: 59 
a.to basic education, including adult basic education; and 60 
b.to further education, which the State, through reasonable measures, must make progressively 61 
available and accessible”. 62 
 63 
Undoubtedly, the provision of section 29 dictates to the States that the right to basic education 64 

is compulsory and guaranteed, hence, it must be afforded to everyone (The Constitution, 1996: s 29). 65 
This is underscored by the interpretation and language employed in crafting the provisions of section 66 
29 which reinforces that a positive duty is entrusted to the State to ensure that there is realisation of 67 
the right to basic education at the State’s expense (The Constitution, 1996: s 29 (b)). In accord, the 68 
Universal Declaration of Human Rights (UDHR) bolsters section 29 in terms of article 26 which 69 
provides inter alia that everyone has the right to basic education and that such education shall be free 70 
at the elementary and fundamental phases (UDHR, 1948: article 26). In short, the UDHR is a 71 
reinforcement of section 29. Aptly, Churr cautions that although there is no explicit right to equal 72 
access to educational institutions, it can be understood that the right to basic education is absolute 73 
and protected in terms of the equality clause (The Constitution, 1996: s 9). Thus, this paper illustrates 74 
how load shedding adversely hinders adequate access to basic education as envisaged in the 75 
Constitution. Lastly, context must not be lost. In the immediate context of this paper, the right to 76 
education is limited to basic education since the right to education is a broad and multifaceted right 77 
that incorporates private education that does not rely on State sponsorship. 78 
 79 
2. Conceptual Description 80 
  81 
2.1 Load shedding 82 
 83 
According to Eskom, “load shedding is a controlled process that responds to unplanned events to 84 
protect the electricity power system from a total blackout” (Eskom https://loadshedding.eskom.c 85 
o.za/LoadShedding/Description ). Briefly, the characterisation by Eskom of load shedding denotes 86 
that load shedding is a deliberate outage of electricity by the power supplier, “Eskom”. 87 
 88 
2.2 Education 89 
 90 
Education refers to the process of acquiring or imparting general knowledge which in turn develops 91 
the ability for one to exercise independent reasoning and judgment (Thesaurus dictionary, 2022). In 92 
sum, the concept of education can be expounded as either a formal and or informal transfer of 93 
knowledge. 94 
 95 
2.3 Right to basic education 96 
 97 
Taiwo articulates that the right to basic education is an unconditional entitlement that calls for the 98 
State to realise and also ensure that there are sufficient resources in terms of allocation of budget and 99 
other fundamental resources such as infrastructures. This obliges the State to provide adequate 100 
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school infrastructures, educators and support resources. The right entails that the State must offer 101 
free quality education up to a level of functional literacy. Otherwise, writing, reading and basic 102 
knowledge must be at the core of basic education. (Taiwo, 2012: 117). The right to education is also a 103 
human right captured in terms of the Universal Declaration of Human Rights, which pronounces that 104 
“Everyone has the right to education. Education shall be free at least in the elementary and 105 
fundamental stages. Elementary education shall be compulsory. Technical and professional education 106 
shall be made generally available and higher education shall be equally accessible to all based on 107 
merit” (UDHR, 1948: article 26). Summarily put, the right to basic education refers to an entitlement 108 
that is granted ex lege to everyone in terms of the Constitution and must be provided by the State and 109 
failure, the concerned individual(s) can lodge a formal process to the court compelling the State to 110 
progressively fulfil the right like any other right in the Bill of Rights (Mazibuko v City of 111 
Johannesburg, 2009: 49). 112 
 113 
3. Research Question 114 
 115 
The paper demonstrates the existing pitfalls that are apparent between the electricity plague and the 116 
right to basic education in South Africa. In the immediate, the paper queries the adverse bearings 117 
that ensue due to load–shedding on the educational system. Similarly, the paper demonstrates as a 118 
matter of law that the right to access to basic education is provided for both in terms of the 119 
legislation and judicial jurisprudence domestically and internationally. 120 
 121 
4. Methodology 122 
 123 
The paper involves the application of the qualitative method of research. The traditional method of 124 
analysis of case laws, legislation and other academic contemporary legal scholarship are engaged. 125 
 126 
4.1 Load shedding: Its Impact on the Right to Basic Education 127 
 128 
Like corruption, load shedding is unfortunately part of the lives of many South Africans (Neves, 2021). 129 
Neves avers that load shedding has been in existence and a plague in South Africa for the past 14 130 
years (Neves, 2021). Recently, the impact of load shedding has been reported to have allegedly 131 
infringed on adequate access to the right to basic education. Many media articles reported on the 132 
effects that load shedding has not only impacted on the economy but also on the education sector. 133 
Although Eskom argues that the impact of load shedding on examination is minimal, the media 134 
reports suggest otherwise. For instance, Democratic Alliance (DA) member of parliament submitted 135 
before the Portfolio Committee on Basic Education in parliament that load shedding is an immediate 136 
threat to the National Senior Certificate (NSC) and Matric examination (O’Regan, 2021). On behalf of 137 
the Department of Education, the spokesperson expressed that load shedding will not affect the 138 
actual examination since learners use minimal electricity while writing their examination (O’Regan, 139 
2021). In other words, the department spokesperson suggests that the actual writing of examination is 140 
not affected simply because it is done during the day and there is minimal usage of electricity 141 
concerning the writing of examination at that time. On the contrary, the Chairperson of the Portfolio 142 
Committee of Basic Education posits that load shedding affects the preparation that needs to take 143 
place before the siting of the actual examination.  In sum, the chairperson submits that load shedding 144 
hinders the effective preparation of learners before writing their matric and NSC examination. In 145 
accord with the Chairperson of the Portfolio Committee of Basic Education, Umalusi CEO has urged 146 
that there is a need for an urgent solution to the load shedding crisis as it does not only affect basic 147 
education but also affects institutions of higher learning since the majority of educational activities 148 
have been migrated online as a result of Covid-19. From a psychological frame of reference, Dlamini 149 
submits that load-shedding tempers with students' emotions causing anxiety and affecting the 150 
preparation timetable. Dlamini further alludes that lots of panic attacks are experienced during 151 
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examination sittings (Dlamini, 2021). The above submissions explicitly demonstrate the link that 152 
exists between the right to basic education and load shedding as a hindrance among other challenges. 153 

From an operational and capacity outlook, Lee articulates that load shedding may leave a 154 
permanent scar on the progress of the educational system if not attended to (Lee, 2021). Also, Lee 155 
submits that the electricity capacity is needed now more than ever, as it is a critical component of the 156 
4th industrial revolution that requires electricity to operate properly. Lastly, Lee remarks that due to 157 
Covid-19 the need for digital learning is inevitable, and that the right to education cannot be 158 
successfully realised if the load shedding crisis is not resolved (Lee, 2021). Unequivocally, Lee’s view 159 
upon assessment supports the trajectory which is more yielded or premised on the stance that 160 
education is intertwined with electricity and in order to successfully realise it, there is an urgent need 161 
to find a durable solution to curb the hindrances that ensue due to load shedding. 162 
 163 
4.2 Lack of Electricity Facilities  164 
 165 
Electricity is an important source of energy and without it, life would not be the same. It remains one 166 
of the most significant facilities not only in educational institutions but also in all organisations, 167 
workplaces and homes (Polyoak Packaging v Eskom, 2011: 1). Through the accessibility of electricity, 168 
people feel comfortable within their ecological conditions and carry out their responsibilities and 169 
activities in a convenient manner (Kapur, 2019). In most parts of the world, electricity is generated 170 
through power stations and then disseminated through networks of transmission power lines to 171 
residential homes, offices and factories including schools. The availability of electricity ensures the 172 
provision of social services such as lighting, operating technology, cooking, cooling and heating 173 
systems and so forth. However, it is extremely difficult to store the huge quantities of electricity that 174 
people need, which means there is a need for continuous generation of large quantities sufficient for 175 
people’s ever-increasing demands (Polyoak Packaging v Eskom, 2011:1).  176 

Therefore, in the educational sector, lack or deficient provision of electricity in schools inhibits 177 
the smooth running of academic activities. For this reason, Kapur asserts that the lack of electricity in 178 
schools impedes learners’ concentration on their studies and equally precludes educators from 179 
proactively discharging their pedagogical duties and responsibilities (Kapur, 2019). The government 180 
need to ensure the provision of electricity throughout all the schools running without electricity 181 
facilities. It is important to highlight that in the modern existence, learners and educators use 182 
technology to deliver various tasks including teaching and learning responsibilities which to a major 183 
extent rely on electricity. This means that in times of load shedding the scholastic responsibilities 184 
cannot be delivered. Moreover, this calls for the supplementary provision of energy from other 185 
sources such as generators, inverters and solar energy to ensure an uninterrupted power supply 186 
throughout the working day. The reason for the supplementary power supply is that in the event of 187 
load shedding the pedagogical activities should continue. 188 
 189 
4.3 Electricity and the Provision of Modern Education  190 
 191 
It is important to record that electricity plays a major role in the provision of education in this 192 
modern era. This notwithstanding, Thom posits that the modern educational system makes provision 193 
for the role of technology in teaching and learning which requires all schools and educational 194 
institutions to have access to electricity in order to meet their respective educational objectives 195 
(Thom, 1997:15). Furthermore, the World Economic Forum recognises electricity as key in the digital 196 
high technology of the fourth industrial revolution which combines technologies leading to 197 
unprecedented paradigm shifts in the economy, business, society, individual life and most 198 
importantly, the provision of education (WEFA, 1996:19).  199 

A crucial part of the modern educational system is the modification of curriculums using 200 
approaches such as Outcome-Based Education (OBE) including Adult Basic Education and Training 201 
(ABET) (Thom, 1997:16). This is to note that the central point of the modern educational system is 202 
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the use of scientific apparatus and high technology. Conversely, to achieve this objective and to keep 203 
abreast with modern educational systems, there is a need for the provision of sustainable electricity 204 
to enable uninterrupted utilisation and operation of all the equipment and devices requiring regular 205 
electrical power supplies (Thom, 1997: 16). Equally, classes of programs such as ABET require lighting 206 
as it sometimes takes place during night and the use of Technology Enhanced Learning (TEL) which 207 
relates to the use of computers and audio-visual devices also operates with electricity. The paper 208 
therefore argues that, if a school is not electrified, hardhited by load shedding or alternatively, is not 209 
fortified with supplementary power supplies, it will not be possible to use technological devices such 210 
as computers and as such, compromises the modern educational pedagogics.   211 

Moreover, this also encumbers the smooth running of teaching and learning, since learners’ 212 
environment falls short of the necessary comfort to enhance learning activities. Educators too would 213 
find it difficult to discharge their day-to-day pedagogical duties and responsibilities without 214 
electricity because most of their teaching aids such as computers, audiovisual equipment and other 215 
information technology devices use electricity. Likewise, both learners and educators need to have 216 
their teaching and learning activities and programs in a conducive and welcoming classroom 217 
equipped with proper cooling and heating systems. This means that it will be difficult for both 218 
learners and educators to effectively deliver the subject matter without electricity, particularly the use 219 
of science and technology. Since educators enhance their teaching methods by use of electrical 220 
teaching aids such as computers, it becomes easier for learners to relate the information from the 221 
book with what is being displayed before them (Thom, 1997: 16). 222 

The paper argues that learners stand to gain substantive knowledge through participation 223 
during practical experiments or the use of visual aids. Hence, it is hard for learners to cope without 224 
electricity, particularly when preparing for examinations. This has a negative impact on the overall 225 
school performance, particularly for the previously disadvantaged schools mostly located in rural 226 
areas which do not have electricity and cannot afford the use of generators for lighting or even other 227 
teaching and learning apparatus. This also goes for schools located in places that are hardhited by 228 
constant and perpetual load shedding. As a result, these poor schools ultimately produce a poor 229 
performance which compromises the quality of education and the learners’ right to education (Thom, 230 
1997: 16). 231 
 232 
4.4 The Role of the State in Fostering the Right to Education 233 
 234 
It is important to highlight that States have a responsibility to protect the fundamental rights of their 235 
citizens. Some of the State’s responsibilities include the responsibility to protect, respect, and fulfill 236 
fundamental human rights. This is substantiated by Orentlicher’s contention that “States have an 237 
obligation to respond positively to any form of violation aimed at any of the fundamental rights, 238 
inclusive of the right to education (Orentlicher, 1994: 2537). This means that, in cases where there is 239 
an infringement of a fundamental right, the State concerned is bound to take reasonable measures to 240 
redress the injustices and imbalances caused by such a violation. For this reason, if a violation of a 241 
right has occurred, the State assumes liability in the event of failure to provide an effective remedy for 242 
such violation. In the context of this paper, the State has an obligation to protect the right to 243 
education. In the foremost, the paper argues that in fostering the right to education, the State has to 244 
ensure that it addresses all the dares and shortcomings that could impede and or delay the State in 245 
bringing the right to education to fruition.              246 
 247 
4.5 The Constitutional and Statutory Protection on the Right to Education 248 
 249 
The 1996 Constitution was promulgated with an aim to develop the value of life for all the people and 250 
free the potential of every individual through the introduction, promotion and realisation of the 251 
rights enshrined in the Bill of Rights, which include the right to education. It provides that “everyone 252 
has the right to basic education, including adult education; and to further education which the state 253 
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through reasonable measures must make progressively available and accessible”. The Constitution 254 
further provides that “everyone has the right to receive education in the official language or 255 
languages of their choice in public educational institutions where that education is reasonably 256 
practicable” (The Constitution, 1996: s 29 (1) (a) and (b)). The paper stresses that the spirit and 257 
purpose of the Constitution should be promoted and protected to empower learners and equip them 258 
with skills that will capacitate them for better employment and business opportunities to realise the 259 
objective of the Constitution. The paper contends that the realisation of the constitutional objectives 260 
will not be achieved if the country continues to experience load shedding at this alarming rate. 261 

Even if the Constitution does not have a specific provision that provides for the endowment of 262 
electricity, it requires national and provincial laws to be enacted to control the electricity supply 263 
within their specified jurisdiction (The Constitution, 1996: Schedule 4 Part A & B). The South African 264 
government has set up a National Energy Regulator of South Africa (NERSA) to control the supply 265 
and pricing of electricity to different customers (NERSA. 2005). While NERSA was promulgated to 266 
influence the availability of energy, the reality clearly shows that electricity is not completely 267 
accessible and where it is accessible, it is often interrupted by consistent and perpetual load 268 
shedding. Consequently, this tempers with adequate provision of education. 269 

The South African Schools Act (SASA) was promulgated in 1996, aiming to redress the past 270 
apartheid inequalities in the provision of education, previously founded on racial discrimination and 271 
educational segregation. The Act is also aimed at affording learners with an education of high quality 272 
and standard, therefore laying a strong foundation for the improvement of people’s skills, aptitudes 273 
and proficiencies to advance and accelerate the transformation of the general public (South African 274 
Schools Act, 1996: preamble). Amongst its objectives, the Act seeks to invest in communities and 275 
their educational institutions to transform societies by establishing amongst them frameworks that 276 
enable easy access to education (South African Schools Act, 1996; s 21). Section 3 of SASA assists the 277 
state in realising the right to education in line with section 29 of the Constitution by causing parents 278 
and caregivers to take responsibility for ensuring that their children attend school. This section 279 
provides that “every parent or guardian has an added responsibility to ensure that children of school-280 
going age that they are responsible for, enrol and attend their basic education until they complete it”. 281 
The Act further provides that, “the State must fund public schools from public revenue on an 282 
equitable basis in order to ensure the proper exercise of the rights of learners to education and the 283 
redress of past inequalities in education provision” (South African Schools Act, 1996; s 34 (1)). The 284 
current paper contends that access to basic education and to educational facilities that are not 285 
fortified with electricity or are often hardhited by load shedding is as good as no access at all. This is 286 
because learners will not be able to meaningfully take part in the teaching and learning since modern 287 
pedagogics use technological devices that in turn require electricity to effectively operate. 288 
Consequently, learners will not be able to exercise their right to basic education meaningfully if load 289 
shedding persists.  290 
 291 
4.6 Judicial Framework 292 
 293 
As a point of departure, the judiciary plays a significant role not only in interpreting and giving the 294 
content meaning of the right to education but also in the protection of the right through its 295 
thoughtful pronouncements and judgements. To some degree, these considerate pronouncements 296 
became important guiding principles in influencing and compelling compliance in relation to the 297 
protection of the right to education. The judicial pronouncements articulate the importance of 298 
having books, school furniture including ample infrastructural amenities and socio-economic services 299 
such as water and adequate facilities just to name a few, for the realisation of education. 300 

For example, in the case of Section 27 v Minister of Education, (Section 27 v Minister of 301 
Education, 2013) an application was brought before the North Gauteng High Court on an urgent basis 302 
requesting a declaratory order that failure by the Department of Basic Education to deliver textbooks 303 
to schools across Limpopo Province constituted an infringement on the right to basic education. The 304 
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court observed that “education is critical in both freeing and unlocking the potential of each person 305 
and it also found that textbooks are an essential component of quality learning and teaching and as 306 
such, ordered the respondents to deliver textbooks to schools across the Province”( Section 27 v 307 
Minister of Education, 2013: 22). Similarly, in the case of School Governing Body of Dalaguba Junior 308 
Secondary School v MEC for Education, Eastern Cape (School Governing Body of Dalaguba Junior 309 
Secondary School v MEC for Education, Eastern Cape, 2019) the provincial department of education 310 
failed to provide proper sanitation facilities and clean water supply to schools in the Province thereby 311 
breaching its constitutional obligation. The court ordered the respondents to appoint contractors to 312 
erect dignified sanitary facilities (School Governing Body of Dalaguba Junior Secondary School v MEC 313 
for Education, Eastern Cape, 2019: 2.1 - 2.2). Concerning the provision of clean water, the court 314 
ordered the respondent to ensure that a service provider is appointed to determine if water could be 315 
accessed through a borehole in the school premises and if so, the said service provider must embark 316 
on the drilling process (School Governing Body of Dalaguba Junior Secondary School v MEC for 317 
Education, Eastern Cape, 2019: 2.3.1.1 - 2.3.1.2). While in the process, said the court, the respondents 318 
must supply the school with potable bottled water and the costs of such procurement must be paid 319 
by the Eastern Cape Department of Education. Thus, the latter case highlights the infringement on 320 
the right to basic education emanating from the poor and sometimes lack of sanitation and clean 321 
drinking water in public schools. In contrast, this paper exposes the violation of section 29 “the right 322 
to basic education” as a result of load-shedding.      323 

Lastly, this paper submits that although the courts deliberated on issues that serve as stumbling 324 
blocks for the realisation of the right to education if not addressed, such as lack of proper water 325 
supply, poor infrastructure and sanitation facilities, the provision of electricity in schools remains 326 
important for the provision of education. Therefore, the paper contends that even if there could be 327 
scholastic, infrastructural and socio-economic facilities but no electricity, the realisation of the right 328 
to education will not be achieved. Insistently, this is so because the modern educational system 329 
makes use of technology in pedagogics which necessitates all educational institutions to have access 330 
to electricity in order to respond positively to the educational objectives (Thom, 1997:15). 331 
 332 
4.7 International Instruments 333 
 334 
The Constitution in terms of section 39 (1) (b) captures that when interpreting the Bill of Rights 335 
international law and foreign law must be considered (The Constitution, 1996: s 39 (1) (b)). Against 336 
this context, it is recognised that the right to education is not unique to South Africa as it is also 337 
observed internationally. In terms of article 26 of the Universal Declaration of Human Rights 1948 338 
(UDHR) “everyone has a right to education and that such education shall be free at elementary and 339 
fundamental phases”. For this reason, education must be made accessible based on merits as per 340 
individuals (UDHR, 1948: article 26). In concurrence, the International Covenant on Economic, Social 341 
and Cultural Rights, 1966 (ICESCR) captures in article 13 (2) (a) that the signatory State parties to the 342 
present Covenant recognise that achieving the full realisation of this right “primary education shall be 343 
compulsory and available free to all”( ICESCR, 1966: article 13 (2) (a)). The crafting of the text in 344 
article 13 of ICESCR gives further reinforcement to section 29 of the Constitution as it obliges all the 345 
signatories to the Covenant to provide free basic education to its citizens. This right is further 346 
expounded in subsection (b) of the latter. It states that although secondary education varies in nature 347 
from the elementary phase of education, the State generally has a duty to ensure that it is available 348 
and accessible to all. Additionally, the state must through progressive and adequate means ensure 349 
that the right to education is ultimately free (ICESCR, 1966: article 13 (2) (b)). Similarly, article 14 of 350 
the same Covenant compels the signatory State to the Covenant to ensure free education to all and if 351 
at the time the signatory State joined the Covenant does not have the facilities to provide free 352 
education, it is then afforded 2 years to produce and adopt a plan of action that will lead to a 353 
progressive implementation and realisation which will be a step towards the principle of compulsory 354 
free education for all (ICESCR), 1966: article 14). 355 
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Lastly, the Convention on the Rights of the Child (CRC) stipulates in article 28 inter alia that primary 356 
education must be made free and compulsory (CRC, 1989: article 28). Where the need arises, the 357 
State need to financially intervene (CRC, 1989: article 28 (1) (B)). Accordingly, article 28 encourages 358 
international cooperation or companies to contribute towards ensuring that free education is 359 
delivered, because this will expeditiously eliminate ignorance and illiteracy throughout the world 360 
(CRC, 1989: article 28 (3)). In sum, article 28 although not mandatory, denotes that international 361 
corporations or companies are entrusted with a duty to assist the State in safeguarding the adequate 362 
access and realisation of free quality education. 363 
 364 
5. Recommendations  365 
 366 
The South African government need to craft policies that primarily strive to regulate and ensure that 367 
academic and educational activities at all phases are not hindered as a result of the ongoing load 368 
shedding. Therefore, this paper makes the following recommendations: 369 

• The State must invest in solar power and fossil-fuel-powered generators in State owed 370 
schools to mitigate the load shedding crisis. This will reduce the reliance on grid power for 371 
essential equipment required to run the basic administration of the school (Anderson, 2015). 372 

• The State must invest for instance in RISO Africa school types of equipment, such as 373 
Risographer printer or duplicator. This is self-contained equipment that uses two panels of 374 
solar and it can produce 90 pages per minute only relying on the sun's energy (Anderson, 375 
2015). 376 

• The State needs to also invest in Battery Banks to use during the blackout (Anderson, 2015). 377 
• The State led by the department of education must draft programs that will assist students 378 

who have been impacted by load shedding, i.e State-funded tutorial classes or/and 379 
programs.  380 

• The State must further provide psychological counselling to the learners who suffered or 381 
were affected by load shedding prior, during, and post the examination period. 382 

• The state must establish a committee with powers to ensure and monitor the electrification 383 
program of all public schools, in response to e-learning. 384 

• Lastly, the private sector has a patriotic responsibility to deliberately support through 385 
funding, skills and other resources to educational programs and activities. 386 

 387 
6. Conclusion      388 
 389 
There can be no doubt that the electricity plague infamously dubbed load shedding in South Africa 390 
creates an atmosphere that is not conducive to adequate access to basic education and education 391 
generally. For this reason, load shedding has proven to be inter alia the challenges that hinder 392 
adequate access and realisation which consequently violates section 29 as captured in terms of the 393 
Constitution of the Republic of South Africa. It therefore, follows that the State needs to introduce 394 
various electrical alternatives to ensure that amid load shedding, teachers are still able to discharge 395 
their pedagogical responsibilities and learners have a conducive learning environment that includes 396 
sustainable and reliable power supply. It is noteworthy to point out that the State must ensure that 397 
there is sufficient electrical capacity during the period of pedagogical activities in order to adequately 398 
realise the right to basic education. Finally, legislative and judicial jurisprudence demonstrates that 399 
the State is entrusted with a duty to safeguard the realisation and implementation of section 29.  400 
With that said, to have an adequate and functional educational system, the above recommendations 401 
are hereby endorsed by the researchers hereof. 402 
 403 
 404 
 405 
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Abstract 19 

 20 
Budi-Islam is a core value that dominates the actions and mind-set of a Malay. It is revealed whenever a 21 
Malay starts to interact either with fellow ethnic members or individuals from different ethnic groups. The 22 
emergence of budi in the mind of a Malay is natural, and its presence is strengthened by their customs and 23 
surroundings, which are very much influenced by observing the traits of water and paddy. As a result of those 24 
interactions, another set of values such as tolerance, respecting others, cooperation, patience, modesty and 25 
forgiveness were developed. In order to identify the influence of these values in the Malay society, this study 26 
was carried out based on textual analysis among the Malay students at Public Higher Learning Institution. 27 
The findings show that the Malay students possess a relatively high level of tolerance based on their activities 28 
involving members of society from different religions, ethnicities and cultures. 29 
 30 

Keywords: Budi-Islam; Ethnic tolerance; the Malay students 31 
 32 
 33 
1. Introduction 34 
 35 
The study focuses on the core values that influence the conduct, thoughts and actions of a 36 
community when interacting among themselves or with members from other ethnics. The core 37 
values are the inherited customs or rites, environment and religious beliefs that form the backbone of 38 
identity and culture of an ethnicity. The Malays’ budi-Islam core values, coupled with the influence of 39 
their geographical elements and Islamic faith had led to the birth of strong social values like the 40 
spirits of tolerance, cooperation, respect, politeness and patience whenever they communicate with 41 
their social surroundings. The social values have greatly influenced the Malays’ identity which were 42 
revealed through historical, qualitative or quantitative studies carried out. To better comprehend the 43 
impact of this core values on the present generation, the textual analysis study was used to study on 44 
the social interactions of Malay students in Public Higher Learning Institution (PHLI). The secondary 45 
data was derived from past research of both qualitative and quantitative findings.  46 

The budi core values function as the compass of the Malay’s character as claimed by past 47 
research (Kadir, 1993) which focused on the influence of social norms in the lives of the Malays. It 48 
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encompassed their religion, traditions, culture, language, political structure, economic development 49 
and educational system. Based upon these values, the identity of the Malays surfaced, which was 50 
materialized in their demeanour. Zainal (1993) also asserted that the dimension of budi was apparent 51 
from the community’s embracing of the values of tolerant, cooperative, respectful, and forgiving. 52 
There are also an abundance of proverbs mirroring the Malays’ conduct and actions which are 53 
synonymous to the Malays, which highlight their civilized mannerism whenever they speak their 54 
minds and avoid the use of foul language that could hurt the feelings of others (Norazit, 1997). Even 55 
though there are other studies on the influence of budi values in the Malay community, but the 56 
description is more concentrated on the Malays’ sociocultural elements whether in their village 57 
surroundings or the transformation into the modern life (Norazit, 2001; Abdullah, 2001). There were 58 
also scholars that debated on the Malays’ social interactions in the political system and sociocultural 59 
platforms (Barnard, 2005; Reid, 2004), business aspects (Richardson et al., 2016) and influence of 60 
Islam upon the communal life (Husin, 2022). However, the explanation is more upon the nature of 61 
society, without any focus on the budi-Islam core values in the social environment of the Malay 62 
students. Therefore, the research is bent on analysing the influence of both values among the Malay 63 
students in university.  64 
 65 
2. Literature Review 66 
 67 
The founding of a society’s identity is very much reliant upon the core values, social system, and 68 
geographical surroundings. According to Broom and Selznick (1977) and Alisjahbana (1963, 1966), 69 
core values are referred to as the conscience - the values that influence one’s social ideals in steering 70 
the character and actions of an individual.  71 

 72 
‘It stands for society and its demands, for all those social norms and prohibitions experienced as the 73 
voice of conscience’ 74 
 75 
It is present in the mind, without one’s awareness (Carolina, 2001), and controls the actions of a 76 

person in fulfilling his/her existence in a community. Meanwhile, the purpose of core values is the 77 
highest fulfilment to be achieved by an ethnic community, as it could provide contentment and 78 
happiness to man (Hiriyanna, 1975). Hence, the expression of action and conduct as desired will only 79 
surface when there exist a combination of core values and a coveted objective (Carolina, 2001; 80 
Alisjahbana, 1966) (objective resulting from the core values). Meanwhile, Immanuel Kant claimed 81 
that every man possesses their own set of core values or conscience that provides them with the sense 82 
that they are being watched, evaluated, scolded, or praised by an ever-present judge in their soul.  83 
The watchful “eye” is not something intentionally created, but exists in a person naturally, that will 84 
trail their every move like a shadow. Even if one tries to shake it off, but the core values will rear its 85 
head time and time again, and rustles elements of ire if it is side-lined (Alisjahbana, 1966). 86 

Social norms are the set of social ‘rules’ that provide community members with guidelines on 87 
acceptable actions and conduct that are shared among themselves. It is also linked to values (Norazit, 88 
2001), as social rules are guided by social (ethos) that are founded from the interactions between core 89 
values and social norms, which define the differences between good and bad ethics (Kadir, 1993, 90 
2000).  91 

Apart from social norms, physical surroundings also influence the development of core values. 92 
It refers to geographical elements that influence the cultural components, such as warm and cool 93 
climates are suitable with ethnic communities that are equipped with suitable materials. On the 94 
other hand, communities that have been exposed to the cruelty of leaders or natural disasters, they 95 
would be endowed with strong emotion, diligence, radical attitude, aggression and sectarian 96 
sentiment to fortify their survival skills compared to communities that live among idyllic 97 
surroundings (Mahathir, 1970). The combination of social norms and physical surroundings had 98 
indirectly influenced some ethnics to embrace an easy-going and tolerant disposition, while there are 99 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 230

also communities which are sectarian and aggressive (Broom & Selznick, 1977). The core values 100 
instilled in a person would influence their interaction with their environment, including their 101 
religion, traditions, language, economy, socio-political ideals and arts, which then steer the formation 102 
of a community’s identity. 103 
 104 
2.1 The core values of budi-Islam as the foundation of the Malays’ identity 105 
 106 
The budi value is the soul that emerged from the combination of budidaya or culture.  Budi is referred 107 
to as soul, while daya is the physical force. Upon the assimilation, it results in a culture that attributes 108 
to all forms of tradition unique to the Malays.  The covert intention of budi is to retain the peaceful 109 
and harmonious ties between men (Zainal, 1995). The phenomenon of budi is the inception of ideals 110 
formed in the mind, heart and emotion that aspires to attain the good things in life (Kadir, 1993). 111 
Through this, the Malays make choices that are aligned to the desires of the ethics, and from the 112 
interaction of budi and social norms, they will consider their personal needs and those of outsiders in 113 
accordance to the saying, ‘think of others and pay attention to what others have to say’. The fostering 114 
of the thoughtful character had given rise to the establishment of the Malay etiquette that is 115 
courteous, cultured and civilized (Zainal, 1995). In determining one’s identity when interacting with 116 
their own kin or with people from other communities, the budi core values stress upon three main 117 
principles, that are the intelligent interaction skills when communicating, manners that highlights 118 
esteemed character, and choice of discourse that showcases gentle mannerism. Hence, budi is 119 
purported to refer to a cluster of actions, refined use of language and excellent interaction skills 120 
among man by applying considerate reasoning to preserve harmony (Zainal, 1995).  121 

The emergence of budi core values can be perceived as a link towards the Customs system that 122 
function as the Malays’ social norms. It focuses on two main principles, the first is by making the 123 
customs as a way of life, or traditions that could be adapted and revived. The customs are not deemed 124 
as fundamental in nature as it could undergo transformations, thus categorized as customs and 125 
rituals (Norazit, 1997, 2001; Abdullah, 2001; Zainal, 1993; Hooker, 1972). The second caters to the 126 
Malays’ patterns of character and way of life that have been accumulated over thousands of years that 127 
they have been embedded as tradition (Husin, 2011). They are traditional rules or social norms that 128 
comprise of ethical and moral codes drawn from the budi core values and expressed through social 129 
values, and establishment of the Malays’ character and mind (Carolina, 2001; Rozehnal & Pepinsky 130 
2019). By embracing the values of budi, the Malays are celebrated as a community that is graceful and 131 
cultured.  Their refined mannerism is always kept in check even when they are faced with conflicts, as 132 
claimed by Milner (1982) when he described them as a society that was less inclined to be involved in 133 
wars or brutal conflicts. 134 

The budi-Islam core values were fortified by the Malay kingdom’s geographical elements which 135 
was highly influenced by the elements of being surrounded by the sea and dotted by islands (Lim, 136 
2003; Aziz, 2000). The surroundings had strengthened the development of the budi core values 137 
through their affiliation to the sacred land, hence it was no wonder that their lives were infused by 138 
the substance of water and the spirit of the paddy. Naturally, water possesses the elements of grace 139 
and modesty, while the paddy portrays the features of humility. For instance, a respected Malay 140 
individual is one who is humble, where the more learned he is, the more noble and humble he 141 
becomes (Lim, 2003).  The Malay Peninsula was blessed with a pleasant climate; and a territory which 142 
was shielded from natural disasters. This idyllic atmosphere had indirectly influenced the heart and 143 
mind of the native Malays to not perform laborious tasks (Abdul, 1977) as whatever they needed were 144 
abundantly available from the fertile lands, calm seas and resource rich forests that protected them 145 
from famine (Swettenham, 2003; Abdul, 1977; Winstedt, 1925; Mana, 2005; Mahathir, 1970; Barber, 146 
1972). The pleasant situation not only allowed them the opportunity to fill their free time with lots of 147 
fun, entertainment and rest periods (Mahathir, 1970), but also the chance to take it easy to eke out a 148 
living. The peaceful and harmonious nature had strengthened the tie between the Malays and their 149 
surroundings, which sparked the inner feeling known as budi, a way of showing their gratitude to the 150 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 231

surrounding environment. 151 
Based on the details, it could be inferred that the combination of the budi-Islam core values and 152 

the domain of the Malays had led to the birth of social values like tolerance, cooperation, respect, 153 
patience and forgiving. The inculcation of the values had rendered the Malays as being affable in 154 
nature, as displayed in the following conceptual framework, which shows the existence of the budi-155 
Islam core values which led to the tolerant nature of the Malays’ identity. 156 
 157 
2.2 The Tolerance value as the basis of the Malays’ social interaction and identity 158 
 159 
The word “tolerance” is derived from a Latin word “tolerare” which means bearing physical pain, 160 
exhaustiveness and coolness. It also refers to one’s acceptance and the need to be fair towards 161 
individual differences in ideas Schirmer (2012), and respecting the differences in the aspects of 162 
culture, traditional practices, history and value system (Paimah & Azmir 2015). The result of the 163 
observance had indirectly nurtured the feelings of respect and acceptance of other communities from 164 
diverse cultures and backgrounds (Janmaat & Mons 2011). 165 

Preserving the values of tolerance was unveiled in the Malays’ pre-independent community, 166 
which continues to the present day. From the historical aspect, insurgency by the people towards the 167 
ruling aristocrats had never taken place. Only minor skirmishes had erupted among the aristocrats 168 
involving the Sultans or ministers due to the squabble for power, or between the aristocrats and the 169 
Sultan due to punishments meted out by rulers which were perceived as cruel. Meanwhile, the 170 
commoners were fully supportive and loyal to the rulers due to their noble ways, and were adamant 171 
to preserve the Malay-Islam values. During the reign of Sultan Alauddin Riayat Syah, he went out of 172 
his comfort zone to disguise himself as a commoner with the mission of protecting Malacca from 173 
thieves. It was to ensure the public’s safety especially with Malacca’s reputation as the centre of trade 174 
(Shafie, 1982). 175 

The Malay leaders’ gracious manner and tolerance to assist their subjects without regard to 176 
their background, continued well into the British era. It included Onn Jaafar’s struggles to improve 177 
the Malays’ economic progress. He claimed that the reason the Malays continued to be poor were due 178 
to the British’s reluctance in providing financial assistance to reduce their level of poverty. Hence, he 179 
organized peaceful dialogues with the British to provide opportunities for the Malays to be part of the 180 
state administration, join English schools, and improve their economic standing (Roff, 1975). Even 181 
though the criticisms were levelled at the British openly, but Onn rejected the use of force, as he 182 
believed that taking a harsh stance would only deprive the ethnic and the motherland further 183 
(Ramlah, 1992, 2004). A similar standpoint was embraced by Abdul Razak (Milne & Mauzy 1986), who 184 
introduced the New Economic Policy to alleviate poverty among the Malays, especially those residing 185 
in remote areas. A few organizations were formed to assist them improve their livelihood, such as 186 
Federal Land Development Authority (FELDA), Federal Agricultural Marketing Authority (FAMA), 187 
Federal Land Consolidation and Rehabilitation Authority (FELCRA), Malaysian Agricultural Research 188 
and Development Institute (MARDI), Lembaga Padi Negara (LPN) and Lembaga Kemajuan Perikanan 189 
Malaysia (MAJUIKAN) (Aziz 1974). Mahathir Mohamad continued to embody a similar approach to 190 
enhance the Malays’ stature in science, technology, industry and education from the early days of 191 
independence until they succeeded in establishing a new breed of modern Malays and middle-class 192 
Malays who were competitive in nature (Ariffin, 2003). By being compassionate, tolerant and 193 
considerate towards the subjects, the people responded by showing their loyalty to the leaders. To 194 
ensure that they maintained a harmonious existence, any mass rebellious acts towards the rulers or 195 
Sultans had never been committed by the Malays (Husin, 2011). 196 

Meanwhile, when the need arose to interact with non-Malay communities, it was apparent that 197 
the Malays had never been inclined to showcase any partisan or over-zealous traits. By observing the 198 
budi core values, Islam, and the Malay environment, the people had turned into open-minded and 199 
tolerant individuals when they interacted with other communities.  In fact, their readiness in 200 
respecting and accepting different ethnic traditions were lauded by the non-Malays (Syed Alwi, 1965). 201 
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According to Luis (1993), and the values of respecting and tolerating among the Muslim Malays had 202 
rendered them to be different from Arab Muslims who were deemed as pessimistic and stern towards 203 
foreigners. These noble values had even allowed other Muslim ethnics to be accepted as part of the 204 
Malays, such as those from Arabian and Indian origin (Mohd. Aris, 1985). The Chinese also 205 
acknowledged that the Malays’ highly tolerant nature had provided them with the opportunity to 206 
open up settlements across the country. In fact, it had even influenced some Chinese migrants who 207 
had resided in the Malay Peninsula since the 3rd Century to assimilate the Malay culture, resulting in 208 
the birth of the Baba Nyonya community (Tan, 1975). 209 

 210 
‘...Malaya opens its door to the world with the liberal hospitality scarcely known elsewhere. The 211 
hospitality is abused when groups of any kind seek to establish here little China, England, or anything 212 
else... Malaya is not part of China...’ 213 
 214 
The Malays’ highly tolerant nature was also present during the reign of Raja Brooke in Sarawak. 215 

Their gentle manners were highly praised by Brooke’s wife, Margaret. The Malays’ tolerant, 216 
cooperative, and accommodating traits had touched her, especially during her grieving period of 217 
mourning the death of her child. It was documented that her frustration of the inability to bury her 218 
child within a church cemetery compound dissipated when the Sarawak Malay noble men gathered 219 
together and worked side by side to bury the child within the castle grounds. Their collaboration had 220 
indeed removed her negative perception that Muslims were fanatics and had no compassion towards 221 
other religions. Apart from that, she also regarded the Sarawak womenfolk to be graceful, as they 222 
were respectful towards their guests without discriminating them according to their ethnic, especially 223 
when they held feasts. Their courtesy made it easy for the English officers’ wives to befriend them, 224 
compared to ladies from other ethnicity (Brooke, 1986). 225 

The Malays’ tolerant nature is highly valued in executing their responsibilities as a worker. 226 
Malaysia’s participation in various United Nations’ peacekeeping missions often received positive 227 
feedback from locales, like in Lebanon and Congo. The main factor was that, the mainly Malay 228 
Malaysian officers were unprejudiced, easy to befriend and ever-ready to adopt local customs. For 229 
instance, the main success of the Malaysian Battalion (MALBATT) officers in their peacekeeping 230 
mission in Mogadishu, Somalia, was due to their tolerance with the Somalian way of life, and went 231 
out of their way to buy weapons, arrows, and craft products; or when their vehicles were stopped or 232 
thrown with stones. With their understanding of the people’s unfortunate level of poverty, they 233 
managed to form good cooperation with the local community (Husin & Nordin 2020).  234 
 235 
3. Methodology 236 
 237 
The qualitative research is a type of social study that centres upon the manner’s human interpret 238 
things and explores their logical experience, including their home surroundings (Holloway, 1997). It 239 
is a logical step towards understanding a situation based upon unique contexts and interaction skills. 240 
The study did not attempt to forecast the future, but aimed to interpret the phenomena taking place 241 
and what might take place in the future.  Hence, the research applied the triangulation method 242 
which is the combination of more than two techniques to collect data and information in order to 243 
achieve the objectives. According to Potter (1996), triangulation is a process of reinforcing the 244 
findings of a study from qualitative instrument by re-examining the data. The process involves the 245 
combination of various approaches to collect data and information to verify and validate the 246 
interpretation of a study.  This study also applied various resources to obtain data and information by 247 
employing the library method, interview with students, and analysis of documents to assist the 248 
researcher in ensuring that the findings would have high validity and reliability.  Hence, the study 249 
utilized the triangulation approach by using the qualitative method, which was an important aspect 250 
of the study to implement comparative measures and cross examination on the various data and 251 
information to ascertain their validity. Apart from that, the study categorized the data and 252 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 233

information into two sources, which were primary and secondary data. According to Hinds, Vogel, 253 
Clarke-Steffen, Szabo and Strang (1997), an analysis that employs secondary data involves the use of 254 
available data to study something different from previous studies.  It means that a new study can be 255 
conducted to look into new research problems or investigate alternative perspectives based on a 256 
similar study. 257 

In this research, the library method was implemented to scour for secondary data and 258 
information, which were retrieved from published documents like books and articles related to core 259 
values, the Malay rituals, history and quantitative data of the PHLI Malay students’ interaction. The 260 
published sources include ‘the place of values in the behavioral sciences, Indian conception of values; 261 
Values as integrating forces in personality, society and culture; Budi as the Malay mind: A 262 
philosophical study of Malay ways of reasoning and emotion in peribahasa; Budi-Islam; It’s Role in 263 
the construction of Malay Identity in Malaysia; The British presence in the Malay world: A meeting of 264 
civilizational traditions, understanding Melayu (Malay) as a Source of diverse modern identities; 265 
Contesting Malayness:  Malay identity across boundaries; Adat Melayu Mengikut Perspektif Orang 266 
Islam di Malaysia; The practice of cultural tolerance among peacekeeping operation; The Malay 267 
dilemma, Malaysia, tradition, modernity and Islam; Magnitud toleransi and urbanisasi dalam 268 
kalangan pelajar pelbagai etnik: Kajian perbandingan di Kuala Lumpur dan Kuantan; Ethnic tolerance 269 
among students of Public Higher Learning Institutions in Malaysia and Respons pelajar Institut 270 
Pengajian Tinggi Awam terhadap pluraliti agama di Malaysia’. All these publications consisted of 271 
critical and comprehensive discussions on the emergence of core values and their impact on society, 272 
especially the budi-Islam core values. As the study was contemporary in nature, any changes and 273 
developments to the geopolitical landscape, including political scenario and latest developments in 274 
the armed forces must be followed closely to ensure that the data were collected swiftly and 275 
accurately. Meanwhile, in collecting the primary data, the study has combined two techniques - by 276 
conducting interview sessions and analysis of documents 277 

 278 
4. Results and Findings - The Effects of Budi-Islam on Ethnic Tolerance among Malay 279 

Students 280 
 281 
4.1 A study on tolerance level among students in PHLI 282 
 283 
The case study focused on the PHLI students especially the Malay students since there were a 284 
number of past research conducted on ethnic tolerance among students regarding the issues of 285 
religion (Mohd Farid & Khadijah, 2017; Siti Khatijah & Fadzli, 2017), ethnicity (Zulkernain & Husin, 286 
2018; Nazri & Mansor, 2014) and social interaction in the context of urbanization (Paimah & Mohd 287 
Azmir, 2011). Meanwhile, the process of selecting the respondents was almost similar, as third year 288 
students from various ethnic groups were chosen as they were considered to have reached the level of 289 
maturity and to have good socializing experience with friends from different faiths, traditions, culture 290 
and language (Zulkernain & Husin, 2018). 291 

In the selection of PHLI, some researchers opted to choose the earlier-established universities, 292 
which are listed as Malaysian research universities like Universiti Malaya (UM), Universiti Sains 293 
Malaysia (USM), Universiti Kebangsaan Malaysia (UKM) and Universiti Putra Malaysia (UPM) (Mohd 294 
Farid & Khadijah, 2017; Nazri & Mansor, 2014). There were also studies that included Universiti Utara 295 
Malaysia (UUM) to measure the level of tolerance among the northern residents and also students on 296 
urbanization (Paimah & Mohd Azmir, 2011). On the whole, the picking of the PHLIs was significant as 297 
all of the institutes were the main university of choice among students from diverse ethnics, religions, 298 
traditions, culture and language. Hence, the study’s selection of third year Malay students in PHLI 299 
was fitting as the third-year student population came from diverse Malaysian plural society. The 300 
findings would offer an insight on the influence of budi-Islam core values in steering the Malay 301 
students’ tolerance level when interacting with students from different ethnicity on campus. 302 
 303 
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4.2 The influence of budi-Islam on ethnic tolerance among Malay students at PHLI 304 
 305 
To ascertain the influence of budi-Islam core values on the tolerance values among Malay students in 306 
PHLI, the study analyzed the findings of past research conducted among the Malay students. In 307 
Zulkernain and Husin’s (2018) study on the level of ethnic tolerance among students in UM, UKM 308 
dan UPM, the findings showed that the Malays notched the highest level of tolerance compared to 309 
others ethnicities. Their character and actions had a strong affiliation with the Malays’ customary 310 
system and social norms.  It meant that they were more open-minded to socialize with people from 311 
different ethnics who had contrasting religions, customs, culture and language (Husin, 2011). 312 
Nonetheless, others non-Malay students also displayed good tolerance position whenever they 313 
interacted with friends from different religions and ethnics as they had no problems to discuss about 314 
issues on ethnic ties. 315 

Even though the Malays had no reservations in accepting people from different ethnics, 316 
however, when it came to issues related to Islam, they were confined to adhere to their religious 317 
conventions, such as in the sharing of rooms with friends from different ethnics.  It was related to the 318 
budi-Islam core values that influenced the way they behaved and acted when they communicated 319 
with their college mates. This is reflective of the findings in the study by Nazri and Mansor (2014) 320 
which discovered that only few numbers of Malay students were prepared to share a room with a 321 
person from a different religion, compared to others non-Malay students. A similar scenario was 322 
observed when they were asked on whether they would pay visits to the house of friends from 323 
different religions. Most of the Malay students are quite hesitant to visit non-Malay counterpart as to 324 
avoid matters that are against Syariah. According to Qaradawi (1985), Islam does not restrict the 325 
sharing of a home with non-Muslim individuals. However, if a Muslim was influenced by their non-326 
Muslim counterparts’ way of life like not wearing Islamic-compliant dress, consuming alcohol, or 327 
mingling freely with the opposite sex, then it was regarded as sinful to live in the same house. The 328 
same goes with the visits made to the homes of non-Muslim friends. If the house was found to be 329 
indulging elements that were against the teachings of Islam, like serving alcoholic beverages and 330 
socializing freely with the opposite sex, then it was also considered unlawful. 331 

Though the Malays had no reservations in accepting people from different ethnics, however, 332 
when it came to issues related to Islam, they were confined to adhere to their religious conventions, 333 
such as in the sharing of rooms with friends from different ethnics.  It was related to the budi-Islam 334 
core values that influenced the way they behaved and acted when they communicated with their 335 
college mates. This is reflective of the findings in the study by Nazri and Mansor (2014) which 336 
discovered that only few numbers of Malay students were prepared to share a room with a person 337 
from a different religion, compared to others non-Malay students. A similar scenario was observed 338 
when they were asked on whether they would pay visits to the house of friends from different 339 
religions. Most of the Malay students are quite hesitant to visit non-Malay counterpart as to avoid 340 
matters that are against Syariah. According to Qaradawi (1985), Islam does not restrict the sharing of 341 
a home with non-Muslim individuals. However, if a Muslim was influenced by their non-Muslim 342 
counterparts’ way of life like not wearing Islamic-compliant dress, consuming alcohol, or mingling 343 
freely with the opposite sex, then it was regarded as sinful to live in the same house. The same goes 344 
with the visits made to the homes of non-Muslim friends. If the house was found to be indulging 345 
elements that were against the teachings of Islam, like serving alcoholic beverages and socializing 346 
freely with the opposite sex, then it was also considered unlawful 347 

Meanwhile, from the aspect of sharing political powers and business ventures, it was found that 348 
the Malay students were more willing to share, compared to the non-Malays. It could be inferred that 349 
the assimilation of the budi-Islam into their way of life had nurtured the Malays to be more 350 
charitable, and more compelled to share powers with the non-Malay communities. This stance 351 
continues up to the present day, and had undoubtedly influenced the perspectives of the Malay 352 
students. The research by Nazri and Mansor (2017) showed that most of the students agreed to the 353 
power sharing concept, and felt that it was a healthy political feat. In the matter of business, they also 354 
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agreed with the sharing concept as it was seen as an alternative to reinforce the country’s economy. 355 
Their actions and attitude were closely related to the values of compromise and tolerance which had 356 
been present in the Malays’ culture, without any prejudice towards race or religion. This is due to the 357 
Malays’ noble ideals to preserve peace and harmony in the society (Shaharuddin, 1988) 358 
 359 
5. Conclusion  360 
 361 
The inculcation of the budi-Islam as the core values in the lives of the Malays had resulted in the 362 
observance of the values among the Malay students in PHLIs. A majority of Malay students were 363 
found to be embracing the values of tolerance when interacting with fellow students from different 364 
ethnics whether in joining cultural activities, sharing of political powers, or developing business 365 
projects. The situation allowed them to be easily accepted by students from different religions. 366 
However, when it came to religious issues, the Malays were inclined to adhere to the Islamic rules 367 
and laws as stated in the al-Quran and al-Sunnah. Hence, to avoid any misinterpretation among 368 
students from different religions and ethnics, every party should strive to understand the traditions 369 
and practices of each ethnic group that share the same college, organization, or residential area. The 370 
core values of budi-Islam had indeed influenced the Malays’ conduct and actions, which were not just 371 
found to be present among university students, but also in organizations and associations managed 372 
by the Malay individuals. 373 
 374 
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Abstract 18 

 19 
This study investigates the level of social values and their relationship to awareness of sustainable 20 
development standards among teachers. The sample of the study includes 391 male and female teachers who 21 
were randomly chosen from schools in Irbid Governorate. Two study tools were employed to collect data, 22 
namely, the social values scale which consists of 8 items distributed on six domains (responsibility, 23 
environmental, citizenship, tolerance, work, and justice values), and the sustainable development principles 24 
scale which consists of 3 items distributed on three domains (social, environmental, and economic). The 25 
results of the study showed that the level of social values was high on the scale and in all domains, as follows: 26 
environmental, citizenship, tolerance, responsibility, and work, respectively, except justice values, which 27 
came at an average level. Furthermore, the level of awareness of the criteria of sustainable development 28 
combined in its three domains was high, as follows: environmental, social, and economic, respectively. Also, 29 
the results showed that there was a statistically positive significant relationship at (α = 0.01) between the 30 
sample's estimates on the scale of social values and their estimates on the scale of sustainable development. 31 
The study recommends including social values and sustainable development standards in curricula and study 32 
plans for students, and in teacher preparation programs. 33 
 34 

Keywords: Jordan, Social values, Sustainable development, Sustainable development standards, Teachers of Irbid  35 
 36 
 37 
1. Introduction 38 
 39 
In the twenty-first century, the world has been undergoing rapid changes and transformations in 40 
various fields. Societies are racing to keep pace with the developments and innovations that would 41 
facilitate ways of life and traditional patterns change. The educational system plays a prominent role 42 
in these developments as a tool for building the human being and preparing him to comply with the 43 
future outcomes as the human being is the goal of any development, whether it is related to the 44 
economic, environmental, or social aspect. In the end, the purpose of development is either to 45 
develop the person himself in terms of values, thoughts, behaviour, and habits, or to develop the 46 
human standard of living, and to improve the levels of health, education, and entertainment for him. 47 
However, the misuse of the available natural resources has led to environmental deterioration, 48 
imbalance, and the emergence of many environmental and economic problems, including global 49 
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warming, desertification, high pollution, famine, malnutrition, and others. All of this should have 50 
affected societies, and the pattern of a safe life for humans (Obeidat et al., 2022). 51 

The treatment of economic problems does not bring sound results except in the light of social 52 
conditions that allow achieving the greatest amount of material gains. Hence, economic development 53 
must be accompanied by social development that enhances that development and preserves its gains 54 
(Abdel-Sabour, 2020). Undoubtedly, the most important ingredients for achieving a sustainable 55 
development project in any society are arming with correct and positive values, paying attention to 56 
the behavior of individuals and groups in settling development, and making it an integral part of the 57 
economic development system. To achieve this, it is necessary to pay attention to three basic aspects 58 
on which sustainable development depends, namely, the development of human skills and 59 
capabilities, given that the human element is capable of continuing development processes; equitable 60 
distribution of wealth and benefits of growth; and preservation of the environment and natural 61 
resources in a manner that guarantees the interest of future generations (Moses, 2019) . 62 

Values in general, and social values in particular, are considered one of the most important 63 
subjects in social psychology because of their close relationship to the morals and personality of the 64 
individual. Values are determinants of social behaviour. By knowing a person's values, one can know 65 
his character. They are standards for judging and controlling behaviour within the framework of the 66 
standards of the community, its culture, customs, and traditions (Al-Momani. 2015). Social life 67 
requires the existence of values as social life might be intolerable without them, and everyone, 68 
whether they are individuals or groups, will not be able to perform their tasks without the presence of 69 
a basic standard that guides their behaviour, and controls their attitudes to match the values and 70 
beliefs of society (Ishtiwi, 2017). Values are a reflection of the society’s culture and moral motives, so 71 
it feels a strong emotional attachment to values because they express the society’s point of view and 72 
its judgment on actions and words, and its decision of what is acceptable or undesirable, and what is 73 
good and evil (Obeidat et al., 2022) . 74 

The Sociological Dictionary "Fairchild" defines social values as topics that the soul relates to, 75 
and feels the need, desirability, or necessity of them, and on which the members of society agree 76 
(Dictionary of Sociology: Fairchild). Ismail (2019) pointed out that social values are a set of laws and 77 
standards agreed upon by members of society to control the behaviour of the individual within it 78 
through human relations, tolerance, cooperation, and social responsibility  . 79 

The functions of social values here are that they work on the cohesion and stability of society, so 80 
they define for the society the goals of its life, its ideals, and its fixed and stable principles that 81 
preserve this cohesion. They help society to face the changes that occur in it by making the right 82 
choices that facilitate people’s lives, linking the components of the community's culture together to 83 
be consistent, and protecting society from excessive selfishness, conflicts, and reckless desires at the 84 
same time (Al-Qarala, 2020). Social values play an important role for the individual and society as 85 
they lead him to specific directions in social issues by directing behaviour in different ways. They are 86 
criteria for judgment and evaluation, and values can be employed to judge individuals: one is better, 87 
the other is bad, and this is by matching their behaviour to the existing values in society. Values are 88 
also considered supportive of social systems and preserve the social structure, through they 89 
encourage coherence and order within the social framework (Tazi, 2021). 90 

Social values have a set of characteristics. They are subjective and personal that are related to 91 
the individual and his personality. Values are relative characteristics that differ from one person to 92 
another and even differ for the same person according to his interests and needs, and according to 93 
time, place, and culture. Also, social values are abstract, objective, and independent, and their 94 
meanings are evident in the behaviour of the individual. Values are tiered, meaning they are arranged 95 
hierarchically. Some of them are basic dominant values, and there are less important values. Values 96 
are characterized as humane, meaning that they pertain to humans only but not to any other 97 
creatures. They are antithetical as for every positive social value, there is a negative value. Values are 98 
obligatory and collective, subject to the logic of society, its social systems, and laws (Jamal, 2022). 99 
Social values are learned and acquired. The individual learns and acquires values within the group, 100 
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and through socialization (Al- Momani et al., 2019)  . 101 
As for sustainable development, it expresses the human face of development and economic 102 

policies, which are measurable through multiple indicators: such as education, the degree of spread 103 
of knowledge, and the values’ role in building sustainable human development, given that knowledge 104 
is the basis of development and progress required in all aspects of human activity. The progress of 105 
societies is measured by the rates of development they achieve, and their ability to provide for the 106 
needs of their members, raise their standard of living, and provide them with a decent life. The effects 107 
of sustainable development appear in all economic, social, health, educational, cultural, political, 108 
media, tourism, and industrial fields. The development aims to advance the individual and society, 109 
increase income, and raise the standard of living as a social necessity. As such, this requires 110 
stimulating the individual’s latent potential, setting the necessary plans to develop his energies and 111 
innovative capabilities, and employing them for the benefit of the individual and society (Momani & 112 
Hayajneh, 2022). Sustainable development is not only the increase in wealth or income for society or 113 
individuals but also aims to advance their cultural, social, health, and educational conditions, 114 
empowering them politically, activating their participation in society, and employing their energies to 115 
serve themselves and their societies (Al-Sarhan, 2019). 116 

Sustainable development is defined as the development of multiple domains characterized by 117 
interconnection, integration, and active interaction that is characterized by controlling and 118 
regulating resource consumption. Although sustainable development is independent, its domains 119 
support each other (Sasse, 2022). These domains are divided into the environmental domain, which 120 
works to take into account the environmental limits of each ecosystem and its good management, 121 
and it is forbidden to exceed them in consumption and depletion (Al-Suayi & Maghribi, 2022). And 122 
the economic domain includes reducing poverty and achieving human well-being by increasing his 123 
income and share of necessary goods and services; providing him with health care, and living 124 
necessities such as food, housing, transportation, clothing, health care, and education; and improving 125 
the individual’s ability to benefit with modern technology (Jacob & Qunadza, 2018). The social 126 
domain focuses on the fact that man is the essence and goal of development through achieving social 127 
justice, combating poverty and hunger, preserving generations and gender equality (Alkahliah & 128 
Shahhat, 2021), and providing necessary social services such as health, education, political control, 129 
and popular participation (Qajam, 2021) . 130 

The philosophy of sustainable development is based on a set of values, ethics, and facts on 131 
which it is based and believed in. This philosophy helps and guides employees when practising, 132 
implementing, executing, and evaluating sustainable development projects and programs. Among 133 
these values and ethics is the belief in human rights such as the right to life, growth, education, work, 134 
and dignity, and that each person has his individuality and personality, with the conviction that there 135 
is difference and diversity among people. The right of the individual to exercise his freedom and self-136 
determination within the limits of societal values without prejudice to the rights of others, and belief 137 
in individual differences, whether between individuals, groups, organizations, societies, or cultures, 138 
and discrimination between people for any reason, such as religion, gender, colour, ethnic, 139 
geographical or political affiliation. Sustainable development believes in participation, democracy, 140 
social justice for all people, tolerance, respect, and acceptance of others. Also, it believes in the 141 
importance of preserving the environment from all forms of pollution, preserving resources in all 142 
their forms and types, rationalizing their use, not being extravagant or wasting them, and not causing 143 
any harm to future generations or the future of current generations (Abu Al-Nasr & Muhammad, 144 
2017) . 145 

The United Nations recommended a set of sustainable development goals (SDGS), and included 146 
them in the sustainable development plan for the year 2030, including providing food security for all, 147 
eliminating poverty and hunger in all its forms, promoting sustainable agriculture, ensuring a good 148 
education for all members of society, and promoting their life learning opportunities, achieving 149 
gender equality, empowering women, ensuring that sustainable energy services are obtained at an 150 
affordable cost, enhancing comprehensive and sustainable economic growth, providing decent work 151 
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for every human being, stimulating sustainable comprehensive manufacturing, encouraging 152 
innovation, making cities and human gatherings safe, capable of standing, and sustaining, providing 153 
good water and sanitation services, building effective institutions, and Allowing all people to have 154 
access to justice (UNESCO, 2017). Human society today must cooperate based on participation in 155 
human rights, and duties regardless of gender, race, and special beliefs, and focus on social values as 156 
one of the important determinants of social behaviour. Values are educated and acquired behaviours, 157 
and as soon as the individual acquires these values, they may become a criterion for directing his 158 
behaviour and forming his opinion of the subjects and situations he is exposed to. Also, saturating 159 
the individual with values leads to the fact that it becomes motivated his psychological composition, 160 
constitutes his behaviour and determines the rules of this behaviour (Obeidat et al., 2022)  . 161 

The teacher is a basic corner in the educational process who plays an important role on the 162 
preventive, developmental, and therapeutic levels in preparing the learner and helping him to achieve 163 
his ambitions and satisfy his desires. Doing so requires strengthening his role by focusing on his 164 
development and preparation as human abundance and a major element in the educational process. 165 
The development of education is based on the preparation and development of the teacher on a 166 
continuous and sustainable basis. Also, the requirements of rapid change and cognitive, scientific, and 167 
technological developments necessitated the teacher’s interest and motivation to learn the skills of the 168 
twenty-first century to ensure the teacher’s continuity at this renewed level of knowledge, skills, and 169 
attitudes (Al-Momani & Hayajneh, 2022). This indicates the need to employ educational systems to 170 
bring about the required change in attitudes, habits, and values to advance the comprehensive 171 
development process because education is also concerned with enabling individuals to identify 172 
developmental problems and work to find appropriate solutions to them, increase awareness of 173 
environmental and ethical issues, and pay attention to values, attitudes, skills, and behaviours that are 174 
consistent with sustainable development paths, which aim to build the future and prepare for future 175 
generations. This requires focusing on the field of daily values and practices that take a developmental 176 
character, such as consumption, pollution, waste, savings, and preserving the environment (Watfa, 177 
2018). Education is a means of delivering values and knowledge to generations, to build a person who is 178 
capable of improving himself and his community (Al-Momani, 2019). 179 

And that the change in the economic, technical, social, and demographic principles necessitated 180 
the emergence of urgent demands to achieve quality within the framework of sustainable 181 
development (Al-Jaradat et al., 2012). Haj Ali et al.’s (2021) study revealed the importance of 182 
developing teachers and always keeping pace with the changes in society around them, and creating 183 
interaction with changes and positive impact on learners, which leads to building an educated person 184 
who can participate actively in achieving development programs and sustainable development. 185 
Hence, it must be emphasized the importance of improving the teacher’s capabilities to create 186 
solutions and reach a more sustainable future. It is necessary to develop teacher preparation 187 
programs, as the teacher has the greatest impact on the student's learning. He is the one who directs 188 
the educational process towards achieving its goals and with which the educational process will be 189 
successful or failed.  190 
 191 
1.1 Problem of the Study  192 
 193 
Researchers have observed that there is an overlap between social, economic, and environmental 194 
problems, and the treatment of economic problems does not come with sound results except in the 195 
light of social conditions that allow the achievement of the largest amount of material gains. Hence, 196 
economic development must be associated with the social development that secures that 197 
development and works to preserve its gains. The human being is the goal of any development, 198 
whether it is related to the economic, environmental, or social aspects. The intention of 199 
development, in the end, is either the development of the human being himself in terms of values, 200 
thoughts, behaviour, and customs, or developing the standard of human living, improving health and 201 
education levels, and entertainment. There is no doubt that the various development strategies often 202 
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depend on the social and value aspects, and the behavior of individuals and groups in resettling 203 
development and making them an integral part of the economic development system. Hence, it can 204 
be said that sustainable development in its economic, environmental, social as well as administrative 205 
domains is not achieved unless it is based on valid social foundations and values. It is not possible to 206 
imagine the reality of any person lacking values or without them. The world of every human being is 207 
a homogeneous unit formed by his value system. Hence, there is no contradiction between value and 208 
reality in a person’s life, but there is a radical unity between them, which is in a state of satisfaction 209 
when we are agreed with the medium in which we live. Henceforth, the present study aims to identify 210 
the level of social values among school teachers in Irbid Governorate and their relationship to the 211 
principles of sustainable development they have, by answering the following questions: 212 

1. What is the level of social values for teachers of the Irbid governorate schools? 213 
2. What is the level of the standards of sustainable development awareness among teachers of 214 

Irbid Governorate schools? 215 
3. Is there a statistically significant relationship at the level (α = 0.05) between the social values 216 

of the teachers of the Irbid governorate schools and their awareness of the standards of 217 
sustainable development? 218 

 219 
1.2 Limitations of the Study 220 
 221 
The current study was limited to Jordanian school teachers in Irbid Governorate, during the second 222 
semester of the academic year 2021/2022. The results of the current study are also determined by the 223 
degree of sincerity of its tools that were used to collect their data, and the objective and objectivity of 224 
the sample members ’response to their items. 225 
 226 
2. Literature Review  227 
 228 
Othman (2012) studied the relationship between social values and environmental behavior in a 229 
random sample consisting of 379 male and female students at Benghazi University- Libya. The results 230 
showed that students have a high level of social values and environmental behaviour, and there is a 231 
statistically positive significant relationship between social values and environmental behaviour. Al -232 
Khawaldeh and Al -Khawaldeh (2013) examined the level of awareness of school teachers in Jordan 233 
regarding the components of education for sustainable development. The findings of the study 234 
showed that teachers’ awareness of the components of education for sustainable development was at 235 
a high level in the total degree and the three social, environmental, and economic fields, and there 236 
were statistically significant differences in the level of teachers' awareness of the components of 237 
sustainable development in favour of teachers with 10-year experience or more. 238 

Burmeister and Eilks (2013) investigated the level of awareness of sustainable concepts and 239 
education for sustainable development among student teachers in Germany and experienced 240 
chemistry teachers. The sample consisted of 87 student teachers and 97 experienced chemistry 241 
teachers who participated in answering a set of open survey questions. The results of the study 242 
indicated that groups of experienced teachers showed positive attitudes towards the environment 243 
and sustainable development, while few trained students possessed theoretical knowledge and 244 
concepts about environmental sustainability and sustainable development. Al-Saleem (2014) aimed to 245 
identify the degree of contribution of the teachers of the basic stage to the consolidation of social 246 
values among students of the basic education stage in Mafraq Governorate in Jordan from teachers' 247 
and students’ viewpoints. The study sample consisted of 223 teachers and 377 students. The results 248 
revealed that the contribution of primary school teachers to the consolidation of social values among 249 
students came to a medium degree. 250 

Al-Adwan and Daoud (2015) studied the degree of Jordanian geography teachers’ awareness of 251 
sustainable development standards. The study sample consisted of 52 teachers. The results of the 252 
study revealed that the awareness of geography teachers with the criteria of sustainable development 253 
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is at an average level. The economic field came first, followed by the environment, and the social 254 
field. The results revealed that no significant statistical differences were referring to the educational 255 
qualification variable. Al-Waeli and Al-Qur’an (2018) examined the level of primary school teachers, 256 
awareness of the sustainable development standards in relationship to students’ motivation towards 257 
environmental sustainability in Zarqa Education Directorate-Jordan. The results showed that the 258 
level of teachers' knowledge of sustainable development standards was medium and that the 259 
student's motivation towards environmental sustainability was at a medium level of knowledge, and 260 
there was a significant statistical relationship between the level of teachers' knowledge of sustainable 261 
development standards and the motivation of their students towards environmental sustainability. 262 

Abdel-Sabour (2020) conducted a study aimed at identifying social values and their impact on 263 
sustainable development. The descriptive analytical method was used in the study. The positive social 264 
values were identified, represented by the values of responsibility, reconstruction and reform, social 265 
solidarity, constructive cooperation, moderation and non-extraversion, good citizenship, justice, and 266 
the role of those values in sustainable development. The study concluded that the includes of 267 
sustainable development combine two main elements: development as an Instrument of change, and 268 
sustainability as a time factor. There is a need for equitable distribution and the opportunity to 269 
benefit from natural resources for future generations. It also showed that there is a close relationship 270 
between social values and sustainable development, as social values pave, push and contribute to 271 
achieving sustainable development.  272 

 Al-Shurman and Al-Fursan (2020) studied the role of school administration in achieving the 273 
domains of sustainable development in Jordan from the point of view of teachers. The study was applied to 274 
a sample of 340 male and female teachers using a questionnaire consisting of (24) items. The results 275 
showed that the role of school administration in achieving the domains of sustainable development was 276 
high. The social domain came first followed by the economic domain and the environmental domain . 277 

Al-Momani and Hayajneh (2022) aimed to reveal the level of knowledge management and its 278 
relationship to the standards of awareness of sustainable development among teachers by using a 279 
questionnaire for sustainable development which consisted of 30 items distributed over three 280 
domains (economic social, and environmental,), and the knowledge management tool which 281 
consisted of 28 items. The sample consisted of 331 teachers randomly chosen from the Irbid 282 
Governorate. The results of the study revealed that the knowledge management level and awareness 283 
of the standards of sustainable development level combined among teachers were high. The three 284 
domains of sustainable development came at a high level, respectively; environmental, social, and 285 
economic. Olijah (2022) studied the level of environmental awareness and its relationship to some 286 
social values among a sample of students of the College of Arts in the city of Al-Khums in Saudi 287 
Arabia. A questionnaire was applied to a sample of 52 students. The study concluded that the 288 
majority of male and female students enjoy a medium level of environmental awareness, and the 289 
majority of male and female students enjoy the presence of some social values to a high degree. The 290 
study concluded that the majority of male and female students enjoy a medium level of 291 
environmental awareness, and they enjoy some social values to a high degree. It also found a 292 
significant positive relationship between the level of environmental awareness and some social 293 
values, but it is weak . 294 

After reviewing previous studies, it is noted that many studies dealt with the issue of social 295 
values and sustainable development and the need to educate teachers about them. However, there is 296 
a lack of studies that dealt with the relationship or impact of social values on sustainable 297 
development except for Abdel-Sabour (2020) and Olijah’s (2022) studies.  298 
 299 
3. Methods 300 
 301 
This study employed the correlative descriptive approach in describing the level of social values, the 302 
level of awareness of sustainable development standards for teachers in Irbid Governorate, and the 303 
relationship between their level of social values and awareness of sustainable development standards. 304 
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3.1 The Population and Sample of the Study  305 
 306 
The population consisted of all public school teachers in Irbid First Education Directorate, whose 307 
number is 2571 male and female teachers, distributed over 33 schools for males and 42 schools for 308 
females. A stratified random sample of 420 male and female teachers was selected, according to 309 
school gender, with a percentage of 20% from male and female schools (15 schools). The number of 310 
questionnaires retrieved was 391. Table 1 displays the distribution of the study sample members. 311 
 312 
Table 1: Characterises of study sample members (gender and experience). 313 
 314 

  
GENDER 

Total 
Male Female 

Experience 

less than 5 years  
Count 59 94 153 
% of Total 15.1% 24.0% 39.1% 

From 5 - less than 10 years 
Count 60 86 146 
% of Total 15.3% 22.0% 37.3% 

From 10 years and over 
Count 42 50 92 
% of Total 10.7% 12.8% 23.5% 

Total 
Count 161 230 391 
% of Total 41.2% 58.8% 100.0% 

 315 
3.2 Study Tools 316 
 317 
3.2.1 The Social Values Scale 318 
 319 
The researcher built a scale of social values, which in its initial form consisted of 40 items distributed 320 
over six domains: responsibility, environmental, citizenship, tolerance, work values, and justice 321 
values. To verify the validity of the scale, it was presented in its initial form to a group of arbitrators 322 
with expertise and competence to express their opinions and suggestions about the content of the 323 
scale and its items, in terms of content and the number of items for each domain, and to reveal the 324 
suitability of its items to the objectives of the study in terms of belonging to the scale in general, 325 
domain, and its linguistic and grammatical formulation. The referees' observations were taken into 326 
account, which included reformulating some items, and deleting two items, and thus the scale, in its 327 
new form, involved 38 items spread over six domains. 328 

To verify the stability of the social values scale, the scale was applied to a pilot sample consisting 329 
of 52 male and female teachers from the study community and outside its sample. Its value reached 330 
for the domain of responsibility values (0.85), the domain of environmental values  (0.80), the 331 
domain of citizenship values (0.79), the domain of tolerance values  (0.84), the domain of work values 332 
(0.83) and the domain of justice values (0.82) while the value for the scale items was (0.91). thus, all of 333 
which are acceptable. The construct validity of the social values scale was tested by calculating the 334 
corrected item-total correlation coefficient for its items, whose values ranged between (0.29) and 335 
(0.72), which is greater than (0.20) and is acceptable for the current study. 336 
 337 
3.2.2 Sustainable Development Scale 338 
 339 
In this study, Al-Momani and Hayajneh’s (2022) scale was used. It consists of 30 items, divided into 340 
three domains: the social domain, the environmental domain, and the economic domain, which is 341 
considered appropriate to achieve the objectives of this study.  342 
 343 
 344 
 345 
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3.2.2.1 The Statistical Standards for the Scales  346 
 347 
To determine the level of social values and the level of sustainable development for each of its 348 
domains, the study employed the statistical criterion as displayed in Table 2. 349 
 350 
Table 2: The level of social values and sustainable development  351 
 352 

Mean for Each Domain Level
1 – less than 1.80 very low
1.80 – less than 2.60 low 
2.60 – less than 3.40 Average 
3.40 – less than 4.20 high 
4.20 – 5.00 very high 

 353 
3.3 Study Variables 354 
 355 
The study included the following variables: Gender which has two categories, Female and Male; an 356 
experience which has three levels (less than 5 years, 5 - less than 10 years, 10 years, and more); social 357 
values which are exemplified by the mean of the sample members’ estimates on the social values 358 
items; and sustainable development which is represented by the mean of the sample’s estimates on 359 
the of the sustainable development scale items. 360 
 361 
3.4 Statistical Analysis  362 
 363 
The means and standard deviations were used to answer the questions of the study. Besides, Two 364 
Way MANOVA was to identify the statistical significance of the differences between the means, and 365 
the Pearson correlation coefficient to find out the relationship between social values and sustainable 366 
development. 367 
 368 
4. Results 369 
 370 
4.1 Level of Social Values among the Teachers  371 
 372 
To answer the first question stated, the means and standard deviations of the evaluations of the 373 
sample members were calculated on the items of the social values scale and each of its domains as 374 
presented in Table 3. 375 
 376 
Table 3: The study sample’s evaluations on each domain of the social values scale and collectively 377 
 378 

Subscale Rank Mean Std. Deviation Degree  
Responsibility Values 4 3.65 0.62 High  
Environmental Values 1 3.88 0.34 High  
Citizenship Values 2 3.79 0.36 High  
Tolerance Values 3 3.78 0.43 High  
Work Values 5 3.59 0.48 High  
Values Of Justice 6 3.37 0.65 Medium  
Social Values  3.64 0.31 High  

 379 
It is noted from Table 3 that the level of social values among the sample members is high with a mean 380 
(3.64) and a standard deviation of (0.31). and that all domain of social values was at a high level, 381 
except for the field of ‘justice values' at a medium level. As shown in Table 3. This result is attributed 382 
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to the fact that Jordanian society is a conservative eastern society that is concerned with social 383 
relations, as well as the rate of education is high. The Jordanian educational system also cares about 384 
social fields by offering courses taught in various educational institutions. The researcher attributes 385 
that environmental values were ranked first to the awareness of the Jordanian teacher and society in 386 
general about environmental risks and their impact on humans. In addition, we have newly passed 387 
through the Corona crisis, which has greatly affected the citizen's thinking and interest in the 388 
environment as a result of the widespread media broadcast, which focused on environmental 389 
domains in combating the epidemic. As for justice, it was ranked last as a result of the feeling of 390 
many Jordanian individuals that they have not taken the appropriate opportunities in a society where 391 
they deserve the best they got. This result is consistent with Osman (2012). 392 
 393 
4.2 Level of Teachers’ Awareness of Sustainable Development Standards  394 
 395 
To answer the third question, the means and standard deviations of sample members’ evaluations 396 
were calculated on the items of the sustainable development scale and each of its domains as 397 
displayed in Table 4. 398 
 399 
Table 4: The evaluations of the study sample on each domain of the scale of sustainable development 400 
and on them collectively 401 
 402 

Subscale Rank Mean Std. Deviation Degree  
Social 2 3.50 0.60 High  
environmental 1 3.73 0.58 High  
economic 3 3.40 0.54 High  
Sustainable development  3.54 0.51 High  

 403 
It is noted from Table 4 that the sustainable development level among the sample with a standard 404 
deviation of (0.51) and a high average of (3.54) and that all domains were at a high level, and the 405 
highest field is the "environmental" field with an average of (3.73), followed by the "social" field with 406 
an average of (3.50) in the second place. Finally, the economic field came with an average of (3.40). 407 
This is attributed to the fact that the teacher is aware of the requirements of the times, including the 408 
concepts of sustainable development in its multiple domains as it is one of the factors that contribute 409 
to achieving the goals of the educational process, and the goals of the learning and teaching process, 410 
for people to live on this planet in safety and security, maintain a clean environment, encourage 411 
rationalization of consumption in the necessities of life-related to water and energy, pay attention to 412 
health, address poverty, and prevent pollution in all its forms. These results agree with the findings of 413 
Al-Khawaldeh and Al-Khawaldeh (2013), Al-Shurman and Al-Fursan (2020), Al-Momani and 414 
Hayajneh (2022) while they differed with the findings of Al-Adwan and Dawood (2015) and Al-Waeli 415 
and Al-Quran (2018), which came at an average level.  416 
 417 
4.3 Relationship Between Social Values And Sustainable Development among Teachers 418 
 419 
To answer the fourth question which states, a matrix of Pearson correlation coefficients was 420 
calculated between the study sample members’ estimates of the domains of the social values scale, 421 
and their estimates of the sustainable development scale domains as illustrated in Table 5. 422 
 423 
 424 
 425 
 426 
 427 
 428 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 247

Table 5: Matrix of Pearson Correlation Coefficients between the sample members’ estimates on the 429 
domains of the social values scale and the sustainable development scale 430 
 431 

Domains of 
Sustainable 
Development 

 
Domains of Social Values 

Responsibil-
ity Values Environmental Values Citizenship Values Tolerance Values Work Values justice values social values 

Social  

Pearson 
Correlation .560** .430** .276** .200** .259** .218** .526** 

Sig. (2-
tailed) 0.000 0.000 0.000 0.000 0.000 0.000 0.000 

Environmental  

Pearson 
Correlation .698** .502** .245** .241** .297** .282** .632** 

Sig. (2-
tailed) 0.000 0.000 0.000 0.000 0.000 0.000 0.000 

Economic  

Pearson 
Correlation .599** .436** .207** .214** .375** .327** .620** 

Sig. (2-
tailed) 0.000 0.000 0.000 0.000 0.000 0.000 0.000 

Sustainable 
Development 

Pearson 
Correlation .692** .510** .272** .244** .345** .306** .662** 

Sig. (2-
tailed) 0.000 0.000 0.000 0.000 0.000 0.000 0.000 

** Statistically significant at the level of statistical significance (α = 0.01). 432 
 433 
Table 5 shows that there is a positive statistically significant relationship at (α = 0.01) between the 434 
study sample’s evaluations on the scale of social values and their estimates on the scale of sustainable 435 
development, where the correlation coefficient between them reached (0.662). This is because social 436 
values are considered a precursor to sustainable development, a driver for it, or a realization of it 437 
(Abdel-Sabour, 2020). As such, the human being is the goal of any development, whether that 438 
development is related to the economic, environmental, or social aspects. The purpose of 439 
development, in the end, is either the development of the human being himself in terms of values, 440 
thoughts, behaviour, and habits, or the development of the human standard of living, and the 441 
improvement of health, education levels, and entertainment . 442 

And that the various development strategies depend on the social and value aspects, and the 443 
behavior of individuals and groups in the settlement of development. The concepts of social values 444 
and sustainable development are very close. The first means integrating social and environmental 445 
concerns into various human activities, and the second means reconciling the economic, social, and 446 
environmental aspects. Today, organizations are interested in preparing sustainable reports that 447 
include social, ethical, environmental, and economic aspects, and adhere to the preparation of 448 
reports according to the specifications related to environmental management "ISO 14000", the global 449 
standards for social accountability SA 0008, the accounting and accountability specifications and the 450 
guideline for writing sustainable reports in the GRI system . 451 

And sustainable development needs commitment before implementation, and this can be 452 
achieved through an integrated system of values, the most important of which is social values. An 453 
institution that wishes to exercise its social responsibilities and contribute to achieving sustainable 454 
development must take into account the following: respect for the environment, achieving safety 455 
systems in production and products, enriching social dialogue and improving working conditions, 456 
respecting human rights, fighting corruption and bribery, commitment and responsibility towards 457 
the local community and contributing to local development, dialogue with stakeholders, adherence 458 
to international standards related to social responsibility and sustainable development. This result is 459 
consistent with Osman (2012), Abdel-Sabour (2020), and Ali’s (2020) findings.  460 
 461 
5. Conclusions and Recommendations 462 
 463 
Social values are one of the vital themes in building societies. Attention to them has become a 464 
universal and indispensable requirement as they are important for the educational process, especially 465 
for teachers and their domains are closely related to the educational process. Sustainable 466 
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development is the main goal that all educational institutions seek to achieve, and it is closely related 467 
to social values, considering that social values are one of the resources that must be employed and 468 
sustained in the educational process. The results of the study indicated that teachers’ social values 469 
and awareness of sustainable development standards have achieved a high level among teachers, as 470 
they are message carriers who must have social values to deliver to their students. These values  are 471 
standards of reason and affection, which emanate from thought and awareness, and they are based 472 
on freedom of choice and will, which appear in human actions and words. They are constant and 473 
continuous, and they are a source of pride for their owner. In addition, teachers must possess 474 
sufficient awareness of the domains of sustainable development, because education is no longer just a 475 
matter of eradicating illiteracy, and delivering the cognitive domain alone to students, but rather it 476 
has become closely linked to life. It is necessary to teach students how to conserve the resources in 477 
the community and make good use of them to be sufficient for the whole community, and future 478 
generations . 479 

Includes sustainable development combines two main elements: development as an Instrument 480 
of change, and sustainability as a time factor, and whoever owns social values and cares about society 481 
is interested in sustainable development sustainability as time because it is one of the strategies for 482 
maintaining the survival, continuity, and sustainability of society and that social values with 483 
sustainable development are either paving the way, driving or achieving it (Abdel-Sabour, 2020) . 484 

It is clear from the findings the importance of educational institutions in instilling values and 485 
refining the individual and society in them. Many social values need support and sustenance from 486 
various educational institutions and focus on the importance of the environment and the need to 487 
preserve its resources from depletion and pollution to preserve human health, and other organisms 488 
on the earth, and to contribute to the progress of sustainable development which is a priority for 489 
teachers . 490 

The study recommends including social values in the curricula to enable learners in schools and 491 
universities to apply them and inculcate them in the mindset and souls of young students. The study 492 
points out the importance of values in reforming society, as well as including sustainable 493 
development standards in curricula and study plans, and holding training courses and workshops for 494 
workers in various sectors to learn them and apply them in their private and practical lives. It also 495 
recommends caring with teaching the environmental domain in the different educational stages to 496 
enhance the awareness of community members about environmental problems and their 497 
consequences. It is also necessary to conduct more studies on the principles of sustainable 498 
development and their relationship with other variables such as the knowledge economy, motivation, 499 
and self-efficacy because of the impact of these topics on the educational process, and achieving goals 500 
related to awareness of sustainable development standards. It is necessary to review educational 501 
policies with their curricula, methods of teacher preparation and evaluation, and methods of teaching 502 
and evaluating students to be compatible with the standards of sustainable development in all its 503 
domains.  504 
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Abstract 22 

 23 
This study aims to reveal the supervisors’ role in motivating and encouraging teacher creativity and learning 24 
innovation in elementary and junior high schools in South Kalimantan after the flood. Methodology This 25 
study adopted a sequential mixed method approach that combines quantitative and qualitative studies 26 
conducted sequentially and at different times. In the first stage, data were collected by distributing 27 
questionnaires to 53 school supervisors. The variables in this quantitative study are the role of supervisors as 28 
an independent variable (X) and motivation (Y1), creativity (Y2) and learning innovation (Y3) as the 29 
dependent variables. Second, in-depth interviews were conducted to collect qualitative data from the 10 30 
respondents. Correlations between research variables were conducted on the quantitative data, while 31 
qualitative data were analyzed. Finding The results showed that there was a significant positive relationship 32 
between Supervisor Role and Teacher Motivation on Teacher Creativity and Learning Innovation. 33 
Implication This study highlights the important role of supervisors in advising school management and 34 
coordinating the engagement of other stakeholders for flood mitigation actions as well as encouraging 35 
teachers to continue carrying out teaching and learning activities. 36 
 37 

Keywords: Supervisor's Role, Motivation, Creativity, Management and Learning Innovation 38 
 39 
 40 
1. Introduction 41 
 42 
Floods are the most pervasive hazard affecting Indonesia. Flood occurrence during 1995-2015 43 
accounted for 43% of all catastrophic events, affected the second highest  number of people within 44 
the same period (after earthquakes), and caused overall damage similar to other catastrophic 45 
disasters (Islam et al., 2016). In January 2021, large-scale flooding occurred in many areas of Indonesia, 46 
including South Kalimantan. This flood has caused enormous material and human losses. The Center 47 
for Disaster Information and Communication of the National Disaster Management Agency reported 48 
that as many as 10 regencies/cities were affected by flooding in South Kalimantan Province 49 
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(Puspitarini, 2021). Several public facilities, including schools, were badly damaged which disrupted 50 
the education process. The value of losses due to the flood that hit the South Kalimantan region was 51 
approximately IDR 1.35 trillion. The flood destroyed many school facilities, including learning 52 
equipment, buildings, and sportfascilities. The impact of flooding on school infrastructure was also 53 
reported in several previous studies. The results of this study support those of previous studies 54 
(Achoka & Julius, 2008; Okuom et al., 2012). Flood disasters can cause negative impacts, including 55 
damaged infrastructure and disruption of the learning environment of school students, leading to an 56 
increase in students dropping out of school. This situation exacerbated the teaching and learning 57 
process after COVID-19 outbreak. 58 

Due to the high number of COVID-19 cases, the government has implemented strict social 59 
restrictions to prevent the spread of COVID-19. This barrier has changed people's activities, including 60 
the world of education. Learning that was previously carried out in schools has turned into online 61 
learning (in the network). The flood disaster that damaged learning facilities, including online 62 
learning facilities in schools and sports facilities, further complicated the situation of school 63 
administrators, especially teachers.  Postflood handling needs to involve all stakeholders. 64 
Government and nongovernmental institutions have generally been quick to provide assistance for 65 
the recovery process. In addition, these institutions provide skills development training in broad 66 
aspects for livelihood diversification, disaster awareness programs, counseling services on changing 67 
cropping patterns, weather information and new technology after the flood disaster (Abid et al., 2017; 68 
Arai, 2012). Handling efforts are also carried out in the educational process so that schools continue 69 
to make their best efforts to provide learning services to their students. 70 

Several previous studies have described  postflood management (Jamshed et al., 2017; McEwen 71 
et al., 2018; Munawar et al., 2021). However, there are few studies on  postflood management for 72 
learning system recovery (i.e., (Chaudhary & Timsina, 2017). Most  studies focused on flood disaster 73 
education (Azmi et al., 2019; Khalid & Shafiai, 2015; Nifa et al., 2017). One of the postdisaster 74 
management efforts in Indonesia is to improve public service functions (Indonesia Disaster 75 
Management Reference Handbook., 2015). In the context of education, one form of public service that 76 
must be addressed is primary education. This role is carried out by the Education Office at the city or 77 
district level. One of the functional officials responsible for dealing with this task is the school 78 
supervisor. 79 

In the Indonesian education system, the school supervisor is an administrator with duties 80 
including academic supervision, managerial supervision, and professional guidance and training of 81 
teachers or principals (Daryanto, 2018). In postdisaster conditions, they are expected to make 82 
appropriate contributions to teachers and other school members. A supervisor has the role of 83 
creating a more conducive atmosphere enabling teachers and school members to feel safe and free in 84 
developing their potential and creativity in dealing with postflood recovery actions. Several studies 85 
have reported the role of school supervisors in improving the quality of primary and secondary 86 
education, especially in developing countries (Alam et al., 2021; Chudzaifah, 2019; Kotirde & Yunos, 87 
2014; Mensah & Ahadzie, 2020; Wiryanti, 2017). In developed countries, research on the role of 88 
supervisors focuses more on human-capital reform and the development of institutional capacities as 89 
well as parent engagement and community organizing that enable districts to respond to policy 90 
demands (Bush-Mecenas et al., 2020; Galey-Horn et al., 2020; Rodela & Bertrand, 2018). Research on 91 
human-capital reform shows that principals receiving high-quality coaching from supervisors provide 92 
stronger support for and implementation of human capital. Coaching strategies and approaches vary 93 
between high-ranking coaches consistently emphasizing the importance of engaging in, working 94 
collaboratively with actors, and emphasizing the use of tools to guide key improvement (Bush-95 
Mecenas et al., 2020). The supervisor's role is very important in encouraging teacher motivation and 96 
creativity. However, all research on the role of supervisors is carried out under normal conditions, 97 
whereas there are few studies in postdisaster conditions. The study aims to reveal the supervisors’ 98 
role in motivating and encouraging teacher creativity and learning innovation in elementary and 99 
junior high schools in South Kalimantan after the flood. 100 
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2. Literature Review 101 
 102 
2.1 Supervisor Role 103 
 104 
Supervision is a process specifically designed to assist teachers and supervisors in learning everyday 105 
tasks at school, and it is hoped that teachers and supervisors may utilize their knowledge and abilities 106 
to provide better services to parents of students and schools. Such an atmosphere can only occur if 107 
the leadership of the supervisor supports the democratic teaching learning process. Conversely, 108 
without proper supervision methods, most teachers may lose their creativity. The supervision process 109 
ensures that the policies, principles, rules, regulations and methods specified for the purpose of 110 
implementing and achieving educational goals are effectively carried out. Therefore, the knowledge 111 
and experience of supervisors to supervise, evaluate and coordinate the process of improving 112 
teaching and learning is pivotal for the supervising process (Igwe, 2001). 113 

The role of educational supervision is stated in the supervisor's performance, which in carrying 114 
out the duties of the school supervisor also has a more specific role/function. There are 8 supervisor 115 
functions (Gunawan, 1996): a) coordinating all school efforts; b) equating school leadership; c) 116 
expanding teacher experience; d) stimulating creative efforts; e) providing continuous facilities and 117 
assessment; f) analyzing learning and teaching situations; g) providing knowledge and skills to each 118 
staff member; and h) integrating educational goals and helping improve the teaching abilities of 119 
teachers. 120 

The task of a school supervisor is to help, encourage, and provide confidence to the teacher to 121 
improve the teaching and learning process. Oversight activities are carried out through various 122 
educational problem-solving processes and are aimed at increasing the effectiveness and efficiency of 123 
the teaching and learning process. Supervision is a tool that teachers use to improve teaching and 124 
learning conditions. Educational supervision involves the supervision of teaching and its supporting 125 
elements. Supervision is an activity directly related to teaching but not directly related to students. 126 
Supervision activities take place through various classroom problem-solving processes (Maralih, 127 
2017). One important aspect of supervision is to facilitate the administrative or operational aspects of 128 
school operations rather than focusing on assisting school leaders in their work to improve teaching 129 
(Saltzman, 2016). 130 
 131 
2.2 Motivation 132 
 133 
Motivation is a theoretical concept related to human behavior. Motivation determines the motives 134 
for persons to react, act to achieve goals or fulfill their needs. Motivation is defined as the process of 135 
initiating, directing, and sustaining goal-oriented behavior et al., 2017). Woolfolk's definition of 136 
motivation is an internal condition that generates, directs, and maintains behavior (Woolfolk Hoy et 137 
al., 2013). More specifically, it directs individuals to take actions to achieve goals or meet needs and 138 
expectations. It is the factor that leads to behavior and determines its direction, force and driving 139 
force (Sevinc et al., 2011). Motivation is therefore considered to be the underlying reason for human 140 
behavior (Guay et al., 2010). Brophy defines motivation as a theoretical concept used to describe the 141 
initiation, direction, intensity and impulse of goal-directed behavior (Brophy, 2004). According to 142 
Ainley & Ainley (2011), motivation is the attribute that drives movement, energy, direction, and 143 
reason for action, the "what" and "why" we do something. Motivation is what creates enthusiasm and 144 
motivation for work (Anoraga, 2005). The strength and weakness of a person's work motivation is 145 
very influential on the success of work performance. According to the existing definition, motivation 146 
is related to the urge to take an action. In the world of education, motivation is a persuasive impulse 147 
that always gives positivism to learning actors to achieve learning goals regardless of how hard and 148 
difficult it is. The Shepherd-Jones research shows that teacher motivation is influenced by the 149 
principal's leadership style. Several dependent variables combined with teacher autonomy, 150 
relatedness, competence, and social isolation have a significant influence. Generally, teachers 151 
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perceive higher levels of autonomy, relatedness, and competence under principals who are perceived 152 
to exhibit a democratic leadership style (Shepherd-Jones & Salisbury-Glennon, 2018). Principal 153 
leadership influences teacher performance and work motivation (Ulfathmi et al., 2021). Thus, learning 154 
motivation is a feeling that revives the energy of positivism and applies it in carrying out tasks (Cook 155 
& Artino Jr, 2016). Therefore, work motivation in psychology is a driving force for work morale. 156 
 157 
2.3 Creativity 158 
 159 
Creativity becomes the focus of the curriculum and is reflected in its content. This curriculum 160 
encourages students to think creatively and critically, solve problems and make things better. It 161 
should give students the opportunity to be creative, innovative and entrepreneurial (QCDA, 2009). 162 
Creativity is a behavior that is difficult to define. In the world of education, this topic generates much 163 
interest and debate, but it is still difficult to find the most precise definition. Many educators believed 164 
that creativity remains the ultimate goal of elusive education and the center of human well-being. 165 
Creativity in education is considered to exist on one of two sides. First, it can be defined as an elite 166 
trait, that is, an innately superior level of intelligence that is considered unteachable. Second, 167 
creativity can be learned, so students' creativity must be facilitated and fostered as an important life 168 
skill. The curriculum in schools is therefore designed to enable all children to develop the capacity to 169 
restructure their own world and develop themselves (Spendlove, 2008). Creativity is the ability to 170 
create a new idea, output, and product, either new as well as a modification or change, by developing 171 
an existing thing. In regard to creativity in teachers, the teacher in question may create a teaching 172 
strategy that is completely new and original, or it can be a modification of the various existing 173 
strategies that produce a new shape or perspective (Pentury, 2017). 174 

Munandar (2009) states creativity as the ability to provide new ideas that can be created in 175 
problem solving. Fromm (1959) stated that creativity is producing something new that can be seen or 176 
heard by others. Everyone basically has creative talents and the ability to express themselves 177 
creatively, although each in a different field. In connection with the development of work creativity, 178 
there are 4 aspects of creativity (Lukman and Alim, 2020): a) Private creativity is the expression of an 179 
individual's uniqueness in interaction with the environment. Creative expression is a reflection of 180 
individual originality. Expect innovative ideas from this unique personal expression. b) Pusher, 181 
creative genius, is realized when there is encouragement and support from the environment or when 182 
there is a strong urge within oneself to create something new (inner motivation). c) The process of 183 
developing creativity requires the freedom to express ideas. d) Products, meaningful conditions that 184 
enable a person to create meaningful and creative products, are personal and environmental 185 
conditions. That is, they both encourage people to engage in creative processes. Creativity is a 186 
personal property that is embodied in attitude or character such as flexible, open, autonomous, airy, 187 
curiosity, firm, ability to describe ideas, self-assessment realistically, all of which are necessary to 188 
bring up creativity. Creative development in the classroom produces creative education for 189 
participants. The ability to think creatively as a creative component produces effective learning or, 190 
farther from developing high reasoning power, can be used to solve problem learning. Creative 191 
potential development students may produce superior learning (Pentury, 2017). 192 
 193 
2.4 Learning Innovation 194 
 195 
An innovation is an idea, object, event, or method that is perceived or observed as new to an 196 
individual or group of people (society), whether it is the result of an invention or discovery. 197 
Innovation is done to achieve a specific goal or to solve a specific problem (Udin, 2008). Educational 198 
innovation can be easily interpreted as innovation in education. Educational innovations are in the 199 
form of inventions or discoveries used to achieve educational goals or to solve educational problems, 200 
perceived or observed as new to a person or group of people’s ideas, objects and methods (Dörnyei et 201 
al., 2014). Therefore, innovation is expected to improve the quality of education and learning. 202 
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Fundamentally, learning is a process of interaction between students and their environment, leading 203 
to changes in behavior for the better. During the learning process, the teacher's most important task 204 
is to adjust the learning environment to support behavioral changes in students (Hiralall & Martens, 205 
1998). Learning is a two-way communication process; teaching is done by teachers as educators, and 206 
learning is done by pupils or students. 207 

Learning innovation is closely related to technological and cultural developments. A learning 208 
culture as a complex system involves macrolevel properties and microlevel features (e.g., technology, 209 
classroom activities). Technology is frequently considered as a part of microlevel feature (Zhang, 210 
2010). One of the learning innovation models that can be implemented is the configuration model, a 211 
model with a comprehensive approach to developing innovation strategies (educational change) in 212 
different situations. According to the configuration model, the possibility of innovation diffusion 213 
depends on four factors, namely, a) Configuration, namely, showing the relationship between the 214 
innovator and the recipient in a social context or in a social and political situation. There are four 215 
configurations, namely, individuals, groups, institutions, and culture. Each part of the four 216 
configurations acts as an innovator and can act as an innovation recipient (adopter); b) Relationship 217 
(linkage), namely, the relationship between the actors in the process of spreading the innovation. The 218 
innovator and adopter must be in a relationship that allows him to hear and pay attention to the 219 
diffused innovation. c) Environment, namely, the way in which the surrounding environment 220 
becomes a place for the spread of innovation. The environment in this sense includes all things, 221 
whether physical, social, or intellectual, which in general can be neutral, influence or inhibit certain 222 
behavior; d) Resources, namely, the resources available to innovators and recipients in the process of 223 
transitioning to acceptance of innovation. Available resources are very important, both for innovators 224 
and adopters, because both require innovation resources to carry out transactions (Zhang & 225 
Vorobeychik, 2019). 226 
 227 
3. Methodology 228 
 229 
This study adopted a sequential mixed method approach. The sequential mixed methods model 230 
approach combines quantitative research and qualitative research conducted sequentially and at 231 
different times. In the first stage, supervision was carried out on all school supervisors in 3 232 
districts/cities in South Kalimantan, which were flooded, with a total of 53 respondents. The variables 233 
in this quantitative study are the role of supervisors as independent variables (X) and motivation (Y1), 234 
creativity (Y2) and learning innovation (Y3) as driving variables. A total of 19 questions were asked, 235 
consisting of eight questions about the role of supervisors, three questions about motivation and one 236 
question each for innovation and learning innovation. 237 

The next stage is in-depth interviews with selected respondents that are conducted face-to-face 238 
or by telephone. Interviews were conducted for one to two hours. Ten out of 53 respondents were 239 
selected as informants in the interviews. Data analysis is the process of simplifying and presenting 240 
data by grouping them into a form that is easy to read and interpret. Quantitative data were compiled 241 
and averaged, and then each question was subjected to options from 1 (very low) to 5 (very high). The 242 
average values were then converted into five levels of interpretation as follows: 243 

1. 00–1.80 = Very low 244 
2. 81–2.60 = Low 245 
3. 61–3.40 = Moderate 246 
4. 41–4.20 = High   247 
5. 21–5.00 = Very high 248 
The results of the X variable score are then correlated with the Y variable using SPSS 20th 249 

edition software. The results of the interviews were analyzed and presented descriptively. 250 
 251 
 252 
 253 
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4. Result 254 
 255 
The results showed that the variable X (supervisor role) had a mean of 3.83 for all indicators. Among 256 
the eight indicators on the X variable (supervisor role), all have scores with high criteria. The highest 257 
score on this variable is indicated by the “Participate in school management” indicator of 4.06, while 258 
the lowest score is indicated by the “Perform teaching and learning situation analysis” indicator of 259 
3.56. Variable Y1 (Motivation) has a mean of all indicators of 3.72. The indicator “Teachers feel that 260 
they receive the trust from their students” has the highest score (3.93), while the “Teachers feel that 261 
they can achieve more” indicators has the lowest score (3.37). Variable Y2 (Creativity) has a mean of 262 
all indicators of 3.43. The indicator “Teachers get support from the environment to propose new ideas 263 
for the teaching process” has the highest score (3.66), while the indicator “Teacher proposes a new 264 
idea for the teaching process” has the lowest score (3.30). Variable Y3 (Innovation) has a mean of all 265 
indicators of 3.50. The indicator “Teachers receive support from students and schools in developing 266 
learning models” has the highest score (3.65), while the indicator “Teachers collaborate with various 267 
parties in developing learning models” has the lowest score (3.30) (Table 1). 268 
 269 
Table 1: Score and criteria of respondent’s responses to the questions 270 
 271 

 Variables and indicators Score Criteria 
 Supervisor role (X)   
1 Perform coordination with school 3.98 High 
2 Participate in helping teachers 4 High 
3 Deliver a special task for teachers 3.64 High 
4 Facilitate teacher creativity 3.73 High 
5 Assess teacher performance 3.73 High 
6 Perform teaching and learning situation analysis 3.56 High 
7 Participate in school management 4.06 High 
8 Encourage teachers to cooperate with others to overcome the problem 3.98 High 
 Mean 3.83 High 
 Motivation (Y1)   
1 Teachers feel that they can achieve more 3.37 Moderate 
2 Teachers get support from their environment 3.84 High 
3 Teachers feel that they receive trust from their students 3.94 High 
 Mean 3.72 High 
 Creativity (Y2)   
1 Teacher proposes a new idea for the teaching process 3.30 Moderate 
2 Teachers get support from the environment to propose new ideas in teaching process 3.66 High 
3 Teachers are active in developing new ideas for teaching process 3.36 Moderate 
4 Teachers have a new way for the teaching process 3.38 Moderate 
 Mean 3.43 High 
 Innovation (Y3)   
1 Teachers collaborate with various parties in developing learning models 3.30 Moderate 
2 Teachers receive support from students and schools in developing learning models 3.65 High 
3 Teachers consider school conditions in developing  postflood learning models 3.60 High 
4 Teachers have sufficient resources to develop  postflood learning models 3.45 High 
 Mean 3.50 High 

 272 
The supervisor role has a positive relationship with the value of R2 ranging from 0.90 to 0.94. The 273 
results of the analysis show that the correlation is significant (P < 0.001) (Table 2). 274 
 275 
 276 
 277 
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Table 2: Correlations between supervisor role and motivation, teacher creativity and learning 278 
innovation 279 
 280 

Correlation R2 Adjusted R2 Sig. 
Supervisor Role (X) on Motivation (Y1) 0.94 0.93 P < 0.001 
Supervisor Role (X) on Teacher Creativity (Y2) 0.90 0.90 P < 0.001 
Supervisor Role (Y3) in Learning Innovation 0.90 0.89 P < 0.001 

 281 
Most respondents stated that the flood had a significant impact on learning facilities. Respondent 1 282 
stated that: 283 

 284 
“According to reports from teachers and principals, the flood has damaged their school facilities. The 285 
learning process was hampered, textbooks were damaged, and classrooms, media, and computers were 286 
damaged. I also encountered this when I visited the affected school location.” 287 
 288 
This is supported by another respondent (R4) 289 
 290 
"I saw for myself how badly damaged the school was. The teaching and learning process was hampered, 291 
some classrooms were partially destroyed, and many other school facilities were totally destroyed. I saw 292 
the sadness in the eyes of the teachers and principals, they lost a lot of things. The flood also had an 293 
impact on students because many of their houses were damaged. In addition, many roads, bridges and 294 
other public facilities were damaged. However, I have to motivate them, so they do not lose their 295 
enthusiasm and motivation in continuing the education process." 296 
 297 
However, a different opinion was conveyed by the other respondent (R3). 298 
 299 
“In my target school, flood had less impact on school facilities because the water level is quite shallow.” 300 
 301 
The impact of the flood was also felt by physical education teachers because many facilities were 302 

damaged. This was conveyed by Respondent 1. 303 
 304 
"Several teachers said that after the flood, many administrative files disappeared, and many teaching 305 
aids were damaged, including sport places and facilities. This had an impact on educational services. 306 
Therefore, I suggest teachers schedule flood management so that the educational process is not 307 
hampered." 308 
 309 
Other Respondent (R4) supported the statement. 310 
 311 
"The teacher I met lamented about the damage to his school. They cannot teach, many sports equipment 312 
are missing." 313 
 314 
The same thing was expressed by another supervisor (R2). 315 
 316 
"The school yard which was usually used for sports was covering in thick mud, most of the sports 317 
equipment were destroyed, many books supporting physical education and health services were also 318 
destroyed." 319 
 320 
For this reason, supervisors provide assistance to teachers by providing assistance, motivating, 321 

and coordinating assistance to schools. This was stated by Respondent 1. 322 
 323 
"Because they are experiencing an emergency situation, I always motivate schools to recreate damaged 324 
files, clean and repair teaching facilities." 325 
 326 
 327 
 328 
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Another respondent (R2) stated that: 329 
 330 
“The most priority actions are to clean the school yard, budget for the purchase of sports equipment 331 
from the School Operational Assistance fund, budget for the purchase of physical education textbooks 332 
from the fund.” 333 
 334 
Regarding the coordination of assistance to schools, Respondent 6 stated: 335 
 336 
"I accompany the school and coordinate cooperation with the Regional Drinking Water Office and bring 337 
in volunteers to assist the teachers and principals." 338 
 339 
Generally, supervisors provide directions and assignments to teachers. Especially in the field of 340 

health education, supervisors provide directions, assign all teachers to jointly clean up the dirty 341 
school environment due to flooding, and assign teachers to continue teaching. This was expressed by 342 
a respondent (R1). 343 

 344 
"As a supervisor, I provide direction and motivate teachers so that the online learning process can be 345 
implemented immediately. If there are difficulties in terms of facilities, together with stakeholders we 346 
will find solutions to these problems." 347 
 348 
This statement is also supported by another respondent (R11). 349 
 350 
“Due to this flood during the pandemic where direct teaching and learning activities are not carried out, 351 
the focus for physical teachers is to help clean and renovate schools." 352 
 353 
In addition, another respondent (R2) urges teachers to modify and repair current facilities. 354 
 355 
"I suggest that teachers carry out online learning, make modified sports equipment, repair damaged 356 
sports equipment." 357 
 358 
A different opinion was conveyed by Respondent 3. He said: 359 
 360 
"I did not give special instructions, because the tasks given were the same as classroom teachers because 361 
of the school's pandemic atmosphere, no teacher carried in class learning process; all teachings were 362 
conducted online or semionline." 363 
 364 
The same thing was conveyed by a respondent (R5) 365 
 366 
"I did not supervise the teacher because learning continues as usual. The teacher used to perform on-line 367 
teaching learning process in this pandemic era." 368 
 369 
Postflood learning situations are generally hampered, stopped, or fixed by implementing online 370 

education. This was conveyed by Respondent 1. 371 
 372 
“The learning process is temporarily hampered after the flood, the children's parents are not ready to 373 
accept temporary teaching learning process after the flood, the teacher is not ready to give temporary 374 
lessons after the flood". 375 
 376 
The same thing was conveyed by Respondent 7: 377 
  378 
“Learning in a few days could not be carried out because almost all teachers and students were affected 379 
by the flood.” 380 
 381 
Schools that can still carry out online learning will continue the learning process. This is stated 382 

by a supervisor, Respondent 2: 383 
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“It was carried out online, the results of nonwritten student assignments are collected through social 384 
media, the results of written assignments were collected every Saturday.” 385 
 386 
To support the success of the learning process, the supervisor stated that the physical education 387 

teachers collaborated with homeroom teachers and school principals to overcome postflood learning 388 
problems. This collaboration was also made with the school committee and parents of students. 389 
Respondent 8 stated as follows. 390 

 391 
“Teachers take the initiative to clean tools, school facilities including teaching aids/aids in sports.” 392 
 393 
Facing a difficult situation, physical education teachers receive support from various parties. 394 

This was expressed by Respondent 1. 395 
 396 
“The PE stated that they received support from the principal (motivation) and homeroom teacher 397 
(reminding the schedule for the physical education subject and getting materials).” 398 
 399 
The other supervisors supported this opinion by stating as follows. 400 
 401 
“The principal urges the provision of sports facilities, class teachers help motivate students to be active 402 
in learning physical and physical education, and Islamic religious education teachers motivate students 403 
to always be active in learning.” (Respondent 2) 404 
 405 
“In addition to internal school matters, school committee support is also provided in the form of 406 
providing garbage trucks, while students' parents are in the form of providing support in learning.” 407 
(Respondent 6) 408 
 409 
Contrary to the atmosphere of the disaster, most of the students felt excited and enthusiastic. 410 

This situation was perceived to ease the teacher’s burden in overcoming limited facilities. A 411 
supervisor expresses his feelings as follows. 412 

 413 
"Contrast to feelings of adults, children took it easy the situation. Most of the students remained excited 414 
and enthusiastic. Teachers can continue to evaluate student attitudes that can be observed, namely, 415 
they continue to carry out the assigned tasks." 416 
 417 
A different opinion was expressed by another respondent (R10). 418 
 419 
“The teacher gives lessons about health theoretically due to the lack of tools and the pandemic 420 
situation.” 421 
 422 
According to the supervisor, most of the teachers submitted proposals for the procurement of 423 

new facilities. This was conveyed by Respondent 9. 424 
 425 
"The teacher proposed to keep allocating school funds in the planned repairs. Some teachers proposed a 426 
program for heightening school back yards, improving sports facilities, cleaning and dredging gutters 427 
and developing green spaces." 428 
 429 
However, there are other opinions, as stated by Respondent 6. 430 
 431 
“The teacher suggested making a special place to store the facilities.” 432 
 433 
Regarding creativity and innovation, several supervisors explained that the learning system was 434 

still carried out online so that creativity and innovation were realized in the form of making videos of 435 
exercise activities at home. This was revealed by respondent 1, who stated: 436 

 437 
 438 
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"Since the condition remains affected by the disaster, teachers and students continue to do 439 
sports/movement activities while working together to clean the school. Sports were still carried out in 440 
combination with student service activity. After that, students returned to learn online. The teacher 441 
taught and asked students to create a short video of the exercise at home and then send it to the 442 
teacher." 443 
 444 
Some of the other respondents also explained the forms of innovation and creativity if face-to-445 

face learning was possible. One respondent (R8) stated: 446 
 447 
“Indoor learning methods such as gymnastic exercise, indoor learning simulations with safe tools, 448 
developing role play learning, and developing learning methods outside of school such as riding bicycle." 449 
 450 

5. Discussion 451 
 452 
A natural hazard is an event that cannot be prevented from occurring but whose impact can be 453 
reduced if effective action is taken to reduce its severity, frequency and probable size. Floods are 454 
disasters that have a negative impact on the education process, including physical education. The 455 
results of this study highlight three things, namely, the importance of the role of supervisors in 456 
motivating and encouraging creativity and teacher innovation, especially in the field of physical 457 
education. The field of physical education is one of the fields most affected by the pandemic situation 458 
and is worsened by floods. Damage to several school facilities, including sports facilities, made it 459 
difficult for physical education teachers to innovate. In the pandemic era, some learning is carried out 460 
through online practical classes. In its implementation, physical education (PE) is not easy to teach to 461 
students. The pandemic-initiated shift to online instruction provided several challenges to PE 462 
teachers (Richards et al., 2018). Teachers are struggling to track and evaluate student participation in 463 
a virtual environment. Many studies have reported that online courses decrease the intensity of 464 
interaction between students and educators, in particular, subjects that move the body, improve 465 
physical skills, reduce stress, and overcome mental limitations (Biddle et al., 2004; Yu & Jee, 2021). 466 
Research on postdisaster impacts and actions is generally related to earthquake disasters (Mutch, 467 
2015; O’Connor & Takahashi, 2014), and some research is related to tornadoes (Ray & Hocutt, 2016). A 468 
study conducted in New Zealand and Japan showed the importance of the principal's role in 469 
transforming into critical managers (Mutch, 2015). As an important first response to disasters at the 470 
classroom level, it is the teacher's role to weigh the evidence, make firm decisions and prioritize 471 
needs. 472 

Furthermore, after the conditions are more conducive, the children, teachers and principals 473 
return to school, where they will clean, rearrange the rooms and make everything look as normal as 474 
possible. School leaders in this study leveraged community and institutional resources to provide 475 
extra support to children and their families. Strengthening school-community relations is a 476 
commonly cited outcome of disaster experiences. Part of the new relationship includes improvements 477 
to communication systems, collaborative review of emergency procedures and considerations for 478 
capturing and maintaining the culture of care forged from general experience (O’Connor & 479 
Takahashi, 2014). Supervisors in South Kalimantan have carried out their roles according to the 480 
postflood situation and conditions. The role demanded by these circumstances should, of course, 481 
adapt to the main tasks and functions of the education supervisor in the school. One of the important 482 
findings in this research is participation in school management. Some forms of participation that are 483 
important for school supervisors include coordination in reporting damage to the education office, 484 
coordination with relevant stakeholders such as regional drinking water companies, and school 485 
committees. The role of postdisaster stakeholders is very important to support the acceleration of 486 
condition recovery. This has also been reported in previous studies (Pahl-Wostl et al., 2013; van Herk 487 
et al., 2014). In the case of flood events, both formal and informal institutions manage emergencies 488 
and recovery by carrying out evacuation operations, providing relief items, providing compensation 489 
in the form of financial assistance, building materials, seeds, fertilizers, and rebuilding rural 490 
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infrastructure in Brazil and South Asian countries (de Andrade & Szlafsztein, 2018; Jamshed et al., 491 
2017; Sam et al., 2017; Younus, 2017). In addition, these institutions provide skills development 492 
training for livelihood diversification, disaster awareness programs, counseling services on changing 493 
cropping patterns postflood, weather information and new technologies (Abid et al., 2017; Arai, 2012). 494 
For research on Flood Risk Management to take effect, Morrison et al. (2018) recommend that a 495 
policy agenda is needed rather than what is currently the case to better address research and policy 496 
needs. This means that researchers must not only continue to improve the tools of the physical 497 
sciences for flood forecasting and modeling but also advance social science tools that assist 498 
collaborative flood risk management policy development processes. While the role of the community 499 
is significant because of its spontaneous actions, the role of government support is equally important 500 
for control over rescue and rehabilitation resources. However, the role of community support for 501 
temporary engagement was found to be more important during critical flood times. On the other 502 
hand, government support, although very important, was invaluable in later years. 503 

The research findings on the influence of the supervisor's role on the increase in motivation of 504 
physical education teachers in South Kalimantan by 94%, show how important the supervisor's role is 505 
in encouraging the motivation of teachers. These results are also similar to the findings of Wiryanti 506 
(2017), who conducted research on the effect of supervision and intrinsic motivation on the creativity 507 
of private Catholic elementary school teachers in East Jakarta. One conclusion is that there is a direct 508 
positive effect of supervision on intrinsic motivation. The findings of this study are consistent with 509 
the study conducted by Chudzaifah (2019) regarding the role of supervision in madrasas in Sorong 510 
City. The results of his research suggest that the role of supervisors is very important in improving 511 
and encouraging educators and education staff. The role of school supervisors at madrasas in Sorong 512 
City is in accordance with existing regulations, although it is very limited in terms of adjusting the 513 
place of supervised madrasas, but the performance of madrasa supervisors is very useful and 514 
influential in improving and encouraging educators and education staff in Sorong City. This study 515 
inicated the influence of the supervisor's role on the creativity of physical education teachers is 90%. 516 
This effect was considered as a very strong influence. The findings of this study simultaneously 517 
strengthen the findings of research conducted by Wiryanti (2017). The low creativity of the teacher is 518 
due to the low support from the principal because the teacher needs many opportunities to show his 519 
creativity, and this truly needs the support of the principal who is involved in these activities both 520 
physically and psychologically. Finally, the findings of this study support the hypothesis that the 521 
supervisor's role influences the learning innovation of postflood PE teachers in South Kalimantan by 522 
90%, which shows a very strong influence. A study by Handayani & Sukirman (2020) on school 523 
principals who also have a role in encouraging learning innovation in schools, also shows a very 524 
strong influence. These results further strengthen that both principals and school supervisors have a 525 
role in encouraging learning innovation in schools. 526 
 527 
6. Conclusion 528 
 529 
The results showed that there was a significant positive relationship between the Supervisor Role and 530 
Teacher Motivation on Teacher Creativity and Learning Innovation. Several supervisors disclosed the 531 
damaged condition of the school based on reports from teachers. Supervisors carry out the role of 532 
motivating teachers to propose proposals for school improvements, especially sports facilities. The 533 
supervisor also revealed the process of learning sports after the flood disaster, including taught and 534 
asked students to create a short video of the exercise at home and then sends it to the teacher as well 535 
as Indoor learning methods such as gymnastic exercise, indoor learning simulations with safe tools, 536 
developing role play learning, and developing learning methods outside of school such as riding 537 
bicycle. However, the creativity of teachers in creating alternative sports equipment and repairing 538 
damaged equipment has not been widely disclosed. 539 
 540 
 541 
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7. Implication 542 
 543 
This study highlights the important role of supervisors in advising school management and 544 
coordinating of engagement of other stakeholders for flood mitigation actions as well as encouraging 545 
teachers to keep the spirit of carrying out teaching and learning activities. 546 
 547 
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Abstract 48 

 49 
This study aims to determine the effectiveness of technology and connectivity in teaching Science, precisely focused on local 50 
marine resources in the Visayan Seas, such as vertebrates, fishes, amphibians, reptiles, and mammals. This study used 51 
descriptive and inferential statistics, interviews, observation, and focus group discussion (FGD). This study's respondents 52 
were Junior High School students in the Philippines enrolled in Academic Year 2019-2020. Before implementing the control 53 
group activity, the mean scores were 13.14, described as "Average." In contrast, the experimental group has a mean score of 54 
11.71, described as "Below Average." The control and experimental groups' mean score was 25.89 and 27.68,  respectively, and 55 
were defined as "Excellent" during the posttest. Both groups' results showed no significant difference because competing at 56 
the top is critical to the learners. Through different websites, learners can collect resources and help them understand the 57 
local marine biodiversity's current situation. Thus, gadgets and connectivity have a significant impact on learning. These 58 
were further verified in n qualitative designs; learners exposed to websites helped them learn about marine resources in 59 
Estancia and the Visayan Sea. Technology and connectivity also increase the respondents' interest in becoming warriors to 60 
protect and preserve marine biodiversity for the next generation. No Wi-Fi or internet connection is available in NIPSC- 61 
West Campus; students must commute to the Main Library or spend personal money buying a load. This study recommends 62 
providing internet connection on all NIPSC campuses because of its effectiveness in teaching-learning. The result also calls 63 
for the national government to connect all basic education institutions in the entire archipelago because it can enhance 64 
teaching and learning.  65 
  66 

Keywords:  Technology, Internet Connection, Science Curriculum, Marine Resources, Junior High School (JHS) 67 
  68 
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1. Introduction 69 
  70 
One of the 17 goals for Sustainable Development is quality education. Education can help enhance 71 
socioeconomic mobility and poverty. Many improvements have been made in education worldwide, 72 
but statistics in 2018 showed around 260 million are still out of school. Research showed many 73 
children in different countries are below the minimum proficiency standards in reading and 74 
mathematics (United Nations, 2021).   Many reasons are causing deterioration in the education 75 
system in many countries; leaders have no concrete plans or solutions to the system's perennial 76 
problems. Despite the scarcity of resources, teachers' commitment to providing quality education 77 
find solutions to bridge the gap by innovating strategies to produce globally competitive graduates.  78 

The current situation, infected by COVID-19 globally impacts around 91 percent or close to 1.6 79 
billion children and youths who have stayed home for safety. Most vulnerable and marginalized 80 
students suffered from the global pandemic, which jeopardized comprehensive education 81 
development (De Leon, 2020). In the Philippines, the Department of Education (DepEd) immediately 82 
organized meetings to plan a structure to save the new standard education system. One of the 83 
proposed strategies is geared toward blended learning. Even the local government units (LGUs), like 84 
the City of Manila, pledged to give 11,000 laptops with pocket Wi-Fi, 136,950 tablets with Simcard, 85 
and 10GB monthly allotment bandwidth for School Year (SY) 2020-2021 (The ASEAN Post, 2021). 86 
Private individuals and organizations also promised and started giving gadgets to less fortunate 87 
Filipino students around the country.  88 

Of the 66 countries surveyed by the  International Institute for Management Development 89 
(IMD) research arm of Switzerland-based business school in the IMD World Competitiveness' World 90 
Talent Ranking 2018, the Philippines ranked 55th from 45th in  2017 (Tupas & Noderama, 2020). The 91 
new trend, Industry 4.0, or Fourth Industrial Revolution, required new skills workers needed for their 92 
future job; thus, a country like the Philippines was required to cope with the changing world. And to 93 
ensure the right skills for companies' demands, improving the quality of education is vital. Thus, the 94 
education department must appropriately integrate technological concepts into the curriculum 95 
(Acosta & Acosta, 2017). One of the challenges of the national government today is the scarcity of 96 
facilities and equipment in many schools. But as always, Filipino teachers are innovating and 97 
spending money to embed technology in the lessons. They used laptops and the internet to download 98 
lectures and updated strategies. 99 

With the situations happening in the world, a new problem Filipino teachers encounter is how 100 
to push through with the opening of classes this coming August 24, 2020, but extended until October 101 
5 this year. Thus, to help the Department of Biology formulate this study, Northern Iloilo Polytechnic 102 
State College (NIPSC), Main Campus, and the  Teacher Education Department of NIPSC, Lemery 103 
Campus. The themes of this study were current technology, Science, and local resources. The 104 
research focused on educating the learners about the Visayan Sea's current situation. This study also 105 
answers the NIPSC administration's call to conduct investigations related to the college's flagship 106 
about fisheries.  107 

This study will aim to determine the effect of gadgets and connectivity as an intervention in the 108 
performance of below-average learners in Science. Furthermore, this helps students value the 109 
importance of marine resources in the Visayan Sea, Philippines.  110 
  111 
1.1 Basic Education System in the Philippines 112 
  113 
In recent years, the Philippines shifted from the traditional ten years in basic education through a 114 
more innovative and grand K12 Basic Education Program. The additional two years in senior high 115 
school are the department's vision to produce globally competitive graduates (Aggabao et al., 2018). 116 
Adding two years to the curriculum will give sufficient instructional time to all subject areas 117 
(Abulencia, 2015).   Education aims to nurture human beings as a social investment for families and 118 
the nation. Under the watch of former President Aquino, the Republic Act (RA) 10533, also known as 119 
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the Basic Education Act of 2013, was signed into law. The program's primary beneficiaries are the 120 
unprivileged sectors, but the new program's success is accepting positive and negative criticisms 121 
(Sergio, 2011). 122 

SHS comprises three tracks that allow graduates to employ after Grade 12, continue higher 123 
education, or do entrepreneurial jobs. However, the department trains teachers fully equipped with 124 
the necessary tools and addresses problems and issues for sustainability (Calderon, 2014). The 125 
country's readiness to implement the new curriculum comprises eligibility, staffing guidelines, course 126 
streamlining, workforce surplus management, and alternative programs (Aggabao et al., 2018). All 127 
stakeholders play a vital role in the success of the K12 Basic Education Curriculum.  128 

Improving the performance of learning is to enhance teachers' effectiveness and efficiency. 129 
"Students don't fail; teachers do" (Montebon, 2014). Values and attitude formation are essential three 130 
domains in the science curriculum. Also, teachers were carefully implementing the K12 curriculum, as 131 
stated by student respondents (Valdriz, 2017).  132 

Specifically, the Science Curriculum in the new program adopts the spiral approach. The topics 133 
are simple and complex, from traditional methods to innovative techniques that improve students' 134 
critical thinking and scientific skills. The three domains in K12 Science Curriculum are performing 135 
scientific processes and capabilities, understanding and applying scientific knowledge, and developing 136 
scientific attitudes and values. Then, the goal of the departments are; 137 

1. Critical Problem Solver 138 
2. Responsible Steward of Nature 139 
3. Innovative Thinker 140 
4. Informed Decision Maker 141 
5. Effective Communicator (Valdriz, 2017).  142 

  143 
1.2 Contextualization and Localization: A Concept in Basic Education in the Philippines 144 
  145 
 Table 1 shows some of the initiatives in localization and contextualization in DepEd. 146 
  147 
Table 1: projects of Deped on Contextualization and Localization (De Lara, 2018). 148 
 149 

Years Project Purpose 

1998-2006 Third Elementary Education Project (TEEP 
Development of readers using local stories 
Integration of culture and artistic expression in 
learning areas 

2005 - 
present 

Strengthening Implementation of Visayas 
Education (STRIVE) 

Region-wide efforts on localization and 
contextualization. 

2011-2014 Philipines Response to Indigenous People's and 
Muslin Education 

An initial attempt at the general 
contextualization process 

  150 
In the Philippines, teachers are motivated to use local resources in teaching and learning. In the 151 
lesson plan, teachers are evaluated if contextualization and localization are employed in teaching the 152 
subject. In the Governance of Basic Education Act of 2001 or RA 9155, states should encourage local 153 
initiatives to improve quality education. The Enhanced Basic Education Act of 2013, or RA 10533, Sec. 154 
5, revealed that contextualization is one of the standards and principles for developing the 155 
curriculum (De Lara, 2018). 156 

Teaching Science should include real-life experiences aside from experimentation and inquiry-157 
based. Since facilities, equipment, and instructional materials in most countries face the same 158 
perennial problems and issues in the Science Curriculum. Thus, his study revealed that 159 
contextualization and localization are acceptable variables in teaching grade 5 Science (Mourza & 160 
Lite, 2013). History Class using contextualizing practices improves students' performance, but 161 
teachers' lack of formal training is a problem (Krause et al., 2016). Also, contextualization can 162 
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improve motivation, learning, and persistence (Napata et al., 2020). 163 
  164 

1.3 Northern Iloilo: The Jewel in the Visayan Sea 165 
  166 
Globally, the state of marine resources is drastically decreasing, and the Philippines implemented a 167 
closed-season policy to conserve and protect local marine resources (Sunstar, 2019). The closed 168 
season is three months, from November 15 to February 15, the closure of the Visayan Sea for fishing 169 
sardines, herring, and mackerel. Under Fisheries Administrative Order 167-3, it started seven years 170 
ago to allow these pelagic fishes to breed (Ferrer, 2009). The Visayan Sea is the most important 171 
because it provides income and food but threatens marine areas. The site's exploitation for so many 172 
years, the fish are suffering and no longer can offer a livelihood for the community, and sustainability 173 
becomes a problem (The Visayan Daily Star, 2021).    174 

Corals, mangroves, seagrasses, and marine protected areas are the Visayan Sea's shared 175 
ecosystem. But it is the typical breeding ground of sardines, herring, and mackerel (Anito & Morales, 176 
2019). 177 

In the Visayan Sea, results revealed sardine exists despite the government's effort to protect 178 
sardine and decrease non-compliance. Thus, the study suggested that the government create 179 
livelihood programs during closed season policy to stop illegal fishing done by small fisherfolks 180 
(Sunstar, 2019).  181 

But many locals know little about the Visayan Sea, especially the new generation. Today, they 182 
are more on gadgets than learning about local resources. Thus, the education system is essential in 183 
informing young people of their status and the importance of protecting and preserving our 184 
environment. Our students will serve as protectors and saviors of your dying biodiversity. Since 185 
innovations in Science and technology, the STEM track has been reinvented into Science, 186 
Technology, Engineering, Agri-fisheries, and Mathematics (STEAM) to cater to various ecosystems' 187 
learning. Thus, the results suggested a framework of traditional modality into architecturally focused 188 
industry requirements and current trends  (Mamatha et al., 2016).  189 
  190 
1.4 Technology in the 21st Century 191 
  192 
Technology is a driving force, a product of human innovations, and it helps humanity nowadays (Das 193 
et al., 2014). As a subject, Science permits learners to explore and discover the world through hands-194 
on activities and experiments (Sadar et al., 2020). The world today shifted to technology, thus, the 195 
education system. Regardless of economic status, many parts of the world planned to incorporate 196 
state-of-art technologies into the curriculum. Females in the study about internet usage in Punjab, 197 
Pakistan, revealed a common trend that serves as an inspiration and improves learning and searching 198 
for curriculum content. They also concluded that the internet is a better source than textbooks 199 
(Vlasenko et al., 2020). But an insufficient awareness of wet tools in Ukrainian Universities was one of 200 
the participants' responses. Thus, designing online courses to support Mathematics teachers and 201 
using the Personal el-Learning Environment are the suggestions that arise from the study results 202 
(Ghavifekr & Rosdy, 2015). Integrating information, communication, and technology (ICT) in various 203 
subject areas significantly influences teaching and learning. Schools with complete ICT tools always 204 
produce quality graduates (Race, 2020). 205 

Teachers and instructional supervisors needed experience and training to implement online 206 
learning during community quarantine during the pandemic. Not all teachers and students can join 207 
the activity due to a lack of resources and facilities. But those who participated in the online classes 208 
stated that the class schedule was flexible, and they could choose strategies. There are more 209 
accessibility and efficiency in time, money, and effort, but the participants declined because of 210 
limited interaction and socialization. Thus, the researcher concluded that training and workshop 211 
must be organized to enhance teachers' strategies and techniques in online classes (Khaerudin et al., 212 
2020).  213 
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Using social media in the assessment is flexible, easily repeated, convenient, and accessible. 214 
Also, four effective assessment methods can be made using social media. These are self-assessment, 215 
peer assessment, language patterns, and group assessment, and teachers can alternatively employ 216 
these to evaluate students using social media (Khaerudin et al., 2020).   217 
 218 
2. Methods 219 
  220 
This research employed a qualitative design and accurate action research to determine the effect of 221 
gadgets and connectivity in Science in the Laboratory High School of NIPSC – Main Campus. This 222 
action research respondents handpicked Grade 8 students composed of two sections with at least no 223 
grade below 85. Statistically and interviews, observations, and focus group discussions (FGD) were 224 
employed in the study. 225 

The researcher constructed a 30-item problem-solving test validated by science experts that 226 
involves the four fundamental operations. The researchers certified that those test items could be 227 
solved using the block model approach. The problems will be patterned from standardized textbooks 228 
and the National Achievement Test (NAT) test questionnaire with some modifications. 229 

The Laboratory High School of NIPSC is located at the West Campus in the Municipality of 230 
Estancia. Estancia is one of the eleven municipalities in Northern Iloilo and one of the Visayan Sea 231 
coastal towns. Formerly known as Estancia High School, established in 1949, it was a component 232 
school of NIPSC. On June 10, 1983, under Batas Pambansa Blg. 500, the Western Visayas College of 233 
Fisheries and Estancia High School integrated into Polytechnic State College, and the high school is 234 
now the NIPSC Laboratory School. The curriculum junior high school (JHS) implements the K-12 235 
program as a mandate from the government. Under the K-12 program, the core subjects science, 236 
mathematics, English, Filipino, Araling Panlipunan (Social Studies), Edukasyon sa Pagpapakatao, 237 
Musika, Sining, Edukasyong Pangkatawan, at Kalusugan  or Music, Arts, Physical Education, and 238 
Health (MAPEH), and Technology and Livelihood Education (TLE) and supervised by the DepEd, 239 
Division of Iloilo (Pastrana, 2019). This JHS is supervised by the Dean of the School of Teacher 240 
Education. Furthermore, the JHS serves as practice teaching for graduating students majoring in 241 
secondary education. 242 

The study's lesson was from grade eight's Unit VI – "Living things and their Environment," 243 
specifically on biodiversity with the following lessons; species diversity, a hierarchical taxonomic 244 
system of classification, and protection and conservation of endangered and economically important 245 
species (Department of Education, 2019). The study's main focus was to study the different fishes and 246 
other marine resources found in the Visayan Sea.  247 

The teacher in charge of the two sections was trained in implementing the innovations for a 248 
week. They downloaded some materials from the internet and used them during the lesson. They also 249 
listed the possible websites for teaching.  250 

Group A, Section Virgo, used the traditional approach during their science class, and Group B, 251 
Section Capricorn, used the experimental method. In Group A,  the teacher employed strategies like 252 
the board and chalk approach and relied purely on textbooks and talking. While in Group B, the 253 
teacher act as the moderator of learning. She only explained the lesson and the activities and asked 254 
students to work independently with her supervision. Group B students were asked to utilize gadgets 255 
such as cellphones, tablets, computers, and connectivity to download lessons on fishes found in the 256 
ocean of Estancia, Iloilo, Philippines. Also, the researchers asked from the library and information 257 
center of NIPSC. The endeavor is to ensure that desktop and internet connections are able during the 258 
activity.   259 

The scores were classified as Excellent  (30 – 25), very good (24-19),  average (18 –13), below 260 
average (12 – 7), and poor (6 – 1).  261 

The researchers asked the College President and addressed this to the Dean of the Teacher 262 
Education Department of the Main Campus. The head's approval addressed an additional letter to 263 
the NIPSC Laboratory High School principal. Then, the principal's signal also allowed the researchers 264 
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to talk to grade 8 science teachers. The researchers explained the study's purpose and followed it with 265 
a self-introduction to create rapport among the participants. The researchers informed students 266 
about the objective of the study. The study lasted for two months.  267 

Before implementing the program, the researchers administered the pretest to both groups on a 268 
scheduled date. Test papers will then be checked and recorded. The intervention lasted for four 269 
weeks. The researchers facilitated the observations of the respondents in both groups. Furthermore, 270 
the researchers employed the FGD  with selected students per group after the intervention. After 30 271 
days of intervention, the researchers administered the same 30-item researcher-made pretest as a 272 
posttest. Then, test papers were checked and recorded. The data were subjected to an appropriate 273 
statistical tool, specifically descriptive and inferential statistics using SPSS software, then analyzed 274 
and interpreted. The qualitative part's interviews, observations, and FGD were transcribed, analyzed, 275 
coded, themed, and triangulated.  276 
 277 
3. Results and  Discussion  278 
  279 
3.1 Data Analysis 280 
  281 
Table 2 shows the mean score in the two groups pretest, posttest, and the difference between Virgo 282 
and Capricorn 283 
  284 
Table 2: Results of the pretest, posttest, and the difference between Virgo and Capricorn 285 
 286 

Group Type N Mean Std. Dev. 
Pretest    
 Virgo (Control) 28 14.8571 2.8247 
 Capricorn (Experimental) 28 15.4653 3.0366 
Post-Test  
 Virgo (Control) 28 21.6786 2.8028 
 Capricorn (Experimental) 28 26.2500 2.4589 
Differences (Posttest-Pretest)    
 Virgo (Control) 28 6.8214 3.3890 
 Capricorn (Experimental) 28 10.78 3.8716 

  287 
Table 2 shows the result (mean and standard deviation) of the pretest and posttest and the difference 288 
when the students are categorized into Virgo (Control) and Capricorn (Experimental). Pre-test result 289 
indicates that mean score Capricorn (M = 15.4643, SD = 14.8571) is slightly higher compared to the 290 
mean score Virgo (M = 14.8571, SD = 2.8247). Posttest results further revealed that the mean score of 291 
the Capricorn Group (M = 26.2500, SD = 2.4589) is much greater than the mean score of the Virgo 292 
Group (M = 21.6786, SD = 2.8028). This is further reflected in the difference of mean scores from pre-293 
test and post-test where Capricorn (M = 10.7857, SD = 3.8716) is much higher compared to Virgo (M = 294 
6.8214, SD = 3.3890). 295 

The pretest findings showed that almost all the respondents had little knowledge about local 296 
marines' resources in the area. However, Estancia is called the "Alsaka of the Philippines" (Pastrana, 297 
2019). Learning about marine resources is very important, and students within the region have 298 
enough knowledge to protect and preserve local resources for the next generation.  299 

Most respondents live near the coastal areas and some islands, but knowledge about the fish 300 
found in Estancia is too limited. Many of them don't know the names of the fishes in the Visayan Sea. 301 

Table 3 represents the difference in the pretest and posttest results and the contrast between 302 
Virgo and Capricorn.  303 
  304 
 305 
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Table 3: The difference in the pretest and posttest results and the contrast between Virgo and 306 
Capricorn. 307 
 308 

 t df Sig. (2-tailed) Interpretation Decision 
Pretest -0.78 54 .442 No Significant Difference Accept H0 
Posttest -6.49 54 .000 Significant Difference Reject H0 
Difference (Pretest-Posttest -4.08 54 .000 Significant Difference Reject H0 
Level of Significance at p < .05.  309 

  310 
T-test shows no significant difference in the pre-test, t(54) = -0.78, p = .443, of Virgo (Control) and 311 
Capricorn (Experimental). Likewise, there is significant differences in the mean score of post-test, 312 
t(54) = -6.49, p =.000, and the difference in the mean score of pre-test and post-test, t(54) = -4.08, p = 313 
.000, of Virgo (Control) and Capricorn (Experimental).  314 

Technology is essential today because it enhances learners' skills and cognitive characteristics. 315 
The ability of teachers to use technology is always a question; many are still not tech-savvy. 316 
Integrating technology into the curriculum is also a call for many teachers to embrace development. 317 
Teachers are encouraged to attend training and workshops to improve their skills and knowledge in 318 
using technology for the teaching-learning process  (Okongo et al., 2015).  319 

Both groups after the program improved significantly from average and below-average to 320 
excellent. The results showed that all students enrolled in NIPSC Laboratory School belong to A1 321 
students in the municipality. They constantly study because competition is significant – they all want 322 
to be at the top. The respondents are still looking for other resources needed for learning the lessons. 323 
Good pedagogy materials can increase teaching and learning performance, thus allocating more 324 
funds. But the use of gadgets and connectivity is a little higher than the traditional methods but 325 
shows that technology could enhance teaching-learning. Therefore, integrating technology into 326 
Science is highly recommended (Sirajunissa Begum, 2013; Glava & Glava, 2013).  327 

Traditionally, teaching methods used chalkboards, textbooks, radio, television, and films. Many 328 
institutions use information, communications, technology (ICT), and the internet as popular media 329 
or teaching instruments. The web assists learners in research and allows interactive activities 330 
(Geladze, 2015). Also, gadget users showed high emotional abilities and slightly higher reasoning 331 
skills than college students  (Das et al., 2014).  332 

Teachers' views on the WebQuest technique's effectiveness as a pedagogical frame for activity-333 
based learning showed information from the internet is sometimes questionable. Thus, teachers must 334 
be aware of the quality of information given to students for educational purposes. Therefore, regulate 335 
and control the usage of the internet for effectiveness. Two critical points in the conclusion were 336 
important in using information technology: 1) use the resources that corresponded directly to the 337 
lessons; and 2) it changes students' attitude toward learning (Dogruer et al., 2011). 338 

Table 4 shows the test of between-subjects effects of results of the pretest (Virgo) and posttest 339 
(Capricorn).  340 
  341 
Table 4: The test of between-subjects effects of results of pretest (Virgo) and posttest (Capricorn). 342 
 343 

  df F Sig Partial Eta Squared Interpretation Decision 
Group Type 1, 53 40.312 .000 0.432 Significant Difference Reject H0 
Level of Significance at p < .05. 344 

  345 
Table 4 revealed the analysis of variance, which showed the main effect of the treatment as Capricorn 346 
(Experimental) versus Virgo (Control), which indicates that there was a significant difference, F(1,53) 347 
= 40.312, p = .000, ηp2 = .432, in the scores of each group. Further, the partial eta squared value (ηp2 = 348 
.432) suggested a significant effect of the treatment. 349 
  350 
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3.2 Qualitative Approach 351 
  352 
Table 4 represents the conversation summary between the selected respondents and researchers.  353 
   354 
Table 4: Summary of the conversation between the selected respondents and researchers. 355 
 356 

Questions 
(Themes) 

Responses
Control Group Experimental Group

1. Knowledge about 
Local Marine 
Biodiversity  

"The resources we have like textbooks, 
activity sheets, no topics about marine 
resources in the Visayan Sea." 

"We have options to focus on the  
Visayan Sea because of many 
resources."  

2. Knowledge 
acquired after the 
program 

"After the lesson, we never encountered 
topics about the  Visayan Sea." 
"But we know that all the examples, such as 
fishes, are also found in the Visayan Sea. 
These resources are common in our fish 
market." 
"Some of those fishes serve as food. And I 
have tasted some of them." 

"Northern Iloilo is blessed with these 
bountiful resources." 
"But upon reading news on the 
internet, many fishes and other 
marine organisms are vanishing." 
"Aside from natural calamities, human 
interventions and activities cause 
deterioration of these organisms. 

3. Use of gadgets and 
connectivity 

"I hope it can allow all students to use the 
internet in learning science and local 
resources." 

"Effective in teaching-learning 
process, specifically in Science. 
"I hope the school will provide free 
internet on the campus." 

  357 
But above all, students' knowledge about the current marine biodiversity situation in the Visayan Sea 358 
increases. They identified the names of local, English, and Scientific marine resources found in the 359 
coastal resources of the Municipality of Estancia, Iloilo, Philippines. Furthermore, they also found out 360 
three decades ago; that they were around seven species of sardines on the coastline of northern Iloilo, 361 
but currently, fishers caught around two to three species. The experimental group becomes vigilant 362 
about what happens to the Visayan Sea resources – most human activities destroy many marine 363 
habitats, such as over and illegal fishing.   364 

The internet is for entertainment, academic and scientific information, and vital sources such as 365 
news, health, hobbies, etc. In this case, the internet is a tool to provide information to a bigger 366 
audience regardless of time and space. Thus, students are encouraged to use the internet for 367 
academic studies because of its benefits (Geladze, 2015).   368 

Furthermore, teachers trained to use ICT play a crucial role in helping students' quality 369 
education (Khaerudin et al., 2020). Thus, primary and tertiary educations offer various training to 370 
equip teachers with the latest technologies.  371 

The study about the STEM track in SHS in NIPSC revealed unavailability of facilities was a 372 
common problem in the college; thus, the administration should acquire more facilities like gadgets 373 
and connectivity to improve the science curriculum (Tupas & Matsuura, 2019). Therefore, the college 374 
must concentrate on developing the availability of technology and connectivity.  375 
  376 
4. Limitations 377 
  378 
There were limitations to this study; internet connections or Wi-Fi were only available on the main 379 
campus. The students commute from West Campus to Main Campus every day, taking almost 30 380 
minutes of their time. Also, virtually all the respondents from the control and experimental groups 381 
have a desktop or laptop and Wi-Fi at home. Students from the control group also used technology to 382 
study the lessons with limited resources in textbooks and other instructional materials. Since 383 
competition is dominant in the two sections, and almost all of them belong to above-average 384 
learners; thus, they find ways to learn the lessons ahead of time. This program should be 385 
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implemented for below-average learners to measure gadgets and connectivity in learning Science 386 
effectively. Also, there were days the subject teacher could not supervise students on the Main 387 
Campus. The safety of students was the primary concern of this study. They also spend their 388 
allowance to have an internet connection.  389 
 390 
5. Conclusions 391 
 392 
Currently, technology is a trend in the education system around the world. In countries like the 393 
Philippines, schools in the entire archipelago encourage teachers to integrate these facilities into the 394 
curriculum. Many teachers used websites to collect teaching materials in subjects with limited 395 
instructional materials. Teachers in Science want to integrate gadgets and connectivity to enhance 396 
learning and teaching. Results showed that both groups have little knowledge of the selected topics 397 
in Science; thus, the mean scores are average and below average. But after the intervention, both 398 
groups are excellent; the experimental group is slightly higher than the control group. Hence, the 399 
innovations of using gadgets and internet connections were effective methods of teaching the 400 
subject. Allowing students to surf the internet as instructional materials improved teaching-learning. 401 
But teachers' prior knowledge about technology and internet connections is essential to implement 402 
the innovations effectively. The availability of gadgets and Wi-Fi data is also critical to learners. The 403 
government should prioritize these facilities to help the education system provide technology and 404 
connectivity in all public schools. After the K12 implemented the same problems and issues for the 405 
past ten years, DepEd faced a lack of instructional materials and references. If the government cannot 406 
promise accessible facilities to all public schools in the nation, providing internet connections to all 407 
campuses is the answer. But proper training for all teachers is recommended because not all of them 408 
are tech-savvy.  409 
  410 
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Abstract 18 

 19 
This paper considers some toponyms of the Republic of Kazakhstan as the cultural, historical, and linguistic 20 
heritage of nomads and labels them the nomadic toponymic sphere. An in-depth study of nomadic toponyms 21 
assisted in finding new nomadic types of comonyms like “qystaus” and “zhailaus”, which were characterized 22 
here as unique time- and space-bound nomadic types of comonyms by means of explanatory research. It also 23 
revealed that existing definitions of “qystaus” and “zhailaus” do not correspond to the nature of these 24 
nomadic comonyms, which differentiate the toponymic sphere of nomadic culture from that of sedentary 25 
culture. A detailed etymological analysis of nomadic place names revealed that they primarily served 26 
descriptive and informative purposes. In addition, etymological analysis showed some main mechanisms of 27 
naming the geographical objects used by nomads who once lived in Central Asia. Further, these mechanisms 28 
served as the base that was used to classify nomadic place names into the five groups. 29 
 30 

Key words: toponym, comonym, nomadic toponymic sphere, nomadic culture, place names 31 
 32 
 33 
1. Introduction 34 
 35 
A place name is a bridge that communicates a place to the people of the world (Kapur, 2019: 2). From 36 
our earliest moments, we become aware of place names. Our relatives and friends live in towns or 37 
countries that we learn about as we grow older (Randall, 2001: 3). This fact coincides with Kapur’s 38 
(2019: 5) statement that the place name bonds people with a place. Place names help locate and 39 
differentiate between places (Kapur, 2019: 2). People have been naming places and using place names 40 
since ancient times. And without question, place names were part of even the most primitive 41 
languages (Randall, 2001: 5). Humans needed to know the location and nature of certain features 42 
back then, as they do now (Randall, 2001: 5). And it implies that people used place names for different 43 
functions. As Kapur (2019: 2) underlined, a place name performs diverse functions. And, as previously 44 
stated, the three main ones are to locate, differentiate, and inform about the nature of a specific 45 
location. Functions are the main source of motivation in the process of naming places. And Stewart 46 
(1954: 1) observed that all place naming is motivated by the desire to identify a location and thus 47 
distinguish it from others. In order to do so, the namer makes use of one of several different 48 
mechanisms, e.g., description (Stewart, 1954: 1). And Stewart made the classification of place names 49 
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based on the mechanisms for naming the places. His classification considers nine main classes of 50 
place names as: 1) descriptive names; 2) possessive names; 3) incident names; 4) commemorative 51 
names; 5) euphemistic names; 6) manufactured names; 7) shift names; 8) folk etymologies; and 9) 52 
mistake names (Stewart, 1954: 2). 53 

As a linguistic unit that was shaped by the culture and history of a particular nation, place 54 
names that belong to the nomadic toponymic sphere accomplish several specific functions. They 55 
were used as an oral map, instruction, and guide to teach nomadic people how to live in a vast 56 
territory in the heart of the Eurasian continent. They were the stars in the night sky that guided the 57 
sailors. In fact, nomadic toponyms are more than just place names. They not only locate and 58 
distinguish places, but also contain specific information for nomads. The final function of toponyms 59 
is unique to nomadic cultures, and it distinguishes the nomadic toponymic sphere from that of 60 
sedentary cultures. As was already noticed by scholars, toponyms contain linguistic, historical, and 61 
cultural data. For example, Crljenko (2020: 60) said that when the potential and importance of 62 
geographical names (toponyms) in the interpretation of various phenomena (heritage, landscape, 63 
social change, language, etc.) are emphasized in scientific publications, toponyms are mostly 64 
described and defined in cultural, historical, and linguistic contexts. The cultural, historical, and 65 
linguistic value of toponyms allows scholars to study the culture of a specific people through a 66 
qualitative study of their place names. And also, a place name contains information on a given 67 
community’s worldview, on the views of the name giver, and on the characteristics of the 68 
geographical feature that were thought to be essential for its marking and evaluation at a certain 69 
moment (Crljenko, 2017: 82). As a result, it is obvious that a place name, as a linguistic unit, is a 70 
source of information about a particular people's worldview as well as a source of cultural studies. 71 
Hence, the geographical names of nomads must be studied as a nomadic toponymic sphere. Below 72 
are given the research questions of this paper, which will help to distinguish the nomadic toponymic 73 
sphere from the toponymic sphere of the sedentary culture. They are: 74 

1. Are there any differences about the types of place names between nomadic toponymic and 75 
traditional toponymic spheres (the sphere of place names that belong to the sedentary 76 
culture)? 77 

2. What is the functional peculiarity of the nomadic toponymic sphere? 78 
3. Do nomadic toponyms need a classification that is peculiar to the nomadic toponymic 79 

sphere? 80 
 81 
2. Methodology 82 
 83 
This research work is based on the approaches of qualitative research, such as document study, 84 
explanatory research, classification, structural word-formational analysis, and etymological analysis. 85 
The research data is gathered through qualitative data collection. The maps of the regions of the 86 
Republic of Kazakhstan and scientific papers that were devoted to the place names of the regions of 87 
the Republic of Kazakhstan, such as monographs of Arshabekov, Taspolatov, Seidimbek, Koshimova 88 
are taken here as the source of data. 89 

The process of conducting given research starts with the collection of qualitative data because 90 
qualitative data deals with meaning, whereas quantitative data deals with numbers (Dey, 2005: 3). 91 
Collecting qualitative data or qualitative documents is one of the four main procedures of collecting 92 
the data (Creswell and Creswell, 2018: 262-263), and it implies the act of gathering information from 93 
scientific papers and monographs. Data began to become research objects for etymological analysis 94 
and explanatory research after assembling all toponyms that could form the base of the nomadic 95 
toponymic sphere. In topoonomastics these two methods of qualitative research supplement each 96 
other. If etymological analysis reveals the meaning of the toponyms, then explanatory research, as 97 
Maxwell and Mittapalli (2008: 323) stated, intends to explain the phenomena studied. 98 

Explanatory research builds on descriptive and exploratory studies but goes beyond to discover 99 
why things are the way they are observed and described (Riazi, 2016: 114). Explanatory research 100 
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supplements etymology, which is defined as the study of the origin of words and of their history and 101 
changes in meaning (Schmidt and Richards, 2010: 205). The usage of explanatory research and 102 
etymological analysis in order to find information about the etymology and functional aspects of the 103 
nomadic toponymic sphere leads to the act of classifying the above-mentioned linguistic units. So it 104 
means that the method of classification is another method used in this research. Classification is the 105 
method by which a writer groups people, things, or ideas in some principled order, thus classifying 106 
and explaining them (Schmidt and Richards, 2010: 364). 107 

Structural word-formational analysis is a method of data analysis that aids in revealing 108 
information about the etymology of place names; this method may also aid in considering the 109 
motivations for naming place names. This type of analysis helps set the grammatical structure of 110 
toponyms and assists in conducting correct scientific etymological analysis (Voronina et al., 2019: 79). 111 
Classification and structural word-formational analysis, in combination with all other approaches to 112 
qualitative research, serve as a base to classify nomadic toponymic sphere into particular semantic 113 
classes. These semantic classes of the nomadic toponymic sphere are based on the cults of nomads. 114 
 115 
3. Results and Discussions 116 
 117 

1) According to the first research question, the significant difference between the toponymy of 118 
nomadic culture and that of sedentary culture is the fact that the nomadic toponymic 119 
sphere has its own specific types of toponyms. They are the names of “qystaus” and 120 
“zhailaus”. An explanatory dictionary of the Kazakh language defines “qystau” as a place 121 
where shepherds overwinter with their cattle (Zhanuzaqov, 2008: 565), and “zhailau” as a 122 
summer pasture (Zhanuzaqov, 2008: 249). Nevertheless, these definitions of the above-123 
mentioned nomadic terms can’t give a full explanation of them. They are overly simplistic in 124 
describing the culturally shaped nature of these types of toponyms. In fact, they like 125 
comonyms, which are names of villages (Kladnik et al., 2020: 15). In addition, unlike villages 126 
in sedentary cultures, nomadic villages are not only location-bound but also season-bound. 127 
And if “qystau” is the name of a place where nomadic groups of people settle their village to 128 
overwinter, then “zhailau” is a place where they settle their village in the summer. Now it is 129 
obvious that “qystau” and “zhailau” are villages of nomadic culture. Therefore, the names of 130 
“qystaus” and “zhailaus” are nomadic comonyms. So qystaus and zhailaus are nomadic 131 
villages where people do not just overwinter with their domestic livestock or where nomads 132 
only visit in the summer. They were nomadic villages where nomads lived with their 133 
peculiar nomadic culture. Most nomads were born, grew up, and spent their whole lives in 134 
such nomadic villages. They are descended from ancient nomadic Turkic culture. And such 135 
village types aided Turkic people in colonizing a large portion of the Eurasian continent. 136 
They were the origins of the great warriors of the Turkic Khaganate and the Golden Horde. 137 
Qystaus, zhailaus, and all other types of nomadic toponyms are one of the foundations of 138 
nomadic culture. 139 

Nomadic comonyms are time- and location-bound place names that assist the nomads of the 140 
Hordes and then Khanates to master time and space. Seidimbek stated (1996: 96) that the way 141 
nomads formed their material and spiritual treasures and the way they take care of their cattle by 142 
mastering the secrets of time and space established their nomadic culture. After discussing the values 143 
of nomadic villages and their material treasures, it is appropriate to discuss the Scythians, one of the 144 
first nomadic tribes that lived in what is now Central Asia and Siberia. Grousset (1970: 7) underlined 145 
that the Scythians had no cities, but what they had were “traveling cities,” which were the vagon 146 
trains that accompanied them on their seasonal migrations. On these wagons they piled their women 147 
and their wealth: gold ornaments, plaques for harness and equipment, and no doubt carpets too – all 148 
wares for which the demand was to bring Scythian art to birth and determine its form and general 149 
orientation. 150 

The nomads had a distinctive material culture, composed especially of small, light, and precious 151 
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artifacts that could be worn or carried along by themselves or on their horses (Amitai et al., 2014: 4). 152 
In fact, their craftsmen were so amazingly skilled that they made clothing from gold. And Golden 153 
Men that were found in different places in Kazakhstan are pure evidence of such clothing. Also, Biran 154 
noticed that nomadic culture had its own set of organizational tools, the most typical and long-lived 155 
among them being decimal military organization (Amitai et al., 2014: 4). As a result, accepting 156 
nomads' unique comonyms as pastures or seasonal pastures would be a distortion of the essence of 157 
nomadic culture. 158 

Due to the fact that the culture of nomads passed into the past with the pages of history, 159 
nowadays we can’t face nomadic qystaus and zhailaus on the territory of modern Central Asia. But 160 
still, our ancestors’ worldview, which left a trace on our brain and influenced our worldview, 161 
influenced us to save the names of their specific types of toponyms and the mechanisms to name 162 
them. Only in today’s Qaragandy region can we find 114 Qystaus and 55 Qystaus in the Atyrau 163 
Region. That implies that we are still preserving our ancestors’ culture unconsciously. 164 

Our nomad ancestors left after themselves huge amount of geographical names, except names 165 
of qystaus and zhailaus. They are names of mountains, rivers, lakes, and wells. Wells played a crucial 166 
role in the lives of our ancestors, and they used to name each of them. It was very important to dig 167 
wells for our ancestors. They were like stations during their movement from one place to another. 168 
Most of zhailaus’, qystaus’ and wells’ names are possessive names. For example, Khozhaakhmet 169 
qystauy (in English “Khozhaakhmet’s qystau”), Zhylqybai qystauy (in English “Zhylqybai’s qystau”), 170 
Rakhmet qystauy (in English “Rakhmet’s qystau”), Tilenshi qystauy (in English “Tilenshi’s qystau”), 171 
Baimurat qudygy (in English “Baimurat’s well”), Qaliqozha qudygy (in English “Qaliqozha’s well”), 172 
Naushabai qudygy (in English “Naushabai’s well”) and etc. 173 

The main mechanisms for naming modern qystaus of the Region of Qaragandy are: 174 
1. Possessive names of qystaus: Aryqbai qystauy, Akhmet qustauy, Alimbek qystauy, Aueskhan 175 

qystauy, Baitileu qystauy, Baiakhmet qystauy, Bek qystauy, Bizhan qystauy, Zhangabai 176 
qystauy, Zhylqybai qystuy, Qozhaakhmet qystauy, Qozybek qystauy, Maqat qystauy, 177 
Mausymbek qystauy, Moldabai qystauy, Musa qystauy, Nurzhan qystauy, Rakhmet qystauy, 178 
Toqbergen qystauy, Tolepbek qystauy, Torebai qystauy, Tilenshi qystauy, Urymbai qystauy, 179 
Shortanbai qystauy, Yntyqbai qystauy, Izbasar qystauy. 180 

2. Names of qystaus derived from other toponyms: Alakol qystauy (Alakol is the name of lake 181 
which is situated between the district of Urzhar in East Kazakhstan Region and the district 182 
Alakol in Almaty Region), Zhaqsy Qazygurt qystauy (Qazygurt is the oronym itself, which 183 
than became the name of the district and village in Turkestan Region), Qazaly qystauy 184 
(Qazaly is the name of the district in Qyzylorda Region). 185 

3. Descriptive names of qystaus: Qoyandy qystauy (The Kazakh word “qoyan” translates to the 186 
English word “rabbit”. Therefore, we can assume that this qystau was named “Qoyandy” 187 
because the location of qystau is where rabbits reside), Saryshop qystauy (The Kazakh word 188 
“sary” means “yellow” in English, while the word “shop” means “grass” in English. So we can 189 
conclude that this specific toponym is the descriptive one), Tulkili qystauy (the kazakh word 190 
“tulki” means “fox” in English. And this toponym means that given place is inhabited by 191 
foxes). 192 

4. Names of qystaus named after different traditions of nomadic culture: Baigazy qystauy 193 
(“Baigazy” is Kazakh word it is a kind of present which Kazakh people use to give to 194 
someone with good news), Qonaq qystauy (“Qonaq” is a Kazakh word, which means in 195 
English “a guest”. And Kazakh people as all nomads have a special tradition to take care of 196 
their guests), Kokolen qystauy (the word “olen” which someone can see in the structure of 197 
the given toponymy in English can be translated as “a song”. For Kazakh people, who have 198 
rich folklore the role of song is very important. Our ancestors have a special tradition which 199 
is called “Aitys” where “aqyns” in English “bards” use to compite orally in words in the form 200 
of songs. All forms of literary masterpieces of Kazakh folklore are mostly given in the form 201 
of songs), Itauyz qystauy (another name of qystau which can be translated into English as 202 
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“the mouth of the dog”). But when trying to analyse the origin of such name a scholar must 203 
keep in mind that dog is a special spiece of animals for nomads which was regarded by our 204 
ancestors as one of the seven weapons of the “zhigit”. All things and creatures that belong to 205 
the seven weapon of the real man in Kazakh “zhigit” are of high impotance among nomads. 206 
They are wisdom, gun, eagle, dog and etc. And they are main phenomena, creatures and 207 
things which are valuable to every nomad. These four main mechanisms of naming qystaus 208 
in Qaragandy region were revealed during the given research. 209 

2) The names of geographical objects that are classified here as linguistic units that belong to 210 
the nomadic toponymic sphere are descriptive and informative place names. They may 211 
contain information that is necessary for nomads during their journey. For instance, mount 212 
“Aiuly” in the district of Zhanaarqa in the region of Qaragandy. The name of the mount 213 
denotes a specific location with bears (Arshabekov, 2020: 162). Such place names perform an 214 
informative function, and they were named to previse nomads and to inform them to take 215 
care of their domestic livestock. 216 

The mount “Borili” in the district of Zhanaarqa in Qaragandy region performs the same function 217 
as the mount “Aiuly”. And it means that this place is a location where one can meet wolves 218 
(Arshabekov, 2020: 163). The same function of the above-mentioned oronyms is peculiar to the 219 
mount “Zhylandy” in the district of Zhanaarqa in the Qaragandy region. The name of this oronym 220 
indicates that there are lots of snakes in this area. The name of the hill “Tulkili” indicates that it is a 221 
site where foxes reside. This hill is situated in the Qyzylorda region. These geographical names were 222 
named with the names of wild animals that can cause danger to nomads’ domestic livestock. Another 223 
group of geographical names that perform an informative function are named after the names of 224 
species of nomads’ livestock; for example, the name of the river “Buzauolgen” in the Qaragandy 225 
region. This name stand from the noun “buzau” in English “calf” and past participle form of the verb 226 
“olu” in English “to die” and the whole name in English means that this is the river where once calf 227 
died. It is an incident name, and the river was named so because of an incident in which the given 228 
river overflowed and flooded calves (Arshabekov, 2020: 149). It warned our ancestors to be careful 229 
near this river during the spring. 230 

The river “Qulanotpes” in the Qaragandy region gets its name from two Kazakh words: “qulan” 231 
(which means “wild horse”) and “otpes” (which means “can’t cross”). And this hydronym means that 232 
qulans can’t cross the river. This name was used to warn nomads not to cross the river when moving 233 
from one place to another. Generally, species of domestic livestock are connected with nomads’ four 234 
main cults. They are: sheep worship, horse worship, camel worship, and ox worship. These four 235 
worships of nomadic culture went deeper inside the worldview of nomads, and they formed one of 236 
the four main pillars of nomadic culture. Every aspect of our forefathers’ lives is intertwined with 237 
them. Kazakh people used to name geographical objects that surround them with the names of 238 
species of their domestic livestock; they even used to name their children with the names of their 239 
domestic livestock. 240 

So our ancestors used the names of species of their cattle to describe features of some 241 
geographical objects. For example, the name of the mail horse in Kazakh meant “big” or “huge” as a 242 
part of the toponym. The name of the male horse in Kazakh is “Aigyr”. For instance, the word “Aigyr” 243 
in the name of the spring “Aigyrbulaq” implies in English “big spring”. The word “camel”, which is in 244 
Kazakh “Tuie” as the component of the geographical name also indicates that the particular 245 
geographical object is big or huge. The meaning of the name of the well, “Tuiequdyq” in the 246 
Qyzylorda region implies that this well is a big one. Another mechanism for naming geographical 247 
objects was based on similarities between the view of a geographical object and Kazakh domestic 248 
livestock species. The name of the hill “Ogizmuiz” is an example of such a name. The hill was given 249 
the name “Ogizmuiz” because it resembled an ox’s horn. This hill is situated on the western part of 250 
Mount Qaratau. 251 

Descriptive usage of names of species of domestic livestock like “aigyr”, “tuie” in the meaning of 252 
big and huge can also be noticed in the name of the hill “Aigyrzhal” in the district of Tupkarygan. The 253 
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oronym implies “big cliff” (Koshimova, 2010: 14). The etymology of the toponym “Aigyrly qonysy” also 254 
means that the given “qonys” is a big one (Koshimova, 2010: 14). 255 

Another group of geographical names that are related to the cult of species of domestic 256 
livestock are also peculiar only to the nomadic toponymic sphere; they are names of geographical 257 
objects whose etymology is connected to the different traditions related to the given cult, for example 258 
the name of the hill “Baigetobe”. The etymology of the given place name means that this place is the 259 
one where our ancestors organized “baige” in English, the race on horses. Nomads used to organize 260 
different competitions and games with cattle in order to raise the future members of nomadic society. 261 

3) In general, all toponyms of the nomadic toponymic sphere can be classified according to the 262 
basic concepts of nomads and nomadic culture cults. They are: 263 

• Nomadic place names are named after the nomadic tribes. 264 
• Names of geographical objects associated with nomadic culture’s cult of the woman. 265 
• Nomadic toponyms related to the names of species of domestic livestock. 266 
• Nomadic toponyms related to the cult of wild animals and birds. 267 
• Nomadic toponyms related to the concepts of “good” and “bad”. 268 

 269 
3.1 Nomadic place names named after nomadic tribes 270 
 271 
Nomadic ways of living life are social phenomena. This kind of life is possible when the members of a 272 
nomadic society have unified aims and goals. The only social and political model of giving this kind 273 
of opportunity is the system of nomadic tribes (ruys). Nomadic toponyms are one of the most 274 
authentic historical records of tribes’ lives and movements, particularly seasonal movement in such a 275 
vast area. Nomadic place names named after nomadic tribes are etnotoponyms, and they can be 276 
accepted as the source of evidence about tribes’ history, their lives, and their movements. In some 277 
cases, tribes to whom particular etnotoponyms may belong may move to another location, but they 278 
may have a group of etnotoponyms left in some geographical area named after themselves. Nowadays 279 
etnotoponyms of Kazakh even Turkic people scattered all over the Eurasian continent (Seidimbek, 280 
2008: 485). 281 

One of the big nomadic tribes of Kazakh and even Turkic people is called “Argyn”. There are 282 
lots of place names whose etymology may be described as if they related to these nomadic tribes in 283 
different parts of the Republic of Kazakhstan and even the Eurasian continent. For example, there is a 284 
place in the district of Aqzhar in the North Kazakhstan region that is named “Argyn qonysy”. Argyns 285 
used to live in a specific area of our country during the Kazakh Khanate. 286 

Another place name related to the given nomadic tribe’s name is the oronym “Arganaty”. 287 
Seidimbek (2008: 491) states that the name derives from the Kazakh words “Argyn” and “ata”. This 288 
hypothesis is more credible because the “Argynaty” mountains are located in modern-day Central 289 
Kazakhstan, one of the historical locations where argyns lived during the Kazakh Khanate. Also, the 290 
name of the lake “Argynkol” in the Oral region is one of the hydronyms that belong to the 291 
etnotoponyms that relate to argyns. ‘Argyn’ is one of the Turkic nomadic tribes that existed before 292 
the period of the Kazakh Khanate, and when khans Kerey and Zhanibek founded the Kazakh 293 
Khanate, argyns joined them. So it implies that members of a given tribe could live in different places 294 
outside the Kazakh Khanate. And some place names that are related to Argyns outside the territory of 295 
the Republic of Kazakhstan can prove it. They are: 296 

• The settlement named “Argyn” near the city Tashkent in Uzbekistan. 297 
• The river “Argyn” in the district of Qazaq in Azerbayzhan. 298 
• The city “Argyn” in the district of Qazaq in Azerbayzhan. 299 
• The group of mounts “Areguni” on the western part of the lake Sevan in Armenia. And these 300 

are the etnotoponyms of only one nomadic tribe. All tribes of Kazakh people have their own 301 
etnotoponyms. 302 

 303 
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3.2 Names of geographical objects related to the cult of woman of nomadic culture 304 
 305 
Maiden worship is something special in the Steppe. And you can hardly find such a boundless land 306 
where the glorification of female beauty is kept in people’s memory by means of legends and fables, 307 
but the most important place is in the names of many rivers, lakes, and the area itself, whether it is a 308 
mountain valley, steppe plateau, or river bend (Kairbekov, 2012: 73). 309 

Kazakh people show so much respect to their women that they gave beautiful girl’s names – 310 
Sholpan, Sumbile – to the stars and planets (Kairbekov, 2012: 75). For example, “Sholpan” is the 311 
Kazakh name of the planet Venus, and the brightest star in the night sky, Sirius, is called “Sumbile” by 312 
the Kazakh people. These are genuine examples that prove how nomadic people who once inhabited 313 
a huge area respected their women. Women were always on the same level as men in nomadic 314 
society, and their role was always important for every member of such a unique society. The Scythian 315 
queen Tomyris was one of the first female rulers who history will never forget. Tomyris was the 316 
bravest woman queen and commander who defeated Cyrus the Great, who was also known as King of 317 
Persia, King of Media, King of the World, and King of Kings. 318 

Since ancient times, nomadic tribes of Central Asia have named every creature with 319 
supernatural power “ana” in Kazakh (in English, “mother”), for example, “Ot ana” means “mother 320 
fire,” “Zher ana” means “mother land,” and so on. Such names suggest that nomads had a special 321 
regard for their mothers and females. And this understanding of nomads was the foundation for 322 
maiden worship, or the nomadic cult of women. Such a cult eventually became one of the 323 
fundamental methods for naming geographical objects. A brief list of such names is shown below: 324 

• The name of the river “Bikesh” (in English, “Lady”) in the district of Osakarov in Qaragandy 325 
Region. 326 

• The name of the river “Zhetiqyz” (in English, “Seven Girls”) in the district of Ulytau in 327 
Qaragandy Region. 328 

• The name of the spring “Qyzauyz” (in English, “the mouth of a girl”) in the district of Ulytau 329 
in Qaragandy Region. 330 

• The name of the mountain “Aqqyz” (in English, “white girl”) in the district of Zhangaarqa in 331 
Qaragandy Region. 332 

• The name of the hill “Kelinshek tobe” (in English, “the hill of the daughter-in-law”) in 333 
Qyzylorda Region. 334 

• The name of the mount “Kelinshektau” (in English, “the mount of the daughter-in-law”) in 335 
the district of Sozaq in Turkestan Region. 336 

• The name of the lake “Kelinshek” (in English, “daughter-in-law”) in the district of Zaisan in 337 
East Kazakhstan Region. 338 

And there are lots of anthropotoponyms in the nomadic toponymic sphere, like the river 339 
“Aiagoz”, the city “Baikonur”, the settlement “Shaueldir”, the river “Ile” and etc. 340 
 341 
3.3 Nomadic toponyms related to the names of species of domestic livestock 342 
 343 
The Earth is the mother nurse, and the cattle is the child Earth, according to nomadic Kazakh people. 344 
Domestic cattle cults coexist with nomadic culture. They can be accepted as the four main pillars of 345 
nomadic life. They are sheep worship, horse worship, camel worship, and ox worship. Such worships 346 
or cults have deeper roots, to the very essence of nomadic culture and a nomadic world view. Kazakh 347 
people believed that cows were created from water, camels from the Sun, horses from the wind, and 348 
sheep from heaven (Kairbekov, 2012: 105). These cults are closely connected with the religion and 349 
worldview of nomads. Each of the above-mentioned species of domestic livestock has its own saint 350 
spirits who protect them, as nomads believed. And as one of the main pillars of nomads’ lives, they 351 
also became the essence of another mechanism for naming geographical objects. Place names like the 352 
spring “Aigyrbulaq”, the hill “Ogizmuiz”, the hill “Aigyrzhal”, the hill “Baigetobe” are among the 353 
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hundreds of place names related to the names of types of cattle in the nomadic toponymic sphere. A 354 
short list of nomadic toponyms related to the names of the types of cattle. 355 

1) The name of the river “Qoikol” in the district of Shet in Qaragandy Region. This hydronym is 356 
made up of two words: “qoi” (which means “sheep”) and “kol” (which means “lake” in 357 
English). 358 

2) The name of the river “Taishyq” in the district of Qarqaraly in Qaragandy Region. This 359 
hydronym means “a little foa”. Kazakhs have a unique worldview connected to horses. 360 
Horses were special means of transportation for nomads in ancient times. They helped 361 
nomads inhabit such a huge territory in the heart of Central Asia. There are lots of 362 
toponyms related to horses. They are: the name of the city “Atbasar”, the name of the 363 
peninsula “Qaraala aigyrdyn tubegi”, the name of the settlement “Aigyrzhal”, the name of 364 
the lake “Basbaital”, the name of the qystau “Alaaigyr”, the hill “Aigyrzhal”, the hill 365 
“Baigetobe”. 366 

3) The name of the settlement “Shopan” in the district of Shet in Qaragandy Region. “Shopan” 367 
means “shepherd” in English. Also, we have a saint spirit who, as we believe, protects sheep, 368 
and that spirit is Shopan Ata. Legends state that Shopan Ata was one of the followers of 369 
Khodzha Akhmed Yassawi. 370 

4) The name of the settlement “Qoitas” in the district of Shet in Qaragandy Region. The given 371 
toponym stands from two words: “qoi” (in English, “sheep”) and “tas” (in English, “stone”). 372 

5) The name of the lake “Basbaital” in the district of Ulytau in Qaragandy Region. 373 
6) The name of the qystau “Ogiztau” in the district of Buqar Zhyrau in Qaragandy Region. 374 
7) The name of the hill “Aigyrbaital” in Qyzylorda Region. 375 
8) The name of qystau “Alaaigyr” in the district of Qazaly in Qyzylorda Region. 376 
9) The name of the qystau “Ogizboget” in Qyzylorda Region. 377 
10) The name of the city “Atbasar” in the district of Atbasar in Aqmola Region. 378 

 379 
3.4 Nomadic toponyms related to the cult of wild animals and birds 380 
 381 
Since the beginning of time, nomads have revered the natural environment. They believed that 382 
certain wild animals and birds, like wolves, eagles, snakes, and others, have a spirit that protects 383 
them. They were nomads who worshipped these wild animals as saintly spirits while recognizing that 384 
they could also cause them considerable pain and trouble. Kazakhs, for example, wore wolf fangs as 385 
amulets and regarded the wolf as their mother. 386 

Nomads were cognizant of the fact that the wolf is a wild animal and the principal predator of 387 
cattle. When naming diverse geographical features, Kazakhs relied mostly on the descriptive and 388 
informative capabilities of toponyms. The use of the word “wolf” in place names is intended to warn 389 
nomads of the need for vigilance in that particular region. 390 

A prime example of such toponyms is the ridge “Borioinak” in the region of Qyzylorda. One of 391 
the hypotheses on the etymological origin of this toponym suggests that this hill is home to wild 392 
wolves, who occasionally make frightening nighttime sounds. The vast terrain in which our ancestors 393 
formerly resided was teeming with several wolf species. Kazakhs distinguished them based on their 394 
weight and size, labeling some as “qasqyr” and others as “bori” the English equivalent of these two 395 
terms is ‘wolf’. As a result of their size, qarsaqs are highly hazardous to sheep and pose a significant 396 
threat to nomads’ cattle. And the toponym “Qarsaqty” in the territory of Turkestan serves the same 397 
descriptive and informational role as “Borioinaq”. “Qarsaqty” is a location on the western outskirts of 398 
Turkestan where one can encounter a large number of qarsaqs wild animals, such as wolves. 399 

In some circumstances, though, nomadic Turkic people revered the wolf as their mother and 400 
named particular geographical features after them. The toponym “Qazygurt” is an excellent example 401 
of this. If we examine the etymology of the given toponym in depth, then it is evident that this 402 
toponym derives from two distinct words in two distinct Turkish dialects. The first component is the 403 
Kazakh term “khas”, and the second portion is the Turkish word “kurt”. The Kazakh term “khas” 404 
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translates to “authentic, genuine” in English, while the Turkish word “kurt” means “wolf” in English. 405 
We can therefore conclude that the meaning of this toponym is “genuine wolf or real wolf”. The fact 406 
that this mountain is situated in a region regarded as the historical homeland of modern-day Turks is 407 
another element that lends credence to such a hypothesis. Also, there are numerous toponyms that 408 
demonstrate the close relationship between Turkic peoples; they include the name of the city 409 
Turkestan and the place known as Turkibasi. 410 

Snakes are another type of wild animal that lived in Central Asia and the region where our 411 
nomadic forefathers lived. Nomads understood that this wild animal was extremely dangerous not 412 
only to their livestock but also to themselves, and they maintained certain traditions regarding their 413 
relationship with snakes. Nomads referred to snakes as the dragons of the Steppe. Nomads believed 414 
that snakes were not only wild animals but also possessors of supernatural power. Most nomads, 415 
despite knowing that snakes are extremely dangerous, did not kill them when they encountered them 416 
near their home or village. Instead, they would pour a white liquid over the snake’s head. And they 417 
believed that the particular snake would never return. Kazakhs have toponyms such as 418 
“Zhilandibulaq”, “Zhilandi”, and “Zhilan ordasi”, and etc. These toponyms contain the Kazakh word 419 
“zhilan”, which translates to “snake”. The short list of nomadic toponyms related to the cult of wild 420 
animals and birds. 421 

1) The name of the river “Ulken Qundyzdy” in the district of Osakarov in Qaragandy Region. 422 
2) The name of the lake “Qargaly” in the district of Osakarov in Qaragandy Region. 423 
3) The name of the settlement “Zhylandy” in the district of Shet in Qaragandy Region. 424 
4) The name of the qystau “Qoiandy” in the district of Ulytau in Qaragandy Region. It is a 425 

descriptive toponym and means that in particular location where one can face some rabbits. 426 
5) The name of the mountain “Aiuly” in the district of Zhangaarqa in Qaragandy Region. 427 

“Aiuly” is a Kazakh word, and it is an adjective form of the noun “aiu” (in English, “bear”). As 428 
an adjective, this toponym means that a particular mount was inhabited by bears. 429 

6) The name of the mount “Borili” in the district of Zhangaarqa in Qaragandy Region. 430 
7) The name of the mountain “Zhylandy” in the district of Zhangaarqa in Qaragandy Region. 431 

This oronym means that the given mount is the place where snakes live. 432 
8) The name of the hill “Tulkili” in Qyzylorda Region. Tulki is a Kazakh word that translates to 433 

“fox.” As a name of the hill, it means that one can meet foxes there. 434 
 435 
3.5 Nomadic toponyms related to the concepts of “good” and “bad” 436 
 437 
This is the last group of toponyms in the nomadic toponymic sphere. All toponyms that are classified 438 
as nomadic toponyms related to the concepts of “good” and “bad” perform a descriptive and 439 
informative function. As previously mentioned, all toponyms that belong to the nomadic culture 440 
were used to guide nomads in the huge territory. All nomadic toponyms served as maps for nomads. 441 
In the process of moving from one place to another, seasonal nomads tried to search for a better 442 
place for their cattle and themselves. And one of the pure evidences of such an act, which was done 443 
by nomads, are place names that contain the Kazakh words “zhaqsy” (in English, “good”) and 444 
“zhaman” (in English, “bad”). Kazakhs simply used to give such names to the geographical objects in 445 
order to clarify that particular place is comfortable or uncomfortable to make it their qystaus and 446 
zhailaus. 447 

Nomads would always seek out territory that was suitable for their livestock because livestock 448 
was essential to the nomads’ way of life. A concise list of nomadic toponyms associated with the 449 
notions “good” and “bad”. 450 

1) The name of the lake “Zhaqsyang” in the district of Zhambyl in the North Kazakhstan 451 
Region. The word “zhaqsyang” means “good animal” in English. 452 

2) The name of the settlement “Zhaqsyat” in the city of Ekibastuz in Pavlodar Region. The 453 
word “Zhaqsyat” means “good horse” in English. 454 

3) The name of the qystau “Zhaqsyqum” in the district of Zaisan in the East Kazakhstan Region. 455 



E-ISSN 2240-0524 
ISSN 2239-978X 

      Journal of Educational and Social Research
          www.richtmann.org  

                           Vol 13 No 1 
               January 2023 

 

 284

The word “zhaqsyqum” means “good sand” in English. 456 
4) The name of the mountains “Zhaqsy Abraly” in the city of Semei in the East Kazakhstan 457 

Region. 458 
5) The name of the mountain “Zhaqsy Arganaty” in the district of Tarbagatai in the East 459 

Kazakhstan Region. 460 
6) The name of the hill “Zhaqsy Zhalgyztau” in the district of Aiyrtau in the North Kazakhstan 461 

Region. 462 
7) The name of the mount “Zhaqsy Sarytau” in the district of Baianauyl in Pavlodar Region. 463 
8) The name of the mountain “Zhaqsy Aiyrtau” in the district of Zhangaarqa in Qaragandy 464 

Region. 465 
9) The name of the lake “Zhamantuz” in the district of Zhangaarqa in Qaragandy Region. The 466 

word “zhamantuz” means “bad salt” in English. 467 
10) The name of the lake “Zhamankol” in the district of Aqkol in Aqmola Region. The word 468 

“zhamankol” means “bad lake” in English. 469 
11) The name of the lake “Zhaman Aqkol” in the district of Zhangeldin in Qostanai Region. 470 
12) The name of the lake “Zhaman Alakol” in the district of Taran in Qostanai Region. 471 

 472 
4. Conclusion 473 
 474 
Nomads created a nomadic toponymic sphere unique to their nomadic culture. The existence of 475 
nomadic toponymic terms such as “qystau” and “zhailau,” as well as the nomadic worldview that 476 
formulated nomadic mechanisms of naming geographical objects, which were classified here as the 477 
groups of the nomadic toponymic sphere, are clear indications of the uniqueness of the nomadic 478 
toponymic sphere. These facts allow us to distinguish the toponymic sphere of nomadic cultures from 479 
that of sedentary cultures. Nomadic toponymic terms such as “qystaus” and “zhailaus” are regarded as 480 
nomadic comonyms in this article. Their distinct role in nomadic culture as time- and space-bound 481 
nomad settlements is also clarified. The groups of nomadic toponymic spheres that are analyzed here 482 
may demonstrate the values and pillars of nomadic culture. 483 
 484 
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Abstract 17 

 18 
The cycle of violence, human suffering, and conflicts continues unabated. As we live in the 21st century, we 19 
witness an unprecedented systematic assault on human dignity and the cherished values of peaceful 20 
coexistence. The contemporary discourse in major parts of the world is shaped by the divisive politics of 21 
identity, racism, and pride of various forms. This perhaps explains the rejuvenated debates around the 22 
theories of cosmopolitanism and globalization. Tagore had visualized as early as 100 years before how 23 
nationalism and a false sense of supremacy posed a danger to the values of coexistence and humanity at 24 
large. Calling it an epidemic of evil and destructive enthusiasm, he offered through his philosophy of 25 
education a vision for cosmopolitan and harmonious coexistence. He redefined cosmopolitanism in ways 26 
that involve the local/national histories/identities and celebrates them as markers of the shared values of 27 
peaceful coexistence. The study offers insight into how his call for reconciliation of Western science with the 28 
spiritual wisdom of the East offers new avenues for peace, coexistence, and mutual understanding in times 29 
when mankind is confronted with myriad challenges on all fronts. 30 
 31 

Keywords: cosmopolitanism; universal humanism; educational philosophy; coexistence, spiritual wisdom 32 
 33 
 34 
1. Introduction  35 
 36 
Cosmopolitanism and dignified existence remain an elusive pursuit for man despite unprecedented 37 
strides and progress in all walks of life. The blind pursuit of materialism breeds ignorance and kills 38 
the true human character. Mere achieving economic prosperity is not the goal of human existence. A 39 
human existence extends to much more than what a man is busy with today. A man’s existence is 40 
rooted in achieving certain ideals, illuminating his soul, and enlightening his mind. If a man tends to 41 
ignore these ideals and values of human existence, he may achieve some immediate material success, 42 
but the material prosperity he is running after ends up being a death trap for him (Tagore 1917). 43 
Tagore’s denunciation of this material prosperity primarily lies in his belief in the strength of man as 44 
a man. His idea of cosmopolitanism is about transcending local divisions, the politics of identity, a 45 
false sense of pride in culture and nationality, and espousing the greater values of what it means to be 46 
a human being. That is why he considered the emergence of nationalism in Europe and the 47 
resurgence of Hindu nationalism in India a formidable threat to mankind. What distinguishes him 48 
from other cosmopolitan authors is his viewing of local identities/traditions as important markers of 49 
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global existence.  His urge to find a reconciliation between Western science and Eastern spiritual 50 
wisdom offers fresh perspectives for cross-cultural dialogues, and mutual understanding and can go a 51 
long way in constructing a cosmopolitan existence. 52 

Various studies deal with how the term ‘cosmopolitanism’ refers to a positive outlook towards those 53 
who are different in culture, language, race, and nationality.  Nussbaum (1994), while critiquing the 54 
American system of education, says how it promotes the spirit of nationalism, encourages local pride, 55 
breeds moral blindness, and thus endangers human existence. While referring to Tagore’s The Home and 56 
the World (1916), she looks at Nikhil as an embodiment of cosmopolitanism and explains how he (Nikhil) 57 
represents the values and ideals of global citizenship and offers the promise of transcending divisions.  58 
Similarly, Tagore (2008) looks at the essence of cosmopolitanism from the perspective of Rabindranath 59 
Tagore’s political and social thought. He says that Tagore’s conceptualization of cosmopolitanism does not 60 
imply something abstract but suggests how local cultures, customs, and traditions can provide a stable 61 
ground for better cross-cultural understanding and peaceful coexistence. Bhattacharya (2009) notes that 62 
"cosmopolitanism attempts at transcending the nation-state and depicts an orientation both to the 63 
universal and particular, the global and the local" (p.1). He views nationalism and cosmopolitanism as 64 
interconnected and says that the latter grows out of the former.  Rizvi (2009) talks about how the idea of 65 
cosmopolitanism has acquired different new dimensions. The article demonstrates how the term refers to 66 
different elite ways of living “made possible by the global mobility of capital, people, and ideas, resulting in 67 
inter-cultural encounters of various kinds” (253). It talks about the increasing nature of globalization, the 68 
essentiality of the collaborative nature of human society to solve the challenges and expounds on how the 69 
ideals of the term can help respond to the challenges thrown up by the conditions of globalization.  70 

Kendall et al. (2009) views cosmopolitanism “as a progressive humanistic ideal which continues 71 
to be embedded in the structural conditions of modernity” (12). It teaches mutual respect towards 72 
those different from one's own culture, language, and territory.  Hansen (2014) elucidates the 73 
differences between cosmopolitanism, multiculturalism, and pluralism (1). Throwing light on the 74 
historical trajectories of the concept, the study delves deep into how the idea helps people develop 75 
empathy towards differences. Saha (2013) traces how Tagore’s disillusionment with nationalism 76 
coincided with his travels to Europe. The article shows that his disenchantment with nationalism and 77 
growing love for cosmopolitan vision springs from both-domestic turmoil of post-1905 in Bengal and 78 
the modernist global landscape of war and imperialism. Thus, it becomes clear that most of the 79 
current scholarship on Tagore primarily deals with how his idea of cosmopolitism rose in response to 80 
the emergence of nationalism. However, the present study argues how Tagore's message of universal 81 
humanism, denunciation of nationalism, and cosmopolitan existence form the core of his educational 82 
philosophy and can help the world move away from violence and conflict towards that peace, mutual 83 
harmony, and happiness. 84 
 85 
2. Understanding Tagore's Vision of Cosmopolitanism  86 
 87 
The term ‘cosmopolitanism’ is composed of “two terms, cosmos, or the world as a whole, and polis, 88 
referring to the idea of the self-governing political community” (Holton, 2009, p. 4). The idea is not a 89 
recent development but could be traced back to the ancient Greek tradition. In direct contrast to 90 
philosophers like Plato who valued individual identity, Stoic philosophers viewed cosmopolitanism as 91 
referring to global existence. Brown (2009) observes that Kant envisioned a cosmopolitan world 92 
where people live under a common system of governance. His idea of cosmopolitanism is often 93 
thought of as being concerned with constructing an environment wherein each individual is free to 94 
grow to his/her human capacities (31). Similarly, Appiah (1997) conceptualizes a cosmopolitan 95 
existence where individual identities are discarded and people enter into a relationship of mutual 96 
respect while being rooted in their local cultures and traditions. Martell (2011) says that the term 97 
‘cosmopolitism’ implies the idea of being conscious of the obligations we as human beings have 98 
towards others. It is inclusive and suggestive of the bonds of brotherhood and self-sacrifice, care, and 99 
a sense of respect. However, the term cosmopolitanism has undergone varied changes.  100 
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Today what it suggests is not an abstract thought but speaks of an orientation toward life and 101 
how people stay interconnected and interdependent. The cosmopolitan attitude, thus, is a name for 102 
orientation towards self, others, and the larger human world. It teaches us to be responsive rather 103 
than reactive toward others. It embodies the sense that all people must be given equal importance 104 
and any special preference based on language, culture, or place of birth should not be given to any 105 
group of people, linguistic, cultural, or religious.  (Fazal Rizvi & Suzanne S. Choo 2020). Rizvi (2009) 106 
says while referring to Nussbaum, that the term does not talk about discarding one’s local cultural 107 
identity but lies in respecting one’s bewildering diversities of language, culture, and religion. 108 

Tagore’s idea of cosmopolitanism developed in the wake of Post-World War I devastations and 109 
disasters raging across the globe. The colossal destruction and human loss made him lose faith in 110 
human values. His travels to Europe made him familiar with how the spirit of conquest and 111 
militarism formed the core of the Western idea of nationalism. He got disillusioned when he saw how 112 
inhuman and brutal pursuit of this poisonous ideology had gripped the larger parts of the world. His 113 
lecture series essay Nationalism (1917) is concerned with demonstrating how this destructive 114 
enthusiasm thrives on hatred and breeds a vicious cycle of violence. He says that the basis of 115 
nationalism is not cooperation but exploitation. Instead, it has emerged and evolved as an 116 
organization of greed, power, and materialism ((Tagore 1917). He saw how material prosperity and 117 
the spirit of exploitation forming its core caused havoc for global existence. He describes how Europe 118 
in its blind pursuit of power and materialism lost faith in humanity (Tagore 1917).  The essay throws 119 
light on how the pursuit of this ‘epidemic of evil’ and ‘destructive enthusiasm’ dehumanized and 120 
degraded humanity. The world of man, he asserts, is moral and spiritual not because we have agreed 121 
to make it so but because it is inherently so (Tagore 1917).  122 

Though the global conditions had worked in general, Tagore’s idea of cosmopolitanism 123 
developed in the specific context of the rising threats to India’s cultural diversity from aggressive 124 
Hindu nationalism.  He denunciated the systematic efforts of Hindu nationalists to shape India’s 125 
national identity from a religious perspective. In what could be described as a repudiation of the 126 
Hindu rights' vision of India, he described India as a country to which many races had made an 127 
immense contribution. He viewed cultural diversity as a strength and recognized multiple identities.  128 

Even though from childhood I had been taught that idolatry of the Nation is almost better than 129 
reverence for God and humanity, I believe I have outgrown that teaching, and it is my conviction that 130 
my countrymen will truly gain their India by fighting against the education which teaches them that 131 
a country is greater than the ideals of humanity. (Tagore 1917, 106) 132 

A proper understanding of the idea of the self as an individual may help us understand Tagore’s 133 
idea of cosmopolitan existence better. His idea of the self fundamentally differs from the one held by 134 
his contemporary scholars. He rejects the Western idea of self as a self-centered and self-sufficient 135 
individual. Instead, he seeks to find cosmopolitanism, not in self-sufficiency but in togetherness and 136 
viewing human existence's diversity as the manifestation of its different colors. He emphasizes how 137 
"human beings are connected in fundamental ways with the universe" (Purkayastha 2003, 49). This 138 
fact explains why the idea of political freedom suggested by Gandhi and promised by the freedom 139 
movement did not appeal to him as this freedom was self-contained and self-sufficient. He regarded 140 
this self-sufficiency as an antithesis to the notion of cosmopolitanism and global existence. He viewed 141 
self-sufficiency and self-reliance as suggesting the elements of feelings of separate existence and 142 
markers of cultural supremacy as they were primarily concerned with a group of people sharing a 143 
common territory, language, and culture. Purkayastha (2003) notes that Tagore was highly critical of 144 
the Western idea of nationalism because they, though, preached the values of freedom, justice, and 145 
liberty and confined them to selected groups within the limits of their national boundaries” (50).  He 146 
found the pride of race and culture forming the core of nationalism and incompatible with the values 147 
of a dignified existence. While it (nationalism) taught self-idolatry, self-sufficiency, worship of 148 
national pride, and recognizing cultural differences, giving up the false pride of self and 149 
encompassing love for humanity lies at the heart of cosmopolitanism.   150 

The sense of pride and supremacy breeds blindness and perversity. Cosmopolitanism, an 151 
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antithesis to nationalism, celebrates the diversity of human culture and acknowledges that people 152 
have their equally important specific geographies and histories. That is the reason Tagore pulled back 153 
from the project of national homogenization as it, he feared, will exclude minorities and release the 154 
demon of an ethnonationalist cycle of violence. 155 

We have felt its iron grip at the root of our life, and for the sake of humanity, we must stand up 156 
and give a warning to all, that this nationalism is a cruel epidemic of evil that is sweeping over the 157 
human world of the present age and eating into its moral vitality. (Tagore 1917, 16) 158 

Human dignity, denunciation of pride, and a love for the greater ideals of what it means to be a 159 
human being are the mainstays of Tagore’s writings and literary works. They offer an insight into how 160 
the devastations and destructions at the beginning of the 20th century were the results of this blind 161 
pursuit of racial supremacy and nationalist pride. He described it as a 'destructive enthusiasm' as it 162 
was an antithesis of the moral ideals which constitute humanity. In his view, cosmopolitanism refers 163 
to a global outlook and does not imply uniformity in human existence or similar patterns of thought. 164 
Instead, it refers to the existence of certain structures of thoughts and a particular pattern of behavior 165 
that binds all human beings together despite differences in cultures, traditions, and languages.   166 
Tagore (2008) notes that his idea of cosmopolitanism is inclusive and pluralistic and seeks harmony 167 
rather than uniformity or similarity. He views the local traditions, ways of living, and cultural 168 
diversity as the manifestation of the strength of humanity. He believes that local cultural traditions 169 
and values can provide ground for interfaith dialogues and cross-cultural engagement. It believes that 170 
all people divided by geographies, cultures, and religions are united by the greater ideals of humanity. 171 
It is a sympathetic acceptance of cultures, customs, rituals, and religious practices of bewildering 172 
human diversity. This is substantiated by what Hansen (2017) says that cosmopolitanism involves an 173 
acceptance, and openness to ideas, values, and practices different in nature. In what could be 174 
described as a repudiation of the Hindu nationalists’ love for aggressive nationalism towards which 175 
India had started showing unprecedented eagerness, he described it as a great menace that has 176 
always been at the root of India's social problems.  177 

We, in India, must make up our minds that we cannot borrow other people's history, and that if 178 
we stifle our own we are committing suicide. When you borrow things that do not belong to your life, 179 
they only serve to crush your life. (Tagore 1917, 107) 180 

A harmonious existence, true love, concern for the poor and underprivileged, and celebration of 181 
local cultures and traditions form the core of Tagore's idea of cosmopolitanism. Tagore’s 182 
understanding of traditionalism is markedly different from its socio-political understanding 183 
manifested through the politics of communalism. He developed the idea of universalism as a way to 184 
transcend the narrow boundaries of politics of identity and nationalism. His dissociation with Indian 185 
nationalism suggests his disgust at the way the movement had become an elitist group.  He, as his 186 
writings show, wanted the poor, underprivileged, and peasants to stay at the center of Indian 187 
nationalism. He consistently held that mere political independence without addressing the core 188 
issues of India's poor will not serve any purpose. Colonial oppression will be replaced by indigenous 189 
exploitation.  Gandhi's endorsement of charkha, call for total liberation to severe all affiliation with 190 
the British, and non-cooperation movement made Tagore disillusioned. He had visualized that the 191 
emergence of Hindu nationalism was the direct fallout of such identity-based politics.  192 

Thus, for Tagore, the only way to enter into a more meaningful existence of collective human 193 
aspiration is by transcendence over the socio-political restrictions of class and caste in society and 194 
through reconnection with the marginalized local and regional cultures of India. Tagore's 195 
universalism is also tied closely to traditionalism. (Roy 2015, 184) 196 
 197 
3. The Home and the World as an Embodiment of Cosmopolitanism and Humanism  198 
 199 
The text amply demonstrates the corrosive nature of nationalism and how cosmopolitanism can help 200 
the world move away from violence to peaceful coexistence. Sandip in the text is the embodiment of 201 
nationalism and represents the degrading and dehumanising effects. He embodies how nationalism 202 
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dehumanizes people, kills human instincts, and releases a demon of ethnonationalist violence. He 203 
relentlessly pursues his goal of accumulating wealth and money under the garb of nationalism. His 204 
open contempt for moral values and a vaulting lust for wealth and power kill his human soul and 205 
dehumanize him. He believes in all acts of forceful snatching, sees nothing wrong in all these acts of 206 
extortion, and seeks to justify it by saying that each and everyone has a right to possess. 207 

As he believes that nature surrenders herself only to the robber, he is not ashamed at all to ask 208 
for what he wants, and sometimes, he feels no need even for permission before taking anything. 209 
Nikhil's master says that he believes that he (Sandeep) is not irreligious but a cunning man who uses 210 
nationalism and religion to pursue his agenda and goals of accumulating wealth and power. He 211 
idealizes cruelty and derides the idea of justice. A great fan of militant nationalism, he prescribes it 212 
for India to rid herself of the ills plaguing her through the ages. He says that injustice and cruelty 213 
have been one of the most effective tools in the hands of the powerful (Tagore 1916).  He trains even 214 
his followers in cruelty. One day he asked his followers to go and chop off the leg of a goat. When 215 
they hesitated, he went and did the job. That shows how nationalism kills the human soul and 216 
reduces a man to the existence of a wild animal. 217 

Let moral ideals remain merely for those poor anemic creatures of starved desires whose grasp 218 
is weak. Those who can desire with all their soul and enjoy with all their heart, those who have no 219 
hesitation or scruple, it is they are the anointed of Providence. Nature spreads out her richest and 220 
loveliest treasures for their benefit.  (Tagore 1916, 50) 221 
 222 
4. Nikhil Embodies Cosmopolitanism   223 
 224 
Nikhil, an antithesis to Sandeep, epitomizes cosmopolitanism and the greater ideals of humanity.  He 225 
views nationalism as an assault on human dignity and a repudiation of the values of coexistence. He 226 
stands for what it means to be a perfect human being. Unlike Sandip, he believes in the power of 227 
renunciation and self-sacrifice, chooses to be on the side of truth and justice, and regards coercion as 228 
a manifestation of weakness. Despite being aware of how Sandip employs nationalism to accumulate 229 
wealth and power, he does not dictate terms to his wife Bimala who is get swayed by Sandip’s 230 
nationalist rhetoric. As he does not believe in imposing things, he allows her to understand him and 231 
make her own independent choice. He wants her to see for herself that Sandip loves himself more 232 
than his country and that his zealous patriotism is a way to aggrandize himself.  233 

In the face of all pressure and psychological trauma he undergoes, Nikhil remains true to his 234 
ideals of humanity, justice, and morality. When the group of nationalists asked him to ban British 235 
products, he described it as blindness and refused to oblige them as it had the potential of adversely 236 
affecting the poor. The perfect sense of justice and what it means to be human is his way of life. He 237 
discards anything which encroaches on human dignity and the personal choices of an individual. For 238 
the same reason, he refuses to worship the country.  To an argument from Sandeep that he worships 239 
humanity when he considers the country to be his god because man and country are the 240 
manifestations of God, Nikhil disagrees and asks him if man and country are the manifestations of 241 
god, there is no difference between man and man, and so between country and country (Tagore 1916, 242 
35).  He tells him that he had nothing to say against his worship but does not understand his hatred 243 
for other people and countries wherein God is equally manifest. He tells Sandip that he is always 244 
ready to serve his country. But he reserves his worship for true ideals of humanity. Worshipping a 245 
country amounts to bringing a curse upon it (Tagore 1916, 22). Therefore, he denunciates the 246 
excessive love for the country as it involves hating and undermining other fellow human beings who 247 
are equally dignified and important. This love of Nikhil for greater human ideals and denunciates 248 
nationalistic politics illustrates his cosmopolitan vision.   For the same reason, he condemns Sandip's 249 
opportunism and low-level politics of winning and victory through any kind of unfair means. 250 

It is my feelings that are outraged, whenever you try to pass of injustice as a duty and 251 
unrighteousness as a moral ideal. The fact, I am incapable of stealing, is not due to my possessing logical 252 
faculties but to my having some feeling of respect for myself and love for ideals. (Tagore 1916, 36). 253 
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Bimala’s metamorphosis demonstrates how nationalism dehumanizes people and leaves 254 
degrading effects on collective human existence.  Initially, she kept on oscillating between selfish 255 
motives and sinister designs embodied by Sandeep and moral ideals and cosmopolitanism 256 
represented by Nikhil. According to him (Nikhil), she likes to find in men something violent, cruel, 257 
angry, and unjust (Tagore, 1916, 44). She gets swayed by Sandeep’s nationalistic rhetoric, undergoes 258 
dramatic changes, and finds herself detached from her husband.  From being a humble woman 259 
staying within four walls of her home, she becomes a Shakti, to quote Sandeep’s words, and allows 260 
this madness (nationalism) to bring a trail of disasters in her life. She finds immense joy in an 261 
unquestionable surrender! She indeed realized how a man could find supreme bliss in the totality of 262 
self-destruction (Tagore, 1916, 90). However, after being exposed to how nationalism was merely a 263 
badge for Sandeep to accumulate wealth and money, she undergoes regeneration and starts 264 
appreciating truth and how her husband represented moral and higher ideals for mankind. Rao 265 
(2010) notes Bimala's remorse and change of heart towards the end of the novel are often read as a 266 
vindication of the ideals of humanity represented by Nikhil though Sandip's views are politically 267 
more resonant driven by material success and full of derision for true ideals of humanity.  268 
 269 
5. Tagore’s Philosophy of Education 270 
 271 
What did lie at the heart of India's colonial system of education was the basic goal of achieving 272 
certain political goals. It was designed not to impart true moral ideals but to prepare a workforce that 273 
could serve well the British colonial regime. Therefore, a contempt for local culture and an 274 
admiration for the colonial masters and their values were inculcated in the young minds. This was 275 
the context and background wherein Tagore’s philosophy of education developed and took root. He 276 
aimed to prepare critical minds, decolonize Western-centric practices and values, and reinvigorate 277 
the pluralistic ethos. Therefore, teaching the values of coexistence and love for mankind constitutes 278 
the core of his educational philosophy.  It seeks the development of not an individual but the 279 
promotion of the spirit of brotherhood, cooperation, and understanding. Samuel (2011) says that 280 
Tagore’s educational vision sought to promote fullness which comes through the adoption of “the 281 
social and the universal dimensions. One of the important insights of Tagore’s educational vision was 282 
his stress on human relationships and universality” (1164).   Therefore, the primary aim of his 283 
educational vision was to decolonize the minds, illuminate the soul, and promote the welfare of all 284 
people irrespective of how and where they were rooted. 285 

Now the time has come when we must make the world problem our ownproblem; we must 286 
bring the spirit of our civilization into harmony with the history of all nations of the earth; we must 287 
not, in foolish pride, still keep ourselves fast within the shell of the seed and the crust of the earth 288 
which protected and nourished our ideals; for these, the shell and the crust, were meant to be 289 
broken, so that life may spring up in all its vigour and beauty, bringing its offerings to the world in 290 
open light. (Tagore 1917, 68) 291 

Worried at the ugly turn of global events and India showing eagerness towards nationalist and 292 
identity politics, he realized how education and knowledge could help him establish a society on the 293 
sound ideals of love, fraternity, and mutual trust. He, thus, dissociated himself from the political 294 
movements and kept himself busy asking people to imbibe cosmopolitan values and discard 295 
nationalist tendencies. To realize his dream, he founded a chain of schools and institutions. In 1901, a 296 
school, Santiniketan, which means an abode of peace, was set up. Encouraged by the success and 297 
public enthusiasm, he founded another school which came to be known as Sriniketan, which stands 298 
for the abode of prosperity. He established Visva-Bharati University. The name Visva-Bharati stands 299 
for the world’s communion with India.  The motto reads as a place where the world makes a home in 300 
one nest. If one looks carefully at the entire project of these institutions, he/she will find that Tagore 301 
wanted to set up an institution that could teach the true ideals of mankind living as a single family. 302 
The aim was to help people develop a cosmopolitan vision, transcend local identities, and develop a 303 
common identity for mankind.  He thought that the cross-cultural exchange, dialogues among 304 
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nations, and a fine reconciliation between rational Europe and the spiritual East could pave the way 305 
for peaceful coexistence.  The students at these institutions were encouraged to have respect for all 306 
cultures and varied forms of human existence. The values of looking at cultures and histories as 307 
different chapters of the common history of mankind were inculcated. This is the concept of Tagore’s 308 
education Nubausam refers to when she says that openness cannot be inculcated through rote 309 
learning but through shaping the hidden capabilities of an individual. Open-mindedness, broad 310 
vision, dialogues, and engagements as a means for cultural understanding are essential. The 311 
possibility of such openness and acceptance hinges on the type of education imparted. This openness 312 
and curiosity to understand other cultures is the central idea of Tagore’s educational philosophy. This 313 
openness and broadmindedness can be nurtured not through an education that focuses on 314 
mechanical learning but through an education that is centered on the illumination of the soul.  315 

He considered the blind pursuit of material prosperity and lack of true human values one of the 316 
reasons responsible for the rise of nationalism and the lowering of human dignity. That is why he 317 
placed a true moral character at the core of his educational system at these institutions. For him, 318 
education and knowledge were means of realizing the higher goals of human existence not 319 
accumulating wealth and power. His philosophy of education sought to “establish the dignity of 320 
human relationships across boundaries. Thus, for him, local education and global education should 321 
not be two ends of a spectrum but overlapping categories instead” (Datta 2017, 412). That is why 322 
spiritual training and illumination of the soul, a love for nature, and a deep emotional association 323 
with natural surroundings were some of the primary goals of his educational philosophy. As the 324 
romantic poets and philosophers were distressed to see the increasing industrialization, Tagore saw 325 
nationalism as posing a potential menace to mankind. So, he turned to nature and the spiritual 326 
existence of man. Like Wordsworth, he felt in nature a pervading existence of some invisible power. 327 
This deep association with natural life led him to think of freedom from work as the essence of 328 
meaningful human existence. He considered the universe as the manifestation of human diversity 329 
and finds the "principles of unity and diversity operating in all things-animate or inanimate, organic 330 
or inorganic. He recognizes that there is a divine spark in each and every thing” (Salamatullah 1960, 331 
133).  332 

In his writings, we find him seeking a spiritual union between man and nature. He considered 333 
nature a source of inspiration and said that education for the full growth of individuals can be 334 
achieved in the lap of nature.  His love for natural surroundings led him to establish his university at 335 
Shantiniketan where natural life made a part of the curriculum. Tagore called for an affinity for 336 
natural life which had the immense potential of teaching a man a truly human character. Banerjee 337 
(2010) nature had always appeared to Tagore "as a living entity, a transcendental spirit, a Divine force 338 
that shapes and moulds the life of a man and is integral to human civilization” (477/8). 339 

Take away man from his natural surroundings, from the fullness of his communal life, with all 340 
its living associations of beauty and love and social obligations, and you will be able to turn him into 341 
so many fragments of a machine for the production of wealth on a gigantic scale. Turn a tree into a 342 
log and it will burn for you, but it will never bear living flowers and fruit. (Tagore 1917, 37) 343 

To construct a cosmopolitan existence, education, he argues, should focus on the development 344 
of a truly human character and the promotion of higher ideals of morality. It should not emphasize 345 
the mechanical development of the human mind and the transfer of abstract thoughts. It should, 346 
illuminate the soul, enlighten the minds, and stir up the human imagination and inherent creative 347 
characteristics of an individual.  He wanted to liberate the human mind from religious bigotry and 348 
eliminate the mechanical and economic aspects of the British system of education. He asked to 349 
enliven the decadent Indian system of education wherein “children were treated as no better than 350 
objects, or as prisoners in the hands of authoritarian pedagogues who were determined to rob their 351 
pupils of their vigour and liberty in exchange for stale, mindless, mechanical learning” (Quayum 2016, 352 
4). This is the freedom he talked about in his address to Japan. 353 

I have seen in Japan the voluntary submission of the whole people to the trimming of their 354 
minds and clipping of their freedom by their government, which through various educational 355 
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agencies regulates their thoughts, manufactures their feelings, and becomes suspiciously watchful 356 
when they show signs of inclining toward the spiritual, leading them through a narrow path not 357 
toward what is true but what is necessary for the complete welding of them into one uniform mass 358 
according to its own recipe. (Tagore 1917, 26) 359 
 360 
6. Bridging the Divide Between Western Philosophy and Eastern Spiritual Wisdom 361 
 362 
Fazal Rizvi & Suzanne S. Choo (2020) notes that Nussbaum, in her essay Patriotism and 363 
Cosmopolitanism (1994), castigates the American education system for being 'insular' and called for 364 
an education system that viewed human dignity and justice as the basic norms of civilized human 365 
existence. Her theory of cosmopolitanism and the critique of American patriotism is informed by 366 
Tagore’s writings who saw in the emergence of Hindu nationalism and national pride a death for 367 
India’s rational thinking, scientific temperament, and technological advancement. His critique of the 368 
resurgent Hindu nationalism shaped Nussbaum’s worldview and her ideas of patriotism. Nussbaum 369 
insisted that education must impart values of human dignity, equality, respect, and appreciation for 370 
cultural differences.  In the essay, she says that the proclivity to attach special importance and 371 
recognition of one’s own culture and race defeats the very purpose patriotism so vociferously claims 372 
to be addressing. She found Americans’ assertion of racial pride and the politics of identity echoing 373 
the Hindu nationalist politics in India. She says: 374 

I believe, as does Tagore, that this emphasis on patriotic pride, is both morally dangerous and 375 
subversive of some of the worthy goals that patriotism sets out to serve-like national unity in 376 
devotion to worthy morals of justice and equality ... The goals would be better served by the very old 377 
ideal of cosmopolitanism (Nussbaum 1994, 4). 378 

As a true lover of knowledge and wisdom, Tagore wanted to seek wisdom wherever it was 379 
available. Being conscious of how a synthesis of Western philosophy and Eastern spiritual wisdom 380 
could benefit mankind, he exhorted Indians to “learn from the west the knowledge of modern science 381 
and technology while enriching the west 'with the spiritual wisdom and sacrificial attitudes of the 382 
east” (Acharya 1997, 602).  He saw how a lack of reconciliation between these strands of thought 383 
could prove to be disastrous for human coexistence. That is why he opposed the boycott of the British 384 
by Indian nationalists because it could deprive them of scientific advancement and rational thinking. 385 
Similarly, he saw in Europe’s blind pursuit of materialism a death for mankind. Tagore (1917) says that 386 
they must not “forget that the scientific organizations vastly spreading in all directions are 387 
strengthening our power, but not our humanity” (41/2). Being a philosopher of cosmopolitan vision, 388 
he knew how the open channels of communication, dialogues, and engagement could pave the way 389 
for a harmonious existence and cultural understanding.  390 

The real truth is that science is not man's nature, it is mere knowledge and training. By knowing 391 
the laws of the material universe you do not change your deeper humanity. You can borrow 392 
knowledge from others, but you cannot borrow temperaments. (Tagore 1917, 54) 393 

He saw a way ahead for India’s emergence as a knowledge power through moderation and a 394 
balanced way of life. The blind pursuit of material prosperity by the West and the religious 395 
dogmatism of the East left him deeply disillusioned. He looked up not for confrontation, and 396 
exclusion but for accommodation and synthesis between East and West, science and spiritual 397 
wisdom, and tradition and modernity.  Though he harshly denunciated the militant aspect of 398 
nationalism, it did not deter him from being appreciative of the Western idea of rational thinking, 399 
experimentalism, and observation. Tagore exhorted Indians to keep their eyes and heart to what was 400 
going on in the world around them, how people lived, the language they spoke, and things they 401 
aspired for while being rooted in their own culture and ways of life. His message was that every 402 
culture was rich enough to offer something unique for others to learn and assimilate.  Therefore, the 403 
window of learning, dialogue, and understanding must remain open for cross-cultural dialogue and 404 
mutual understanding.  405 

The four pillars of his concept of education were:  nationalist traditions; syntheses of Western 406 
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and Eastern strands of philosophy; science and rationality in approach; and an international and 407 
cosmopolitan outlook.  The original way in which Tagore interwove these various strands to expound 408 
a system of free and creative inquiry that gazed beyond the shackles of colonialism in India was 409 
unique. (Ghosh et all. 2012, 59) 410 

Freedom from pride and prejudices lies at the heart of his vision of cosmopolitan education. He 411 
wanted to break the shackles of religion, caste, and nationalism one is entangled in. Salamatullah 412 
(1960) says that one of the areas Tagore emphasized so much is ample scope for creative self-413 
expression and the idea of internationalism which shows his deep sense of respect for the varied 414 
existence of mankind.  He decried uniformity but appreciated the sense of unity and harmony. He 415 
wanted the education system to generate unity and harmony without developing and imposing 416 
uniformity as it “robs the individual (and by extension, the nation) of his or her uniqueness, his or her 417 
inherent talents, and forces him or her to mindlessly imitate the dominant patterns in society” (Fazal 418 
Rizvi & Suzanne S. Choo 2020). The idea that there is one global existence lies at the heart of Tagore’s 419 
educational philosophy.  420 

True modernism is freedom of mind, not the slavery of taste. It is the independence of thought 421 
and action, not tutelage under European schoolmasters. It is science, but not its wrong application in 422 
life, — a mere imitation of our science teachers who reduce it into a superstition, absurdly invoking 423 
its aid for all impossible purposes. (Tagore 1917, 75) 424 
 425 
6. Conclusion 426 
 427 
Tagore’s idea of cosmopolitanism developed in the wake of nationalism emerging as a formidable 428 
force in the early years of the last century. Being a man of a farsighted vision and a deeper sense of 429 
sympathy with humanity, he visualized how the spirit of conquest and materialism formed the core 430 
of the Western idea of nationalism. Through his denunciation of Western nationalism, he appealed 431 
to build the world and human society on the sound principles of love, mutual respect, acceptance, 432 
cooperation, and a sincere apperception of the existing differences. Having lost his faith in global 433 
nationalistic politics and identity politics in India, he founded many institutions to realize his dream 434 
of constructing a cosmopolitan society through his educational philosophy. Decolonizing the minds, 435 
a synthesis of Western philosophy and Eastern spiritual wisdom, illuminating the soul, enlightening 436 
the minds, communion with natural life, and above all placing the man above everything makes the 437 
core of his educational philosophy. Thus, the construction of a cosmopolitan society based on the 438 
sound ideals of mutual love, respect, and appreciation of differences is his message through his vast 439 
body of works.  440 
 441 
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